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CHAPTER 1

INTRODUCTION

“Every day in class dl we did wastak,” he said. “ The teacher, shedidn’t let us
write” My Russianspeaking student was telling me about an ESL class he had
previoudy attended on the upper west Side of Manhattan. His teacher had taken the
rather unorthodox step of banning pencils and paper from the classroom. When
students wanted to note a particular vocabulary item or a new structure, she wrote the
language on large sheets of butcher paper taped to the walls. During bresk, some
sudents diligently copied dl of the written text into their notebooks. From what my
sudent told me, classroom activities included playing language games, drawing time
lines on the board, creating stories from pictures, and other smilar activities. He spoke
in glowing terms about how the sudents in the class, initidly wary of this ord-only
gpproach, were soon motivated by their considerable, surprising gains in spoken
proficiency.

| remember this story so clearly because of the earnest way my student told it.
His eyestwinkled, he gestured emphaticaly and he tripped over his English wordsin
his excitement to tell me about his experience. Here was a highly educated man —a
poet and a university professor — advocating that we abandon dl literate tools so that
students could learn to open their ears, listen attentively, and concentrate on spesking.

In contrast to this student’ s experience, the typical ESL learner entersa

classroom that is saturated with literacy. Whether working with textbooks, workshests,



conversation cards, or jazz chant scripts, learners must often attend smultaneoudy to
both written and spoken language. Even tasks intended to foster ord language usein
interaction often include a reading component (read these questions and ask your
partner) and a writing component (write down your partner’ s answers). In these types
of classroom interactions where spoken and written language co-occur, how do
learners incorporate reading and writing into the structure of thelr interactions?

Previous research on written language in the ESL classroom has mainly
focused on the best ways to teach reading and writing skills. One prominent approach
to L2 literacy pedagogy is based on Vygotskian theory that sees socid interaction as
the foundation of learning and development. This view underlies literacy teaching
drategiesthat are based on talk and interaction in the classroom — ord reading,
discussion groups, collaborative writing, etc. The connections between face-to-face
socid interaction in the classroom and the development of literacy skills has been the
subject of considerable research (e.g. Kim, 2004; Lee & Smagorinsky, 2000; Ramirez,
1994).

However, in the L2 classroom, the god of interactive activitiesis not just to
teach written language skills, but dso to foster development of language skillsin
general. Face-to-face learner interaction is thought to be an important component of
language learning, and has been the focus of much research (e.g. Ellis, 2000; Gass,
Mackey, & Pica, 1998; Lantolf & Appd, 1994; Swain & Lapkin, 1998). Written
materials are commonly assumed to be an ad to language learning in generd (Currie

& Cray, 2004), and are frequently provided for learner use during conversationa



interactions. Despite this, most studies of face-to-face interaction in second language
acquisition focus solely on variaionsin ord language. For the most part, these Sudies
disregard multimodal aspects of interaction that may include not only written

language, but also gesture, gaze, posture/proxemics, and other communicative modes.
Little empirica research has systeméticdly investigated how |earnersincorporate
written language into classroom socid interaction

In order to investigate the use of written materidsin ESL classroom
interaction, | turned to the large corpus of audio- and video-recorded student
interactions developed at the Nationa Center for the Study of Adult Learning and
Literacy ESOL Labste a Portland State University (known localy asthe Lab
School). As aresearch assstant at the Lab Schoal, | have watched hundreds of hours
of dyadic student interactions. In watching these videos, | have seen that students have
many different ways of usng print materials as part of interaction in the L2 classroom.
Some students rely on writing and have ahard time ‘trandating’ their written
competencies into fluent oral production. Other students are adept conversationaists,
but only tentatively and hdtingly engage in reading and writing practices.

In watching video of studentsin the classroom, | have seen many meaning-
focused interactions derailed by Iaborious attempts to correctly spell aword. These
writing-heavy interactions undoubtedly have a positive impact on students' literacy
skills. However, many of these activities are intended to foster ora language skills. At
times it seems that the technicalities of reading and writing — pronouncing letters,

orienting to the same numbered item on the page, deciphering unfamiliar words —



move to the center of the interaction, while fluid oral communication receives less
overt attention. At other times, however, the ability to write even asingle word or
|letter allows students to overcome difficultiesin ord language production — especidly
pronunciation — and in this way facilitates communication.

Inthisthess | sysematically investigate and describe how and when students
Incorporate written materials into dyadic interactionsin the ESL classroom. Spoken
and written language are both powerful means by which learners can represent
meaning and foster communication. By looking at the various ways that learners make
use of these different language modalities, | hope to discover more about the potential

contributions of poken and written language to the overall process of second

language acquisition.



CHAPTER 2

LITERATURE REVIEW

In congdering the role of print materidsin dyadic L2 classroom interaction, |
look firgt a why interaction isimportant in second language acquisition (SLA) and
discuss Vygotsky’ s ideas about interaction and mediation. Next, | present research on
the importance of written language to the overall process of SLA. | then consider
gpproaches to the study of written language in generd, followed by studies of print
materids as a component in interaction. Finally, | introduce an expanded approach to

interaction and present my research question.

Interaction and SLA

Sincethemid 1970's, much SLA research has seen conversationa interaction
not merely as language practice, but as acentrd ste of language learning itself (Gass
et al., 1998). Despite much research into exactly how conversationd interaction leads
to language acquisition, however, the precise relationship between interaction and
acquisition remains eusve. Ellis (2000) identifies two main theoretica gpproachesto
the study of interaction which he refers to as the psycholinguistic perspective and
socio-culturd theory.

In research designed under the psycholinguistic perspective, pedagogical tasks
are seen as avariable that can determine the nature of student interaction and provide

opportunities for learning specific agpects of language. Interaction is conceived of as



an opportunity to process linguitic input and output and to engage in negotiation of
meaning. Because negatiation of meaning is thought to lead to language acquisition,
research investigates which types of pedagogic tasks lead to the most negotiation of
meaning in the dassroom (e.g. Robinson, 2001; Van den Branden, 1997). The god of
this research is to inform teachers about how they can best provide learners with
opportunities for negotiation of meaning.

As Ellis (2000) points out, however, language use in socid interaction depends
not only on the pedagogical task but also on learners Situated enactment of the task.
Given the same task, two pairs of learners may congtruct entirely different activities.
Roebuck (2000) points out that “subjectsinvolved in the same task are necessarily
involved in different activity, snce they bring to the task their unique histories, gods,
and capacities’ (p. 79). From this perspective, it is not enough for researchersto
Investigate which task types facilitate interaction (i.e. lead to the most instances of
negotiation of meaning). Rather, research into the nature of the interaction, that is,
how learners interpret and construct the task, is aso important. Research based on
socio-cultura theories of second language learning address some of the socid and
contextua factors of interaction and relate them to language learning (e.g. Lantolf &
Appel, 1994; Swain & Lapkin, 1998).

Storch (2001) provides one example of the socio-cultura approach. She
investigates how the nature of learner interaction in a collaborative writing task varies
across dyads. Rather than look &t the linguistic markers of negotiation of meaning (e.g.

darification requests, confirmation checks), Storch considers “the pattern of pair



interaction in its totdity, noting the traits that characterize the way the pairs worked”
(p. 32). Shefocuses on 1) linguistic features (especialy pronouns and imperatives), 2)
text construction behavior and 3) metatalk. Storch uses these three analytical
categories to characterize learners orientation to the activity on a continuum from
nont-collaborative to collaborative. She andyzed the written texts produced and found
that those pairs who worked more collaboratively produced written texts that were
more accurate than those produced by norcollaborative pairs. This study provides
evidence that the nature of learner interaction 1) is not pre-determined by task design
and 2) islinked to the qudlity of written language that is produced. Storch’s study
suggests that collaborative didogue leads to improved linguistic outcomes and it
provides evidence for alink between interaction and second language acquistion.
Other researchers have aso investigated how socid interaction facilitates SLA.
Donato (1994) shows how socid interaction alows opportunities for collective
scaffolding, or mutua language support whereby learners jointly co-construct
language that may be more complex than the language they could produce
individualy. Ohta (2000) reiterates this point as she investigates the micro-processes
within dyadic interaction. She provides evidence that close collaborative engagement
leads to ‘ asssted performance’ whereby one interlocutor provides targeted assistance
to facilitate the other’ s production of language that they could not produce on their
own. She also finds evidence that such assisted performance leads to interndization of

new linguidic forms.



Socio-cultura research on SLA suggests that interactive processes such as
scaffolding, or assisted performance, are integrd to language acquisition. As Swain
and Lapkin (1998) argue, “the co-congruction of linguistic knowledge in didogue is
language learning in progress’ (p. 321). Interaction does not lead to subsequent
language acquigition, rather socid interaction is avisble manifestation of the process
of language learning itsdlf. This socio-culturd pergpective on language learning is
largely based on the work of Vygotsky (1987), who investigated not just language

learning, but the process of cognitive development in generd.

Vygotsky, Mediation, and the Socio-cultural Theory of Interaction and Devel opment
Vygotsky's socio-cultura gpproach to development suggests that new forms of
cognitive activity first emerge in socid interaction and are then interndized as
individual cognitive processes. Vygotsky's concept of mediation iskey to
understanding this process of interndization. In Vygotsky’s view, physicd tools (a
hammer, agtick, a TV remote control) and psychologica signs (words, mathematical
formulas, theoreticad concepts) mediate human action and human thought. Consider
the action of channd surfing as an example. The god of the action isto change
channels while comfortably ensconced on the couch. The TV remote isthe physica
tool that stands between the individua’ s intention to change the environment and the
change that actualy occurs. Mediation is essentid because certain complex actions
(lying on the couch while flipping channels) are not possible without the mediation of

atool.



Mediation by physica tools enables more complex actions, produces changein
the externa environment, and functions to exert control over the surrounding
environment. Likewise, mediation by psychologica tools (3gns) enables more
complex menta functions (abstract thought), produces change in the interna mentd
environment and alows for cortrol over interna cognitive processes. One example of
ahigher menta function islogica memory. In smple memory, thereisadirect link
between stimuli. For example, the smell of baking immediately evokes memories of a
grandmother’ s kitchen. The process of higher order memory, on the other hand, can be
mediated by aphysica tool such asapiece of string tied around a finger, or by
psychologica sgns such as mnemonic devices (linguigtic or nortlinguistic). For
example, mnemonic devices such as Please Excuse My Dear Aunt Sally, stand
between (mediate) the desire to remember something (in this example, the correct
order of operations: Parentheses, Exponents, Multiplication...) and the actud recal of
the item. By fadilitating recdl, mediation by mnemonic devices can play a crucid role
inlogical memory. Logicd memory — and dl higher menta functions such as
voluntary atention, saf-control, etc. — are based on a system of psychologicd sgns
that mediates thinking.

Vygotsky contends that the ability to use sgns astools for thinking develops
out of socid interaction; Sgn systems are learned through interaction. Firg, dl tools
and sgnsare culturdly and historicaly situated; Sgn systems are pecific to agiven

socid context. Thisis why a native spesker of Italian — a socio-culturdly specific 9gn



system — is not understood when they speek their native language in Canada. Thus, if
sgns are socidly congtructed, then they must be learned through socid interaction.

Second, socid interaction facilitates the development of additiona sgn
systems because it provides opportunities for scaffolding, a process whereby learners
are guided by their interlocutor in the use of tools and signs. After using sgns on the
interpersond plane, the “socid method of behavior [is] goplied to one's saf”
(Vygotsky, 1999, p. 53). The actionsinitidly carried out interpersonaly are now
turned inward and gpplied intrgpersondly. Thisisthe process of interndization of
socid interaction.

Psychologica sgns are centrd to the process of interndization. Languageis
one of the most important systems of psychologicd sgns, or semictic systems. As
such, it is used interndly to mediate thinking and higher menta functions, and it is
as0 used externaly to mediate socid interaction. Vygotsky writes:

The logical conclusion from recognizing the paramount importance of

using signs in the history of the development of al higher mental

functions is to include in the system of psychological concepts the
external symbolic forms of activity (speech, reading, writing, counting,
drawing) that are usually considered as something periphera and

accessory with respect to internal mental processes [as being] on equal
footing with dl other higher mental processes. (Vygotsky, 1999, p. 40)

Vygotsky highlights how externd sgn systems like speech and writing function to
mediate menta functionsin the same way as interna psychologica concepts. Speech
initially serves communicative purposes on the interpersond plane. In later child
development, inner speech develops and mediates internal cognitive processes.

Vygotsky specifically addresses how speech and writing (didogic, interactive

10



processes) mediate thinking and learning, which are traditiondly thought of as
internd, individua, cognitive processes.

When new symbolic systems are learned, the process is mediated both by
socid interaction and by existing symbolic systems. For example, the process of
learning dgebraisinitiadly mediated by socid interaction with ateacher or tutor. The
process is dso mediated by exigting symbolic systems, in this case, numbers and
|letters as varidbles. Learning a new system involves change not only in terms of
gppending the new system to the exigting cognitive structure, but development also
creates changes in the structure of the pre-existing systems. In the case of dgebra, this
could be demondirated in the utterance; If x people come to the party, we'll need x
party hats. Here a sign from algebra— usng the variable x to denote an unknown
quantity — is incorporated into the existing speech system.

Written language as a semiotic system is an example of how additiona sgn
systemns develop and become available to mediate further development. Vygotsky
writes that written language

represents symbolism of the second degree that gradually becomes

direct symbolism. This means that written language consists of a

system of signs arbitrarily forming sounds and words of oral speech

that in turn are signs for real objects and relations. Gradually, the
intermediate connection, specifically, oral speech, can fade away and
written language is converted into a system of signs directly
symbolizing the signified objects and the relations among them.

(Vygotsky, 1997, p. 132)

Though written language is initidly mediated by speech, first in socid interaction and
then intrgpersondly, it develops into a system of mediation in its own right. Aswritten
language develops as a direct Sgn system, it dters the nature of existing Sgn systems,

11



including speech. This means that written language can mediate the devel opment of
new spoken forms, just as speech can mediate the development of new written forms.
Thus, ora and written forms are both capable of facilitating the development of

language in generd. This hasimplications for SLA.

Written Lanquage and SL A

In astudy investigating the parale development of spoken and written L2,
Weissherg (2000) found that second language writing contributes to second language
acquisition in generd. Mog of the learnersin his study preferred to use new linguigtic
formsfor the first timein writing, not in speech. Basad on variability among
participants, Welssherg proposed a continuum of modality preferencein L2
acquidtion style on ascde from writing-driven to speech-driven. Weissberg contends
that written language proficiency is not based on pre-exiging ord language
proficiency, but can develop independently of ora proficiency. Thisis contrary to an
L1 mode of written language devel opment where speech mediates the devel opment of
written language proficiency. In Weissbherg's sudy, written language mediated the
development of ord language in an L2 context.

Weissherg concludes that his study “ demonstrates the importance of written
language in the L2 acquigtion process of L 1-literate adults. Without thisingght, it
would be difficult to congtruct a complete, accurate picture of how such learners

develop second language proficiency” (p. 52). This sudy clearly demondgtrates that

12



learners can use both ord language and written language to mediate second language
acquistion.

It isimportant to note that while Weissberg considers how written and spoken
forms mediate second language acquisition, he does not address issues of interpersona
interaction. For some participants in the study, most of their contact with the English
language occurred through print, as they did not have much face-to-face interaction
with native speakersin their everyday lives. The two participants whose ora
proficiency showed substantia increases over the course of the study were integrated
into English speaking peer communities and had ample practice with the spoken
language. This suggedts that the moddity of L2 interaction may influence learner
preference for writing-driven or speech-driven language acquisition. However, no
empirica research has investigated the impact of modality (written language vs.
spoken language) on interaction and SLA.

The vagt mgjority of SLA research on interaction in the classroom has focused
on oral, face-to-face interaction.! Harklau (2002) identifiesthisasabiasin SLA
research that privileges ord interaction as the primary means of language acquigtion.
On the contrary, she argues for a“modality- sengtive perspective’ (p. 337) of second
language acquisition that consders written and spoken modalities equally capable of
providing learners with input, output and interaction. She argues that “ descriptions and
theories of second language acquisition that dedl with classrooms or with literate

individuas are incomplete until they consder the role of writing and reading in

! One exception is recent studiesin computer mediated communication that have looked at written, real-
timeinteractions, for example: (Chapelle, 2004; Jepson, 2005; Sauro, 2004; Schwienhorst, 2004).
13



acquistion” (p. 341-342). Literate learners often rely on both spoken and written
language to mediate learning. Indeed, as the Weissberg sudy showed, for many
learners reading and writing may be their primary means of engaging with the L2,
while opportunities for listening and speaking may be scarce.

Research on written language in SLA has historically been somewhat removed
from research on SLA ingenerd (Matsuda, 2001; Silva& Leki, 2004). The (sub)fields
of second language reading and second language writing have explored the process of
learning to read and write in an L2. Much of this research has looked at academic
literacies such as reading comprehension and essay writing. Harklau (2002) argues
that there is much more to reading and writing than just academic literacy skills. She
contends that “writing often serves practica, mundane, and communicative purposes
that may not be life- or thought-transforming but are nevertheless copious and vitd in
the academic and literate lives of L2 learners’ (p. 342). Inthe L2 classroom, alack of
literacy materids would likely bring the dassroom to a grinding hat — no books, no
conversation cards, no workbook exercises, no writing on the board.

Despite the ubiquitous use of literacy materias in the classroom, thereislittle
if any research on how learners incorporate both written and spoken language into the
construction of communicative classroom interactions. Harklau argues for systematic
investigation of “how students incorporate literacy into on-going classroom
communication sysems’ (p. 341). In thisview, L2 reading and writing are not
separate from L2 ligtening and spesking, but both modaities combine to form the

communicative landscape of the classroom.
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Currie and Cray (2004) examined Canadian ESL classrooms to discover what
written language — both mundane and academic — learners used in the classroom and
the purpose for its use. They found that teachers commonly think of writing asa
means of practicing linguistic accuracy in the classroom. Currie and Cray note that
“writing was concelved of [by teacherg] primarily as away to engage in the type of
language practice that it is believed to reinforce: lexica and structura knowledge” (p.
119). Currie and Cray note, however, that though writing is believed to promote these
types of linguistic knowledge, no empirica research has confirmed this point. Because
written text is a ubiquitous tool used in classroom second language indruction and
because written language may mediate the acquisition of ord language, it isimportant
to consider exactly how learnersincorporate written and spoken language in

conversationd interaction.

Approachesto the Study of Written L anguage

The process of using written language, that is, reading and writing, is often
referred to asliteracy. Because the term literacy has come to connote much more than
just fadility with written language — computer literacy, culturd literacy, visud literacy,
medialiteracy, etc. — some researchers now use print literacy to differentiate abilities
with written language from the many other literacies under consderation (Purcell-
Gates, Jacobson, & Degener, 2004).

Furthermore, because writing can refer to both a process (cresating awritten

text) and a product (the written text itsdf), | follow Norris (2004) and use the term

15



print to refer to written text, whether mechanicaly printed or hand written. However,
print is not the same as written language. Just as speech is not usualy separated from
nonverba agpects of communication such as gestures and facid expression, likewise
print typicaly includes not just written language, but aso layout, punctuation,
pictures, and more.

Inlooking at theoretical gpproaches to the study of print, it becomes readily
gpparent that many divergent approaches al share the assumption that print
Incorporates more than just awritten record of speech. Rather, print asa
communicative resource has digtinct materid, linguistic, and socio-cultura properties
that may be used to fulfill unique functionsin the overdl process of communication.
Below, | consder how print is a unique communicative resource in terms of its

materid, linguistic and socio-cultura properties.

Material Properties of Print

In their book, Multimodal Discourse: The Modes and Media of Contemporary
Communication, Gunther Kress and Theo van Leeuwen (2001) discuss the
implications of the materid properties of different communicative modes—induding
speech and print. Speech adheresto the logics of time; words in speech occur
sequentialy and thereisafirgt and alast. This unavoidable sequentidity has an effect
on how meaning is represented in speech. For example, Bill married Sue is different
than Sue married Bill. Order matters. In contrast, visud representations offer

information simultaneoudy and the ‘reader’ of the visud image has the opportunity to
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define their own reading ‘path’. Print isa hybrid of speech and visud — it retains the
logics of time (there is srong sequence and things come first and last), but visua cues
are also important.

Brandt and Clinton (2002) dso highlight the importance of the materia
properties of print. They write:

The technologies of literacy [have] certain kinds of undeniable

capacities — particularly, a capacity to travel, a capacity to stay intact,

and a capacity to be visible and animate outside the interactions of
immediate literacy events. These capacities stem from the legibility and
durability of literacy: its material forms, its technological apparatus, its

objectivity, that is, its (Some)thing-ness. (p. 344)

Brandt and Clinton identify how physicd, materiad agpects of print materids influence
how and why those materias can be used as a communicative resource. Thisisnot to
say that print materids can only be used in one way. Just asindividud students creste
many activities from a single pedagogica task, so individua readers can congtruct
many interpretations of a sngle written story.

Inlearning ‘language, learners mugt actudly ded with very different materia
resources in speech and print. Spoken proficiency requires both attention to
pronunciation and knowledge of the L2 phonologica system, aswdll asthe aurd
ability to hear sounds in the L2 and recognize words and phrases. Written language
proficiency, on the other hand, requires the visud ability to distinguish written shapes
and knowledge of the L2 orthographic system. The materid affordances of written
language may facilitate language learning by alowing for amore permanent record of
language and by suggesting correct pronunciation. However, orthographic

representations of pronunciation can be mideading. Also, learners must cope with
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gpeech in red time. An over-reliance on print as a more stable means of interaction
with the L2 may hinder learners developing strategies for redl-time conversationa

interaction.

Linguistic Properties of Print

Written language is not just peech written down. There are linguigtic
differences between language as written and language as spoken. This has been
established through the comparative study of the linguistic properties of written and
gpoken language in the fidd of discourse andyss, and specificdly through research in
systemic functiond linguistics (SFL) and corpus linguidtics.

SHL andyzes different types of texts and looks at the linguistic features that
aretypicaly present in different contexts of use (Colombi & Schieppegrell, 2002).
Clugters of linguigtic fegtures that occur in a given context are called registers.
Language varies between registers because what we do with language and how we use
it to represent meaning varies between socia contexts. SFL sudies the linguigtic
features of different gpoken and written registersin order to highlight the functiond
relationship between grammatical and lexica choices and the particular Situationd
context.

Recent research in corpus linguigtics dso investigates the linguistic features of
spoken and written language. Biber (2001) uses multi-dimensond andyssto look at
five dimensons (each comprised of groups of linguidtic features) of written and

spoken texts representing different registers. He finds that:
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None of the dimensions is associated with an absolute distinction
between spoken and written texts; rather mode interacts with other
situational characteristics (such as an informational purpose) to
determine the relations among registers with respect to these
dimensions. However, when al five dimensions are considered
together, they identify a fundamental distinction between written and
spoken registers: spoken registers are apparently limited in the kinds of
complexity they can exploit, while written registers show much greater
differences among themselves with respect to both their kinds and
extents of discourse complexity. (p. 238)
Biber’ sfindings suggest that it is the register, or context of usage, that leads to
differencesin linguidtic features. Interestingly, results of three languages studied so far
indicate that only written registers demondrate a particularly dense use of
informationd features, suggesting that though context of use is the primary determiner
of linguidtic features, the materid properties of print may aso play arole.

In much discourse andyds research, the unit of anadydsisthe spoken or
written text itself. Researchers often use transcripts of spoken language or copies of
written texts in their andyses. Speech and print are usudly consdered separately.
Poole contends that discourse analysis provides no ready way to ded with co-
occurring spoken and written language (2003).2 Though studies of the linguistic
properties of written language contribute to an understanding of language variation
across gpoken and written registers, this line of research does not alow for

investigation of print and speech in interaction. Print is analyzed as a product of socid

context and the process of cresting and using texts is not explored.

2 One prominent exception to this claim is the study of science and rhetoric. Thistype of discourse
analysis research looks at how talk around text influences the nature of the text that is created.
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Socio-cultural Properties of Print

In contrast to the study of the linguistic properties of print, the study of the
socio-culturd properties of print is based on ethnographic analyss of the process by
which people incorporate reading and writing into everyday, ongoing socid
interactions. Thisfied of study, commonly referred to asthe New Literacy Studies
(NLS), does not ook at print materids as isolated objects, but rather looks at print in
the context of ord language and socid interaction. The unit of anayssin NLSis not
the print itsdlf, but rather the socid activity that happens around the print materias.

According to this view, thereis no one set of cognitive skills that could be
termed ‘literacy’ . Rather, the socia context determines how reading and writing will
be incorporated into the process of communication. The ability to read and write —
‘literacy’ — involves more than just cognitive skills, but also the socid and
interactional competence needed to gppropriately use print as a communicative tool.

Rather than focus on asingle ‘literacy’, much NLS research uses the concept
of literacy events Hesth (1982) defines aliteracy event as“any occasion inwhich a
piece of writing isintegrd to the nature of the participants interactions and their
interpretative processes’ (p. 93). Each literacy event isa socid interaction whose
nature is determined by the goals and interests of the participants. The nature of
individud literacy events reflects wider literacy practices, defined by Street (2003) as
“socid models of literacy that participants bring to bear upon [literacy] events and that
give meaning to them” (p. 2). The concept of literacy practices highlights how reading

and writing as Situated events are aso part of wider socia practices.
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The NLS gpproach to the study of literacy generdly contends that written texts
themsalves do not carry meaning. Rather, people determine the meanings and uses of
literacy based on socia context (Barton, Hamilton, & Ivanic, 2000; Heath, 1983). Gee
(2000) identifies acentra position of NLS asthe belief that

Any piece of language, any tool, technology, or socia practice can take

on quite different meanings (and values) in different contexts, and that

no piece of language, no tool, technology, or social practice has a
meaning (or value) outside of al contexts. (p. 188)

The meaning of written texts is not pre-determined by writers when they put marks
onto the page to form words. Rather, readers (re)construct meaning from a text based
on the socid context: their relation to the writer, the origins of the text, the rdlevance
of the text to the interactants, etc. Power, authority and ideology are centra to NLS
becauise texts are no longer seen as autonomous conveyers of intact meaning, but as
literacy artifacts that reflect the interests of their makers and their relation to the
reader.

Thisideaof socid context as determiner of textud meaning differsradicaly
from traditiond views of print that contend that meaning resdes within the words on
the page (Goody & Watt, 1963; Olson, 1977). In this view, reading is the process of
recovering meaning which is dready present in the text. NLS strongly contradicts this
position and contends that meaning is (re)crested in each reading of atext depending
on the reader and the socia context in which the text is read.

The New London Group (2000) uses the metgphor of communication as design
to address the view that meaning is not carried in the linguitic code, but is
(re)constructed based on socid context. Design highlights the agency of both
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spesker/writer and listener/reader in (re)congtructing meaning in communication.
Cope and Kaantzis (2000) describe design as using the existent resources of
communicetion (e.g. language) in codified or expected ways, but at the sametime
cresting meaning anew in each act of communication. “We are both inheritors of
patterns and conventions of meaning while a the same time active designers of
meaning” (p. 7). Our active congtruction of meaning in context is not completely
unmoored from language itself. Rather, meaning-making istied to those designs—
patterns and conventions of meaning — that have been previoudy produced and
established through repeated usein socid contexts.

Cope and Kaantzis (2000) explain that when desgns are used again in anew
context, they are changed (subtly or glaringly) as different meanings are represented
through the same design. According to the design metaphor, the exact same meaning
could never be communicated twice in the exact same way. Even a verbatim repetition
of atext would take on different meaning if it were repeated in adifferent socid
context. For example, the meaning assigned to political speeches in the moment they
are given differs from the meaning as discussed in a history class years later.

In the L2 classroom, students' own ideas about appropriate classroom literacy
practices, and how print can be used in the process of design, will influence the many
conversationa interactions that are mediated by print. Students' various
understandings of classroom literacy practices will lead them to incorporate text in
conversationd interaction in different ways. Print incorporation is an important

variable in how a given pedagogica task can be congructed in unique ways by each
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pair of learners. The socio-cultura agpproach to literacy provides more support for the
view that neither pedagogica task nor print materids determine the nature of learners

ensuing interaction.

Studies of Print in I nteraction

Jones (2000) provides a characterigtic example of an NL S study that looks
closdly on “talk around text’. Thisisastudy of bilingua farmers (EnglisvWelsh) at
the livestock market as they interact with officids over the completion of gppropriate
government forms related to sdlling cows. Joneslooks closdly at ‘tak around text’ and
specifiestext articulation, text negotiation and text inscription asinter active processes
that mediate use of print materids and completion of the gppropriate government
forms.

There are two interesting points that Jones makes regarding the written
language present on the form and the ora language that is produced in conversation.
Frg, within the process of text articulation, she identifies two srategies for oraly
articulating categories from the government form: 1) directly reading doud the
English nouns and noun phrases from the form as dliptica questions or prompts, and
2) reformulating the English nouns and noun phrasesinto oral questionsin Welsh.
‘Reading’ the form in this case does not necessarily mean ordly producing the written
language on the page. Rather, the form can be integrated into ora conversation either
by ‘reading out’ language from the form or reformulating it into a different ord form.

Though the written language on the form does not absolutely determine the ord
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language that is produced, the form itsalf does influence the topics of the ord
interaction.

Jones second point regards text negotiation, specificaly, farmers ord
provision of information for inscription on the form by the government official.
Information is ordly provided in such away as to match the needs of the written form.
For example, when asked for aname to enter on the form, farmers do not provide a
first name or afull name. In fact, they do not necessarily even provide their own name,
Rether, they provide afirgt initid and last name of the owner of the cow being sold.
This example illudtrates that the printed form can influence not only the topic of ord
language but dso the ora formsthat are used.

Though Jones grounds her study in NL S theories of text and socid interaction,
there are others who critique this focus and argue for modificationsto the NLS
gpproach. One critique of NLS isthat it highlights the socid activity that happens
around print materials and backgrounds features of the text itself (Maoss, 2003; Poole,
2003). Meaning is seen as afunction of the socid environment and the written text
itsdlf fades from view.

Poole (2003) looks at co-occurring speech and print in the classroom context.
She explicitly addresses how the gap between NL'S (focus on socio-culturd properties
of print) and discourse andys's (focus on linguigtic properties of print) has precluded
linguigtic analysis of co-occurring speech and writing. One am of Pool€' s study isto
explore methodologica innovations for investigating co-occurring speech and writing

in the classroom. Though ethnographic approaches to literacy research have
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investigated how ord and written language co-occur in socid contexts, they have not
focused on the linguidtic features that are involved in the interplay of speech and print.
Inlooking at socid interaction as the primary unit of anadlys's, ethnographies of

literacy do not aways investigate the linguigtic properties of written texts used in the
interaction or the ora language that is produced. Poole notes this methodological
tendency and contragtsit with discourse analyss which focuses on the linguigtic
features of print and speech, but usualy considers them separately. She contends that a
discourse analytic approach can be fruitfully gpplied to literacy events and thus alow
for close consideration of the linguistic connections between speech and printin
interaction.

Pool€' s study looked at classroom interaction and she notes that “maost spoken
interaction in classrooms is accompanied by attention to awritten text such asa
reading selection, chapter, worksheet, or blackboard segment” (p. 106). Inlooking
cdosdy at the linguigtic features of print and speech in an L1 middle school classroom,
Poole identifies three categories of speecht print connections: ora reference to written
texts, ord repetition or restating of written text, and ora language following the topics
aslaid out by the written text. Not surprisingly, Poole finds that print has quite alot of
influence on the ord language produced during a classroom literacy event. Not only
are many of the lexical items from the written text repested oraly, but many of the
ideas from the text are restated or paraphrased oraly. Also, the topics of ord language

are organized according to the order of the written text. This means that many of the
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pragmatic functions normally negotiated by speskers are fulfilled through the shared
focus on the written text.

Poole dso finds that students have difficulty tracking the relations between
orad and written language. For example, students often struggle to locate the part of the
text that is being referred to. Through her close andysis of how learners
smultaneoudy ded with print and speech in interaction, Poole notes how cognitively
demanding these interactions can be for learners. “In literacy events participants may
need to produce and comprehend in both [written and spoken| language channdls as
well asfollow connections between them” (p. 127). This cognitively demanding
activity may lead to confusion among learners and “interactiona trouble” (p. 103).
Thisfinding suggests that print may not aways offer support for ora language
production in the classroom, as is often assumed (Currie & Cray, 2004), but it may
make conversationd interaction even more difficult. This may be particularly reevant
in an L2 context, where learners command of the L2 is gill deveoping.

In her article entitled Putting the Text Back into Practice, Moss (2003)
addresses the issue of how ethnographic approaches to the study of literacy disregard
features of the text itsdlf. Rather than draw on the fidd of discourse andlysis, as Poole
does, Mass highlights the influence of the multimodal nature of print as afactor in the
ensuing interaction. She investigates how pairs of learners respond to multimoda
features of print to congruct meaning from junior-age nor+fiction books. Traditiond
Interpretations of literacy assume that good reading is smply successful reproduction

of the meaning that resides in the words on the page. In contrast to this approach,
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Moss looks at how readers attend to both written language and visud images on the
page in order to construct meaning from print. Some participantsin her study “read”
the book while paying little attention to the written language on the page. Insteed, they
rely on visua images to congruct meaning. Moss finds that the socid interaction
around print materias differs depending on which multimodal aspects of print
Interactants attend to and employ as communicative resources.

While both Jones (2000) and Poole (2003) consider the connections between
written language on the page and ord language in interaction, M oss expands the
andysis of print in interaction to include features such as layout and pictures on the
page. Texts differ in regards to how much they employ linguistic, pictoriad and other
visud resources as communicative means. Readers vary in terms of how much they
attend to multimoda features of print. Just as print materias are composed of more
than written language, conversationd interaction is composed of more than just ord
language. An expanded naotion of conversationd interaction that includes more than
just ord language could provide a different indgght into how print is incorporated into

interaction.

An Expanded Per spective on I nteraction

Beyond print and speech in interaction, there are many other communicative
resources that interactants employ in conversation. Based on the theory of socid

semiatics, multimoda theory highlights the fact that language is not the sole system
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avalable for representing meaning. In fact, communication never reies on language

aone. Lemke (2002) explains that
Semiatically, we never in fact make meaning with only the resources of
one semiotic system: words conjure images, images are verbally
mediated, writing is a visual form, algebra shares much of the syntax
and semantics of natural language, geometric diagrams are interpreted
verbally and pictorially, even radio voices speak to us of individuality,
accent, emotional state, and physical health through vocal signs not
organized by the linguistic code. All semiotics is multimedia semiotics;

all meaning is made in the integration of resources from only
andyticaly separable semiotic resource systems. (p. 23)

Meaning is never contingent on linguistic cues done. Rather, meaning is congructed
through simultaneous use of many semictic resources. Research on interaction that is
based on ord language aone provides an incomplete picture of communication.
Gunther Kress has written extensively on multimoda theory (e.g. Kress, 2003;
Kress & van Leeuwen, 2001). He examines both the socio-culturd and materid
properties of communicative modes. Kress defines a semiotic mode as a meterid
resource shaped through recurring patterns of use in socia interaction. Many objects
can represent meaning, but amode must have a regularized system of grammar. Smell,
for example, can be powerfully evocative. However, most of us have no terminology
that alows us to discuss the component parts that combine to make up agiven smell,
and how those parts function to represent meaning. We cannot andyze smdlsin the
same way that we can andyze words and sentences and judge their grammaticality.
Professondsin the perfume industry, however, do have a codified system for
andyzing smdl and determining which smells may be ‘ungrammaticad’. It is because
of socio-culturaly Stuated work with a given materia resource that it comesto

assume status as a mode.
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In agiven interaction, speech, print, gaze, gesture, posture, proxemics, and
other modes may dl carry part of the semiotic load, that is, they al contribute to the
(re)construction of meaning. Once the variety of semiatic resources availableis
acknowledged and brought to the fore, multimoda theory considers how each mode
has digtinct characteristics, or affordances. Affordances are based on materia
properties as well as on socio-culturaly constructed aspects of the mode. Socio-
cultural aspects lead to an understanding of why a given semiotic resource (e.g. print)
Is codified and given much authority, while another semictic resource (e.g. gesture) is
not explicitly taught and is assumed to be peripheral.

There are two points to make about print as a semiotic mode. First, as noted
ealier, print materials themselves are multimodal objects. Print includes visud modes
such aslayout, visud images, written language, and punctuation. A person attendsto a
number of visua modes as they (re)create meaning from print. Second, a person dso
utilizes a number of modes as they interact with print materids. Norris (2004) notes
that:

Print is present in many settings, but, as a visual mode, the participants

in interaction have to utilize the mode of gaze in order to incorporate

this mode into their interaction ... print can be easily shut out of a

ngon’s perception, and is deliberately utilized by participants. (p. 44-
It isonly through other modes that print can be accessed. For example, the act of
reading involves not only using the mode of gaze to look at print, but dso using
posture/proxemics so that the print is physicaly ble and visble, and perhaps
using gesture to point to the page and guide visual access of what is printed there.

From this pergpective, an andyss of print in interaction will include not only a
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linguistic andlysis of ord and written language (as Poole and Jones, above) but aso an
andyss of ‘nonverbd’ (meaning nortlinguigtic and non-audible) aspects of the
interaction.

In their study of face-to-face dialogue, Bavelas, Coates and Johnson (2002)
argue for this expanded notion of interaction. They consider participants use of
vigble and audible acts of communication as they investigate why and when listeners
produce responses in a dyadic story telling sitution. They discover thet listener
response is not a consequence of the speaker’ s ora production, but isareaction to
speaker gaze patterns. They describe participants “ efficient and precise use of gaze ...
[to both] seek and provide listener feedback” (p. 577). When the listener deviates from
expected gaze patterns, this has consequences for the speaker’ s ord production of the
gory. Thus, despite the seemingly monologic nature of the story tdlling activity, a
close investigation of gaze patterns reveds that listener and spesker are actively
engaged in collaborative conversation.

Other researchers have conducted functional analyses of gaze in face-to-face
interaction that have reveded how gaze plays a sysematic and integrd rolein the
congtruction of an interaction. Goodwin (1980) provides more evidence for the
sdiency of gaze in conversationd interaction. He finds that spesker re-starts and
pauses function to solicit listener’s gaze at the speaker a the beginning of aturn-at-
talk. Kendon's (1967) detailed account finds many functions and petterns of gaze in

interaction, including: 1) participants gaze & their partner more while listening than
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while spesking, 2) gaze facilitates smooth exchanges between turns-at-talk, and 3)
mutua gaze within long turns at talk coincides with listener response.

Now, given that gaze 1) is necessary to access print materials and 2) has
interactive functions, how will gaze be used in conversationd interaction that includes
print materials? Monk and Gale (2002) provide some clues about how gaze to a shared
object may influence an interaction. They find that full gaze awareness, defined as
knowing what someoneis looking at, reduces the number of words and the number of
turns-at-talk necessary to complete atask. They conclude that full gaze awareness
reduces “the degree to which participants need to verbaly check their own and the
other person’s understanding of what has been said” (p. 273). Though their study did
not look at print materids, but at shared video images, it does revea how gaze may
pattern with ashared object in interaction. Their study suggests that print materidsin
classroom interaction may function to facilitate verification of a partner’s
comprehension.

Asthese studies of gaze show, interaction can hardly be reduced to the oral
language produced. Multimoda resources play an important role in face-to-face
interaction. Close examination of these multimodal resources will alow for

investigation of how students incorporate print materids into face-to-face interaction.

Resear ch Question

From a Vygotskian perspective, socid interaction mediates the development of

new psychologica signs, such asan L2. Thisisthe bassfor socio-culturdly oriented
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sudies of interaction in SLA. However, studies of interaction in the classroom need to
include consideration of more than just ord language. There are two reasons for this.
Firg, as Harklau (2002) and Weissberg (2000) point out, written languageis an
integra part of L2 learning. To equate classroom interaction with oral interaction,
ignores the importance of written language in SLA. Furthermore, written language as
asamiotic system may mediate acquisition of ord language. Researchers cannot get a
full picture of the second language acquisition process by looking only &t ora

language.

Second, conversationa interaction is aways multimodal. Participants rely on
gaze, gesture, posture/proxemics and other modes to (re)creste meaning in interaction.
Asamaterid resource, print adds to the multimoda mix of an interaction. In the
classroom, much student interaction is structured by the teacher to suggest certain use
of different communicative modes. For example, certain activitiesinvolve codified use
of gestures or pantomime to elicit vocabulary items. Other activities require sudents
to produce written answers to questions, or to stand back-to-back and communicate
ordly without reference to any visua cues. Though teachers design pedagogica tasks
to be used with certain modes, learners are responsible for the process of production,
which may or may not adhere to the design blueprint provided by the teecher. Andyss
of peer dyadic conversationd interaction can revea how learners employ various
multimoda resources to communicate successfully asthey develop their abilitieswith

theL2.
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Though much research has looked at linguistic aspects of ord interaction in the
L2 setting, no research has taken amultimoda approach to interaction to investigate
the use of print materids. My research question is:

In peer dyadic interaction in the L2 classroom, how do students use print

materids as they congtruct conversationd interactions?

This question is important because peer dyadic interaction is a staple of many
communicatively-oriented ESL classrooms and print materids are commonly used to
facilitate those interactions. A better understanding of the nature of interaction with

print materids will further our understanding of the process of SLA in generd.

33



CHAPTER 3

METHOD

In this chapter, | first provide a generd overview of my research methodology.
| then describe the Lab School setting and explain how | selected data for this study
from the Lab School corpus. | provide a description of my data set and the participants

present in the video data. Findly, | detail the data andysis proceduresthat | followed.

Description of Research M ethodology

Because little SLA research has investigated how students incorporate print
materias into classroom dyadic interaction in the L2 setting, this study is necessarily
exploratory in nature. Rather than verify theory or replicate previous research, this
study seeksto develop atheoretical framework that accounts for sudent behavior in
relation to print materias as students complete teacher-assigned conversationd tasks.
In order to develop descriptions of and explanations for student use of print materials,
| used methods of grounded theory as developed by Glaser and Strauss (1967) and
elaborated by Strauss and Corbin (1998). Developing grounded theory is an inductive
process that alows for conceptud categories to emerge from microanaysis of the data
and comparisons across data. | used grounded theory to develop detailed descriptions
of ‘student use of print materias and to look at how such print materid useis

incorporated into conversationd interaction.



The Lab School Setting

This study used data collected at the Nationa Center for the Study of Adult
Learning and Literacy ESOL Labsite a Portland State University (heresfter, the Lab
School).® Thisfive-year grant-funded research project is a collaboration between
Portland State University (PSU) and Portland Community College (PCC). PSU
provides two dedicated classrooms that are outfitted with audio and video recording
equipment. PCC offersits regular course of adult ESOL classes a the PSU ste. This
collaborative effort dlows for the ongoing collection of video data from typical adult
ESOL classes (Reder, Harris, & Setzler, 2003).

The composition of the student population at the Lab School is smilar to other
PCC dtes, with Spanish, Chinese, Russian, Vietnamese and Korean being the most
common student L1s. During the first four years of daily recording, there were nearly
700 students at the Lab School, representing over 30 L1 backgrounds. Student skill
levels range from low beginnersin Level A (Student Performance Leve 0-2) to
intermediate speakersin Level D (Student Performance Leve 4-6).* The classroom

teachers are experienced ESOL professonds who have taught for many years.

3 The National Labsite for Adult ESOL (known locally asthe Lab School) is funded, in part, by grant
R309B6002 fromthe I nstitute for Education Science, U.S. Dept. of Education, to the National Center
for the Study of Adult Learning and Literacy (NCSALL). The Lab School is a partnership between
Portland State University and Portland Community College. The school and research facilities are
housed at the university while the registration, curriculum, and teachers of the ESL students are from
the community college.
* Please see PCC website (http://www.pcc.edu/pec/pro/basic/esl/levels.htm) for more explanation of
skill levels.
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All Lab School students watch an informationa video in their L1 thet
describes the Lab School research project.® They aso read and sign consent formsin
their L1. Participation is voluntary, and students who do not wish to be recorded are
registered for classes at other PCC sites. Despite the option to avoid recording,
however, nearly al students consent to participate in the research study.

Audio and video data collection of classesis accomplished via thefollowing
set-up: Each of the two PSU classrooms has six celling-mounted cameras. Four
dationary cameras allow for broad views of the teacher, students and the white boards.
The two remaining cameras are remotely controlled and each camera follows one
designated student per class session. In order to capture student language produced
during pair activities, the two students who are followed by the mobile cameras dso
wear wireless microphones during the entire class session. Students Sit at two-person
tables and the wireless microphones capture audio from each microphone-wearing
student and his or her partner. Teachers assign microphones at the beginning of each
class period and each student typically wears the microphone two to four times during
aten-week term. The teacher aso wears awireless microphone and two celling-
mounted microphones capture generd classroom audio. This set-up dlowsfor a
unigue ‘fly-on-the-wadl’ view of student pair interaction while dso providing audio

and video recordings of teacher language.

® The Lab School orientation video is offered in six languages (Mandarin, Cantonese, Spanish, Russian,
Vietnamese and French). An audio orientation is also offered in Korean. The written consent formis
additionally availablein Arabic, Bosnian, Farsi, Japanese, Somali, Turkish and Thai. For students who
speak other languages, every attempt is made to find an interpreter. If one cannot be found, students are
allowed to sign an English consent form if they can indicate that they fully understand, or they are
registered at another PCC site.
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Lab School video dataiswell suited for this study because it offers an intimate
view into typica conversationd interactionsin the L2 classroom without the sudden
introduction of cumbersome recording equipment or intrusive outsde observers.
Rather than relying on contrived Stuations, experimenta changes to classroom
procedure, or data elicitation techniques, this study investigates typica peer
interactions in the ESOL classroom.

In addition to video data of action and interaction in the classroom, the Lab
School Multimedia Adult English Learner Corpus (MAELC) dso includes
supplementary data such as: close-up video images of teacher text on the white boards;
close-up video images of students producing texts such as notes, workshests, etc.;
copies of dl teacher-provided worksheets and hand outs; and periodically-collected
student writing samples. Such access to classroom print materias was vita to my
sudy and alowed me to investigate how students incorporate print materiasinto

dyadic interaction.

Data Selection

In thinking about ways to study the role of print materids in dyadic interaction,
| initidly congdered a quas-experimental design. For example, one way to investigate
the use of print materiasin the classroom would be to compare the “ same task” as
completed first with teacher-provided print materias and completed again with no
print materials provided by the teacher. | was unsatisfied with the progpect of this

research design for a number of reasons. Firg, the redity of classroomsis such that no
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two class sessons are ever exactly dike. A task presented to energized studentsin one
class sesson may lead to lively conversation. On the other hand, as many teachers
know, the same task presented on a different day can dicit fdtering interaction and
lapse quickly into silence® Second, besides differences between class sessions, the
“sametask” used to practice a different target form can lead to differencesin the
nature of ensuing student interaction. Third, different students can take divergent
approaches to the same task. With so many factors (class session, task target form,
sudent varigbles) influencing the nature of an interaction, it would be difficult to
isolate the effects of print materidsin any given interaction. (See Ellis, 2000 for a
further discussion of how task variables are not the only influence on task outcomesin
SLA)

One of the strengths of Lab School dataisthat it alows for exploration of
classroom action and interaction asit unfoldsin atypica classroom setting, without
experimenta changes or intrusions. In thinking about how to use Lab School datato
investigate the question of print materialsin usein the classroom setting, | consdered
identifying ‘ purdly ord’ interactions and comparing those to interactions involving
print materids. It quickly became apparent that virtualy dl interactionsin the
classroom involve print materidsin some way, be it worksheets and textbooks or
teacher writing on the whiteboard and dphabet Sgns posted on the classroom walls.

But would it till be possible to categorize tasks on some sort of ‘presence of print’

® Reasons for this vary from students being weary, distracted, or indifferent, to outside factors such as
current events or even the weather.
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scae and compare interactions across contexts, that is, compare students completing
‘print-heavy’ tasks and *print-light’ tasks?

Two issues prevented me from following this research route: one practical and
one conceptud. Fird, the practical: Lab School video data follows two dyads during
each class session. Student microphones are assigned at random and a given student
may only be salected for close video recording afew times a term. Because students
often gt with different partners each day, there will not necessarily be data of the same
dyad during multiple dlass sessons.” Thus identifying a‘ print-heavy’ task completed
by two dyads during one class session and comparing it to a‘ print-light’ task
completed by two different dyads in another class sesson would obscure the influence
of the print materias themsalves. Differences between the interactions could be
attributed to changes in the task target form, variation between class sessions,
individua student characteristics and other variables.

The second issue was conceptud:: In comparing interactions across ‘ print-light'
and ‘print-heavy’ contexts, how would | measure differences between the interactions?
Would I look at interactiona features such as confirmation checks and darification
requests? Linguistic features such as pronoun use, clause length, etc.? Discourse
markers? Fluency, accuracy and complexity? | was faced with the question: Which
factors would be most sdient to comment on how the use of print materids may have

an impact on an interaction?

’ Students are commonly singled out for close video recording during multiple class sessions in a given
term (3, 4, 5 or even 6 sessions). However, microphone assignment is random and because of
attendance, holidays and other factors, some students are infrequently present in the data.
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Given that little previous research has investigated the use of print materiasin
L2 classroom conversationd interaction, there was no pre-existing framework that
provided alist of relevant features to analyze. Because of this, | decided to look
inductively and qudlitatively a a smdler number of interactionsin order to first
discover the precise nature of student interaction with print materials and then
Investigate the impact of that on student interaction with their partner. In deciding to
face the data without pre-determined categories, my andysis was guided by the

principles of grounded theory (Glaser and Strauss, 1967).

Description of the Data Set

Ultimately, | decided to limit my analyss to interactions taken from asingle
class session — January 10, 20032 | chose this class session for analysis based on the
following criteria

1) containsat least three pair interactions, each longer than three minutes

2) the sametwo pairs of sudents are recorded throughout the class session

3) thepar activitiesinvolve different types of print materids

The first two criteria ensured that the class sesson | selected actudly contained ample
footage of student dyadic interaction. Both of the students wearing the microphone
were seated with a partner and they worked with the same partner throughout most of

the class sesson. Sdlecting a session with at least three pair interactions, rather than

8 There was an added advantage to this decision: by not looking at different class sessions over the
course of one (or more) terms, | eliminated the possibility that L2 language and literacy devel opment
might have led to changes in the ways that students use print materials.
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one longer interaction, alowed me to compare the same student dyads as they were
engaged in different pedagogica tasks. In fact, the sdlected class sesson contained
seven pair interactions. The third criterion ensured that the multiple interactions
involved different types of print materids.

After | had sdlected asingle class session, | chose from among the available
dyadic interactions in that class sesson From the seven pair tasksin the selected class
session, | chose to analyze three tasks thet involved different kinds of print materids a
cdendar, ablank grid and a short story. Rather than look at three tasks based on short
story texts, | looked at tasks with print materials that differed from each other in terms
of presence of written language, layout, informationa content load, etc. Some of the
tasks were explicitly designed to teach reading and writing skills, while others
involved only ‘incidenta’ use of print materids. Looking & avariety of print
materias in use dlowed me to explore awider range of the possible ways that print
can be used in interaction.

Table 3.1 provides an overview of the tasks and the interactionsincluded in
thisthesis. As| approached each task, there were often more than two interactions
avalable for analysis. In both the caendar task and the grid task, the microphone-
wearing student interacted not only with her table-mate, but also with another student.
These additiona pair interactions were included in the andysis and alowed for more

comparison across dyads.
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Table3.1
Overview of Three Tasks and Eight Interactions

Task Participants (Initials) Interaction Length (mins.)
Calendar Vanida/'Thu (V/T) 5
Rosalinda/Camille (R/C) 15
Rosalinda/Tina (R/N) 2.75
Grid Vanida/Thu (V/T) 175
Vanida/Tina (V/N) 35
Rosalinda/Camille (R/C) 75
Short Story Vanida/Thu (V/T) 8
Rosalinda/Camille (R/C) 8
Participants

The participantsin this study were five PCC students who attended ESOL
classes at the Lab School during Winter Term, 2003. Participants were not chosen
based on any specific characteristics, but were smply the five sudents who were
recorded in dyadic interaction on January 10, 2003. As can be seenin Table 3.2, which
provides an overview of student characterigtics, the five participants vary in terms of
linguidtic, nationa and educationa background. While this smdl sample of Sudentsis
not representative of the larger Lab School student population, the diversity among the
five participantsis reflective of the divergity of the student population in generd. The
fact that dl five participants in this sudy are women was not an intentiona decision,

but was smply afunction of who happened to be recorded during the class session

andyzed for this sudy.
Table3.2
Participant Characteristics
Student Pseudonym L1 Country of Origin ~ Age Gender Yearsof L1 Ed
Vanida (V) Thai Thailand 413 F 4
Thu (T) Vietnamese Vietnam 20 F 12
Rosalinda (R) Spanish Mexico A F 6
Canille (C) French Cameroon 33 F 6
Tina(N) Spanish Peru 31 F 12
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Vanida wore one of the student microphones and was seated a a two- person
table with Thu. Rosdinda wore the other student microphone and was seeted at a two-
person table with Camille. Tinawas sested at a table adjacent to Rosdlinda and she
worked with Rosdlinda during part of one task. Tinadso interacted with Vanida
during atask where the teacher instructed studentsto leave their seetsand talk to a

number of students around the classroom.

Data Analysis

Thefirgt sep in my anadysis was to identify and describe the pair tasks present
in the class session. In describing the tasks, | looked at both the teacher- provided print
materids and teacher ingtructions regarding how students should structure their
interaction and incorporate print materids into the interaction. In analyzing the student
interactions that resulted from these tasks, | consdered first the multimoda nature of
the print materias themselves and then the multimodal nature of the interaction.

Firdt, print materials congst of multiple semiotic modes indluding written
language, layout, punctuation, color and others (see andysisin Kress & van Leeuwen,
2001). Print materids present in the interaction may or may not include written
language. For example, a cdendar provided by the teacher has a grid form embellished
by printed numerasin each cell and three |etter abbreviations for days of the week in
arow acrossthe top of the grid. The word January appears in the top |eft corner of the

page. This print materia does not contain much written language®

% See Appendix A for hard copies of teacher-provided print materials that are present in the video data.
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| looked closdly at the multimoda design of the print materidsin order to
discern any influence that print materiads might have on sudents design of the
conversationd interaction. For example, students may oradly reproduce the written
language that is visudly available in the print materias. In addition to looking at
written language in print materias, | consdered the possible influence of other design
elements on student conversationa interaction. For example, layout of blankson a
page could potentidly influence the order of student spoken production of questions.

After looking closdly at the print materials themsalves, | consdered the
multimodal nature of student interaction. | began by looking at how students use other
semiotic modes in order to incorporate print materidsinto the interaction:
posture/proxemics (e.g. so that they are facing towards the page), gaze (s0 that eyes
can focus on written symbols), heed movement (so that eyes may reach the correct
spot on the page or white board) and gesture (to point to a spot on the page). Though
print materias may be present in many environments, it is only possible to know that
someone is reading by noting how they make use of other modes to access print
materias. For example, their postureis oriented toward the text, their gaze is on the
text, their ord language matches (to some degree) the written language printed on the
page, and their finger may trace the written words as they produce them ordly.

In order to focus my attention specificaly on how students physica
movements functioned to incorporate print materias into the interaction, | first
watched the video without listening to the audio recordings. | took notes on students

physica rdationship to the print materias involved in the interaction, e.g. pointing to
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apage or the whiteboard, shared gaze on aworkshest, writing or taking notes. | wrote
adescription of sudents genera tendencies and overal physica orientation to each
other and to any print materids. | aso recorded any particularly interesting or

anoma ous moves to focus on in further andyss. Watching the video in thisway
sengtized me to the physicd means students employ as they make use of the materid
affordances of print materids (Norris, 2004).

Next, | watched the video again (and again and again) and created a detailed
transcript that included: 1) spoken language; 2) physical moves that incorporate (or
overtly exclude) print materials such as gaze, gesture and posture; 3) written
language produced by students; and, 4) print materialsattended to at a particular
moment. By placing al of these features Sde by sde (linguistic and non-linguidtic,
verba and non-verbd), | was able to andlyze the interaction holistically and identify
the interactiond function of spoken language, physical moves, written language and
print materias

Many of the interactional functionsthat | identified in the deata are widdy
found in the SLA research — confirmation checks, clarification requests, repetition, etc.
However, | did not discriminate on the basis of mode and found that many
interactiona festures aternately appeared as physica moves or as spoken turns-at-
tak. That is, astudent could point to a number on a page or they could say the word

aoud. | focused specifically on moves that related to the print materias present and

1 Though this multimodal approach to analysis focused on many of the non-verbal or paralinguistic
aspects of communication, there are many aspects of the interactions that are beyond the scope of this
analysis. For example, | did not closely investigate the interactional functions of laughter or touch.
Rather, | focused my analysis on student use of print materials.
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asked the questions: Which types of moves can involve print materids? What isthe
result of students choice of moda expression (to use print materids or not) on the
continuing interaction? Does student choice of moda expression change over the
course of the interaction?

Following methods of grounded theory, | began with analysis of one
interaction to identify salient conceptud categories and then turned to another
interaction to see if these categories it the next chunk of data. | proceeded through the
interactions in the class session by andyzing each interaction in depth — first
describing physicd use of print materids and then developing provisiond
explanations for student choice of mode and for the results of those choices on the
interaction.

As| successvely moved through the interactionsin the class sesson, | tried
out the analytic conceptsthat | had developed to seeif they fit each following
interaction. | refined categories and concepts as | progressed and thisinfluenced my
choice of subsequent interactions for analysis. For example, when | noticed students
attending to written forms in atask where the print materias hed relatively little
written language, | chose for comparison an interaction where the print materials
contained an abundance of written language. This alowed me to further elaborate my
understanding of the different interactional moves that may be accomplished by
attention to written language (and other features of print materias).

After completing this quditative analyss of the data, | identified some

particularly prominent properties of student use of print materias for quantitative
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andysis. | counted instances of student pointing to print materids, sudent gaze shift
from page to partner while asking a question, and student gaze shift from page to
partner while providing an answer. Though this quantitative andyss involved only
raw counts, it provided a broader view of student behavior both within and across the
interactions. It also served to confirm impressions devel oped through the quditative
andyss.

Through these qudlitative and quantitative methods, | was able to develop a set
of andytica categories that can be used to describe how students use print materidsin

interaction.
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CHAPTER 4

RESULTSAND DISCUSSION

After watching student interactions, | identified three factors that emerged as
centrd means by which students integrate print and partner in interaction: 1) student
physicd orientation to the print materids and to their partner, thet is, the physicd
layout of the immediate environment, 2) student pointing to the print materias, ad 3)
sudent gaze to print and partner. A cose investigation of these physica moves, in
conjunction with ord language, reveds how students use print in interaction with their
partner.

In this chapter, | describe how physical layout, pointing and gaze functionin
eight interactions. Fird, | present alist of termsthat | use throughout the chapter. The
bulk of the chapter is then divided into three main sections. These correspond to the
three pair tasks that | andyzed — caendar, grid and short story. Each task section
begins with a description of the teacher’ sindructions for the task and the print
materia that she provided for sudent use. Thisisfollowed by an overview of the
student interactions in that task. The bulk of each task section is divided according to
the various ways that print is used as a communicative meansin that particular task.
For example, gaze patterns or production of written representations. Thereisa

summary at the end of each task section and asummary at the end of the chapter.
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List of Terms

Focal spot: A person, object or visud representation that is present in interlocutors
immediate physicd environment and that is the referent of aphysica expresson such
as gaze or pointing.

Gaze: An action or state of looking at a person, object or visua representation. A
change in the foca spot of gaze is described as a gaze shift.

Pointing: A physica movement of the hands and fingersto indicate afoca spot.
Physical Layout: The location of persons and objects (print materias, tables, chairs,
walls, floor) in reation to each other in interaction.

Visual Reference: To locate afocal spot by use of gaze.

Physical Reference: A physca expresson that guides or directs gaze to a particular
focd spot. That is, aphysica expresson thet leads to a particular visud reference. For
example, pointing to aword on the page. Physicd reference is often pointing, but can
be other physicd moves such asashift in the layout of a print materid in conjunction
with a deictic head movement. The act of writing is aso atype of physcd referenceto
anewly created visua representation. Note: Physical expressions such asiconic and
metaphoric gestures can be used to indicate ideas, objects or people that are not
present in the immediate environment. For example, an iconic gesture where the hands
trace the shape of acircle can be used to describe the Size of apizza, even if that pizza
isnot present in theimmediate physica environment. | use the term physicd reference
narrowly to mean physicad deictic gesturesto aphysca dement of the surrounding

context.
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Oral Reference: Anord linguistic expression that guides or directs gazeto a
particular foca spot. That is, an ora linguigtic expression that leads to a particular
visud reference. For example, ateacher’ singtructions to “read question number four”
leads to students visua reference to where question number four is printed on the

page. Note: Ora linguidtic reference can easly be made to objects, people and ideas
not physicaly present in the immediate environment. For example, | can use the words
my friend to refer to a person who is not present in the immediate physical
environment. Despite this, | use the term ord reference narrowly as a counterpart to
physica reference. Physical reference and ora reference have the same intention — to
guide visud reference — it is only the communicative means that differ.

Mutual Gaze: A state where two people gaze a each other and make eye contact.
Joint Gaze: A state where two or more participants in an interaction gaze on the same
person, object or representation, or an identical object or representation. Joint gaze can
be two students smultaneoudy looking at the same foca spat, or it can be sequentia

gaze at the same foca spot. To establish ajoint gazeisto share avisua reference.

Calendar Task: “What day is January twenty-second?”

Description of Task Instructions and Teacher-Provided Print Materials

In this task, the teacher provides each student with a one-sheet printed caendar
of the current month — January 2003 (see Appendix A). There is not much explicit
linguistic information printed on the cdendar page: three-letter abbreviations for days

of the week, numerds, and the word January. Because of this, the role of the print
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materid in the task is not to provide linguistic support, but to serve as a content source
for the ord interaction. As the teacher sets up the task, she demondtrates the role of the
calendar page in the pair interaction.

Firdt, the teacher introduces ordina numbers— their pronunciation and their
use when expressing dates. She writes some ordinal numbers on the side board. Next,
she uses an overhead projection of the caendar to orient students to the calendar
format and the English words associated with the calendar (dates and days of the
week). She ingtructs students to “look at the calendar” and she asks questions such as
“How many Wednesdays are there?’ After using the calendar to make some
announcements about class schedule and upcoming events, the teacher demondrates
the pair task.

The teacher asks the class, “What day is January fird?” and dicits answvers
from severd individua students. Next, she ingructs students to, “Ask me,” and she
models answering the questions. Findly, she ingtructs students to “Please practice
together... Practice the question and pronunciation.” As evidenced in her ingructions,
the teacher’ s stated goal for the task is for students to practice the pronunciation of
ordina numbers and to practice the question form she has provided: What day is__~ ?

Both of the teacher’ s stated goals for this task involve practicing ora language.
In order to enact this task according to the teacher’ s ingructions, sudents will produce
in one mode — ord language, but they must atend to input from two modes — ora
language from their partner and visud input from the calendar page. Consequently, as

students congtruct this interaction, they are working not only to negotiate ord
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language with their partner, but dso to navigate the calendar page itsdlf. The teacher
provides support for using the print materials when she projects the caendar onto the
white board and refersto it as she models the task.

The print materid in the caendar task can be conceived of as acontent source
for the task. Students must |ook to or attend to the caendar page before they can
supply an answer to ther partner. Because there are few linguistic forms on the
caendar page, it is not unlike a picture, providing informationa content but not

linguistic content.

Overview of the Three Calendar Interactions

Ascan beseenin Table 4.1, Vanidaand Thu work together for the entire five
minutes dlotted for the task. During the same time, Rosalinda has two shorter
interactions with different partrers — first Camille and then Tina These three
interactions dl display differencesin terms of sudents physica layout with print and

partner. This hasimplications for the use of both gaze and pointing in the interaction.

Table4.1

Overview of Three Calendar Interactions
Participants (Initials) Interaction Length (mins.)
Vanida/Thu (V/T) 5

Rosalinda/Camille (R/C) 15

Rosalinda/Tina (R/N) 275

Because the calendar task congists of a repeated question/answer pattern, | was
able to andyze each of the question/answer sequences individualy and compare

across sequences. All students had the opportunity to initiate question/ansver
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sequences. Within each of the three pairs, students dternated between the role of
initiator, who initiated the question/answer sequence by asking the question, and the
role of responder, who answered the question. The question/answer sequences varied
in many waysinduding: number of turns-at-talk, insgances of ora negotiation, use of
pointing, gaze patterns, and whether the answer provided was correct. An overview of
each question/answer sequence in the three interactions can be found in Appendix C.
Fird, | consder patterns of gaze to print and partner in the calendar
Interactions. Gaze tends to be more orderly and predictable in more structured
interactions (Norris, 2004). The caendar interactions follow a quite structured
question/answer sequence and are the most structured interactions in this study.
Therefore, patterns of gaze emerge more prominently and are more easily discernable
in the calendar interactions. Deviations from patterns are dso quite noticeable. Next, |
present examples of pointing and discuss how pointing facilitates links between
different moda representations. Finaly, | provide examples of sustained of joint gaze

and discuss someimplications of joint gaze in interaction

Calendar Interactions — Gaze to Print and Partner

The cdendar task requires that students gaze to the calendar page in order to
make visud reference to a particular spot on the page. Theoral What dayis_ ?
guestion is an oral reference to a particular cell on the calendar. The student who isthe
responder links that oral representation to a written representation (in this case not

linguitic, but numerical) when they gaze a the caendar page and make visud
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reference to the corresponding cell. The responder then ordly describesthe cell in
terms of the corresponding day of the week and thus conveysto theinitiator that she
has successfully made visud reference to theidentical cdll. The pair has established
joint gaze. Though it is theoreticaly possible that sudents could engagein ora
interaction with their partner while maintaining a steedy gaze on the cdendar page
throughout the interaction, this does not happen in the data set.

Before | present examples of gaze patterns in the cendar interaction, | would
like to make two comments concerning gaze in the video data. First, much previous
research has shown that gaze is sdient to participantsin interaction (e.g. Bavelas et d.,
2002; Goodwin, 1980; Kendon, 1967; Monk & Gale, 2002). However, gazeis dso
useful for the outside observer. For the researcher, gaze functions as an important
indicator of when and how students attend to print and partner. Second, it isimportant
to note here that it is not dways possible to determine student gaze from the video
data. However, even dight head movements are readily observable and are a good
indication of gaze shifts. Also, astudent’ s speech and movements often coincide with
their partner’ s gaze shifts. These cues make gaze more readily gpparent. In cases
where it isimpossible to determine the foca spot of student gaze, | have noted that the
datais indeterminate.

Figure 4.1 provides a transcript of a question/answer sequence with typical
gaze patterns.* Camille, in the role of responder, looks at her partner as she listens to
the question in line 1. After the question is completdly articulated, Camille continues

to look at Rosdindain line 2 as she repests the date from the question as a

! See Appendix D for adescription of transcription conventions.
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confirmation check. It isonly after Rosdindareplieswith anod in line 3 and Camille
is satisfied that she understands Rosdinda s ora production, that Camille turns her
gaze to her caendar pagein line 3. After making visud reference the answer on the
page, Camille shifts her gaze back to Rosalindain line 4 as she says the answer.
Camille s gaze pattern istypicad of sudentsin the responder role. She does not
mantain a steady gaze on her page, but rather maintains a steady gaze on her partner

and only looks to her page as necessary in order to visualy reference the

corresponding calendar cell.
Speech Rosalinda Gaze Camille Gaze
1. R: what is day is (+) s_ twenty- shifts>partner [MG] shifts>partner
three_ January twenty-three
2. C. twenty-three steady partner [MG] steady partner
3. R: ((nods)) steady partner shifts>her page
4. C: twenty-three Thursday steady partner [MG] shifts>partner
5. R: Thursday shifts>her calendar page steady partner

Figure 4.1. Rosalinda & Camille Calendar Task — Typical Gaze Patterns.?

Astheinitiator of the question/answer sequence, Rosalinda must also gaze to
the page in order to determine what answer she can expect to hear from her partner.
Line 1 of the transcript above shows that Rosalinda looks at her calendar page as she
asks the question. As she comes to the end of the question turn-at-talk, her gaze shifts
to her partner. At this moment, the partners make eye contact, thet is, they establish a
seady mutud gaze. They maintain amutud gaze throughout the ora negatiation in
line 2 and until Camille shifts her gaze to her page in line 3. Even as Camille looks a

her page, Rosdinda s gaze remains steadily on her partner until after Camiille has

12 Pl ease see www.labschool pdx.edu/Viewer /viewer .php?DavilaThesis to view the video of this

transcript. Y ou will be prompted to download and install the ClassAction Viewer program. Y ou will

then have access to a playlist that includes video clips of 17 of the 19 transcript examplesin thisthesis.
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produced an ord responsein line 4. After brief mutud gazein line 4, Rosdinda s gaze
shifts back to her caendar page in line 5 as she orally confirms the answer and readies
for the next question/answer sequence. In the role of initiator, students typicaly look
to the cdendar page at the beginning and at the end of the question/anser sequence.
They look to their partner in the middle of the sequence as they complete any
negotiation sequences and then wait for aresponse to the question.

This example provides evidence of three important gaze patterns that occur
repeatedly across the three caendar interactions. First, students shift their gaze from
the page to their partner during or at the end of the turn-at-tak where the initid
question is asked. | refer to this as question gaze. Second, students shift their gaze
from the page to their partner as they produce the answer. | refer to this as response
gaze.™® Question gaze and response gaze suggest that students generdly look to their
partner when they expect some reply from their partner — either an answer to a
guestion or an acknowledgement of an answer provided. Despite the fact that their
partner’ sresponseisin ord form and students are capable of hearing the answer no
meatter where they ook, students nonetheless generaly look to their partner asthey
listen.

The third prominent gaze pattern in the above example is mutua gaze during
confirmation checks and other repair sequences, which can be termed mutual
negotiation gaze. Thisisin some ways an extenson of the question gaze and response
gaze categories. The question gaze category initidly emerged while looking at

students as they voiced the teacher-provided What day is__ ? questions. However,

13 Counts of these gaze patterns across the three cal endar interactions can be found in Appendix B.
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other types of questions such as confirmation checks, comprehension checks,
clarification requests, as well as questions not related to the task, are aso often marked
by the speaker’ s gaze shift to her partner. Likewise, response gaze includes not only
the response to the initid task question, but aso replies to any intervening sequences
like negotiation. Students often do not look to their page during these quick back-and-
forths and s0 they can maintain a steady mutua gaze asthey ask questions and

respond in the process of ora negotiation.

The transcript in Figure 4.2 provides an example of how mutual negotiation
gaze relates to print materids. In line 1, Rosdinda, the responder, looks at her partner
as she ligens to the question. After Tinaasks the question, the pair establish mutua
gaze as Rosdlinda repeets the date from the question as a confirmation check inline 2.

Thesefirg few lines are Smilar to the previous example.

Speech Tina Gaze Rosalinda Gaze

1. N: what day is January ehh (+) steady partner [MG] steady partner
*thirty-ehhth quick glance to her page

2. R: thirty-eighth steady partner [MG] steady partner

3. N: mm ((nods)) steady partner shifts>her page

4. R: thirty-eight steady partner [MG] shifts>partner

5. N: ((slight nod)) steady partner [MG] steady partner

Figure 4.2. Rosalinda & Tina Calendar Task — Mutual Negotiation Gaze.

However, Rosdinda s multiple gaze shiftsin lines 3 and 4 are quite complex
and reved students strong preference for mutua gaze during negotiation sequences.
Rosdinda shifts her gaze to her cdendar pagein line 3, and then she very quickly
shifts her gaze back to Tinain line 4 and repesats the date from the question once
again. Rosdinda could have continued to look at the calendar page as shetried to
locate the written numerd that corresponds to Tina s oral question. However,
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Rosdinda intentionally looks back to Tina as she seeks more oral feedback. Rosalinda
is not able to establish visua reference to an answer on the page because she has not
yet understood the ord utterance from her partner. In this case, Rosdindalooksto her
partner in order to listen; she visudly attends to her partner as she auraly attends to
her partner’ s oral language. Tina s ord production in this sequence sounds very much
like the number “thirty-eight.” | return to this question/answer sequence in the next
section to see how the pair resolves these communication difficulties.

Though question gaze, response gaze and mutual negotiation gaze aretypica
gaze patterns, it is useful to note when they do not occur. In Rosdindaand Tina's
interaction, Tinaistheinitiator of seven question/answer sequences.** Of these seven
questions, four result in wrong answers. Two of those wrong answers lead to
subgtantia negotiation and students establish mutual negotiation gaze, as seeninthe
previous example in Figure 4.2. However, the remaining two question/answer
sequences with wrong answers are marked by no negotiation. Interestingly, these
instances of no negotiation are aso marked by no gaze to partner. In these cases, Tina
does not establish question gaze. Rosdlinda and Tina do not negotiate the date of the
guestion as in the previous example. Furthermore, they do not negotiate after awrong
answer has been provided. Figure 4.3 provides an example of an interaction with little

negotiation and atypical gaze paterns.*®

14 See Appendix C for atable of all question/answer sequencesin Rosalindaand Tina s interaction.
15 |n this example, it isimpossible to determine the focal spot of Rosalinda’ s gaze with certainty. There
is no head movement and her gaze islikely steady on her calendar page.
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Speech Tina Gaze Rosalinda Gaze

1. N: what day is January f_ steady her page steady her page
*faours

2. R: Sunday steady her page steady her page

3. N: Saturday steady her page steady her page

4. R: ohoh Saturday ((laughs)) glance to N's page steady her page

Figure 4.3. Rosalinda & Tina Calendar Task — No Negotiation.

In the above example, there is no question gaze. After Rosdinda gives the
wrong answer in line 2, Tinamaintains her gaze to her page as she supplies the correct
answer and moves on to the next question. Rosalinda does not ask for more
explanation and Tina does not look to her partner to see if more explanation is
necessary. They do not negotiate pronunciation of the misunderstood word or practice
ord production, nor does ether partner offer an explanation of where the
miscommunication occurred. Steady gaze on separate print materials corresponds here
with alack of ora negotiation. It aso corresponds with lack of much interactionat all.
This question/answer sequence is notably short.

Figure 4.4 shows atranscript of Rosdlindaand Camille sfina question/ansver
sequence before their interaction ends. This question/answer sequence is dso quite
brief. Note that Camille does not ook up to Rosalinda throughout the entire exchange.
As Rosdinda asks the question in line 1, Camiille begins to write in her notebook.
Though Camille answers Rosdinda s question in line 2, her one-word answer is brief.
Camilleis very much engaged with print materids at this moment, and the interaction

between the partners ceases.
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Speech Rosalinda Gaze Camille Gaze

1. R: what is_ what is day is shifts—> partner steady her page
January twen_ twenty-fi_ picks up pencil and
twenty-five Xxx begins to write

2. C: Sunday steady partner steady her page

3. R: Sunday (+) it's good shifts>her page steady her page

Figure 4.4 Rosalinda & Camille Calendar Task — End of the Interaction.

Student gaze to partner is astrong indication that the student is attending to
their partner and to any ord language their partner might produce. In sequences where
sudents maintain a steady gaze on their own print materias, there is often no
negotiation. Sometimes, a partner’ s steady gaze at print materials may even dissuade a
student from initiating or continuing interaction with their partner.

In this section on gaze, | described patternsin how students typicaly structure
gaze to print and partner in question/answer sequences and during negotiation of
meaning. | defined question gaze, response gaze and mutual negotiation gaze askey
patterns that emerged across the three calendar interactions. Mutual negotiation gaze
suggests that gaze to partner is atype of visual attention to partner, which corresponds
with close aurd attention to partner’ s ord language. Thisis a paitern that will re-
emerge in the subsequent tasks. Next, | look at how physica reference to print

materids functions in the calendar interactions.

Calendar Interactions— Physical Reference to the Calendar Page

Physicd reference includes both pointing and other physical moves that

involve shiftsin the physicd layout of print and partner. Examples of other physica
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moves include moving the page or tilting the page to facilitate the sudent’sown or a
partner’ s visud reference.

Table 4.2 presents the total number of points to the calendar page for each
student, and the context of that pointing. Though thistable is only araw count of
points, it reveds sgnificant differencesin pointing behavior. Rosdinda and Camille
do not point to their cdendar pages at al during their interaction. However, Rosdinda
does point twice to the calendar during her interaction with Tina, who aso points two
times. Rosalinda and Tind s points al occur during repair sequences. Thu aso points
three times during repair sequences, while Vanida uses points not in repair sequences
but together with initiad ora production of the answer. Vanida and Thu each employ
one ingtance of other types of points, arepeat point and a question topic point,

respectively, that will be explained thoroughly below.

Table4.2
Calendar Task: Context of Pointsto Print Materials

Total Repair With Initial Repeat a Read
Students Points Sequence Answer Point Aloud
Vanida 9 - 8 1
Thu 4 3 - - 1
Rosalinda 0
Canmille 0 -
Rosalinda 2 2
Tina 2 2

Instances of pointing during repair sequences occurred in two dyads. The
transcript in Figure 4.5 provides two examples of repair sequence points. This
transcript is an extension of the question/answer sequence presented in Figure 4.2

above. When Tinainitiates the question/answer sequence by asking the question in
61



line 1, her pronunciation of the date ordina number sounds like “thirty-eghth,”
though her meaning is“thirtieth.” Rosalinda has two ord confirmation checksin lines
2 and 4 in an attempt to understand Tina s ora production of the date in question.
Despite Rosalinda s repeated attempts to understand Tina s ord question, Tinais not
ableto ordly clarify her pronunciation. In line 6, Rosdinda displays her understanding
that Tina has asked about January “thirteen” and she replies with the corresponding

day of the week, “Monday,” inline 8.

1. N: what day is January ehh (+) *thirty-ehhth

2. R: thirty-eighth

3. N: mm ((nods))

4. R: thirty-eight

5. N: ((slight nod))

6. R: oh thirteen

7. N: thir_ *thirty-ehhth [xxx

8. R: [Monday

10. N: no Thursday

11. R: oh/leans in and moves page towards Tina/

12.  N: /points: her page/ thir_ *thirty-ehhth (+) [*thirty-ehhth (+) um-

13. R: [((laughs)) <spn = xxx confundido
con> /points: her page/ thirteenth

14, no thir_ (thirteenth)

N:
15. R: (thirteen)
N

. (*thirty-ehhth) um

Figure 4.5. Rosalinda & Tina Calendar Task — Physical Moves during Repair.

Tinaidentifies Rosdinda s answer as wrong in line 10 and provides the day of
the week that corresponds with the ordina number she was attempting to pronounce.
Though Tina ordly supplies the day of the week, she does not immediately provide
any additiona explanation to further clarify the pronunciation difficulties, nor does
she check to see if Rosdlinda has established visua reference to the corresponding cell
on the grid. In line 11, through a combination of shiftsin physicd layout and gaze

shifts, Rosdlinda reved s that she does want further clarification.
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Firg, it is helpful to describe the generd physicd layout of the interaction.
Rosdinda and Tina are not seated at the same two- person table, but are at adjacent
tables. There is an aide between the two tables that creates a physica gap between the
two students. Rosdlinda Sits sdewaysin her chair, facing Tina. Rosdlinda holds her
caendar page in front of her, inthe aide. In line 11 of the above transcript, Rosdinda
employs shifts in two modes — gaze and physical layout — to initiate arepair sequence.
Rosdindalooks briefly to her own caendar page and then to Tina as she leans forward
across the space between their seats, extending her caendar page towards Tina and
bridging the physical gap between them. This physical movement with her paper
towards her partner puts the calendar page in a centra location. This movement
suggests that Rosalinda il has not established visud reference to the correct cell on
the calendar page, and she seeks further darification from Tina

Though the god of this caendar task isfor students to practice oral production
and comprehension of the ordind numbers, Rosdlinda and Tina have not been able to
establish ora comprehension. However, in relaion to print materids, the god of each
question/answer sequence can aso be thought of as establishing visud referenceto a
particular cell on the calendar page. This can be accomplished through ord reference
to the number in the cdll, or it can be accomplished through physicd reference to the
cdl on the cdendar page. In line 12, Tinaresponds to Rosdlinda s physica moves by
pointing to the cell on her calendar as she repeets the date oraly once again. After she

places the point on her page, Tinalooks to Rosalindato gauige her comprehension.
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Inline 13, Rosdinda laughs and uses a mixture of English and Spanish — their
shared L1 — to explain that she had understood “thirteenth.” As Rosdinda explains,
she dso pointsto 13 on her calendar page. In this case, Rosalinda uses physical
reference as she say's the number because the pronunciation of thirteenth and thirtieth
has proven to be so difficult for the partnersto resolve oraly. She uses physica
reference in order to avoid confusion between words with Smilar pronunciation.
Because oral reference to the numbers on the page was problematic, Rosalinda and
Tina use physical reference to the numbers on the page to resolve the
miscommunication. In this case, physica reference to the date on the caendar page
unambiguoudy resolves ord pronunciation difficulties by offering an dternate means
to indicate the same intended referent. This use of pointing can be termed
disambiguation of oral forms

It isnot only Rosdlinda.and Camiille, but aso Vanidaand Thu who use points
in thisway. The transcript in Figure 4.6 provides an example of this, as wdl asthree
other uses of pointing in interaction. Thu istheinitiator in this question/answer
sequence. The par immediatey runs into communication difficulties when Vanida
provides an incorrect answer in line 3. Vanida gill misunderstandsthe datein line 5
and Thu points to the cdendar page in line 9 in order to provide an unambiguous
physica indication of the referent. Thu's point is Smilar to the points described in the

previous example,



1. T: um what day is [January [twenty-second

2. V. [uh huh  [uh huh

3. V: oh Tuesday /points: her page/

4, T: twenty-second

5. V: sec_second /points: her page/

6. T. twenty-second [not second twenty-second

7. V. [twenty-s-

8. V: twenty- second

9. T: /points: Vanida’'s page/

10. V: oh/points: her page/ xxx ((gestures to her mouth)) [l no listen

11. T [how do you_ /points:
Vanida’'s page/ how do you xxx

12.  V: huh? (+) uh twenty-second

13. T twenty?

14. V: uh ((nods)) twenty-second

15. T: twenty

16. V: ((laughs))

17. T ((nods)) oh

18. V: ok this_ ok um

Figure 4.6. Vanida & Thu Calendar Task — Different Functions of Points.

However, this point differs from the previous example because Thu does not
point to her own calendar, but she pointsto Vanida s. Though this may seem like an
incidental difference, it hints at asignificant and sustained implication of the physicd
layout of the interaction. Each of the five points in this question/answer sequence —
and dl of the pointsin Vanidaand Thu'sinteraction — are to Vanida' s page, not Thu's.
Rather than dternately orient to each other’s calendar pages, Vanidaand Thu only
make physica reference to Vanida's calendar page.

The fact that both partners make physica reference to the same caendar page
is not a chance occurrence, but is made possible because the pair organizes the
physical layout so that Vanida s pageisin a centrd location. Vanida Sts Sdewaysin
her chair facing Thu and places her page sdeways in the middle of the table. Vanida's

caendar pageisin acentra location and can be easily seen by both Vanidaand Thu,
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though it is upside down from Thu' s vantage point. Vanidd s hands are positioned
near her page, poised to easily move over the page. Thu's head and gaze are turned to
the side towards Vanida throughout much of the task.*®

The physica layout of the interaction has implications for the use of pointing.

In previous examples, other pairs used pointsin repair sequences. Thistypicaly
involved a shift in physica layout and gaze as sudents made brief visud reference to
the calendar page. In Vanida and Thu' sinteraction, however, attending to a point does
not require a shift of gaze or physica layout. The physica layout aready alows for
pointing to be used throughout the question/answer sequences, not just in repair
sequences.

Rather than use points in response to repair sequences, Vanida points to the
answer as sheinitidly produces the answer oraly. Because of the physica layout of
the interaction, Thu iswell-positioned to observe Vanida s pointing. If the pair were
stting further gpart, and if Vanida were holding her paper close to hersdlf, Thu would
not be able to observe Vanida s points and they would not serve an interactiond
function.

An example of Vanidd s points can be seen in line 3 of Figure 4.6, where
Vanida says “Tuesday”’ as she points to the corresponding cell on the calendar. After
Thu repeats the date in question in line 4, Vanida again points to the answer cdl in

line 5, this time she says not the day of the week, but the date she has understood, the

1 Thisisin stark contrast to the physical layout of Rosalinda and Camille’ sinteraction. Camilleis

seated at the far edge of the two-person table and she moves her calendar page closer to herself at the
beginning of the interaction. Thereis considerable distance between the partners asthey sit at their table
and they never share visual or physical reference to the same calendar page.
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“second.” Vanida represents the answer in multiple modes from the beginning of the
guestion/answer sequence.

Reather than function as Smple repetition of meaning, however, representation
in the two different modes has different implications. Vanida s ora production
indicates that Vanidaiis orienting to the wrong cdll on the caendar. However, her
pointing gesture functions to visudly communicate additiona information regarding
the nature of ora (mis)understanding. Thu asked about the “twenty-second,” but
Vanida responded with a point to the 2", Vanida's pointing allows Thu to not only
identify Vanida s answer as wrong, but to offer a detailed explanation of how
Vanida s answer differs from the intended answer. In line 6, Thu says, “not second,
twenty-second.” Thisexplicit ord comment on the nature of the pronunciation
misunderstanding would not be possible without VVanida's physical point to the 2" as
she provides the answer.

There are two other points in this question/answer sequence. After Vanida's
point to the intended answer, the 22", in line 9, Vanidaimmediatdy follows Thu's
point with apoint of her own in line 10. Thistype of physicd repetition of aphysicd
move, which can be termed arepeat point, occurs throughout the data and seemsto
function much like an ora repetition. Thet i, arepesat point can be areceipt token or
acknowledge that a point has been attended to.

Thefind point in Figure 4.6 comes after the repair sequence has been resolved.
Inline 11, Thu points to the 22" as she indicates that she would like to hear Vanida's

pronunciation of the word. In this example, Thu makes physicd reference to agiven
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written form and requests help identifying and producing a corresponding ord
representation. This example differs from previous instances of pointing in repair
Sequences. In those cases agiven ord representation was linked by means of pointing
to a written representation. In this case, the written representation is given and students
use print materids to focus on negotiation of the oral form. Though this example
involves awritten numerd, not alinguigtic form, it nonetheless exemplifies acommon
linkage from written modes to ora language — from a written representation (word,
letter, number) to the corresponding ord form. Thisis atype of reading doud that will
regppear during analysis of the short ory interactions.

In this section on pointing and physica layout, | looked at how meaning can be
dternately represented in multiple modes, especidly ora language and pointing to
written representations. Pointing can be used to disambiguate oral forms during repair
sequences. In this case, agiven ora representation is linked to a corresponding written
representation through pointing. Links between multimodal representations can also
be made from a given written representation to an oral representation asin reading
aoud. Furthermore, when pointing and ord representations are used Smultaneoudy to
provide answers, is becomes gpparent that representationsin different modes are not
identica but they can convey different information.

Next, | look more closgly a one instance where students employ both ord
representations and pointing to written representations. Ord language is not dways
the initid mode of representation, and | identify sustained joint gaze as akey

component that alows for both students to attend to the same written representations.
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Calendar Interactions — Sustained Joint Gaze on Print Materials

Gaze is akey component of pointing. If one partner does not see apoint, it has
little communicative vaue, just as an utterance that is not heard has little
communicaive vaue. In dl of the above examples, one student pointsin order to
direct her partner’ s gaze to a particular focal spot on the calendar page. When both
partners ook at the same focal spot on the page, | call thisjoint gaze. When pointing is
used in repair sequences, partners joint gaze on a written representation links that
written representation to a previoudy unintelligible oral representation. This type of
joint gaze istypicaly very brief — just long enough to visudly identify the number on
the page. However, sometimes students establish joint gaze prior to any ora
miscommunication or negotiaion. In the case of Vanida and Thu, the physicd layout
of ther interaction dlows for them to have a sustained joint gaze on Vanidd s caendar
page. Thistype of sustained joint gaze hasimplications for use of ora language and
other communicative modesin the interaction.

In saven of the nine question/answer sequences where she is the responder,
Vanida points to the corresponding cell on her cendar page during the turn-at-tak in
which she ordlly provides the answer to the question.*” Because Vanidaand Thu have
ajoint gaze on Vanida' s cdendar page, Thu isnot reliant solely on Vanida'sord
language production, but Vanida' s points are dso sdient for Thu. When Vanida
represents her answers both oraly and physicaly, Thu can readily access both
representations. This was shown in the previous example (Figure 4.6) where Thu saw

Vanida point to the 2" instead of the 22"

17 See Tablein Appendix C for details on each question/answer sequence in the interaction.
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Interestingly, the way that Vanida uses points during her answer turns-at-talk
changes over the course of the interaction. In the beginning of the interaction, Vanida
points at the same time as she produces the answer ordly. In later question/answver
sequences, however, Vanida points before orally producing the answer. Thisis shown
inline 6 of Figure 4.7 where Vanida ordly repeats the date, pauses, and then points to
the corresponding cell on the calendar page. In line 7, Thu sees this point and
immediately responds to the answer with anod before Vanida produces the answer

ordly inline8.

Speech and Pointing Vanida Gaze Thu Gaze

1. T: mm ok (+) what day January shifts>partner [MG] shifts>partner
fourteenth fourteenth

2. V. fourteenth? steady partner [MG] steady partner
3. T: fourteenth ((nods)) steady partner [MG] steady partner
4. V: fourteenth shifts>her page steady partner
5. T: yes steady her page [JG] shifts>V's page
6. V. fourteen (+) /points: her page/ steady her page [JG] steady V's page
7. T: ((nods)) steady her page shifts>her page
8. V: Tuesday steady her page steady her page

Figure 4.7. Vanida & Thu Calendar Task — Pointing as Primary Mode.

This dight adjustment in sequence reveds a shift in which modes are most
sient in the interaction. Here, physica reference to the page is the initid mode by
which Vanidaand Thu communicate. Ora production of the answer is no longer
grictly necessary, but is actudly a bit redundant. In fact, by employing physical means
to display her comprehension, Vanida avoids any potentid difficultiesof L2 ord
production. Though one of the goals of the language classroom is for students to
practice ord language and develop their ord language skills, print materids provide a
way to avoid ord language. Physica means of communication are easy to use and

reedily indicate comprehension of partner’s ora language.
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Calendar Interactions— Summary

Gaze to print and partner in the caendar interactions followed rather structured
patterns and three categories of gaze emerged from the datac question gaze, answer
gaze and mutual negotiation gaze. Students shifted their gaze to the calendar page to
find an answer to the question, but tended to maintain a steady gaze on their partner as
they engaged in ord interaction, especidly negotiation sequences. When these gaze
shiftsto partner did not occur, ora negotiation was also absent. This suggedtsthat ora
negotiation and gaze to partner may be reated. Pointing to print materias was used to
link ambiguous ora representations to corresponding written representations during
repair sequences. Alternatively, pointing was used to refer to a problematic written
form while students negotiated over the gppropriate pronunciation of the
corresponding ord form. Findly, it was shown that sustained joint gaze can facilitate

physical means of interaction and make ora language somewhat redundant.

Grid Task: “Please talk to four students and write.”

Description of Task Instructions and Teacher-Provided Print Materials

In the grid task, the teacher provides each student with a sheet of paper printed
with ablank 5 x 5 grid (see Appendix A). Thereis no text on the page and this print
materid itsdf provides no linguigtic input whatsoever. In contragt to the caendar print
meterid, the grid dso provides no informationa content.

Prior to the pair task, the teacher provides questions and instructs students to

write them in the first row of the grid. The teacher modd s this task by drawing alarge
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replica of the grid on the board and writing the gppropriate questions in the top row of
the grid. Thefiverow headings are:

Name

When isyour birthday?

When did you come to America?

When do you go to class?

When do you go shopping?
After she writes the questionsin the top row of the grid on the board, the teacher has
the class as awhole read the questions aloud to practice ora production of the
guestion forms. She explains to students that they have five questionsin the top row of
the grid and four blank rows remaining on the grid. Her indructions for the pair task
are for sudents to “please tak to four students and write” their information on the
grid.

Much like the calendar task, the grid task requires that students ask their
partner questionsin relation to a print material. However, the grid task differs from the
cdendar task in two important ways. First, answers to the grid questions are produced
based on persona experience, not based on answers found on the page. The responder
student does not have to look to the grid page to find the answer. Second, students
produce not just oral language (as in the calendar task), but they produce written
language as well.

Because the answers provided in thistask are persond, it is not necessary for
students to look to the grid page in order to find the answers to the questions. In

theory, the responder student is engaged in apurely ora activity that does not involve

use of print materids— she smply responds ordly to her partner’s ord query. The
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initiator, on the other hand, would likely attend to the print materia as she asksthe
question — either to explicitly repeat the written form of the question doud (that is,
read the question doud), or at least to determine which question is next in the
sequence. After receiving an ora answer from her partner —which could indude ord
negotiation and would likely involve gaze to partner — the initiator would then turn to
her grid page and write the answer in the appropriate cell. For the initiator, one
question/answer sequence would involve atention to print materids a the beginning
and ending of the sequence, with ord interaction with her partner sandwiched in the
middle.

Despite the sequentid nature of the task — firgt talk to you partner, then write
the answer — the three grid interactions are not negtly divided into separate speaking
and writing segments. Producing a written representation of the answer is not just a
record of information obtained ordly, but rather written representations play an

integrd role in the interaction.

Overview of the Three Grid Interactions

Table 4.3 shows the three grid interactions that were analyzed. As can be seen
inthetable, Vanidaand Thu's grid interaction is quite quick — less than 2 minutes.
After the interaction with Thu is completed, Vanida leaves her seat and joins another
pair in the classroom. The three students work together and Vanidafillsin two
additiona rows on her grid. Because this was a group interaction, rather than a dyadic

interaction, | chose not to andyze this portion of the video data.
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Table4.3
Overview of Three Grid Interactions

Participants (Initials) Interaction Length (mins.)
Vanida/Thu (V/T) 175

Vanida/Tina (V/N) 35
Rosalinda/Camille (R/C) 75

After the group interaction, Vanida crosses the room and begins an interaction
with Tina. Vanidaand Tina s interaction is amost twice aslong as Vanida's
interaction with Thu. However, it is ill roughly only haf aslong as Rosdlinda and
Camiille sinteraction, which is 7% minutes. Because Rosdlinda and Camille's
interaction is so lengthy, | did not look at Rosdlinda as she interacted with other
students during this task. (See overview tables of each question/answer sequencein
Appendix C.)

| would like to make a note here on the video data for Rosalindaand Camille's
grid interaction. Because of the position of the camerain relation to Camillg, it is at
times difficult to determine exactly her gaze in thisinteraction. It is dlear that
Camille s gazeis on Rosdinda or Rosdinda s grid page, but it isimpossble to tel the
exact focal spot.

Inlooking at the grid interactions, | begin with an extended example from
Rosdinda and Camill€ sinteraction, which shows how the pair progressively
integrates written representations into their interaction. In the following section, |
illugtrate some of Vanida s use of print materias to stand in for oral communication.
Next, | briefly consder the impact of written representations on the nature of the ord

language that is produced. In the final section on the grid interactions, | describe how

74



communication can occur through joint gaze to print materias as one partner is

engaged in writing.

Grid Interactions — Physical Reference to the Grid Page

The transcript in Figure 4.8 shows an example of extended negotiation
between Camille and Rosdinda during a Sngle question/anser sequence, initiated by
Camille. Through nearly 30 turns at talk, Rosdinda and Camille repestedly refer to
various avalable print materias. Over the course of thisinteraction, physica reference

to print materias becomes more explicit and more directed.
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eight /points: answer on her page/ sixty-eight /points: C’s page/ sixty-six
/writes/ ok
34. R: yes correct

Figure 4.8. Rosalinda & Camille Grid Task — Physical Reference.®

1. C: ok (+) what is you_ (4) what i_ do you (birthday)
2. R: um my birthday [is March (+) March
3. C: [birthday
4. C: March
5. R: /points: board/ March number three (March)
6. C: lwrites/
7. R: xxx ((sighs))
8. another student approaches and wants to enter the conversation
9. R: xxx the day is ((nods at another student and gestures)) March the day is
March
10. C: ((nods))
11. R: sixty-eight
12. C: /writes/ sixty (1) eight
13. R: eight *sixty-eighh
14. other student leaves
15. C: /writes/ mm /turns her page toward R/ xxx
16. R: mm no /points: C's page/ the [the month is three
17. C: [oh xxx /erases/ hm?
18. R: the month is three [is March
19. C: [month xxx three xxx
20, R: [/points: board/ March March
2. C: [/[points: board/ xxx (+) ah March ok /erases/
22. R: [/writes: her birthday/
23. C: [/writes/ three six_
24. R: sixty-eight /turns her page toward C/
25. C: three three
26. R: three [three sixty-eight
27. C: [oh ok /writes/ (4) sixty-eight
28. R: yes /writes: answer to next question/
29. C: /points: answer on her page/ three three xxx
30. R: mm
31. C: three three sixty /points: answer on her page/
R:
C:

Thefirg point to print materidsin thisinteraction is not actudly to the grid
page, but to the sde board. As Rosdlinda says “March number three” inline 5, she
raises her arm and points her finger to the side board where the teacher haslisted al of

the months and their corresponding numbers. The firgt time that Rosdinda says her

18 Because of privacy concerns, only asmall portion of the video for this exampleis available for public
viewing. The birth date used in Figure 4.8 has been changed to protect the anonymity of the student.
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birth month in line 2, she provides the answer only ordly. It isonly after Camille
initiates negotiaion with her repetition in line 4, that Rosdinda points to the sde
board as she repeats her answer inline5.

It isimportant to note that this point does not narrowly indicate a particular
number or word, like the pointsin the calendar interaction. The sSide board is on the
other Sde of the room, and there are many things written on it. Because of this,
Rosdinda s point to the board is only a generd reference indicating where Camille
needs to look in order to locate a written representation of the month. This generd
point to the sde board does not immediately disambiguate ord forms. However,
because the grid page does not provide written representations of the answersto the
question, it cannot be used to disambiguate ora formsin thisway. So, pointing to the
side board reved's that students actively look for available written representationsin
the immediate environment in order to enable dternative means of representation, that
is, in order to use written representations as a means of communication. After initidly
providing the answer only through ord language, Rosdlinda seeks to reiterate her
answer through physica means.

The second use of print materids occurs after Camille writes the answer on her
grid page. In line 15, Camille retracts her writing hand, turns her page towards
Rosdlinda, and shows her written answer to Rosalinda for confirmation. Here, Camille
explicitly invites Rosdinda s gaze in order to receive confirmation of her written
answer. When answers are oraly produced as in the caendar interactions, partners

amogt dways supply an ord acknowledgement of the answer. When answvers are
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produced in writing, however, acknowledgement must sometimes be explicitly sought
— as Camille does here.

In line 16, Rosdlinda siretches a bit awkwardly across the tablein order to
point narrowly and specificaly to a particular spot on Camille' s page. As she points,
Rosdindavery clearly enunciates “the month isthree.”” The pair has now established
joint gaze on a written representation of the answer that is close a hand. Rosalinda can
make a narrow physicd reference specificaly to awritten form and contrast her
speech (an ord representation) with Camille’ swritten representation. Based on
Rosdinda s feedback, Camille erases her answer in line 17 and prepares to re-write it.

More physicd reference to print materias comes when Rosdlinda again points
to the Sde board in line 20. Rosdinda again seeks to provide her answer
smultaneoudy across physicd and ora modes. Camiille follows Rosdinda s point
with apoint of her own in line 21. Camill€ s point is not necessarily intended to direct
Rosdinda s gaze, but it functions somewhet like a physica receipt token,
acknowledging comprehension of Rosdinda's point. Camille's point here can be
categorized with Vanida s repeat point in her calendar interaction with Thu (Figure
4.6). Thistype of pointing isaphysica responseto a partner’s physicad move. Thisis
amilar to the way that ord repetition is used as arecept token to acknowledge an
interlocutor’ s speech and indicate comprehension.

Next, Rosdindaintroduces a new written representation into the interaction
when she turns to her own page and writes the answer — her own birth date— in the

gppropriate column in the top row of her grid in line 22. Her persona answer to the
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question now gppears in written form in the same cdl as the written question. The
teacher did not ingtruct students to write their own information on their grids.
Rosdinda s reason for this action becomes clear in line 24 when she lifts her paper
and tiltsit so that Camille can see the written representation of the birth date. By
writing the answer on her grid page, Rosalinda can now make a more narrow physica
reference to the written representation to accompany her ora answer. She no longer
has to rely on the side board as the foca spot of agenerd physica reference.

This representation of meaning across multiple modes — written and ord — has
implications for use of ord language in the task. In producing a complete written
representation of her birthday and showing it to Camille, Rosdinda takes some of the
communicative burden off of the mode of ora language. In addition to repestedly
hearing an oral representation of the birth date, Camille now has close visua access to
awritten representation. Camille no longer needs to comprehend ora language and
then link that to a written representation. Rather, Camille can see the written form and
reproduce that same written form on her own grid. Comprehension is no longer
absolutely necessary to complete the task, as rote written reproduction will serve the
same purpose.

Additiona ora negotiation leads to onefina pointing sequence. In line 32,
Rosdindaagain oraly repesats the year — “sixty-eght” — as she Smultaneoudy points
to the written numera on her own page. In contrast to the previous instance where
Rosdinda smply tilted her page so that Camille could see the written form, here

Rosdinda points narrowly to the rdlevant numera as she provides Camille with both
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written and ord representations of the answer. Furthermore, Rosdlinda then explicitly
contrasts the correct year asit iswritten on her page and the year written on Camille's
page. Rosalinda points to the written numera on Camille' s paper and ordly identifies
it as“gxty-9x.” Again, Rosalinda uses both written and ord representations of the
number. In thisfina pointing sequence, Rosdinda purposefully reiterates her

meanings across modal representations as she contrasts the two numbers.

In the clendar interaction, students smply pointed to the caendar page to
reiterate representations across oral and written modes. Here, however, students have
to locate or create awritten referent, which they readily do. Rosdlinda and Camille
make reference to written forms that are available on the sde board and to written
formsthat they cresate on their grids. The links between written and ord forms have
become progressively more explicit over the course of this question/answer sequence.
In the beginning, Rosalinda.smply provides an ora form and Camilleis meant to
create the written form. Next, Rosdinda represents her answer ordly and with a
generd physica reference to the written form on the side board. Eventudly, Rosdinda
writes the answer hersdf and so creates a complete written representation of her
answer for Camille to copy. Finaly, when Camille fdters as she copies, Rosdinda
smultaneoudy provides ord and written representations and explicitly links the two
modes as she contrasts two numbers. By making links between ora and written forms
more explicit, Rosdinda supports Camille in the task of producing the answer in

written form. The act of writing is not an individud activity, but rather both partners
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participate in the act of writing. Likewise, the production of the answer in written form
functions as a comprehension check on the oral interaction.

Rosdlinda s providing information in oral and written modesis not just
repetitive. Thet is, it does not just increase the chances that Camille will undergand in
one mode if the other mode is problematic. Beyond enabling comprehension,
multimoda representation means that Camille no longer has to trandfer ordly-
obtained information into written form, but can reproduce an available written form.
The above example shows that multimodal representation both 1) reiterates meaning
across modes and 2) provides explicit support with production of written forms.

The intense use of print materias in this sequence hasimplications for the rest
of Rosdinda and Camill€ sinteraction. In the immediately following question/answer
sequence, Rosdinda aready has her answer written on her grid (seeline 28 in Figure
4.8) as Camille asks the question — “When did you come to America?’ As she answers
the question oraly, Rosdlinda aso points to the written answer on her page. Rather
than rely on oral negotiation as a means to repest or clarify ord production, Rosalinda
reiterates her answer across both ora and written forms from her initid production of
the answer. Rosdinda does not wait for oral negotiation in order to use the written
form to disambiguate ord language, rather she uses representations across modes from
the dart.

As she provides the answer, Rosalinda does not have answer gaze to her
partner. Her gaze remains steady on her paper and she writes the next answer into her

grid. Camille stops writing after she completes only part of the answer, and she looks
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up to Rosdlinda s paper. Rather than ordly ask for explanation/repetition, Camille
looks to the written representation of the answer on Rosdinda' s page. She then turns
back to her own grid and finisheswriting the answer. Rather than use oral language to
negotiate production of the written form, Camille refers to the existing written form
and copiesit.

In this section, the example in Figure 4.8 reveded that Rosdindainitidly
provides answvers only in ord form. She then looked for and created written
representations to enable dternate means of communication. In the subsequent
guestion/answer sequence, there was less negotiation and Camille makes visud
reference to the written representation rather than initiate an extended negotiation
sequence. In the next section, more examples show how production of written formsis
not only an end result of the question/answer sequences, but functions as a means of

communication.

Grid Interactions — Creating and Exploiting Written Forms

Intherole of responder in the grid interactions, Rosdinda provided both
written and oral representations of her answers. Vanida engages in Smilar behavior
and is particularly eager to use written forms as a means of communicetion in
interaction. The next three examples reveal how her use of written forms shapes her
interactions with Thu and Tina. It islargely due to her use of written materids that
Vanidais able to so quickly complete the task — her interaction with Thuislessthan

two minutes and her interaction with Tinais 32 minutes.
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Vanidd sfird interaction iswith Thu and Vanida beginsin the role of initiator.
Like the previous examples, Vanidaand Thu aso find available print materiasto refer
to in their interaction. The pair makes physicd reference to Thu's sudent name card,
which isreadily accessble on ther table, as Vanidawrites Thu's name on her grid.
However, they do not use other written representations on the grid or on the side board
during thefirgt part of ther interaction, when Vanidaisthe initiator.

Figure 4.9 provides an entire transcript of Thu intherole of initiator. As Thu
assumestherole of initiator, she asks Vanida, “How about you?' in line 1. Rather
than answer the questions ordly, Vanida uses a shift in layout, pointing and ora
language to suggest an dternate means of communication in line 2. During the first
part of the interaction, Vanida s paper was a a ninety degree angle to the table and
was upside down from Thu' s vantage point. In line 2, Vanida shifts her paper so that it
isfacing Thu and she runs her finger along undernesth the top row of her grid. These
moves alow Thu to see that Vanida has dready written her answers in the top row of
her grid. Along with these physicd moves, Vanidasays“same.” Thisindicates that
Thu can reproduce these same written forms on her own grid, thet is, she can copy the

answers from Vanida s grid.

how about you

XXX same /turns her page toward T and points: her answers on page/

oh ok

((laughs)) ok? that's easy ((laughs))

HI<| AL

/writes/

26 seconds silence as Thu writes

V: that's it ok | xxx ((gets up from her seat))

T: Jcontinues to write/ ((nods))

1
2
3
4.
5.
6
7
8.
F

igure 4.9. Vanida & Thu Grid Task — Written Answers.
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Inline 4, Vanida saysthis srategy is*easy.” Though completing the task by
reproducing or copying written formsis undeniably quicker than producing written
representations from ora forms, thereisalack of ord interaction for dmost 30
seconds as Thu writes Vanida s answersin line 5. Rather than carefully match ora
language to written forms, Thu copies written forms directly to written forms. In order
to fadlitate this, Vanidaintentionaly entered her own information into the top row of
the grid instead of printing the questions there, as the teacher had ingtructed. Shethen
shifts the physical layout in order to make these written forms available to Thu.

In both of her grid interactions, Vanida displays a preference for reproducing
written forms, rather than dedling with oral forms. Figure 4.10 provides an example of
how Vanida manages to copy even intherole of initiator. Inline 1, Vanidaasks Thu
“You class same me?’ The teacher-provided question was “When do you go to class?’

Thisdight dteration in the form of the question has significant implications for how

Vanidawill obtain an answer from Thu and write that answer.

1 V: you class same me /points: own page/

2 T: um [Tuesday

3 V. [same

4, T: [yes is same ((nods))

5. V: [yes ok /writes/

6 6 seconds silence as Vanida writes

7 V: ok [Friday

8. T [(Friday)

Figure 4.10. Vanida & Thu Grid Task — Compare Answers.

In line 2, Thu does not answer Vanida' s question, but responds to the teacher-
provided question that she expected to hear. That is, Thu beginsto tel Vanida what

days of the week she attends class. However, in line 3, Vanida does not acknowledge
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Thu' s answer, but repeats part of her question — “same” — as she looks up from her
page to Thu. Vanida does not want to hear what days of the week Thu attends class.
Rather, Vanidawants to know if Thu's class schedule matches her own class schedule,
which is conveniently printed in the top row of her grid. In line 4, Thu looks at

Vanida sgrid and answers Vanida s question — “yesis same.” Vanida then writesthe
answer. Though this example is taken from Vanida s interaction with Thu, Vanida

uses the same question form in her interaction with Tina.

Rather than receive an ord answer from her partner and have to generate the
corresponding written form, Vanida s question —“Y ou class same me?’ — leads her
partner to compare her answer to an dready existing written form and comment on the
exiging form. An answer of “same’ dlows Vanidato smply copy the dready existing
written form from the top row of her grid into the second row. This subtle shift in the
question dlows Vanida to shift part of the communicative load from ord to written
modes. Rather than generate the written form of the answer, she can smply copy that
written form into the gppropriate cell.

These two examples reved that Vanida s use of modesin interaction differs
from the teacher’ sindructions in notable ways. First, Vanidawrites her answers on
her grid page in order to communicate with her partner through written
representations, rather than oral language. Second, Vanida dters the nature of one of
the teacher-provided questions so that her partners comment on her written schedule

ingtead of producing an ora rendition of their own class schedule.
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In her interaction with Tina, Vanida uses asmilar goproach to communication
through written representation. In fact, there are five times during Vanidaand Tina's
interaction that VVanida points to her own grid and says “here’ to invite Tinato copy
from her page. Just as she did with Thu, Vanidais offering her answersto the
questionsin written form by indicating where she has dready written those answers on
her own grid. Though Thu reedily copied Vanida s information, Tina has a different
response.

The transcript in Figure 4.11 shows Vanida and Tina s negotiation over the use
of written representations. In line 1, Vanida finishes writing Tind s answers on her
grid and preparesto return to her own seet. Though Tina has not yet been in the role of
initiator, Vanida assumes that Tina has dready copied the answers. Inline 2, Tina
says “wait, wait, wait” to indicate that the interaction is not yet completed. Tina
assumestheroleof initiator in line 4 and asks Vanidaa question. Vanidarespondsin
line 5 with a point to her own paper as she says“here.” Vanida probably doesn't hear
Tind ssuggestion in line 6 that Vanida“say me,” that is, that Vanida provide an ora
answer to the question. Tina asks the same question two more timesin line 8 and line

10 and Vanida continues to respond by pointing to her paper.
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1. Silence as Tina watches Vanida write. Vanida finishes writing and stands up.
2. N: oh wait wait wait ((Tina puts hand on top of Vanida's))
3. V: uhm?

4, N: when is your birthday

5. V: here /points: own page/

6. N: ok [say me

7. V: [((laughs))

8. N: when your birthday

9. V: [here /points: own page/

10. N: [when your birthday

11. Ve [here /points: own page/

12. N: [((gestures)) say it say it say it practice

13. V: ok ((leans down towards Tina)) birthday

14. N: yeah

Figure 4.11. Vanida & Tina Grid Task — Oral Language for “Practice.”

Since Vanidais providing the answer in written form, she appears not to
understand why Tina continues to repeet the question. When Tinaexplains, in line 12,
that Vanida“say it” for “practice,” Vanida seemsto understand that Tinais suggesting
ord interaction despite the fact that she can get the answers from the written
representations. Vanida says “okay” inline 13, and the pair’ s interaction continues for
about another minute.

Tina sindstence that Vanida provide answers not just in written form, but in
ord form, revedstha she has a different understanding of the gods of the classroom
interaction. If the god of the interaction is conceived of asfilling in dl of the
gppropriate information on the grid, then ora production is not strictly necessary.
However, Tinadisplays an understanding of classroom interaction as an opportunity to
practice ord language production. Though written representations are sufficient to

facilitate communication, should they be used to replace ord language production?
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Tind s behavior indicates her view that ord language production is an important
component of classroom interaction.

Despite Tina sinsstence on ord production, however, she actually attends not
only to Vanida s ord answers, but also to the written representations on Vanida's
page. Thisis evidenced when Tinawrites the answer Tuesday, Saturday, Friday. This
answer matches the answer asit iswritten on Vanida' s grid page. However, Vanida's
ord answer is“Tuesday, Friday, Saturday.” Also, when Vanidafdtersin reading
aoud an answer from her own grid page, Tina does not hesitate in her copying, but
smply reads the answer doud for Vanida. Even though Tina has suggested that
Vanida use ora language, speech is not dways the primary means of representation. It
IS in some ways redundant.

The examples in this section show how written representations can be used
ingtead of ora language in interaction. Also, even when ord language is produced, it
may not be atended to as other modes represent the same information as well. In the
following section, | present examples where ord language is the primary
communicative means, but is ill heavily influenced by print materidsin the

interaction.

Grid Interactions — Oral Representations Mimic Written Representations
Though dl of the participants in the grid interactions actively seek written
representations to refer to as they negotiate answers, sometimes these written

representations are not available. In these cases, students use oral language to
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represent the answer, but more specificdly, they use ord language to represent the
written form of the answer. That is, ora language can be dtered to more closdy match
written forms. Students manipulate ora language to mimic the written forms that need
to be entered into the grid.

Camille provides two examples of this. First, when she tells Rosdlinda her
birth date, she uses two different ora forms— “twenty-two” and “two two” — to refer
to the day. Her use of “twenty-two” indicatesthat she is aware of the typicd ora
pronunciation of the number. However, during instances of ord negotiation where
Camilleis explicitly leading Rosdlinda to write the date, Camille uses “two two.” This
form more closdly matches how the numerd gppears in written form. However, this
form is not commonly used in ora expression of hirth dates. Another example of a
amilar expresson occurs when Camille ordly provides the year that she arrived in the
United States. She says. “two thousand two [pause] two zero zero two.” Here, Camille
uses ord language to provide support for Rosdinda s production of written forms.

Thu and Tinaboth dter their ora representations of the month inasimilar
fashion. The transcript in Figure 4.12 shows Thu quickly shift from the form
“January” to the numerical form the teacher hasingructed students to write— 1. In this

way, Vanida can more readily transcribe Thu's ord production into written form.

1. V: my birthday

2. T: umJanuary [one one
3. V: [Ja-

4. V: one

Figure 4.12. Vanida & Thu Grid Task — Shift in Oral Form.

89



Students use ord language that closdy mimics the forms of the written
representations that they must produce. This is another example of how studentstry to
navigate the links between ora and written representations. In the final section on the

grid interactions, | consider the use of gaze as students produce written forms.

Grid Interactions — Gaze to Partner, Sustained Joint Gaze, and Written Production

In the calendar interactions, student patterns of gaze to partner included
guestion gaze, answer gaze and mutual negotiation gaze. Though the grid interactions
were not as structured as the calendar interactions, many of the same gaze patterns
emerged. Question gaze was particularly common during interactiona moves such as
confirmation checks, clarification requests and other ord queries directed at a partner.
There were dso ingtances of extended mutual negotiation gaze during sequences of
intense ora negotiation.

Gaze to print materidsin the caendar interactions was necessary in order to
find an answer to the questions. In the grid interactions, students do not need to look to
the grid page to find an answer to the questions. In fact, the responder student may not
need to look at the grid page a dl. The initiator may look to the questions printed in
the top row of the grid and read those aoud to begin each question/answer sequence.
Thistype of reading aoud from printed written language is common in the short story
interactions and will be dedlt with in more detail in the next section.

Joint gaze to the grid page is often facilitated by physicd reference to the page

and is common in the grid interactions, as it wasin the calendar interactions. As has
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been shown in the above examples, students frequently use physical reference to the
grid page to direct visud reference to written representations on the page.

One of the most Sgnificant instances of visua reference occurs when students
look to the page as they write the answers. The act of writing on the page usualy
requires the writer to gaze at written representations as they are being produced.
Because gaze follows the hand as it produces written language, the act of writing
provides a partner with an accurate display of the writer’s visud foca spot. This
means that the act of writing itsalf often facilitates joint gaze on the grid page. The
implications of thisjoint gaze with writing are discussed in the example below.

The transcript in Figure 4.13 is taken from Vanidaand Tina sinteraction. In
lines 1-5, student interaction does not conform to initiator and responder roles. Rather
than oraly ask and answer questions, both students are engaged in reproducing written
representations. In line 1 Tina provides ora and written representations of her name
by saying her name as she picks up her name card and turns it towards Vanida. Vanida
acknowledges Tina sanswer in line 2. In line 3, Tinalocates the written representation
of Vanida s name on Vanida' s grid and beginsto copy it on to her own grid. Tina
begins writing in line 3 though Vanida does not provide physica reference to her own
name until line 4. Line 5 shows that there is a pause in the talking as both students
copy information onto their grids. During this first sequence, the ora language
produced is very limited. Both students are separately engaged with written language

and they do not establish smultaneous joint gaze on any of the print materids.
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1. N: my name is Tina /picks up name card/

2. V: uh Tina /writes/

3. N: /writes/

4, V: me here /points: own page/

5. Six seconds silence as both students write.

6. V: ((laughs)) my birthday you /shifts page/

7. N: uh November seven /writes/

8. V: seven /writes: “ 77/

9. N: [yes

10. V: [okay /moves page closer to Tina/

11. N: November seven eleven

12.  V: [/writes: “11"/ eleven xxx

13. N: [no /points: Vanida’'s page/ November is xxx /writes on Vanida’'s page/
14.  V: xxx

15. N: November /writes/

16. V: uhum

17. N: /writes/ November seven /returns page to Vanida/
18. V: uhum ok

Figure 4.13. Vanida & Tina Grid Task — Joint Gaze.®

Inline 6, Vanida asks Tina a question for which there is no existing written
representation. Tina provides an ora answer in line 7, and then shifts her gaze back to
her own page to continue writing. In this case, Vanidamust create a written
representation based solely on Tina s ord answer. As she attempts to do this, Vanida
ligtens closdy to Tinain order to hear exactly the numbers that she needsto write.
After Vanida hears Tinasay “November severi’ inline 7, she writes 7 asthe firdt digit
inthe date in line 8. It seemsthat Vanidais not lisening for amonth word, but she
liens only for numbers that she can transcribe directly into written numerds.

After writing the first number in line 8, Vanida s gaze remains on her own
paper, her hand is poised to write the next digit, and she waits for Tinato voice the
next number that needs to be written. Tina, engaged in her own writing, does not

repeat her birth date. In line 10, Vanida shifts her gaze away from her paper, and looks

19 Because of privacy concerns, only asmall portion of the video for this exampleis available for public
viewing. The birth date used in figure 4.13 has been changed to protect the anonymity of the student.
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up with aquick glance to Tina. Vanida shifts her paper closer to Tinaand looks back
down at her paper, ready to write. This quick shift of gaze and layout functionsto let
Tinaknow that Vanida awaits further input in order to produce the written date.

After this movement by Vanida, Tina shifts her gaze to Vanidd s paper and
looks to see the status of Vanida s writing. The pair has now established joint gaze on
Vanida s grid page. Tinarepesats her birth date — month and date— againin line 11.
Also inthisline, Tinareframes her ord production to more closely match the written
form. That is, Tinafirg says“November” and then changesthisto “eleven” Vanida
writes 11 in line 12. Vanida has now written the dete as 7/11.

Because of the joint gaze when Vanidafinishes writing the date, Tina sees that
the date is written incorrectly. Tina then pointsto Vanida s written answer in line 13.
Rather than fully explain the mistake ordly and initiate an ord repair sequence, Tina
shifts Vanida s paper closer to her and Tinawrites directly on Vanida' s paper. Tina
crosses out what Vanida has written and writes 11/7. In line 17, Tinaoraly repesats her
birth date again as she presents the written representation to Vanida.

In the beginning of ther interaction, Vanidaand Tina are separately engaged
with their own grid pages. They reproduce written forms on their grid pages by
copying existing written representations. There is not much ora language or
interaction with partner during this part of the interaction. In the next part of the
interaction, Vanida and Tina establish joint gaze on Vanida s page and they both
atend to the same written forms. They maintain joint gaze throughout the remainder

of the interaction until Tinaassumestheinitiator role. Because of the joint gaze, Tina
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can respond directly to the written representation that Vanida produces. Tina responds
not primarily through ord language, but by providing Vanidawith the correct written
representation. Asin the calendar interactions, sustained joint gaze provides access to

dterndive, physica means of communicetion.

Grid Interactions — Summary

Producing written answers on the grid page does not just occur after successful
oral communication has been completed. Rather, production of written forms colors
the entire interaction. Studentsin both initiator and responder roles look for and create
written representationsin order to reiterate ora language. Those written forms can be
used to disambiguate oral forms, as was seen in the calendar interactions. Furthermore,
written forms can be used to communicate without accompanying ora forms. Even
when ord language is the primary communicative means, the forms of ord language
can shift to more closaly match written forms. In the grid interactions, gaze to partner
gtill occurs during ora negotiation sequences. However, students can be quite engaged
In interaction even without gaze to partner. Through sustained joint gaze on the grid
page, the act of writing itslf can communicate sudent’s comprehension or

misunderstanding.
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Short Story Task: “ Read the story with your partner.”

Description of Task Instructions and Teacher-Provided Print Materials

In this task, the teacher provides each pair of students with one Collaborations
Beginning 2 textbook and asks them to open to page 8 (see Appendix A). The largest
thing on the page is a picture of aman and awoman dancing and smiling for the
camera. Above the picture thereis atitle for the page, followed by ingtructions for
students. Underneeth the picture is a smdler box with a short story written by the
woman in the picture. In the story, the writer introduces herself and recounts some of
her likes and didikes. Below the story, there are two attribution lines which give the
student writer's name and identify her asan ESL student at a particular school.

Both the content and the layout of this print materid are designed to be
accessible and engaging for ESL students. If this page conssted solely of closely-
packed lines of written text, it would not be as readily accessble to most low-leve
ESL students. The large picture provides both visud variety on the page and context
for the content of the story. The written text itsdf islaid out in four short paragraphs,
despite containing only seven sentences. Thus the text on the page is not dense, but
there is ample space between the lines of the text.

The content of the story isintended to engage ESL student readers and to lead
them to relate the Sory to their own experience in the classroom and as immigrants.
According to the Introduction of the Collaborations textbook, it is an explicitly
student- centered textbook. It aims to provide students with the linguistic and problem:

solving skills to be good students and to successfully adapt to lifein their new country.
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In her ingructions to students regarding the text, the teacher reminds students
that they have aready read this story during the previous class session. In this current
class sesson, they will review the story. First, she reviews vocabulary from the story
with the class. Though there are printed ingtructions on the textbook page, the teacher
does not explicitly ingtruct students to read or follow those ingtructions. Rather, she
tells students to “read the story with your partner” and “study the story.” The teacher
announces that after the pair work there will be a dictation based on language in the
story.

At the core of thisinteraction for both pairs of sudentsis creating links
between the written representations on the page and oral production, that is, reading
aloud. The short gory interactions involve much more written language than the
previous interactions. The calendar page did not contain much written language.
Likewise, though students produced written formsin the grid interaction, many of
those written forms were not linguitic, but numerica. It can be assumed that most
sudents have command of the numerical system. Therefore, the numbers themselves
should not be problematic as links are made between written numbers and ord L2
representations. However, students are learning written L2 representations at the same
time asthey learn ord L2 forms. This can make forming links across written and oral
L2 linguigtic representations more difficult than forming links between representations
where one sysem iswell-known to the student.

Thistask is rdatively unstructured and could be accomplished by studentsin a

variety of ways. For example, one student could read the entire story doud while their
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partner listens (but does not read from the book). Alternatively, students could first
read the story slently and then discuss new vocabulary words with their partner.
Giventhe range of possible activity that could result during thistask, it is especidly
difficult to predict how student interactions will unfold. However, in order to read
together, at least one student must use gaze to make visud reference to the written
language on the page. In terms of interaction with partner, it is possble that students
will not produce any ord language, but only read slently by themselves. However, if
the pairs do read together, then they will likely produce ord language as they interact

with each other.

Overview of the Two Short Story Interactions

Each of the microphone-wearing sudents only interacts with one partner
during the short story task. Both Vanida& Thu and Rosalinda & Camille interact for
the entire eght minute pair segment.

One mgor difference between the short story interactions and the previous
interactions is that the short story task provides no blueprint for student interaction.
There are no question/answer sequences and no roles such asinitiator and responder.
Reading is often an individud activity, and students are fully capable of trying to reed
on their own. However, both pairs employ a variety of multimodal meansin order to
work together with the text.

The two pairsinteract with the print materid in very different ways. Vanida

and Thu work together as Vanida creates a written reproduction of the origind text.
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Though not instructed by the teacher to do so, Vanida decidesto create awritten
reproduction of the short story. After someinitia opening discusson, Vanida begins
to write the first word of the story in her notebook and she then dlicits Thu's assstance
by suggesting to Thu: “Ok. You tel me. You reed, please. | ligen.” Vanidais clearly
poised to write the words as Thu reads them aoud, and Thu readily workswith
Vanidato produce awritten reproduction of the text. Thu attends closdly to Vanida' s
written (re)production and the pair maintains a sustained joint gaze on Vanida s text
throughout much of their interaction.

Rosdinda and Camille, on the other hand, read the story aloud together. As
they begin reading, Rosalinda first moves the textbook closer to her, pointsto the first
word of the text and beginsreading doud: “I'm KattiaAguilar. ...” AsRosdinda
reeds, her finger follows aong under the words on the page. She continues to read
most of the first paragraph (ten words) at which point Camille interrupts her. Camille
points to one of the first words in the story and asks a question.

Before Camille sinterruption, the task was like an individud read-aoud
activity. Rosdinda looked at the text as she read doud at her own pace and she likely
assumed that Camille was participating by lisening. When Camille intervenes, she
shows that sheis hardly a passve listener in thisinteraction. When Camille stops
Rosdinda s reading aoud with a question, she changes the nature of participant roles
in the interaction. Rather than speaker and listener, both students are now readers.
The language of the activity isnot longer restricted to an ord repetition of the written

language on the page, but includes questions, answers, and expansion on thetext. In
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order to read together, Rosalinda and Camille have to negotiate a sustained joint gaze
as the focd spot moves from word to word. They must be aware of their partner’s
interaction with the text as the same time that they attend to the text itsdlf.

| begin the remainder of this section on the short story interactions by
consdering gaze patterns. Students gaze at the print materid more in thisinteraction
than in others. They dso sugtain joint gaze on the text for longer periods of time. Next,
| consider how students negotiate links between the written representations in the text
and the production of corresponding ora forms. Findly, | consider some of the
difficulties students face when independently establishing their own visud reference

to the text.

Short Sory Interactions — Gaze to Partner and Joint Gaze on Written Productions
In this short story task, dl students gaze primarily on the print materidsin
front of them. Asthere are no structured question/answer sequences in these
interactions, there are no structured patterns of gaze shift to partner. However, the
previoudy-defined category of question gaze persstsin these interactions as well.
In Rosdinda and Camill€ sinteraction, both participants gaze a the text for a
majority of the interaction. Rather than read independently, they establish ajoint gaze
on the text and read together. Rosalinda and Camille both contribute to determining
the shared pace of reading and the common focal spot of visud reference that moves
aong with their reading doud. Periodic gaze shift to partner is one means that

contributes to establishing joint gaze to the text and maintaining a shared focal spot.
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In Rosdlindaand Camill€' s interaction there are 17 instances when Rosdlinda
looks away from the textbook page to gaze at Camille. Most of these ingtances fall
within the previoudy-defined question gaze category. Rosalinda s gaze to her partner
sometimes occurs with an explicit ora question such as acomprehension check or a
clarification reques.

The transcript in Figure 4.14 reved's how gaze functions during ord
negotiation of a particular written representation. In this example, Rosdindalooks to
her partner after Camille s oral pronunciation of aword differs from hers. After
Rosdlindareads “ CostaRica’ doud in line 1, Camille repesats the word while stressing
adifferent pronunciation of “Cogta*Hica’ in line 2. Camill€ sintonation indicates
that sheistrying to differentiate her pronunciation from Rosdinda’s. Inline 3,
Rosdinda responds by looking to Camille and repesting the word again. Thistime,
Camille accepts Rosalinda s pronunciation with anod in line 4. Both partners produce
ord formsthat correspond to the written language on the page. Asthey try to dign
their ord pronunciation, Rosalinda' s gaze shiftsto Camille and they work together to

produce a more accurate ord (re)production of the written form.

Speech Rosalinda Gaze Camille Gaze
1. R: | from (1) Costa Rica steady text [JG] steady text
2. C: Costa *Hica steady text [JG] steady text
3. R: Rica shifts> partner steady text
4. C: ((nods)) shifts>text [JG] steady text

Figure 4.14 Rosalinda & Camille Short Story Task — Partner Gaze.”°

Vanidaand Thu'sinteraction is different because they do not read the text

aoud together. However, they are both involved in Vanida s creating awritten

20 Because of privacy concerns, the video for this exampleis not available for public viewing.

100



reproduction of the text. They rarely look at each other throughout the entire
interaction. Their gaze generaly shifts between the origind written text on the
textbook page and the written reproduction that Vanidais producing in her notebook.
Rather than look to VVanidato watch her ora production, Thu looksintently at
Vanida s notebook page and attends to her ongoing written production.

Based on Vanidd sinitid description of —“You read, please. | listen.” —it
seems asif Vanidawill listen and write as Thu reads the story doud. Vanidawould
attend to her partner’s ord language and trandfer it into written form. This
transcription of oral language would seem to be good preparation for the upcoming
dictation activity. However, Vanida does not just listen to Thu, but she dso frequently
looks & the story in the textbook and copies letters from the textbook page into her
notebook. The pair's gaze and ora language fdls into a pattern where, firgt, Vanida
looks to the textbook page as Thu says aword or letter doud. This meanstha Vanida
has s multaneous access to written and oral forms. Next, Vanida shifts her gaze to her
notebook and saysthe word or letter loud as she writes it. Thu maintains steady gaze
on Vanida sreproduction throughout this process.

Throughout most of the interaction, Thu's gaze is seedy on Vanida' s page
with infrequent looks to the textbook page to read the next few words. Vanida s gaze,
on the other hand, frequently shifts between her notebook page and the textbook page.
These shifts happen between every letter or two. Vanidais producing her written text
based on both her aural access of Thu's ora reference to the text and her own visua

reference to the text itsdf. Evidence that V anida does indeed attend to both oral and
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written forms can be seen in certain transcription mistakes that the pair makes. For
example, when Thu mistakenly saysthe letter e instead of i, Vanidawritesi. This
indicates that Vanida based her written form on Thu's ord production. On the other
hand, Vanida at times repests a letter doud from the text before Thu does. This
indicates that she does make direct visud reference to the written formsin the
textbook.

Vanidaand Thu establish a sustained joint gaze on Vanida s notebook. As she
cregtes a copy of the text, Vanidamust look to her own page in order to write. For
Thu, however, this sustained joint gaze on Vanida s notebook page adlows her to
attend to Vanida s written production and respond to her physical moves— in this case,
writing. In looking steadily at Vanida s notebook page, Thu visudly assesses the pace
a which Vanida s writing is proceeding and responds to Vanida s ongoing written
production.

Over the course of the interaction, it seems that Thu responds more to Vanida's
written production than to Vanida s ord production. The transcript in Figure 4.15
illugratesthis. Inline 3, Thu saysthe letter “a.” In line 4, Vanida saysthe letters“a’
and “n’ as shelooks at her notebook page. Thu could be expected to continue her ora
production by saying c, the letter following n. However, because Thu islooking at
Vanida s page, she seesthat Vanida has not yet written the letters a n, though she has
said them doud. Because Thu has not yet seen the letters written on Vanida s page, in
line 5, Thu repeststhe letter “a” Vanida then repeets the letter ordly and writesthe

letter inline 6. It isonly in the next line (line 7), that Thu moves on to say the next
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letter. Thu's steady gaze on Vanida s paper, combined with her repetition of letters,
shows that sheis not relying on Vanida s ora pronunciation of the letters to gauge
Vanida s written production, but is watching to visualy confirm that VVanida has

successfully printed the letters in her notebook.

Speech and Writing Thu Gaze Vanida Gaze
1. T: *dan steady Vanida page steady textbook page
2. V. *dan ~d?~ /writes: “d”/ steady Vanida page [JG] shifts>her page
3. T. ~a~ steady Vanida page shifts>textbook page
4. V: ~an~ steady Vanida page [JG] shifts>her page
5. . ~a~ steady Vanida page [JG] steady her page
6. V: ~a~/writes: “a"/ steady Vanida page [JG] steady her page
7. T. ~n~ steady Vanida page [JG] steady her page

Figure 4.15. Vanida & Thu Short Story Task — Joint Gaze while Writing.

In the next section, | present examples of how students negotiate links between

written representations and oral production.

Short Story Interactions — Linking Written Representations to Oral Production
One of the mogt graight-forward examples of students linking written
representations to oral formsis when they explicitly point to aword on the page as
they identify the word ordly. The transcript in Figure 4.16 provides an example of
this. Inline 2, Vanida says “sometime” and then turns to the textbook and points to the
word on the page. She then asks for confirmation that she has identified the correct
written form. Inline 3, Thu follows Vanida s point with arepeat point that
acknowledges and confirms Vanida s point. This example showsthat Vanidaand Thu
use physicd reference to establish a given written representation as the referent of ora
negotiation. They make an explicit link between written representations and ord

forms.
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sometime

sometime (this is) sometime /points: textbook page/

yes /points: textbook page/

ok

(sometime)

<|FI<|AL|A

sometime

1
2
3.
4.
5
6
F

igure 4.16. Vanida & Thu Short Story Task — Identifying Written Form.

The transcription in Figure 4.17 provides an example where Rosdinda links
not only written and ord forms, but dso agesturd form of the word. This
transcription shows the pair as they read the sentence “1 try to be strong, but 1 am ...”
In line 1, Rosadlinda moves her hand from aresting postion to point to the word try.
Her finger follows dong with the text in the next few lines of transcription as she
reads until the word strong. In line 7, Rosalinda looks to Camille with aquestion
about the meaning of the word strong. Rosdinda uses a gesture that is meant to have
the same meaning as the word in the text. Rosdinda makes the gesture by raising both
of her amsinto the air with her ebows bent at shoulder height and her fists clenched,
in amuscle man pose. After making this gesture and looking to Camille, Rosalinda
returns her finger to the word strong in line 10, and underlines the word with her
finger again as she repeats it. Rosdlinda links representations across three modes. She
ordly repeats the word, points to the written form and employs a descriptive gesture to

indicate the word' s meaning.
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|| *stri /points: “try”/ *stri

| *estray

to /points: “to”/

to

[be [*estrong /finger follows: “be strong”/

[be [strong

[*estrong is strong ((gestures “strong”))

[stro-

| *stri to stro_ [l *stry to *estrong [*bost

Bl|O(® N[0~ w(N]E

0. [strong /points: “strong”/ [l don't know /finger follows:

“strong but”/

11. C: [xxx- [*bott | am

12. R: [*estrong [*bott | am /finger follows: “strong but | am”/

Figure 4.17. Rosalinda & Camille Short Story Task — Multiple Modes.

Though Rosdlinda employs multimoda means, Camille does not actualy
attend to Rosalindal s multimoda rendition of the text. While Rosdinda deals with the
word strong, Camille, in line 9, twice moves her own gaze back to the beginning of
the sentence and re-reads the first part of the sentence. She does not acknowledge
Rosdlinda s gesture, point and ord repetition of the word strong, nor doesshe dign
her own reading to the same spot and negotiate with Rosdinda about the word strong.
Rather, Camille continues at her own pace and reads beyond the word strong inline 9.
Rosdinda and Camille re-establish ajoint foca spot in line 11 when Rosdindajoins
Camille' s pace and continues to read the rest of the sentence. This example shows that
physica reference sometimes does not lead to joint gaze and negotiation of awritten
form.

Another example shows that Rosdinda and Camille do at times negotiate as
they read together. Inline 1 of the transcription in Figure 4.18, Rosalinda s finger
follows dong with the text | dance as she reads the two words aloud. After thisfirst

ord production of the words, Rosdlinda returns her finger to | and retraces the two
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words dong with her ord repetition. She then moves her finger to point to the next
line of text. Rosalinda often uses her finger to point in this way, even during her
mumbled, private speech reading of words. This indicates that this type of physicd
reference is not necessarily intended to direct her partner’ s visud reference, but

provides support for the reeder’s own visua reference aswell.

I dance | dance /finger follows: “1 dance | dance”/ /points: next line of text/
I *dan [no dance

[l dance
/points: 1° “dance”/ dance this is dance this_ /points: 2'° “dance”/
dance
uh dan_ uh dance
XXX

Figure 4.18. Rosalinda & Camille Short Story Task — Identify Written Form.2*

N (oM (wIN(E

This transcript shows that Camille uses points to direct Rosdinda s visua
reference and create a joint gaze. The second paragraph of the text reads. “I loveto
dance sdlsa. Sometimes, Alexito and | dance [line break] during break!” Rosdinda
and Camille read the first occurrence of the word dance without additional comment
or explanation. In line 1, it is the second ingtance of the word dance that Rosdlinda
reads adoud. In line 2, Camille repests “| *dan” and then says “no dance’ to indicate
her belief that something has been misread. Camille then points to the first instance of
the word dance, which is a the beginning of the line of text. As she pointsto the first
ingtance of dance in line 4, Camille correctly identifies the written form and says “this
Isdance.” Through pointing and ord language, she explicitly links the written
representation to ora language. She then shifts her finger to the second occurrence of

the word dance where it gppears later on the same line and says “this " and does not

21 Because of privacy concerns, the video for this exampleis not available for public viewing.
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complete the sentence. Rosalinda, who has followed Camille' s physicd reference with
her gaze, makes visud reference to the same written form and reads it doud — “dance’
—inline5.

Camilleinitiates the pointing sequence in order to contrast two written forms.
Camille' s pointing displays Camille' s visud reference for Rosdinda. Rosdinda
atendsto her partner’ s point and ajoint gaze on a given segment of thetext is
edtablished. Pointing in this sequence serves a crucid function that alows both
partners to jointly accomplish the task of identifying and comparing two written
forms.

Inthis section, | presented examples where students work together to negotiate
links between ora and written L2 representations. Though the examplein Figure 4.17
indicates that students do not always work together in this way, interaction with
partner can facilitate the production of oral formsthat correspond to written forms.
That is, sudents work together to read aoud. In the next section, examples show how

interaction also facilitates creation of awritten reproduction.

Short Sory Interactions — Reproducing Written Representations

Though it is Vanidaand Thu who spend the bulk of their interaction
collaborating to produce a written reproduction of the text, Rosadlinda and Camille also
copy the text. However, they do not interact with each other asthey create these
reproductions. They create these copy texts as an individua activity after their ora

interaction has cometo a close. Rosdinda only writesfor alittle over 2 minutes. In
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thistime, she writes 23 words out of the 49 in the text. In contrast, Vanida writes 31
words, but she works with Thu for dmost sx and a hdf minutes. Copying written
productionsis not unproblematic for elther Vanida or Rosalinda. Both students erase
and re-copy words. Rosdlinda miswrites dance as * danse in the fourth sentence of the
text, though she correctly writes dance in the next sentence.

Instances where Vanida copies written forms from the text also reved
difficulties in matching written forms to written forms. Vanida works independently to
copy thetext into her notebook while Thu is temporarily distracted by another student.
During thistime, Vanida occasiondly has trouble orienting herself to the correct spot
on her own notebook page. There are aso 15 instances when Vanida looks to the
origind text and then turns to her notebook but does not write anything. Rather, she
looks back to the textbook again before she can visudly locate the written form she

needs and successfully create a copy.

1. T ~n~

2. V: ~n~/writes: “n"/

3. T. ~c~

4, V: ~c_~/writes: “v"/

5. T. ~c~not ~v~ (+) ~c~ /points: “c”/

6. V: oh ok | 1looked here /points: textbook page/ ((laughs)) /erases: “v”/
7. T: ((laughs)) oh

8. V: ~c~ /writes: “c”/

9. T. ~e(+)e~

10. V: ~e~/writes: “e"/ ((laughs))

Figure 4.19. Vanida & Thu Short Story Task — Visual Reference.

The transcript in Figure 4.19 shows how negotiation with a partner can help
mitigate difficulties encountered in copying text. This transcription is a continuation of

the spelling of the word dance that was begun in Figure 4.15, above. In line 3, Vanida
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follows the typical pattern and islooking at the textbook as Thu says aoud the next
letter to bewritten —“c.” In line 4, Vanida turns her gaze to her notebook page, repests
the letter after Thu, and writesit. However, Vanida stops her vocdization before she
has fully said the whole letter and she writes v instead of ¢. Rather than follow the
information that she hears from Thu, Vanidais writing based on what she has seen on
the textbook page. Vanidalikely does not fully articulate the letter because she

redlizes that it does not correspond to the letter she iswriting.

Thu, watching steadily as Vanida writes each |etter, immediately recognizes
Vanidd s migake and in line 5 sheinitiates arepair sequence. Firdt, she provides an
ord contrast of the two letters—“c not v.” Thisoradly derts Vanidatha thereisa
problem. When Vanidalooks up to the textbook page, Thu points to the page in order
to direct Vanida s gaze to the corresponding letter on the textbook page.

Vanida s mistake with the letters ¢ and v shows the potentid difficulties of
relying on visua informeation to copy atext. As she corrects her written form, Vanida
acknowledges that it can be chalenging to establish visud reference to the correct spot
on the textbook page. In line 6, Vanida exclaims, points to the textbook page, and then
goes on to explain that she was looking at the wrong place on the textbook page.
Though copying aword or aletter from one page to another may seem asmpletask in
aliterate L1 environment, Vanida struggles with this task a number of times during

this interaction.
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Short Sory Interactions — Summary

The short gory interactions are the least structured of al the interactionsin this
study. Despite this, certain patterns are Smilar to those found in the calendar and grid
interactions. Question gaze is present in the short gory interactions and includes gaze
shift to partner for implicit and explicit question moves. Students do not have much
mutual negotiation gaze in these interactions, but they do have long stretches of
sustained joint gaze. Though students do not share a gaze on each other (mutua gaze),
they do share agaze on the text (joint gaze). Steady gaze on print materials does not
necessarily mean thereislittle interaction with partner. For example, Thu watches
Vanida s written production and responds directly to what she sees written on the
page. For Rosdinda and Camille, maintaining sustained joint gaze enables them to

negotiate over ora production of words asthey read aoud.

Chapter Summary

The caendar interactions provided a structured environment which reveaed
patterns where gaze to partner occurred when a student was expecting an ora response
from her partner. Physicd reference to print materias was used in the calendar
interactions when ord reference failed to successfully establish joint gaze to a
particular cdll on the cdendar page. Sometimes, joint gaze was established before an
ora answer was provided. In the grid interactions, joint gaze on written answers was
established in order to confirm the accuracy of those answers. Also, physica reference

to exigting written forms alowed for reproduction of written forms rather than
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production of written forms based solely or primarily on ord language. It was shown
that physicd reference to print materials can lead to less ora language or dterationsto
ord formsin some cases. Findly, in the short story interactions, Rosadlinda and
Camille used physicd and ord reference to establish ajoint gaze as they read words
aoud from the text. Vanidaand Thu maintained ajoint gaze on Vanida s written
reproduction of the text and thisjoint gaze was integra as Thu supported Vanida's

written production.
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CHAPTER 5

CONCLUSION

In this chapter, | firg provide a summary of findings and an answer to my
research question. | continue with adiscussion of ESL classroom interaction asa
multimoda phenomenon, and the implications of this multimoda perspective on ord
language use and SLA. | dose with reflections on the limitations of this study,

pedagogica implications and applications, and suggestions for further research.

Summary of Findings

In this study, | gpplied amultimodal perspective to the question of how
students use print materids as they congtruct dyadic conversationd interactions in the
ESL dassroom. Though there are many modes involved in any face-to-face
interaction, | focused mainly on two modes that seemed most relevant in the sudents
interaction with print materias— gesture and gaze. | found three main uses of deictic
gesturein interaction: 1) repair sequences, 2) reading doud, and 3) print as primary
mode. In addition, | identified joint gaze and mutual negotiation gaze as key patterns
of gaze in conversationa interaction. Though student use of print materials varied
across pairs and across tasks, these gaze and gesture patterns appeared in multiple
dyads during the completion of various tasks.

In terms of gesture, | looked specificdly at deictic gestures, or physical

reference to print materids. | found three main categories of student physica reference
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to print materids. In the first category, students use physica reference to print
materias during arepair sequence in order to disambiguate, darify or confirm a
preceding ora form. One example of thisiswhen students point to the correct answver
on the calendar page after their partner has provided an incorrect ora response. In this
case, physical reference to print materials follows attempts at oral communication and
provides an dternate means of communication.

In the second category, students use physical reference to print materiasin
order to identify a given written form and then negotiate the meaning or pronunciation
of the corresponding ora form. Thistype of physica reference can be thought of as
reading aloud because there is ord production of a given written representation.
Pointing to awritten representation can lead to negotiation of elther the written form
itsdf, or the corresponding ora form. For example, in the grid task, students pointed
to and corrected their partner’ s written forms. In the short story task, students pointed
to written formsin the textbook and negotiated over both pronunciation of the ora
form and meaning. Using physical reference to establish joint gaze on print materias
can be apowerful way to fix the referent of oral negotiation.

In the third category, physica reference to print materials functions as the
primary mode of communication and is not necessarily accompanied by production of
the corresponding ora form. For example, Thu watches Vanida point to an answer on
her calendar page, and confirms that answer as correct before Vanida says the answver
aoud. Another example can be found during the grid task when students supply their

answers in written form and avoid ord production. When physica means of
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communication precede production of ord forms, ord language is a times
unnecessary and can become somewhat redundant. Students may even avoid
production of ord language atogether.

Gaze plays akey rolein student use of print materidsin interaction in severd
ways. Firdt, dl communication through physica reference to print materidsis
contingent on gaze. Much like an utterance that is not heard, a point that is not seen
has little communicative vaue. Students establish their physica orientation to print
materials and to their partner in order to facilitate gaze to both print and partner.
Second, joint gaze iskey to students using print materiastogether in interaction.
Sometimes, cregting and confirming joint gaze isthe primary god of thetask in the
ESL classroom. In the calendar task, for example, a student looks at a particular cell
on the calendar and provides an ord referenceto that cell — the date. The partners then
establish joint gaze on the same cdll, and that joint gaze is confirmed by ord
production of the corresponding day of the week. As can be seen when students
struggle to communicate during the calendar task, establishing joint gaze is not aways
asmple task. Students use both physica reference and ord reference to print
materids in order to establish ajoint gaze on a particular spot on the page. Findly, |
found that students often make eye contact during sequences of intense ora
negoatiation. | cal thismutual negotiation gaze. Thisfinding indicates that students do
not look to print materias when they focus on ora communication with their partner.
Rather, students look to their partner asthey listento ord language and negotiate ord

production.
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Both deictic gesture and gaze are key to students' use of print materias as
communicative means during face-to-face interaction in the ESL. classroom. Through
gesture and gaze, students use print materials to support, supplement and supplant the
production of ord language in interaction. Students use multimoda communicative

resources to exploit the communicetive potentid of print materias in interaction.

Discussion

This thes's has explored face-to-face interaction as amultimoda phenomenon.
Face-to-face interaction isnot just ord interaction, but it aso includes other modes
such as gaze, posture, proxemics, gesture, and physical layout. Fortunately, L2
learners are dready experts at multimodal communication —they useit dally asthey
communicatein their L1. Of course, use of modes such as gaze and proxemics differ
according to students' socio-cultural background and individua variations. If the god
of the English language classroom is to teach students how to communicate
successfully with people from another culture, then variations in these multimodal
aspects of communication can be important aspects of the curriculum.

Likewise, literate L2 learners are dready familiar with the many functions and
uses of print in everyday interaction. However, as ethnographic studies of literacy
have shown, the use of written language and print materids varies depending on
socio-cultural context. Especidly for immigrant students, part of learning to read and
write in anew language can be learning to navigate different types of literacies and

bureaucraciesin their new home country (Currie & Cray, 2004).
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Learning to use print as atool to foster language development may dso bea
new type of literacy for sudents. When asked to read and write during L2 classroom
interaction, students congtruct interactions based on their own culturd, educationd,
and persona understandings of how written language facilitates language acquisition
Little research has investigated how student actions and interactions with print
influence the process of language learning.

Use of written language as the primary means of mediating socid interaction is
not uncommon in L2 pedagogy. Many teachers use didlogue journds, for example.
Likewise, computer-mediated communication (both synchronous and asynchronous) is
increasingly popular in L2 pedagogy. These are established pedagogicd activitiesin
which written language mediates interaction between people. However, both didogue
journals and computer- mediated communication involve interaction between people
who are not in the same place a the sametime.

What is not as well established is that written representations dso mediate
face-to-face interactions. Communication in face-to-face interaction in the adult ESL
classroom is not totaly, or even primarily, ord. It involves not only ord and written
language, but so many other modes of communication. This can be seen when
Students draw pictures, pantomime, use their L1, or write an L2 word. By employing
multimoda means of communication, students expand their communicetive
cgpabilities. Though student abilitiesin their developing L2 may be limited, use of
dternative communicative modes can be a cregtive and effective way to facilitate

interaction and enable communication.
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Although multimoda means can fadilitate communication, how do they relate
to use of language and second language acquisition? With respect to written language,
this study has shown that physica use of print materials can support, or scaffold, use
of ord L2 as acommunicative means. One example of this iswhen Vanida
accompanies her oral answer by pointing to the calendar cell. Her oral answer is
incorrect while her pointing reved s the nature of her misunderstanding (see Figure
4.6). Physicdl reference to print materialsis not just repetitive of ord reference, but
can reved the meaning of ambiguous or unclear ord forms. Likewise, physicd
reference to awritten form can facilitate oral negotiation of that form.

Intense use of multiple communicative modes in conversation provides support
for ongoing, successful interaction. Much research has suggested the interaction plays
akey role in the process of second language acquistion. If print materias enable
interaction and interaction contributesto SLA, does this mean that the more print
meterias the better?

No.

Aswas shown above, Sudents are quite cregtive in usng print materids asthe
primary means of communication in interaction. This hasimplicationsfor ord
language in the interaction. Frdly, if students avoid spesking atogether, then the
guantity of student oral language production declines. Furthermore, even when
students accompany physicd reference to print materials with a corresponding ora
form, the quality of ord communication in the interaction may change. Vanida and

Tinaprovide aclear example of this during their grid interaction. When Vanida offers

117



her answersin written form, Vanidaurges her to “Say it, say it, say it. Practice” In
thisinteraction, ora language no longer functions to represent meaning; it does not
carry acommunicetive load. Rether, ord language production issimply “practice.”

Theimplications of ora language as “ practice’ can be seen in Tind s behavior
in the ensuing interaction. Though Vanida does say most of her answers doud, Tina
maintains a steady gaze on print materids throughout the remainder of the interaction
and thereislittle ora negotiation between the partners. Tinalooks at Vanida sgrid
page and copies the answers onto her own grid page. Though she has encouraged
Vanidato practice her L2 speaking skills, Tina does not attend primarily to Vanida's
ord language, and it haslittle interactiona function.

In Stuaions where ord language is not the initid representation of meaning,
but is only additive, it can at times be ignored with noill effects on the interactionin
generd. If talk in interaction does not carry ared communicative load, then students
are not obliged to attend closdly to their partner’ s speech. Though teachers and
students may intend to communicate through ora language, speaking may become
only mimicry or “practice.”

Thisdudity of print asatool that supportsord communication and print asa
communicative means that replaces ord communication is not entirdy new. Many
classroom teachers encounter asimilar dudity in regard to L1 usein the classroom. It
can a times be undeniably useful, and facilitate interaction, to providean L1
trandation of a given word or phrase. However, many teachers would discourage

over-reliance on L1 usein the L2 classroom, eg. trandating every utterance,
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There isfurther amilarity between print materids use and L1 usein the
classroom — many learnersrely heavily on both. Just as many students prefer to look
up every word in their dictionary to find an L1 trandation, so many students prefer to
concentrate on tangible written representations rather than ephemera ora productions.
In this study, Vanida hersdlf provides an explanation for this phenomenon. As she
offers her written answers to Thu during their grid interaction, she comments that this
type of communication is “easy.” Vanida s behavior highlights how students can use
written language to construct successful interactions while at the same time avoiding

use of ord language.

Limitations

Limitations of this study include the small amount of data. | was able to waich
only four or five sudents in any given task. Other students who completed these same
tasks may have used print materiasin other ways. Despite this, | did find patterns
across dyads in terms of gaze and pointing behaviors. Another limitation isthat dl
interactionsin this study included teacher-provided print materids. All of the pair
interactionsin this class sesson involved teacher-provided print materias. Print
materials can be a good way for the teacher to give shape to student interactions.
However, student use of multimodal communicative resources during interactions

without print may show marked differences from the interactions consdered in this

study.
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Pedagogical | mplications and Applications

Thefindings of this sudy have implications for task design. In providing
materials for usein student interaction, teachers can consider whether they want
students to share a joint gaze on a sngle worksheet or textbook, share referenceto a
sngle representation on the board, or use separate pages hidden from their partner. A
shared worksheet may encourage students to use physica reference to the page to
facilitate the interaction. This may be gppropriate when the teecher’ s god is smply to
foster communication between classmates, for example, during a community-building
exercise a the beginning of aterm. On the other hand, when teachers want studentsto
focus pecificaly on communication through ora language, they can provide asingle
representation on the board or ingtruct students to keep their papers hidden from their
partner. In thisway, students are not able to readily use physica referenceto print
materials and must rely more on other communicative modes, such as ord language.

This study aso highlights how ingtructions to students regarding the use of
print materials may be key. Teachers can explicitly ingtruct sudentsto look at their
partner’ s page, or to keep their page hidden from their partner. If atask involves both
speaking and writing, teachers can suggest that students attend first to ord interaction
withtheir partner, and only pick up their pens and pencils after the ord interaction is
complete.

Congderations of gaze may aso be useful for classroom teachers. Though the
gaze findings presented here are dill preliminary, teachers may want to observe how

gaze functions in their own classrooms. Teachers can explicitly draw students
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attention to gaze in interactior; they can instruct students to look &t their partner and

not read sentences from the page. Teachers can suggest that students look at each other
when talking to foster more negotiation and attention to ora language. It remainsto be
seen what impact, if any, such ingtructions to sudents would have on interaction and

ord negotiation in the L2 classroom.

Further Research

This study suggests further research on interaction in the L2 classroom. Firg,
further research is needed into the interactional functions of gaze in L2 interaction.
Does student gaze to interlocutor facilitate comprehension and interaction? Does
mutud gaze fodter ord negotiation? Studies of gaze in the L2 classsroom may dso
congder how culturd differencesin gaze patterns can impact multicultura
interactions.

A second area for further research concernsindividua differencesin student
use of print. Do students differ in their use of print materids based on culturd
background, years of prior education, literacy levels, or other factors? If so, do these
differences influence development of student skills with ord and written language?
Ethno- pedagogicd research into how students are trained to use print materidsin
language-learning classrooms may reved much about imbaancesin student
acquisition of written and spoken language. Furthermore, research on classroom
language acquigtion that is more ‘purely ord’ — for example, with literacy-leve

students — could provide a contrast to typica writing-intensive approachesto SLA.
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Findly, the most essentid implication of this study for further research isthe
need to gpproach L2 interaction from amultimodal perspective. Studies that purport to
investigate interaction in SLA through andlysis of only ord language disregard much
of learners communicative behavior. In some cases, analyss of ord language will
completely overlook students' primary means of communication. Though many
sudies mention ‘pardinguigtic’ or ‘nonverbd’ features of communication, most
studies do not acknowledge the vita role that physical and visua modes often play in
interaction.

Attention to communication in multiple modes is especidly important in an L2
context. Because interlocutors do not have full command of the L2, they may use
other modesto carry more of the communicative load in interaction. At the same time,
multimodal investigation of L2 interaction illuminates the relationship between ord
language and other modes in anovel way. Multimoda research in SLA provides a
unique insight into how ord language patterns with other modes in interaction.

Multimoda theory is often gpplied to contexts where computers and new
electronic technologies are being used and developed. However, written language is
aso apowerful technology, and this study has shown that written language can be
investigated through the lens of multimoda theory. Applying amultimodd
pergpective to the use of print materias can be especidly useful inthe fidd of SLA,
where the common god is to acquire both spoken and written language. Thisstudy is
afirst step towards understanding how ord, visud and physical means of

communication play arole in the process of second language acquisition.
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APPENDIX A
REPRODUCTIONS OF TEACHER-PROVIDED PRINT MATERIALS

Short Story Textbook Page

'@ More Stories from-Miami

_H..L.‘h. more about Kattia and Guy-Charles, students from the Miam: class.
Iry to find something that ¥You have in commaon with each one
Underline it. .

I'm Kattia Aguilar. I'm from Costa Rica, I'm 21 vears
old and single.

I _imre to dance salsa. Sometimes Alexito and | dance
during break!

I like to cook, too, but | don't like to clean the kitchen,

| try to be strong, but I'm sensitive and sentimental.

Kattia Aguilar (left} studies ESL al | indsey Hopking

Technical Educational Center jm Mismi.

The materia herein will be published in abook form Copyright © 1996 by Heinle, adivision of

Thomson Learning, Inc. All rights reserved. Aside from this specific reproduction of the manuscript, no
part of this book may be reproduced, stored in aretrieval system or transcribed in any form or by any
means — el ectronic, mechanical, photocopying, recording or otherwise — without permission in writing
from the Thomson Learning Global Rights Group: www.thomsonrights.com. Fax 800 730-2215.
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APPENDIX B
RAW COUNTSOF POINTSAND GAZE TO PARTNER

Calendar and Grid Points

Calendar Task: Number and Location of Points

Students Total Points Own Calendar Partner's Calendar
Vanida 9 9 -
Thu 4 4
Rosalinda 2 2 -
Tina 2 2 -
Rosalinda 0 -
Camille 0 R

Grid Task: Number and Location of Points

Students Total Points Own Grid Partner’'s Grid Calendar Side Board

Name Card

Vanida 2 1 - - - 1 (partner's)
Thu 1 - - - - 1 (own)
Vanida 14 12 - 2 - -

Tina 6 1 3 1 - 1 (own)
Rosalinda 12 5 2 2 2 1 (own)
Camille 6 1 2 2 1 -
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Calendar Task Gaze

Calendar Task: Question Gaze to Partner

Total # of Gaze Shiftto  Gaze Steady

Students  Questions Asked Partner on own Paper Other

Vanida 5 3 2 -

Thu 9 8 - 1°

Rosalinda 4 4 - -

Camille 3 3 - -

Rosalinda 2 - - 2"

Tina 7 4 2 1°

Notes: “Gaze shift to partner's paper, then to partner.

®Data indeterminate.
Calendar Task: Answer Gaze to Partner

Total # of Questions  Gaze Shift Gaze Steady on

Students Answered to Partner own Paper Other
Vanida 9 3 5 1°
Thu 5 5 - -
Rosalinda 3 2 1 -
Camille 4 3 1 -
Rosalinda 7 5 - 2°
Tina 2 - 2
Notes” “No answer provided. "Data indeterminate.
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Grid Task Gaze

Grid Task: Question Gaze to Partner

Total # of Gaze Shift Gaze Steady on
Students Questions Asked to Partner own Paper
Vanida 5 2 3
Thu 1 - 1
Vanida 5 2 3
Tina 4 - 4
Rosalinda 5 5 -
Camille 5 4 1

Grid Task: Answer Gaze to Partner

Total # of Questions  Gaze Shift  Gaze Steady

Gaze Steady

Students Answered to Partner Own Paper Partner's Paper Other
Vanida 1 - 1 - -
Thu 5 1 - 4 -
Vanida 4 - 1 3 -
Tina 5 - - 5 -
Rosalinda 5 3 2 - -
Camille 5 1 - 4°

Notes: “Data indeterminate. Gaze on partner or on partner's paper.
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APPENDIX C
DETAIL OF CALENDAR AND GRID QUESTION/ANSWER SEQUENCES

Grid Task: Vanida and Thu

Question Number  Question Topic Initiator Turns-at-talk
Q1 name Vanida 10
Q2 birthday Vanida 10
Q3 U.S. arriva Vanida 12
Q4 class Vanida 6
Q5 shopping Vanida 5
Q6 multiple questions Thu 7

Grid Task: Vanida and Tina
Question Number Question Topic Initiator Turns-at-talk

Q1 shopping Vanida 8
Q2 name Vanida 5
Q3 birthday Vanida 17
4 U.S. arival Vanida 5
Q5 class Vanida 19
Q6 birthday Tina 20
Q7 U.S. arival Tina 4
Q8 class Tina 8
Q9 shopping Tina 4

Grid Task: Rosalinda and Camille

Question Number  Question Topic Initiator Turns-at-talk
Q1 name Rosalinda 16
Q2 birthday Rosalinda 24
Q3 U.S. arrival Rosalinda 8
Q4 class Rosalinda 25
Q5 shopping Rosalinda 3
Q6 name Camille 11
Q7 birthday Camille 28
Q8 U.S. arriva Camille 4
Q9 class Camiille 6
Q10 shopping Camille 6
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Calendar Task: Vanida and Thu

Question Datein Turns-  Confirmation
Number  Question |Initiator at-talk Checks? Answer? Pointing?
Q1 15th Thu 7 V2 right -
Q2 17th Thu 8 V1 wrong  V with answer
Q3 25th Thu 12 V1 none T provides answer
Q4 19th Thu 5 V1 right V with answer
Q5 2nd Vanida 5 T1 right -
Q6 1st Vanida 3 none right -
V twice with answer
T provides answer
U repeats point
Q7 22nd Thu 17 V3 wrong T with follow-up question
Q8 3lst Thu 5 V1 right V with answer
Q9 1st Vanida 11 T1 right T clarifiesanswer
Q10 3rd Vanida 5 T1 right -
Q11 20th Vanida 5 T1 right -
Q12 14th Thu 8 V2 right V with answer
Q13 12th Thu 7 V2 right V with answer
Q14 16th Thu 5 V1 right V with answer
A/=Vanida, T=Thu, followed by number of confirmation checks.
Calendar Task: Rosalinda and Camille
Question Datein Turns- Confirmation
Number  Question I nitiator at-talk Checks® Answer?  Pointing?
Q1 15th Canille 9 R1 right -
Q2 3rd Camille 5 R1 right -
Q3 23rd Canmille 3 none right -
Q4 6th Rosalinda 5 none right -
Q5 28th Rosalinda 5 C1l right -
Q6 23rd Rosalinda 5 Cl right -
Q7 25th Rosalinda 3 none right -
“R=Rosalinda, C=Camille, followed by number of confirmation checks.
Calendar Task: Rosalinda and Tina
Question  Datein Turns-  Confirmation
Number Question Initiator  at-tak Checks® Answer? Pointing?
Q1 2nd Tina 2 none right -
N provides answer
Q2 30th Tina 15 R3 wrong  Rclarifiesanswer
Q3 14th Tina 3 none right -
Q4 12th Tina 3 none right -
Q5 4th Tina 4 none wrong -
Q6 20th Tina 8 R1 wrong N provides answer
Q7 27th Tina 3 none wrong -
Q8 2nd Rosalinda 2 none right -
Q9 30th Rosalinda 4 none wrong R provides answer

“R=Rosalinda, N=Tina, followed by number of confirmation checks
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APPENDIX D
TRANSCRIPTION CONVENTIONS

Symbol | Description of Symbol M eaning
- hyphen interruption
Bx um-
_ underscore fdse dart
Ex: doyou
* asterisk mispronounced words
Ex: *thirtyeith
? question mark rigng intonation
Ex: second?
XXX triple lowercase exes incomprehensible speech
() parentheses uncertain transcription
Ex: (Friday)
(@) double parentheses additiona description of non
Ex: ((nods)) linguistic communicative moves
~ ~ tildes used when the names of |etters are
Ex: ~a~ sad doud
<> angled brackets ord production in aforeign language
Ex: <gon>
® number insde parentheses | a pause in speech, where the number
Ex: (3) indicates the pause length in seconds
(+) plus symboal insde apause of lessthen one second, but
parentheses more than haf a second
[ aligned square brackets overlapping speech
[
/1 forward dash physcd involvement with print
Ex: Mrited materids
[MG] lettersm & g indgde mutud gaze
square brackets
[JG] lettersj & g insde square joint gaze
brackets
2> arrow gaze shift
Ex: shifts> partner
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