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ABSTRACT 

Service-learning (SL) is an experiential pedagogy that engages students in working for, 

with, and in communities in need. While prior research has explored the effects of SL on second 

language (L2) usersô (perceived) language development (e.g., Gaugler & Matheus, 2019), 

intercultural awareness (e.g., Sánchez-Naranjo, 2021), and critical awareness (e.g., Shannahan et 

al., 2021), to this day, little is known about SL as a social activity (but see, e.g., Perren, 2007). 

Furthermore, the nexus between classroom and service site practices remains largely under-

scrutinized (Overfield, 2007). To make informed pedagogical decisions for L2 service-learners, 

it is important to understand the linkage between classroom and service site practices. 

 This dissertation aims to fill this notable lacuna by exploring participantsô interactional 

practices for achieving SL activities at service sites and in classrooms. Drawing on insights from 

a decadeôs worth of applied linguistics research on bridging between classrooms and the wild 

(e.g., Lilja et al., 2019; Lilja & Piirainen-Marsh, 2019; Piirainen-Marsh & Lilja, 2019; 

Theodorsdóttir, 2011; Wagner, 2015), the study adopts multimodal conversation analysis (CA; 

e.g., Deppermann, 2013; Mondada, 2016; Streeck et al., 2011) as a robust framework to 

investigate SL as a social activity and reciprocity as an interactional achievement. 

Data consist of naturally-occurring audio- and video-recorded interaction collected across 

different settings: service sites (15 hours), classrooms (6 hours), and focus groups (5 hours). The 

study only focuses on the service and classroom interaction. Participants included 14 university-

level L2 users in an SL program within an intensive English language program in Hawaiᾶi, ESL 

teachers, and community members. The analyses center on two interactional phenomena 

frequently observed in the data: (a) mobilizing others and being mobilized (Taleghani-Nikazm et 

al., 2020) and (b) intercorporeal co-operative practices (C. Goodwin, 2018; Meyer et al., 2017). 
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 The findings uncovered some (dis)similarities between participantsô practices at the 

service sites and in the classroom. When mobilizing others, for example, the participants used 

less explicit, highly elliptical, and action-oriented mobilization designs (e.g., ñcutò +  an 

environmentally coupled gesture, C. Goodwin, 2018), contrasting with more explicit, modulated, 

and talk-oriented mobilization designs in the classroom (e.g., ñone more time, pleaseò + holding 

out an index finger). These differences indicate that the participantsô mobilizing turn designs at 

the service sites shows an orientation to urgency, whereas in the classroom, they orient to 

achieving mutual access to a knowledge object. In intercorporeal co-operative practices, the 

participants produced synchronized and sequentially mirrored actions to achieve various 

interactional outcomes (e.g., stance alignment, affiliation, co-engagement on task). At the service 

sites, they oriented to collaborative task completion by adopting or transforming othersô actions 

to achieve near-synchrony. On the other hand, in the classroom, they generally showed an 

orientation toward ñwanting to be on the same pageò by chiming into a choral co-production 

(e.g., Ehmer, 2021; Lerner, 2002; Pfänder & Couper-Kuhlen, 2019). These findings suggest that 

SL is a fertile ground for L2 users to engage in diverse multimodal practices while orienting to 

reciprocity as a collaborative enterprise. 

 The study contributes to improving our current understanding of SL as a multimodal 

achievement. It also hopes to expand extant SL research traditions by demonstrating multimodal 

CA as a productive framework for scrutinizing reciprocity at various levels: interpersonal 

(reciprocity among SL stakeholders) as well as programmatic and community levels (reciprocity 

between educational objectives and community engagement). Methodological and pedagogical 

implications of the findings will be discussed.
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CHAPTER 1: INTRODUCTION  

In recent two decades, applied linguistics research has avidly explored how second 

language (L2) users navigate various real-world activities (ñin the wild,ò Hutchins, 1995), such 

as service encounters (e.g., Theodorsdóttir, 2011; Theodórsdóttir & Eskildsen, 2022), workplace 

interaction (e.g., Nguyen, 2019; Svennevig, 2018), storytelling (e.g., Burch & Kasper, 2016; 

Kasper & Burch, 2016), conversations-for-learning (Kasper, 2004; e.g., Choe et al., 2022; 

Hauser, 2005, 2013, 2017; Nguyen et al., 2022), and augmented reality or virtual reality 

(AR/VR) games designed for language learning (e.g., Hellermann & Thorne, 2022; Nanbu, 

2022). Some studies have also investigated the connection between instructional settings and 

real-world situations through role-plays (e.g., Nguyen, 2017, 2018a, 2018b), discussions (e.g., 

Eilola & Lilja, 2021; Eskildsen & Theodórsdóttir, 2017), and reflection (Eilola, 2023; Lilja et al., 

2019; Piirainen-Marsh & Lilja, 2019; Wagner, 2015). Informed by ethnomethodology (EM; 

Garfinkel, 1967) and conversation analysis (CA; Sacks et al., 1974), this stream of research has 

advanced our understanding of L2 usersô ways of managing social activities, relationships, and 

identities in (non-)instructional settings. If the goal of L2 education is to help students become 

conversationally and culturally competent across various social situations, then investigating the 

linkage between classroom activities and real-world encounters is part and parcel of making 

informed pedagogical decisions and bridging between classrooms and the wild.  

This dissertation adopts multimodal CA (Deppermann, 2013; Mondada, 2016; Streeck et 

al., 2011)ðan extension of CA that examines participantsô coordination of multiple resources 

within the complex ecology of the setting to organize and accomplish the activity at handðto 

describe participantsô methods for accomplishing various social activities under the experiential 

pedagogical program, service-learning (SL). SL aims to promote ólearning by doingô by 
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engaging students in providing service for, with, and in communities in need (e.g., assisting the 

elderly at nursing homes, fundraising for a food drive, cleaning up the streets). Two defining 

characteristics of SL are (a) reciprocity (mutuality between service providers, recipients, and 

community agencies, as well as an equal focus on academic learning and community outcomes), 

and (b) reflection (assessing the impact of service on communities before, during, and after the 

service experiences). As such, SL is not merely about doing community service; rather, making 

connections at the programmatic, community, and (inter)personal levels is how service 

experiences can be transformed into learning. Among the two pillars of SL, this dissertation 

zooms in on participantsô multimodal constitution of reciprocity as they engage in SL activities 

in the classroom and at the service sites. 

In the context of L2 education, researchers have investigated the impact of SL on L2 

usersô (perceived) language development (e.g., Gaugler & Matheus, 2019; Tocaimaza-Hatch & 

Walls, 2016), intercultural awareness (e.g., Sánchez-Naranjo, 2021), and motivation (e.g., Pak, 

2007), inter alia. This research tradition has predominantly drawn on post-hoc methods (e.g., 

questionnaires, self-reports, interviews, reflection journals) to retrospectively elicit participantsô 

recollections and perceptions of their SL experiences. Yet, to this day, only a few published 

studies (e.g., Perren, 2007) have provided empirical evidence to illustrate how SL activities are 

interactionally achieved by L2 users and other institutional stakeholders, such as SL faculty, 

service recipients, service agency supervisors, and community volunteers. Equally noteworthy is 

the lack of scrutiny between classroom practices and real-world service experiences. A concern 

raised by Overfield (2007) more than a decade ago still awaits being adequately addressed: ñé 

we have yet to see extended discourse analysis that reveals the interactive practices in which 
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novice language learners and experts engage when participating in community discourse that is 

linked to a pedagogically structured settingò (p. 76, emphasis added).  

1.1 Purpose 

To begin filling this lacuna in L2 SL research, we can borrow insights from a decadeôs 

worth of applied linguistics research on bridging classrooms and real-world interactions. While 

the impetus of SL differs from ñL2 learning in the wildò in that the L2 users have limited control 

over service activities outside the classroom (cf. Theodórsdóttir & Eskildsen, 2022), SL aligns 

with Wagnerôs (2015) call for a reflexive relationship between classroom and out-of-school 

activities: Classroom activities ñinitiate, form and support language practice and learning outside 

of it,ò and out-of-school activities ñcan be harvested and reflected in order to strengthen 

language learning and to develop resources that become available for the newcomersò (p. 77). 

The purpose of this study, then, is to examine the social organization of SL activities and 

participantsô interactional practices for achieving diverse tasks in community-based activities and 

the classroom. Interactional practices are practices that are endogenously organized to 

systematically and recurrently achieve some kind of social action in a recognizable, intelligible, 

and accountable manner (Haddington et al., 2013; following Garfinkel, 1967). To use 

Eskildsenôs (2019) words, an interactional practice is ña co-constructed endeavor that is built 

sequentially [and multimodally] through occasioned contributions from the participantsò (p. 

109). Comparing participantsô practices in pedagogically structured environments and 

communities (Overfield, 2007) is a starting point for casting light on how newcomers to a target 

language community achieve different social activities through interaction with the locals 

(Wagner, 2015), as well as scrutinize the nexus between classroom and in-the-wild 

practices. The current study is guided by the following overarching research question:  
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How do L2 service-learners and their co-participants (peers, teachers, service agency 

coordinators, and community volunteers) achieve SL as a collaborative, social activity in 

community-based activities and the classroom, and what do their interactional practices 

reveal about their orientation to SL as a social activity across the two educational 

settings? 

1.2 Organization 

The dissertation is organized as follows: Chapter 2 reviews the literature on key concepts 

such as L2 learning in the wild, SL, and L2 SL. Chapter 3 describes the data and methods used in 

the study, including information on the participants, service sites, classrooms, transcription, and 

data exploration, followed by specific research questions. Chapters 4 and 5 will report the 

outcomes of the analysis. These chapters will begin with a brief review of prior research related 

to each analytical focus. Chapter 4 examines how participants get others to do things and respond 

to these actions (ñmobilizing others and being mobilizedò), and Chapter 5 investigates how the 

participants coordinate their embodied actions in locally sensitive ways (ñintercorporeal co-

operative practicesò). The final chapter, Chapter 6, revisits the overarching research question in 

relation to the findings and concludes with pedagogical and methodological implications for SL 

practitioners and researchers.



CHAPTER 2: BACKGROUND  

This chapter reviews three key concepts that guide the study: L2 learning in the wild 

(section 2.1), service-learning (section 2.2), and L2 service-learning (section 2.3). The chapter 

begins by considering the research traditions on L2 learning in the wild and how CA has been 

applied to examine and enhance the nexus between the classroom and real-world experiences, 

generating practical pedagogical insights for L2 education. Next, the concept of SL will be 

discussed, tracing its development since its emergence in the late 1960s and highlighting two 

foundational componentsðreciprocity and reflectionðthat underpin the notion of ñlearning by 

doing service.ò After that, the chapter discusses prior research on L2 SL, particularly 

emphasizing studies that have adopted an interactional perspective to investigate SL. Finally, 

section 2.4 presents a summary of the chapterôs main takeaways. 

2.1 L2 Learning in the Wild 

2.1.1 Overview 

Out of frustration with mainstream approaches in second language acquisition (SLA) 

research at the time, Firth and Wagner (1997) called for a reconceptualization of SLA research 

by expanding its database to include studies conducted in settings that more accurately reflect the 

sociolinguistic realities of L2 users, not only limited to experimental or classroom milieux. In 

challenging the assumption of L2 speakers as defective communicators, Firth and Wagner 

argued for a more holistic view of L2 usersô multifaceted social identities. Since then, there has 

been a gradual paradigm shift in SLA toward understanding L2 usersô ways of navigating real-

world encounters as competent social actors. Evaluating the field of SLA a decade later, Firth 

and Wagner (2007) commented that ñIn many ways it appears that things are more or less as they 
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were in 1997ðthe mainstream is in full flow éò (p. 804); however, by then, alternative 

approaches to SLA, including sociocultural SLA and CA for SLA (CA-SLA; Kasper, 2009; 

Kasper & Wagner, 2011; Markee & Kasper, 2004), have begun to emerge. Figure 1 from 

Wagner (2019) contrasts psycholinguistic and sociological perspectives on L2 learning. 

Figure 1  

 

Two Conceptualizations of L2 Learning 

 

Note. From ñTowards an epistemology of second language learning in the wildò by J. Wagner (2019), in 

Conversation analytic research on learning-in-action: The complex ecology of second language 

interaction in the wild, edited by J. Hellermann, S. W. Eskildsen, S. Pekarek Doehler, & A. Piirainen-

Marsh (p. 262). Copyright 2019 by Springer Nature. Used with permission. 

Of the alternative approaches to SLA, CA-SLA is most relevant to the current study. CA-

SLA uses EMCAôs objective to explain L2 usersô systematic sense-making methods for 

achieving, maintaining, and restoring intersubjectivity in social activities (Kasper & Wagner, 

2011). Since its inception, the field has grown in several directions: One direction focuses on 

how L2 users ñrecognizably and accountably ódoô learning as a social activityò (Kasper & 

Wagner, 2011, p. 127; e.g., Hellermann & Thorne, 2022; Kasper & Burch, 2016; Theodorsdóttir, 

2011), while the other direction concerns the (micro-)longitudinal development of vocabulary 
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learning or interactional competence (e.g., Brouwer & Wagner, 2004; Hauser, 2017; Nguyen, 

2019; Nguyen et al., 2022). Both directions have stretched the SLA database (Firth & Wagner, 

1997, 2007) by taking into consideration classroom interaction and interaction in the wild, 

shining a light on how L2 users participate in activities across various social settings, sometimes 

making their L2 identity relevant by pursuing an object as learnable. 

Although it took nearly two decades for ñin the wildò L2 studies to gain traction 

(Theodórsdóttir & Eskildsen, 2022), by adopting CAôs emic (participant-relevant) perspective, 

numerous edited volumes, special issues, journal articles, and conference panels and 

presentations in recent applied linguistics research (e.g., Eskildsen & Majlesi, 2018; Greer et al., 

2023; Hellermann et al., 2019; Pallotti & Wagner, 2011; Pekarek Doehler & Eskildsen, 2022) 

have convincingly demonstrated that L2 users can strategically and competently manage various 

social activities beyond the classroom (in contrast to the deficit model in traditional SLA 

research), and that language learning opportunities can emerge from interactional use in a variety 

of social settings outside the language classroom. 

The following section discusses some of these notable CA-informed L2 studies, focusing 

particularly on studies that examined L2 learning beyond the classroom. 

2.1.2 L2 Learning from a CA Perspective 

From a CA perspective, cognition is viewed as ñsocially shared and grounded in 

interaction,ò and it ñgoes public as participantsô joint enterprise and becomes available to 

researchers for analysisò (Kasper, 2009, p. 12). It follows then that language learning is a social 

accomplishment that can be observable, and hence analyzable, through participantsô visible 

interactional conduct. As Wagner (2015) put it, cognition from a sociological perspective ñis not 

understood as information processing but as organizing embodied interactions between social 
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actors in meaningful ecologies and reflexively being shaped by those situated encountersò (p. 

75). Since the emergence of CA-SLA, L2 learning has been conceptualized in a number of ways: 

¶ Brouwer and Wagner (2004): ñ[Language learning] has to account for the development of 

interactional skills, and interactional resources in a wider sense. As such, language 

learning probably needs to be conceptualized as a social process, rather than a social 

practiceò (p. 32, emphasis added). 

¶ Mondada and Pekarek Doehler (2004): ñ... language learning is rooted in learnersô 

participation in organizing talk-in-interaction, structuring participation frameworks, 

configuring discourse tasks, interactionally defining identities, and becoming competent 

members of the community (or communities) in which they participateò (p. 504) 

¶ Firth and Wagner (2007): ñ[L]earning as a ubiquitous social activity, as an interactional 

phenomenon that transcends contexts while being context dependent é specifically in 

relation to encounters where an L2 is in useò (p. 807). 

¶ Eskildsen (2018): ñL2 learning is the conspiracy of all utterances in one personôs entire 

biography as L2 userò (p. 51). 

¶ Eskildsen et al. (2019): ñL2 learning is not centrally about the formal mastery of 

linguistic structures per se, but about appropriating and developing such structures as 

resources for action ð and linguistic structure, though central, is not the sole object of 

such learningò (p. 7). 

¶ Theodórsdóttir and Eskildsen (2022) ñ... language learning is a matter of contextualized, 

biographical discovery of semiotic resourcesò (p. 46). 

Despite a difference in their theoretical frameworksðsome combined CA with Lave and 

Wengerôs (1991) theory of situated learning (e.g., Brouwer & Wagner, 2004; Mondada & 
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Pekarek Doehler, 2004) while others drew on usage-based linguistics (e.g., Eskildsen, 2018; 

Theodórsdóttir & Eskildsen, 2022)ðthese definitions underscore the common understanding 

that L2 learning is more than just the expansion of linguistic resources in and for interaction; 

rather, it also entails any observable changes in participation and participantsô endogenous 

coordination of multimodal resources (e.g., temporal, spatial, material, bodily) to handle various 

interactional contingencies in an intelligible and accountable manner. Sometimes, the social 

environment endogenously creates opportunities for noticing and language learning. 

2.1.3 L2 Learning Beyond the Classroom 

To date, research on L2 learning in the wild has investigated L2 usersô participation and 

(language-learning) practices across various social activities beyond the four walls of the 

classroom: Service encounters, workplace interaction, conversations-for-learning, and AR/VR 

games designed for language learning. 

Service Encounters. Among the first to apply CA-SLA to systematically examine L2 

learning in the wild, Theodorsdóttir (2010, 2011, 2018) drew on longitudinal data to track how 

Anna, a Canadian L2 user of Icelandic, initiates language-learning activities with the locals 

across service encounters (e.g., offices, stores, banks) and private talk (e.g., dinner and car 

conversations). In one study, Theodorsdóttir (2011; see also Theodórsdóttir, 2010) detailed a 

practice Anna strategically employed to initiate and maintain language-learning activities: 

Insisting on turn construction unit (TCU) completion. Anna used this practice even if 

intersubjectivity with the co-participants had already been established, and in so doing, she 

exercised her rights as a language learner to pursue the production of the linguistic forms over 

task progression. The L1 interlocutors, on the other hand, often oriented to progressivity by 

projecting to move onto the next action (e.g., via offering a candidate completion). 
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Theodorsdóttirôs (2011) findings showed that it is the L2 user ñwho is the driving force in these 

[language-learning] activitiesò (p. 205), and that the L1 usersô participation as experts was rather 

limited. Such findings stand in stark contrast to classroom interaction, where it is typically the 

teacher, rather than the learner, who actively instigates language-learning opportunities. 

Subsequent CA-SLA studies have built robust collections of incidental L2 learning 

moments in diverse mundane activities, including storytelling (e.g., Kasper & Burch, 2016), 

dinner-table talks (e.g., Eskildsen, 2018, 2022; Greer, 2019), talking while cooking (e.g., 

Eskildsen, 2018, 2022), and other service encounters (e.g., Eskildsen & Theodórsdóttir, 2017; 

Greer, 2019; Theodórsdóttir, 2018; Theodórsdóttir & Eskildsen, 2022). 

 Workplace Interaction. Aside from service encounters and private talks, L2 learning 

opportunities can contingently arise at the workplace. Svennevig (2018), for instance, showed 

how a Polish immigrant construction worker, Tomaz (L2 user of Norwegian), oriented to 

learning new lexical items via the explicit word search marker, ñhva heter det p¬ norsk? [what's 

it called in Norwegian?],ò and embodied actions (e.g., pointing, iconic gestures) to help his co-

workers identify the referent. His co-workers jointly participated in the situated language-

learning activities as language experts, ñdoing teachingò by providing the word-search solution, 

confirming Tomazôs repetition, and repeating the word once more as to provide ñyet a new 

ómodelô of the wordò (p. 73). With a focus on the development of interactional competence, 

Nguyen (2019) demonstrated changes in Xu©nôs (L2 user of English and a hotel staff member in 

Vietnam) turn design over time. For example, Xu©nôs evaluative expressions (e.g., ñbeautifulò) 

diversified ñto draw from and mobilize assessments locally as responses to the guestsô telling 

about their trips, ultimately achieving the goal of the interactionò (p. 88). Both studies generated 

strong evidence for L2 learning at the workplace, whether by treating lexical items as learnables 
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(Svennevig, 2018) or modifying interactional practices in response to contingencies during 

service interaction (Nguyen, 2019). 

 Conversations-for-Learning. Opportunities for L2 learning are also prevalent in non-

instructional activities designed for language practice. One such example is conversations-for-

learning (Kasper, 2004), a form of nonformal institutional interaction (Hauser, 2008) arranged 

for the purpose of promoting L2 learning and enhancing interactional competence. Otherwise 

known as conversation tables, conversation clubs, language exchange, and more recently, 

language cafés (Kunitz & Jansson, 2021), conversations-for-learning typically involve at least 

one expert L1/L2 user and one or more novice L2 users conversing without predetermined 

pedagogical agenda, about their lives, interests, experiences, and world knowledge over multiple 

occasions (Kasper & Kim, 2015). In addition to being a fertile ground for noticing and using a 

new lexical item or grammatical feature (e.g., Eskildsen & Theodórsdóttir, 2017; Hauser, 2013, 

2017; Nguyen et al., 2022), conversations-for-learning has been shown to provide a rich 

environment for participants to engage in diverse interactional work, such as making complaints, 

aligning as a team, establishing footing, invoking a range of membership categories, achieving 

affiliation, and managing knowledge asymmetries (e.g., Choe et al., 2022; Hauser, 2005; Kunitz 

& Jansson, 2021; Nguyen et al., 2022), all of which contribute to becoming an interactionally 

competent member in the L2. 

 AR/VR Games Designed for Language Learning. A number of recent applied 

linguistics scholars have spearheaded integrating technology with foreign language education by 

leveraging the affordances of mobile and video technology to create stimulating experiential 

language learning experiences for L2 users. One such example is ChronoOps (Thorne, 2013), a 

GPS-enabled, multilingual AR mobile game designed for language learning. In a series of 
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studies, Thorne, Hellermann, and colleagues drew on multimodal CA to uncover a wide range of 

collaborative embodied practices that ChronoOps players used to accomplish their mission. 

These multimodal practices include walking while talking, mobile reading, deictic practices, 

embodied completion, directives, and interbodied cooperative practices (Hellermann et al., 2017, 

2019; Hellermann & Thorne, 2022; Thorne et al., 2021). Such findings suggest that place-based 

AR mobile games serve as a highly mobile and interactive learning environment by allowing L2 

users to coordinate various multimodal resources (e.g., gaze, gestures, spatiality, mobility, 

proximity, material objects) while orienting to establishing intersubjectivity and achieving their 

assigned missions in the game. 

 In another digital-wild context, Nanbu (2022) investigated how a group of middle-school 

Japanese L2 users of English managed co-presence during VR role-plays designed for language 

practice. The findings showed that due to technological glitches, the participants oriented to their 

avatars as problematic in the digital space. Although the use of L2 was limited in the examples 

provided, the software glitches generated unplanned opportunities for the participants to engage 

in problem-solving and negotiating understanding (see another example of technological friction 

inducing further language use and practice during a computer-mediated one-on-one tutoring 

session in Nguyen et al., 2022). 

 To sum up, CA-SLA research has expanded the SLA database (Firth & Wagner, 1997, 

2007) by shedding light on the importance of understanding learning as ñan inseparable part of 

ongoing activities and therefore situated in social practice and social interactionò (Firth & 

Wagner, 2007, p. 807). By analyzing L2 usersô participation and interactional practices in 

diverse out-of-class activities, CA-based studies have demonstrated that L2 users are capable of 

invoking various identities throughout a day (as opposed to merely a ñlearnerò or a ñnon-native 
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speakerò), they can find ways to get the job done through problem-solving and negotiating 

understanding, and they can strategically invoke their identity as a language learner at any time 

by treating something as learnable/teachable in interaction. 

The studies discussed above also point our attention to the educational benefits of 

engaging L2 users in various out-of-class social activities, which provide the space for L2 users 

to coordinate a variety of resources, social actions, and interactional practices that may otherwise 

be limited or absent in the traditional, teacher-fronted classroom. Of note, the takeaway here is 

not to reject or replace classroom teaching and learning. Quite the contrary, findings from studies 

of L2 learning in the wild can serve as powerful resources for curriculum developers, 

instructional designers, and teachers to tailor their instructions to include in-class activities that 

more accurately reflect the needs of the studentsô lives beyond the classroom. 

The next section reviews some of the CA-inspired pedagogies created to enrich L2 usersô 

classroom and lifeworld experiences. This body of work shines a light on how CA can be used to 

not only study but also strengthen the nexus between classroom learning and learning in the wild. 

2.1.4 CA-Inspired Experiential Pedagogies 

Taking the sociological stance on L2 learning, Wagner (2004) was among the first to 

advocate for the view that ñlearning in the classroom is inseparable from the social activities of 

the learning communityò (p. 614); therefore, it is essential to design opportunities for language 

use and practice in ordinary activities outside the classroomða context wherein new members 

can gain access to the ecologies of everyday communities. One of the pedagogical ideas Wagner 

(2004) proposed was to have students record their engagement in daily activities and bring the 

recording back to the classroom for feedback (see also Brouwer & Wagner, 2004). This 
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perspective embodies the very essence of experiential education (Dewey, 1910, 1938): Education 

comes from experiences (interaction) with the environment and reflection on these experiences.  

Combining classroom instructions with real-world experiences, several studies have 

applied CA to radically inform language teaching by developing student-centered, experiential 

pedagogies to enrich the learning experiences inside and outside the classroom. Some prominent 

examples include Theodorsd·ttirôs Icelandic Village, Clark et al.ôs (2011) Språkskap (ñspeech 

scapeò), and Lilja et al.ôs  (2019) Rally Course. 

The Icelandic Village. In Reykjavik, Iceland, Theodorsdóttir and colleagues established 

a network of services (ñsocial infrastructures,ò Wagner, 2015) in the local community where 

newcomers can practice language use in a safe space, and ñwhere their co-participants are 

helpful and tolerant, and graciously allow the extra timeò (Wagner, 2015, p. 80). The idea of 

establishing a social infrastructure for L2 learning emerged from the need for L2 users to 

practice Icelandic without the locals switching to English as a lingua franca when 

communication breakdowns occur. The L2 users audio-recorded their experiences navigating 

various service encounters in the village (e.g., buying coffee, ordering food, visiting offices). In 

the classroom, they worked on planning activities that prepared them for journeying into the 

village (e.g., dialogues, role-plays, exercises) and post-visit reflection activities that helped them 

make sense of the interaction, especially the parts where they had to solve local contingencies 

and negotiate understanding with the locals. 

 Språkskap. In Stockholm, Sweden, Clark et al. (2011) took inspiration from 

Theodorsd·ttirôs Icelandic Village and initiated the Spr¬kskap (ñspeech scapeò) project, which 

takes an ecological approach in designing the activities L2 users would engage in outside of the 

classroom. The motivation behind this project arose out of a common need expressed by 
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Swedish newcomers: They find it difficult to engage in small talks with the locals. In addition, as 

with Iceland and other Nordic countries, English is often the go-to lingua franca between locals 

and foreigners when there is non- or misunderstanding. While switching to English may speed 

up the business transaction process with less proficient Swedish speakers, it depletes any 

opportunities for newcomers to practice and develop their language skills. Clark et al.ôs (2011) 

multidisciplinary team (composed of SLA researchers, language instructors, and design 

consultants) aimed to address these pain points by designing various innovative scaffolding 

activities and techniques to optimize the social conditions for L2 learning in the wild. The project 

also involved everyday Swedish speakers as language coaches who provided support to the 

learners as they engaged in some of the activities (e.g., daily business encounters). 

 One example is Svenskadax (ñswedish timeò), a physical card that L2 users of Swedish 

and their Swedish interlocutors can use to log how many minutes of spoken interaction they 

would engage in. The back of the card lists several useful strategies for the Swedish speakers to 

engage with the L2 users (e.g., ñFocus on communication in Swedish, rather than grammatical 

explanations or vocabulary,ò Clark et al., 2011, p 5). Another example is Sit, Talk, Sit, where L2 

users would find a place to sit down and jot down about an (anticipated) encounter with Swedish 

speakers before and after the interaction for planning and reflection. Furthermore, similar to the 

Icelandic Village, the L2 users recorded their interactions with a local coffee shop owner, who 

was trained to speak only Swedish to the L2 users. The recordings were then shared with other 

Swedish learners via a language blog so that they could learn from each otherôs interaction. 

 The Rally Course. Also inspired by the Icelandic Village, in Tampere, Finland, Lilja et 

al. (2019) developed the Rally Course, a radically student-centered pedagogy to increase L2 

usersô involvement in assessing their own learning needs, experiences, and interactional 
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competencies. As the authors argued, ñIn this way, the students may focus on interactions and 

learning targets that are relevant for them and continue building their language learning 

biographies and constructing their identities in situations of their own choiceò (p. 223). The 

researchers established a network with local service providers, who agreed to speak Finnish to 

the students and consented to have their interactions video-recorded. The recordings were 

brought into the classroom through discussions and reflection (see also Eilola & Lilja, 2021; 

Lilja & Piirainen-Marsh, 2019; Piirainen-Marsh & Lilja, 2019). In contrast to the previous 

projects, the use of video recordings enabled the researchers to examine a range of multimodal 

practices inside and outside the classroom, ranging from applying lexical knowledge gained from 

a pre-planning activity in the classroom to communicating with a barista (Piirainen-Marsh & 

Lilja, 2019) to using smartphones as a cognitive artifact to facilitate the remembrance and usage 

of new words in classroom discussions at an ice cream vendor (Eilola & Lilja, 2021). 

To build a social infrastructure for L2 learning, Lilja et al. (2019) collaborated with 

teachers and interaction designers to create a variety of innovative learning activities based on 

learnersô interests and needs. Examples of these activities included: 

¶ photo journals: Students take a photo of their daily encounters and write a brief 

description of each situation. 

¶ journey mapping: Using photos from the photo journals, students map out their typical 

language use encounters throughout the day and reflect on these situations. 

¶ scouting activities: As homework, students observe other peopleôs interactions across 

different environments, paying attention to their language use practices. 

¶ one-shot-video: As a planning activity, students film a short video using simple props 

(e.g., cardboard, paper-cup figures) to rehearse their imagined scenarios outside the 
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classroom, paying attention to the structure of the interaction and anticipating any 

interactional contingencies. 

 In a nutshell, these pioneering CA-inspired experiential pedagogies have emphasized the 

importance of building social infrastructures as a safe space for practicing language use and 

designing classroom activities for students to plan and reflect on their experiences learning and 

using the target language. In addition, these studies have also demonstrated the benefits of 

working with a network of relevant actors (e.g., researchers, teachers, service providers) to create 

optimal social environments for newcomers. Furthermore, the use of video recordings in more 

recent studies (e.g., Eilola, 2023; Eilola & Lilja, 2021; Lilja et al., 2019; Lilja & Piirainen-

Marsh, 2019; Piirainen-Marsh & Lilja, 2019) enabled the researchers to explore the range of 

multimodal practices that L2 users employ to negotiate and achieve intersubjectivity. These 

pedagogies contrast sharply with the traditional language learning experiences by enriching the 

language use situations and empowering learners to assess their own needs and competencies. 

2.1.5 Summary  

While pedagogical interventions based on standard CA research of talk-in-interaction 

considerably predate the literature reviewed above (e.g., Barraja-Rohan, 1997; Huth & 

Taleghani-Nikazm, 2006), the past decade has witnessed how CA-inspired experiential 

pedagogical interventions are building a rich collection of innovative teaching approaches to 

create meaningful and multimodal L2 learning experiences inside and outside the classroom. 

Notwithstanding the diversity in their activities and strategies, a commonality across these 

projects is that all were designed with L2 usersô immediate, daily needs in mind: Their desire to 

converse in the L2 without switching to English, to initiate and maintain small talks with 

strangers, and to deal with various interactional contingencies in activities in the wild. The 
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success of these projects was realized by establishing a network of relevant actors within the 

social infrastructure, including the local service providers, L1 speakers who volunteered to be 

language coaches, language instructors, designers, and the students themselves. Furthermore, by 

transforming in-the-wild experiences into classroom learning opportunities through planning and 

reflection, L2 users are given a chance to take the initiative in setting their own goals prior to the 

interaction and evaluating their interactional conduct afterward. Overall, this body of emergent 

research has highlighted the reflexive relationship between classrooms and the wild, where L2 

usersô lifeworld experiences are harvested as resourceful pedagogical content for optimizing the 

learning processes (Wagner, 2015). 

The next section provides a brief overview of the experiential pedagogy under focus: SL. 

It begins by discussing its historical background, followed by zooming in on the two defining 

components of SL: reciprocity and reflection. In particular, the discussion will center more on 

reciprocity as this component is directly relevant to the current study. 

2.2 Service-Learning 

2.2.1 Overview 

The 1960s marked a pivotal time in American history: Federal service programs (e.g., 

AmeriCorps VISTA, Peace Corps) were established to fight against poverty, and as a corollary 

of the Civil Rights Movement, community-based initiatives were formed to advocate for 

equality, freedom, and justice. The same decade witnessed a resurgence of alternative schooling 

in higher education, inspired by John Deweyôs pragmatism and A.S. Neillôs Summerhill 

democratic learning model (Crookes, 2010). It is against this backdrop that in 1968, American 

experiential educators Bill Ramsay and Bob Sigmon developed the first SL program in Oak 

Ridge, Tennessee, to promote civic engagement and democratic participation in higher education 
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(Jacoby, 1996). Initially referred to as a form of internship, SL was made distinguishable from 

other longstanding forms of experiential education (e.g., fieldwork, professional internships, 

volunteerism) by extending opportunities for college students to gain practical experiences 

irrespective of their majors. Sigmon (1973) argued that by exposing students to different cultures 

and lifestyles, SL addresses formal educationôs deficiencies by equipping individuals with the 

necessary competence and compassion to engage effectively with the world. 

The idea of SL quickly spread across higher education institutions in the US, beginning 

with colleges and universities in the South. During the first Atlanta Service-Learning Conference 

held in Georgia in 1969, SL was officially defined as ñan integration of the accomplishment of a 

needed task with educational growthò (Southern Regional Education Board, 1970, p. 2). The 

goals of SL at the time were to: 

¶ provide needed services. 

¶ connect services with various types of learning that are relevant to students (e.g., content, 

problem-solving, communication skills, research techniques). 

¶ equip young adults with the experience they need to become competent problem-solvers.  

Proposed techniques for enhancing learning included individual counseling sessions or linkage 

seminars with an academic supervisor before and after service experiences. Combining two 

defining components of experiential educationðaction and reflection (Dewey, 1910, 1938)ðSL 

was designed as an interface between education and society, where ñeducation and vocation are 

parts of the same fabric and the gap between community and education is closedò (Southern 

Regional Education Board, 1970, p. 2). 

As SL programs gained increasing prominence in the US and abroad, new definitions and 

approaches emerged, branching out from the original framework. At the same time, concerns 
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about how to effectively implement SL programs began to surface. Specifically, many SL 

programs did not define service from community stakeholdersô perspectives or contextualize 

learning objectives within community-defined needs, and the learning objectives are often 

ñsuperimposed rather than derived from the service taskò (Sigmon, 1979, p. 10). As a result, 

some students expressed doubts and resistance toward SL when they were unable to identify a 

meaningful connection between service and learning. Skepticism toward the educational benefits 

of SL continues to fuel ongoing debates and discussions among researchers and practitioners. 

In the decades that followed SLôs inception, numerous scholars attempted to reify the 

purpose of SL. Acknowledging that ill-defined SL programs risks being ña utopian visionò too 

impractical and demanding to realize, Sigmon (1979, p. 10) proposed three fundamental 

principles of SL, presented verbatim below:  

¶ Those being served control the service(s) provided. 

¶ Those being served become better able to serve and be served by their own actions. 

¶ Those who serve also are learners and have significant control over what is expected to 

be learned. 

Extending Sigmonôs (1979) principles, Furco (1996) popularized the role of reciprocity by 

emphasizing a need to establish mutual relations between service providers and recipients, as 

well as an equal focus on service and learning. Furthermore, Honnett and Poulsen (1989) 

proposed 10 principles (ñThe Wingspread Principlesò) for implementing effective SL programs 

based on extensive consultations with the National Society for Experiential Education. In 

addition to the principles enumerated above, they added: 

¶ Stakeholdersô roles and responsibilities should be clearly defined and require ongoing 

negotiations. 
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¶ Tasks should be meaningful and challenging. 

¶ Faculty members are expected to devote themselves to integrating service with learning. 

¶ Programs should ensure that time commitment for SL is flexible.  

¶ Students should be provided with structured reflection opportunities to critically reflect 

on their service experience. 

Altogether, the first-generation SL studies established reciprocity and reflection as the 

fundamental principles of SL, which will be further elaborated in sections 2.2.2 and 2.2.3.  

Although the concept of SL has evolved from its initial form as a "service-learning 

internship" to encompass various types of programs today, the foundational principles of 

reciprocity and reflection remain integral to SL. The following are non-exhaustive examples of 

different SL program types, but regardless of the specific format, the two pillars of SL continue 

to play an irreplaceable role: 

¶ direct: involves providing service to service recipients via direct interaction (e.g., 

assisting senior citizens. 

¶ indirect: involves providing service via interaction with faculty, service agencies, and 

community volunteers (e.g., fundraising for a local food drive) without meeting those 

who benefit from the service. 

¶ research-based: focuses on investigating a community issue and proposing solutions by 

conducting research and presentations (e.g., researching solutions to address concerns 

expressed by Hispanic community members, see Pak, 2007). 

¶ project-based: involves completing service that will have a long-lasting impact on the 

community (e.g., providing services related to addressing homelessness in the local 

community, see Perren et al., 2013). 
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¶ short-term SL: engaging students in charity-related work to assist community members 

in need (e.g., donation drives, designing brochures, see Poteau, 2021). 

¶ critical SL: engaging students in addressing issues at a societal level by working with 

community organizations, conducting research and taking actions (e.g., translating 

documents related to domestic violence). 

¶ academic SL (A-SL): involves integrating SL as a component to content courses (e.g., 

working with low-income populations as part of a course designed for Medical purposes, 

see Sánchez-Naranjo, 2021). 

¶ intercultural SL: focuses on intercultural learning via SL (e.g., working at dental 

brigades for underprivileged communities during a short-term study abroad program in 

Ecuador, see Brown & Purmensky, 2014). 

¶ electronic SL (E-SL): using web-based technology as a medium of instruction and/or 

providing services. 

Note that some types of SL are not mutually exclusive and could be incorporated into a SL 

program if they meet the programôs goal. Ultimately, the selection of SL program type(s) 

depends on the course objectives and community needs (Poteau, 2021).  

2.2.2 Reciprocity 

 Reciprocity in SL can be understood at two levels: At the interpersonal level, it refers to 

the ñpartnershipsò and mutual benefits between students, faculty, and the community. At the 

programmatic and community level, it refers to the ñconnectionò between academic learning and 

community outcomes. 

Partnerships. Establishing reciprocal relationships among all stakeholders involved is 

critically important as it ñimplies that the community is not a learning laboratory and that 
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service-learning should be designed with the community to meet needs identified by the 

communityò (Jacoby, 2015, p. 4, original emphasis). Put differently, SL programs that prioritize 

academic goals over reciprocity risk treating the community as a mere learning laboratory rather 

than recognizing the potential for mutual gains. 

A fundamental element of high-quality SL, reciprocity has always been an inseparable 

part of SL from the start (see, e.g., the second principle of SL proposed by Sigmon, 1979). 

However, as mentioned above, many SL programs did not consider this essential component 

when designing the SL experiences of the stakeholders involved. Based on his observations of 

SL programs across different campuses, Sigmon (1979) suggested four variations of SL 

programs that evolved out of the original framework:  

¶ service-LEARNING: learning as primary goals; service outcomes as secondary goals. 

¶ SERVICE-learning: service outcomes as primary goals; learning as secondary goals. 

¶ service learning: service and learning goals are treated as two separate components that 

do not mutually enhance each other (note the absence of a hyphen). 

¶ SERVICE-LEARNING:  learning and service outcomes are equally weighted and 

mutually enhancing for all participants. 

Among these variations, Sigmon emphasized the need to promote mutuality between service 

providers and recipients by advocating for SERVICE-LEARNING as a guiding framework in 

designing SL programs. In a later interview with Partnerships: A Journal of Service-Learning 

and Civic Engagement (Sigmon & Keyne, 2010), Sigmon commented, ñMy goal was to 

demonstrate that the service and learning (SERVICE-LEARNING) had equal weight. All 

involvedðcommunity, students, facultyðare learners and teachers, as well as serving and 

being served. The mutuality of the service and learning is essentialò (p. 4, emphasis added). 
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Drawing on Sigmonôs (1979) initial definition of SL, Furco (1996) further asserted that 

reciprocal learning is what distinguishes SL from other types of experiential learning. In viewing 

SL as ña balanced approach to experiential education,ò Furco (1996) wrote:  

 Service-learning programs are distinguished from other approaches to experiential  

 education by their intention to equally benefit the provider and the recipient of the  

 service as well as to ensure equal focus on both the service being provided and the 

            learning that is occurring. (p. 5, emphasis added) 

For example, in contrast to adding service as a component to studentsô courses, such as in field 

education, SL integrates service into the courses (see Figure 2). In this model, both the students 

and the community become active participants, simultaneously acting as teachers and learners 

who mutually benefit from the experience. Through SLôs reciprocal arrangement, both parties 

are engaged in serving and being served by each other. 

Figure 2  

 

Distinctions Among Service Programs 

 

Note. From Service-Learning Essentials: Questions, answers, and lessons learned, by B. Jacoby (p. 2; 

following Furco, 1996). Copyright 2015 by Jossey-Bass. Used with permission. 
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 Collaboration among all SL stakeholders is a precondition to forming reciprocal 

relationships. As Jin (2018) put it, effective SL programs ñshould be designed not only for 

teaching and learning é but also for building partnerships with community members and 

providing physical and emotional supportò (p. 1899, emphasis added). Jin explored different 

instructional models for engineering students in South Korea and found that collaboration among 

all stakeholders is key to maximizing mutual gains. For example, the students should visit the 

community to learn more about service recipientsô needs prior to providing service. Similarly, 

teachers should develop an in-depth understanding of the communityôs needs to offer students 

more guided and helpful feedback. All participantsðthe students, faculty, and communityðplay 

an active and responsible role in co-creating an impactful partnership experience (see Figure 3). 

Figure 3  

 

Participantsô Roles for Service Learning 

 

Note. From ñCollaborative Instructional Models for Teaching Community Service to Engineering 

Students,ò by S-H. Jin, 2018, International Journal of Engineering Education, 34(6), p. 1899. Copyright 

2018 by S-H Jin. Used with permission. 
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Evidence of reciprocal partnerships in the SL literature has most commonly been 

unveiled through qualitative research methodologies, such as focus groups, interviews, and 

written reflection. For example, George-Paschal et al. (2019) conducted focus groups with 

students, faculty, and community partners in SL programs at a U.S. university to examine their 

perceived impact of SL. The focus group interactions were recorded, transcribed, coded, and 

analyzed to identify common themes across the stakeholders. Their findings suggest that SL 

cultivated strong collaborative and reciprocal relationships between the stakeholder groups: (a) 

The students reported gains from applying subject knowledge to solve real-world problems, 

working with a diverse audience, and developing a deeper understanding of their community; (b) 

the faculty valued the opportunity to work closely with the students and community, which in 

turn reshaped their teaching philosophy; and (c) the community partners appreciated the 

commitments and skill sets that the students brought to the community. These findings contribute 

to the overall conclusion that SL is a win-win-win situation for all involved. 

 Some L2 SL studies have shed light on how students and community members developed 

reciprocal relationships through SL. For instance, in studies by Tilley-Lubbs, (2007) and 

Kassabgy and El-Din (2013), the L2 SL students, who were either L1 speakers of English 

(Tilley-Lubbs, 2007) or training to become English teachers (Kassabgy & El-Din, 2013), were 

given a platform to put theories into practice by teaching English to communities in need. Using 

ethnographic methods (e.g., fieldnotes, interviews, written reflection), Tilley-Lubbs (2007) 

identified a reciprocal relationship between the students (L2 users of Spanish) and the local 

Latino community as both groups expressed an appreciation for cross-cultural friendships. 

Beyond language learning, the students described their community members as friends and 

family, and the Latino community members were glad that they had an opportunity to share their 
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culture with the students. Similar findings were reported by Kassabgy and El-Din (2013), who 

showed that both the students (L2 users of English) and the school workers (L2 learners of 

English) formed close relationships and benefitted from the SL tutoring project. 

 While interviews, focus groups, and written reflection are the most common methods to 

investigate reciprocity in SL, to date, there remains limited understanding of how participants 

established reciprocal relationships in real-time interaction. In order to gain a fuller picture of 

how the participants themselves achieve reciprocal relations during service interaction, there is a 

need to examine reciprocity from an interactional perspective (see also Wang, 2019). 

 Connection. Progressive education emphasizes meaningful connections between 

education and experience inside and outside the classroom (Dewey, 1938). SL is no exception to 

this principle. Connection in SL generally refers to establishing strong linkages between 

academic learning and community outcomes. It aims to bridge between theory and practice by 

enabling students to apply their knowledge and skills in real-life situations. In fact, the 

importance of connection is highlighted by one of the most widely cited definitions of SL: 

A course-based, credit bearing educational experience in which students (a)  

participate in an organized service activity that meets identified community  

needs, and (b) reflect on the service activity in such a way as to gain further 

understanding of course content, a broader appreciation of the discipline, and  

an enhanced sense of personal values and civic responsibility.  

 

This definition suggests that SL programs and courses should deliberately design opportunities 

for students to identify meaningful connections between what they are learning (learning 

objectives) and what they are doing (service activities). Recognizing connection as a 
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distinguishing factor of SL compared to other experiential pedagogies, Bringle and Hatcher 

(2009) noted, ñ... students are not only óserving to learn,ô which occurs in other forms of 

curricular engagement and applied learning such as clinical, fieldwork, internship, and 

practicum, but also ólearning to serve,ô the unique civic dimension of the pedagogyò (p. 38).  

Prior research has shown that meaningful connections between educational objectives 

and community engagement can be effectively established by assigning students service tasks 

that are directly relevant to their area of study. Examples include pre-service English teachers 

teaching English to school workers (Kassabgy & El-Din, 2013), undergraduate students (Wang, 

2019), and undocumented immigrants (Schneider, 2019); engineering students partnering with 

local organizations for the blind, nursing homes, and special-education schools to design and 

develop technologies that address their needs (Jin, 2018); and students in a Medical Spanish 

course providing translation for low-income populations during medical interaction (Sánchez-

Naranjo, 2021). To give a specific example from Sánchez-Naranjoôs (2021) study, a student 

reported seeing a connection between theory and practice after working with Latino patients. 

They wrote, ñ... it was incredible that I was able to use what I learned in this class in a real 

medical situationò (pp. 39ï40, originally written in Spanish). These examples illustrate the 

critical role of connection in fostering a deeper understanding and appreciation of subject 

knowledge through meaningful community engagement. 

2.2.3 Reflection 

A vital component in any experiential learning model, reflection can be described as ñthe 

internal transformation of experienceò (Kolb, 2015, p. 58). Grounded in the works of Dewey, 

Freire, and other experiential educators, Kolb (2015) asserted that ñlearning is by its very nature 

a tension- and conflict-filled processò (p. 41). An ideal SL journey mirrors Kolbôs experiential 
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learning cycle (see Figure 4) in that (a) students first gain ñconcrete experienceò by working with 

their peers, teachers, and community members; (b) they are then guided to engage in ñreflective 

observationò to question any preconceived ideas, which leads to (c) ñformations of abstract 

conceptsò; and (d) the students apply theories for making decisions and solving problems 

through ñactive experimentation.ò The cycle continues as a recursive process when students gain 

further concrete experience as a result of active experimentation. 

Figure 4  

 

Kolbôs Experiential Learning Cycle 

 

Note. From Experiential learning: Experiences as the source of learning and development (2nd ed.), by 

D. A. Kolb (p. 51). Copyright 2015 by Pearson Education. Used with permission. 

Research following the first-generation SL studies paid much attention to the role of 

reflection in SL. In their groundbreaking book, ñWhere is the learning in service-learning,ò Eyler 

and Giles (1999) argued that ñthe hyphen in the phrase [service-learning] symbolizes the central 
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role of reflection in the process of learning through experienceò (p. 4). Based on interviews with 

SL students across seven colleges and universities, the authors proposed 5Cs for implementing 

effective SL reflection: (a) Continuity (before, during, and after service); (b) Connection 

(between academic and personal developments and between all levels of stakeholders); (c) 

Context (in the classroom and in the community with community members); (d) Challenge 

(develop new perspectives by evaluating current beliefs); and (e) Coaching (provide emotional 

support to students as they overcome the challenges). Examples of reflection activities include 

written reflections on the class readings and service experiences (e.g., Sánchez-Naranjo, 2021; 

Schneider, 2019); snowball fights (Smeltzer et al., 2020) in which students respond to teacher-

provided guided questions anonymously on papers, scrunch the papers, and throw them across 

the room so that other students can pick up the ñsnowballsò and read aloud the answers; and 

dialogue journals with the teacher (Shannahan et al., 2021) for fostering critical reflection. 

Critical reflection, rooted in critical pedagogy (Freire, 1993 [1970]), involves ñanalyzing, 

reconsidering, and questioning oneôs experiences with a broad context of issues and content 

knowledgeò (Jacoby, 2015, p. 26). The lack of critical reflection risks leading students to form 

stereotypes and biases towards certain communities based on service experiences (Jacoby, 2015). 

In critical reflection, teachers adopt a critical stance on social justice issues and are responsive to 

address the studentsô concerns (Schneider, 2019). Take Shannahan et al. (2021) study as an 

example, where the teachers responded to studentsô dialogue journals multiple times throughout 

the semester by asking questions to further stimulate their critical thinking and foster ñun-

centeringò dialogues that encouraged the students to shift their focus from viewing SL as an 

opportunity to practice English to recognizing its great purpose in serving the community. 
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2.2.4 Summary 

 The preceding section has provided a concise overview of the development of SL since 

its emergence in the late 1960s, evolving from its origins as ña form of internshipò to its current 

status as a widely recognized and popular experiential pedagogy. While SL programs now come 

in various formats, two foundational principlesðreciprocity and reflectionðremain integral to 

the design of any SL program. These components differentiate SL from other types of 

experiential education by emphasizing the importance of (a) fostering equal relationships among 

all stakeholders for mutual gains; (b) establishing a robust link between academic learning and 

community engagement; and (c) providing opportunities for students to examine the impact of 

their actions on the communities they serve. A high-quality SL program should empower all 

stakeholders through service and collaboration. However, in the context of foreign language 

education, where the ultimate goal is to facilitate students in becoming proficient L2 users, the 

integration of SL pedagogy with L2 teaching and learning becomes multilayered. 

 The subsequent section delves deeper into the applications of SL in the L2 context. 

2.3 L2 Service-Learning 

2.3.1 Overview 

Over the past two decades, SL has attracted the attention of many L2 scholars in the US 

and abroad. These scholars have argued that SL is a good-fit for foreign language education as it 

aligns with prominent theories in SLA and second language teaching (SLT). Examples include 

Vygotskyôs (1978) sociocultural theory on knowledge construction through mediated interaction 

with more competent interlocutors (e.g., Baker, 2018; Tocaimaza-Hatch & Walls, 2016); 

Dörnyeiôs (2001) motivation strategies for promoting cooperation and motivation for L2 learning 

(e.g., Pak, 2007); and Freireôs (1993) critical pedagogy for promoting dialogues among equals 
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(e.g., DuBord & Kimball, 2016; Shannahan et al., 2021). However, Wurr and Perren (2015) 

cautioned that these theories primarily focus on the internal and external factors that may be 

present as L2 users participate in SL activities but ñdo not explain the dynamics of community-

based learning environments very wellò (p. 5). There is now a growing consensus among L2 

scholars toward the term community-based service-learning (CBSL; Baker, 2018; DuBord & 

Kimball, 2016) to pinpoint the community engagement aspect of SL, drawing on, for instance, 

Lave and Wengerôs (1991) notion of community of practice, to explore L2 usersô perceived 

outcomes from becoming a member in the community through SL. 

Despite some scholarsô eager attempts to theorize SL within the realm of foreign 

language education, in practice, students sometimes struggle to see a direct connection between 

service activities and L2 learning. In many language programs, SL is presented to students as an 

opportunity to learn and practice the target language beyond the classroom (see an example in 

Shannahan et al., 2021); in reality, not all service activities involve direct interaction with 

community members or service recipients. Even in activities involving direct interaction, 

opportunities for target language use are not guaranteed (e.g., teaching studentsô L1 to bilingual 

children). Thus, some students may initially perceive SL as an additional task to complete 

alongside their regular coursework in the language program, leading them to ponder, ñWhy 

should we do service-learning?ò (Thompson, 2012, p. 7). 

As some researchers have found, however, such concerns usually diminish by the end of 

studentsô SL journey as they engage in ongoing reflection to reexamine the linkage between 

service and learning, where learning outcomes not only encompass (perceived) linguistic gains 

(as measured by pre- and post-test, e.g., Gaugler & Matheus, 2019; Tocaimaza-Hatch & Walls, 

2016, or self-reports, e.g., DuBord & Kimball, 2016) but also growths in motivation to become a 
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member of a community (Pak, 2007), empathy (Perren et al., 2013), intercultural awareness 

(Sánchez-Naranjo, 2021), and critical consciousness (Shannahan et al., 2021). 

Take the L2 speaker of English from Perren et al.ôs (2013) study as an example, who 

reported a shift in attitudes about the homeless community as a result of a SL project. In her 

communication with the authors months after completing the project, she shared, ñAs an 

outsider, I always had the misconception of homeless people being lazy or drug abusersé Now I 

have more empathy, since I understand more about their problems and how less help they getò 

(p. 480). A shift in attitudes toward the service recipients was also reported by Sánchez-Naranjo 

(2020). The students expressed a change in their approach to SL from initially asking ñhow can I 

help them?ò (reinforcing the server-served hierarchy) to ñwhy are they in these conditions?ò 

(questioning the root of the problem) by the end of their SL journey (p. 42, original emphasis). 

The students also reported that working with Spanish users of diverse regional backgrounds 

contributed to a deeper understanding of Latino populations and their cultural differences. 

2.3.2 Service-Learning Interaction 

By and large, L2 SL research has used retrospective methods (e.g., written reflections, 

surveys, focus groups, interviews) to study participantsô perceptions of service experiences. On 

the other hand, how precisely L2 users accomplish SL activities with different stakeholders in 

real-time interaction remains underexplored. Perren (2007) stands as an exception, who applied 

CA (as a complementary method to observations, fieldnotes, and survey interviews) to explore 

L2 usersô language use in a multilingual SL project. Participants were bilingual speakers of 

English and Japanese from an American university, Korean-speaking medical teams, and 

Tagalog-speaking Filipino skilled laborers. The SL project, which aimed to reduce substandard 

housing, took place in the Philippines. In one example, three Male Student Workers (MSWs) and 
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a Female Student Worker (FSW) assisted a skilled worker (SW) at a construction site by passing 

water or cement to him. To solicit SWôs attention, the student workers produced the word 

ñwaterò in English (lines 1 & 3), followed by repeating it in Tagalog (ñtubig,ò line 5).  

Example 1. Water or Cement? [Perren, 2007, p. 280; modified] 

1     MSW2:      Water?  

2   (0.5)  

3 FSW:  Water?  

4   (0.2)  
5 MSW3:  [ Tubig?  
6 MSW2:  [ Huh?  

7   (0.5)  

8 MSW1:  Excuse me?  

9   (.)  

10 SW:  Yeah?  

11   (.)  
12 MSW1:  Do you need wa water?  

13   (.)  

14 SW:  No. (.) no.  

15 MSW3:  No.=  

16 MSW1:  =No? 

17 MSW2:  No.  

18 MSW2:  (0.2)  

19 SW:  Cement cement  

20   (0.5)  

21 MSW1:  Ok (.) Cement?  

22   (.)  

23 SW:  Ok 

 

Perren argued that ñparticipants are able to use additional languages to perform various 

communication functions necessary to complete work tasks é They take turns and attempt to 

repair potential gaps in understanding while maintaining focus on the job at handò (pp. 281ï282, 

emphasis added). Although this example illustrates how the participants utilized ñadditional 

languagesò as a resource to achieve the interactional agenda, it did not consider participantsô use 

of embodied resources. This omission might be attributed to the lack of video access. If Perren 

had included details on the participantsô concurrent bodily actions and object manipulations, it 

would have enriched the visual description and analysis of SL as a social activity. 
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2.3.3 Summary 

To summarize, L2 SL research to date has primarily focused on examining the impact of 

SL on L2 usersô (perceived) linguistic gains, motivation, empathy, and intercultural awareness. 

On the other hand, far less attention has been given to understanding the interactional practices 

involved in accomplishing SL as a social activity. Perrenôs (2007) study stands out as a 

pioneering work in SL research by examining SL from an interactional perspective. His example 

highlighted that SL provides a rich interactional context for participants to engage in 

collaborative task accomplishment, such as soliciting someoneôs attention or offering assistance 

to move a task forward (Perren, 2007). 

While these two studies have advanced SL research by focusing on situated language use 

during service interaction, the lack of consideration for multimodality is limiting. Research on 

social interaction has long shown that social beings assemble multiple resources to formulate and 

respond to actions in everyday and institutional activities. The production and response to 

directives, for instance, is a multisensorial phenomenon that rests on participantsô coordination 

and production of temporal, bodily, material, and spatial resources (e.g., Drew & Couper-

Kuhlen, 2014; Mondada, 2017). This perspective resonates with Atkinsonôs (2019) call to 

integrate concepts such as co-operative action (C. Goodwin, 2018) and intercorporeality (Meyer 

et al., 2017) into SLA research, broadening the cognitively oriented and disembodied views on 

language learning and teaching. He posited that language and language learning is inherently 

social and embodiedðwe learn languages not in a vacuum but to socialize with others; in the 

process, we use language, our bodies, and whatever artifacts available in the interactional 

environment to achieve sense-making and cooperation with others. Learning and teaching are 

socially achieved when we engage in joint activities using language and our bodies (Meyer et al., 
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2017), publicly adapting, modifying, and incorporating a prior social action into formulating our 

own action (C. Goodwin, 2018). 

2.4 Chapter Summary 

This chapter has reviewed advancements in L2 learning in the wild literature since CA 

was introduced as an alternative approach to SLA research, showing different ways applied 

linguistics researchers have attempted to bridge classroom learning and real-world encounters. 

The chapter also discussed the concept of SL by discussing its origin, development, and 

applications to a variety of L2 educational contexts. Notably, the impetus of L2 learning in the 

wild research and SL is quite different: L2 learning in the wild research draws on newcomersô 

real-world needs to inform experiential pedagogies, whereas SL is an established experiential 

pedagogical program with the goals of promoting democratic participation and addressing 

community-defined needs. In the context of L2 education, however, the goals of SL become 

multilayered as language use and practice are ingrained into the curricular equation.  

Extant research has shed much light on various aspects of SL mostly through 

retrospective methods (e.g., questionnaires, self-reports, interviews, focus groups, written 

reflections), examining participantsô perceptions of SL after the fact. Furthermore, in the context 

of foreign education, primary attention has been paid to the impact of SL on L2 usersô 

(perceived) linguistic development, intercultural awareness, and shifts in attitudes as a result of 

SL. Of the few studies that adopted an interactional perspective to examine L2 SL interaction, 

the analytical foci were placed on participantsô talk-in-interaction without considering how 

multimodal resources (e.g., gaze, gesture, mobility, temporality, spatiality) were arranged to 

accomplish the task at hand. Current L2 SL research can benefit much from the burgeoning 

literature on L2 learning in the wild. Adopting an interactional perspective to compare L2 
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service-learnersô classroom and service site practices is a good starting point for addressing an 

important lingering question in the state-of-the-art SL literature (Overfield, 2007): How are 

interactional practices in a pedagogically structured setting linked to out-of-class, community 

practices between newcomers and locals? 

The current study builds on prior SL research on service interaction and L2 researchersô 

rising interest in understanding the connection between classroom practices and those that 

transpire in real-world activities. Rather than solely focusing on L2 usersô language use or 

orientation to lexical knowledge, this dissertation aims to investigate participantsô embodied 

orientation to task accomplishment in the SL classroom and at the service sites. A comparison of 

participantsô interactional practices across the two contexts will serve to inform pedagogical 

decisions for L2 SL programs. Specifically, the dissertation focuses on two interactional 

phenomena with high recurrence throughout the dataset, suggesting their relevance for managing 

various SL activities in community-based activities and the classroomðnamely, (1) mobilizing 

others and being mobilized (getting others to do things and its responses) and (2) intercorporeal 

co-operative practices (interactive coordination of embodied actions).



CHAPTER 3: DATA AND METHODS  

The data for the current study were collected between April and July, 2019, from the 

Fields SL program (see details in section 3.2.1), which is part of an English as a second language 

(ESL) program at a university in Hawaiᾶi. Upon receiving approval from the universityôs 

Institutional Review Board, 14 student participants and six faculty members from the ESL 

program were recruited to participate in the current study (see details in section 3.1). The 

participants provided informed consent for video- and audio-recording of their SL interaction in 

the classroom and at the service sites. The service sites included in this study were recommended 

by the SL coordinator from a list of options. At these service sites, consent was obtained from 

service agency coordinators and community volunteers for video- and audio-recording of their 

interaction with the student participants.  

In addition to capturing service site and classroom interactions, two rounds of focus 

groups were conducted with the student and teacher participants to gain additional insights into 

their experiences and perspectives. Each session was video- and audio-recorded. Non-

interactional data, such as classroom handouts, written materials (e.g., announcements, 

brochures, letters) created by the SL program and service agencies, and fieldnotes, were also 

collected. These supplementary materials added to my ethnographic knowledge, which provided 

useful information for the analysis. 

The current corpus (approx. 26 hours) contains audio- and video-recordings of service 

interaction (15 hours), classroom interaction (6 hours), and focus group interaction (5 hours). An 

overview of the data is shown in Appendix A. The dissertation focuses only on the service and 

classroom interaction data; focus group data were not considered. Selected segments from the 

service and classroom interaction were transcribed using multimodal CA transcription 



 52 

conventions (Burch, 2017; C. Goodwin, 2018; see details in section 3.3). To ensure 

confidentiality, all names of the participants (except for the researcher) and institutions to appear 

in the transcripts were replaced by pseudonyms.  

To maximize the participantsô anonymity, iMovie video editing software (available for 

macOS, iOS, and iPadOS) was used to superimpose a comic effect onto the moving frames. 

Framegrabs obtained from the videos were further edited using Adobe® Photoshop and 

Procreate® illustration apps to adjust or remove any identifiable information, including the color 

of T-shirts associated with a service agency, nonparticipants, and irrelevant details in the 

background (C. Goodwin, 2018). 

3.1 Participants 

          The participants in this study were (a) students, (b) instructors, and (c) service agency 

supervisors and community members. 

3.1.1 Students 

         Fields ESL program has a longstanding partnership with a womenôs university in 

southwestern Japan. Each year, a cohort of Tourism and Business students from the university 

enrolls in Fieldsô 6-month exchange program. Among the cohort that came to Hawaiᾶi in 2019, 

14 students were recruited to participate in this study on a voluntary basis: Mikki, Sora, Mei, 

Abby, Ai, Kathy, Elsa, Ray, Holly, Yvette, Isabel, Aliyah, Mika and Sara (pseudonyms chosen 

by the participants). Their average age was about 19, and their English proficiency level was 

lower-intermediate according to the ESL programôs placement exam. Students placed in 

intermediate to advanced levels participated in Fieldsô internship program. On weekdays, all 

students attended academic English classes focused on Reading, Writing, Speaking, and 



 53 

Listening skills. Lower-intermediate students attended SL classes on Tuesday and Thursday 

afternoons (see details in section 3.2.3) and participated in weekend service activities. 

Fields SL program required the students to fulfill a minimum of 23 service hours before 

graduation. In addition, they were also required to submit an end-of-term reflection essay and 

deliver several presentations to showcase their SL experiences. At the end of the term, the 

students worked in pairs or small groups to conduct a mock poster presentation about a service 

agency based on research and their experience working with the agency. They received feedback 

from the SL instructors before formally presenting it to the public at the Campus Center. The 

service agency supervisors were also invited to the event. 

After recruiting the student participants, the researcher conducted a separate session to 

explain the study in detail. The students were informed that there were no incentives for 

participating in the research, nor would there be any penalty should they choose to withdraw 

from it. All provided their informed consent to partake in this study. 

3.1.2 Instructors 

         Among the six instructors recruited, two (Tony and Megen) were SL instructors and four 

(Alex, Myles, Kari, and Peter) were non-SL faculty members teaching in the ESL program. All 

instructorsô first language is English, with varied proficiencies in other languages. 

The SL instructors, Tony and Megen, have pursued graduate degrees in applied 

linguistics. Tony is an experienced teacher and the SL programôs coordinator. She is responsible 

for designing the SL curriculum, liaising with service agencies, sometimes escorting students to 

their designated service sites, and teaching one of the SL classes. Megen and another teacher 

(nonparticipant) each taught the other SL classes. They were not involved in developing the SL 

programôs curriculum nor required to accompany the students to service sites. 
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The non-SL faculty members were all Graduate Assistants pursuing their Masterôs degree 

(Peter) or PhD (Alex, Myles, and Kari) in applied linguistics. One of the duties as Graduate 

Assistants in Fields ESL program was to accompany or co-participate in service activities with 

the students at least once throughout the term. 

Due to logistic reasons, among the instructors who participated in on-site service 

activities with the students, only Tonyôs and Alexôs on-site service interaction with the students 

were video-recorded. 

3.1.3 Service Agency Supervisors and Community Members 

         Several service agency supervisors and community volunteers who worked directly with 

the students provided their informed consent to participate in this dissertation. 

Joe is the founder and board member of Good Samaritanða non-profit charitable 

organization that provides mentorship programs to at-risk elementary to high school students. At 

the service site, Joe co-supervised the service activity with two other colleagues. He also co-

participated in the first half of the activity with the student participants. 

Sanako is the contact person of Jodo-enða Japanese temple responsible for hosting a 

lantern festival in Hawaiᾶi each year. At the service site, she welcomed volunteers and delivered 

an orientation that included an introduction to the templeôs mission, the message behind the 

lantern festival, and a short video clip of volunteers and attendees speaking about their 

experiences at the lantern festival. On the day of data collection, Sanako introduced the 

researcher to the visiting volunteers after the orientation. Three community membersðGisselle, 

Leo, and Kaiðagreed to participate in this research. Sanako did not participate in the service 

activities with the student participants. All service agency supervisors and community members 

speak English as their first language. 
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         At one of the service sites, the students fundraised for a local food drive on public streets. 

As such, sometimes their interaction with unidentified individuals (e.g., drivers, passengers, 

pedestrians) was recorded. Most of the time, the drivers and passengers in the vehicles were not 

captured on film. In rare cases when the pedestrians knowingly entered the camera frame to 

engage with the students, their appearance in the videos is filtered via post-editing. 

3.2 Settings and Data Collection 

         This section describes the SL activity settings and data collection process in detail, 

including the focal SL program, service sites, and SL classroom under examination. 

3.2.1 Institution 

Established in the early 2010s, Fields SL program was designed to meet the host 

universityôs goal to promote personal development, critical thinking, self-assessment, and 

democratic participation in both on- and off-campus activities. Catered to international students 

who might be unfamiliar with ñcommunity serviceòða concept highly valued in American 

educationðFields SL program devised the following learning objectives for its ESL students 

(rephrased to preserve the anonymity of the program): 

1.  Explore the connection between academic learning and real-world applications. 

2.  Develop possible professional skills that are relevant to studentsô career paths. 

3.  Enhance problem-solving, writing, and critical thinking skills. 

4.  Engage in cross-cultural and cross-generational communication. 

These objectives were introduced to the students on the SL programôs orientation day. 

Tony provided the students with a handbook that contained information about the concept of SL 

and Fields SL program. She also introduced the program requirements, service procedures and 

rules, instructions on how to sign up for service activities, and end-of-term responsibilities. 
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In introducing the concept of SL to the students, Tony likened SL to volunteerism but 

emphasized reflection (pre-, during, and post-service) as a key component that differentiates SL 

from volunteerism. In the handbook, several definitions of SL reflection were provided, along 

with a diagram that explains the cyclical process of experiential learning (see Figure 5). To 

prepare the students for the reflection essay, Tony encouraged them to research the selected 

service agencies prior to their visit and note down any observations while at the service sites. 

Figure 5  

 

Experiential Learning Cycle 

 

Note. A modified version of the experiential learning cycle shown in Fields SL student handbook. 

Adapted from Experiential learning: Experiences as the source of learning and development (2nd ed.), by 

D. A. Kolb (p. 51). Copyright 2015 by Pearson Education. Used with permission. 

For the rest of the orientation session, Tony asked the students to work in small groups 

and complete a ñService Learning Scavenger Huntò handout. Before the orientation ended, Tony 
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encouraged the students to sign up for service activities as soon as possible by visiting her office 

and writing their names on the sign-up sheets posted on a wall (see Figures 6 & 7). The students 

were reminded of any upcoming SL activities through Fields daily announcements, which were 

read aloud by their ESL instructors at the beginning of the first and second morning classes. 

Figure 6  

 

Service Activity Sign-Up Sheets 

 

Note. Fields students would visit Tonyôs office to select their preferred service activities. Photograph by 

Ann T. Choe (modified; blur effects applied to protect confidential information). 
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Figure 7  

 

An Example of a Sign-Up Sheet (Close-Up View) 

 

Note. Photograph by Ann T. Choe (modified; blur effects applied to protect confidential information). 

3.2.2 Service Sites 

Various service opportunities were provided to the Fields students. Most service activities 

involved a one-time commitment, a handful allowed multiple visits, and only one required a 

long-term commitment. Most of the student participants in this dissertation engaged in one to 

two service activities over the weekends, each lasting for about two to three hours. These 

included, but were not limited to:  

¶ attending an educational tour at a Hawaiian cultural site. 

¶ assisting a residential senior care home. 
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¶ assisting visitors at a marine mammal park, an aquarium, half marathons, and 

charity walks. 

¶ preparing lanterns and souvenir bags for a Japanese festival. 

¶ packaging food and outdoor fundraising for a food bank. 

¶ folding letters for a charity walk. 

¶ weeding gardens. 

¶ teaching Japanese to high school students. 

The rich selection of service activities appears to reflect Fields SL programôs learning 

objectives by exposing students to ample opportunities for intercultural and cross-generational 

interaction (e.g., assisting a residential senior care home), task completion through problem-

solving (e.g., preparing lanterns for a Japanese festival), and gaining skills that could be relevant 

to their career paths in Tourism and Business (e.g., assisting visitors at a marine mammal park). 

Tony considered two important criteria when selecting these service opportunities for the 

students: availability and appropriacy. In terms of availability, most of the activities were 

extremely competitive as many middle school and high school SL programs in Hawaiᾶi were 

seeking similar SL experiences for their students. Regarding appropriacy, due to some parentsô 

concerns, service activities involving potential risks were eliminated. 

With Tonyôs assistance, the researcher obtained permission from three service agencies to 

collect data at their sites: (a) Good Samaritan, (b) Mahalo Foodbank, and (c) Jodo-en Temple. 

Good Samaritan. Good Samaritan is a 501(c)(3) nonprofit charitable organization with a 

mission to provide mentorship for vulnerable youths in Hawaiᾶi,1 including those who are 

 
1 According to IRS Publication 557 11/30/2023 1:56:00 AM(Rev. January 2023), 501(c)(3) nonprofit organizations 

are defined as ñCorporations, organized and operated exclusively for religious, charitable, scientific, testing for 

public safety, literary, or educational purposes, or to foster national or international amateur sports, or prevention of 

cruelty for children or animals, including the following types of organizations to which the specified subsections 
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experiencing homelessness, unequal access to education and resources, substance abuse, and 

cultural and language barriers. Good Samaritan collaborates with businesses, civic organizations, 

and churches in Hawaiᾶi that share its mission to make a positive impact on at-risk children. 

In 2019, Good Samaritan organized a charity walk to help fundraise for its KǾkua Mentor 

Team, a teen-to-teen mentorship program. The organization prepared printed letters to be mailed 

out to its members, seeking donations and inviting them to join the charity walk. As a service 

activity, a group of students from Fields visited Good Samaritan and assisted the agency under 

the supervision of Joe and two other colleagues. After a brief orientation on the agencyôs mission 

and activity procedure, the students sat around a long table (see Figure 8) and participated in the 

three-stage activity: (a) folding letters, (b) sealing the letters with stickers, and (c) putting printed 

addresses on the letters, with small breaks in between. Joe participated in the first part of the 

activity but had to leave for work. The other two supervisors participated in the entire activity. 

A high definition (HD) video camera was placed on a tripod in front of the student 

participants (Mika and Ai) as they participated in the service activity. The researcher also 

participated in parts of the service activity as a participant observer. 

 
[501(e, f, k, n, q, r)] are applicableò (U.S. Department of the Treasury, 2021, p. 4). See https://www.irs.gov/pub/irs-

pdf/p557.pdf 
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Figure 8  

 

Seating Arrangement at Good Samaritan 

 

Note. Photograph by Ann T. Choe (modified; object removal & AI-generated faces by Adobe® Firefly). 

Mahalo Foodbank. Mahalo Foodbank is a 501(c)(3) non-profit charitable organization 

that collects and distributes food to vulnerable populations in Hawaiᾶi, such as the homeless, 

domestic violence survivors, rehab patients, and economically insecure seniors. The foodbank 

works with a few hundred partner agencies state-wide to facilitate the food-collecting, 

warehousing, packaging, and distribution processes. Students from Fields SL program 

participated in two service activities for the agency: outdoor fundraising and food packaging. 

Outdoor Fundraising. On a Saturday, April 2019, Mahalo Foodbank hosted a 3-hour 

outdoor fundraising event for a food drive, which simultaneously took place at three different 

locations in Hawaiᾶi. Students from Fields SL program were accompanied by three ESL teachers 

(Alex, Kari, and Peter) to each location, most of whom co-participated in the activity with the 



 62 

students. Community volunteers of various ages were also present at the event. The researcher 

received consent from Alex and three student participants (Elsa, Kathy, and Ray) to join their 

group as a participant observer and cameraperson. The researcher handheld a HD camera and 

stood diagonally behind the participants during the activity. 

The fundraising took place at a busy intersection in town. An agency supervisor from 

Mahalo Foodbank first greeted the fundraisers and delivered a short orientation on the task goal 

and procedure. The goal of the fundraising event was to raise money for the foodbank, but 

donators were welcome to contribute canned foods. The agency supervisor then handed out T-

shirts, pre-made signs, and fishing nets (for collecting donations from passing vehicles) to the 

fundraisers. After the orientation, the fundraisers broke into small groups and alternated between 

different corners of the street intersection. Due to safety concerns, students from the Fields SL 

program were instructed to remain on the sidewalk during the entire activity. Whenever they 

identified a potential donator, they were told to signal a nearby fundraiser with a fishing net to go 

into the road and approach the drivers. 

Food Packaging at the Warehouse. On the weekend following the fundraising event, 

Tony accompanied most students from the Fields SL program to assist with food packaging at 

Mahalo Foodbankôs warehouse. Large cohorts of volunteers from various institutions were also 

present at the site. Fields students were assigned by the agency supervisors to tape cardboard 

boxes. The completed boxes were then stacked up against a concrete wall so that the next cohort 

of volunteers could retrieve the boxes and place food items inside. Tony had a different task but 

frequently visited the students at their workstations to monitor their progress and offer help when 

necessary. The student participants (Elsa, Yvette, Kathy and Isabell) worked in pairs to complete 

the task. Two HD video cameras on standing tripods were used to record the participantsô 
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interaction. The researcher also participated in the activity as a participant observer by moving 

the completed cardboard boxes and stacking them up against the wall. 

Jodo-en Temple. Supported by the Aloha Foundationða 501(c)(3) non-profit 

organizationðJodo-en Temple hosts an annual lantern festival in Hawaiᾶi to commemorate 

family and community members on Memorial Day (the last Monday of May). At the event, 

thousands of participants would gather by the shore, write messages on candle-lighted lanterns, 

and float the lanterns on the water. To prepare for the festival, Jodo-en Temple invited 

community volunteers to assist with lantern preparation, scripting (writing attendeesô messages 

on the lanterns), and putting together souvenir bags to be handed out at the event. 

Lantern Preparation. On April 6, 2019, a cohort of Fields students visited Jodo-en 

Temple and assisted with the lantern preparation activity. After the service agency supervisor 

(Sanako) delivered an orientation on the purpose of the lantern festival and task procedure, the 

participants worked in pairs and sat across from each other at large tables (see Figure 9). The 

student participants (Mikki, Abby, and Ray) worked with community volunteers (Leo, Gisselle, 

and Kai) who agreed to participate in the current research. The participants were instructed by 

Jodo-enôs staff to tape sheets of rice paper onto pre-prepared wooden lantern frames. While the 

participants worked in pairs, the staff members walked around to provide instructions and 

assistance. The participants were instructed to raise their hand upon completing a lantern, and a 

staff member would bring a new lantern frame to them. At times, a staff member would return a 

finished lantern back to the volunteers and direct their attention to a mistake. 

Two HD cameras on tripods and voice recorders were used to record the participantsô 

interaction. The researcher participated in the service activity on a prior visit to the site; however, 

she did not participate in the activity at the time of data collection. 
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Figure 9  

 

Seating Arrangement for the Lantern Preparation Activity at Jodo-En Temple 

 

Note. Photograph by Ann T. Choe (modified; object removal & AI-generated faces by Adobe® Firefly). 

Souvenir Bag Preparation. On April 28, some students from Fields visited Jodo-en to 

assist with placing items into souvenir bags. The student participants were Mika, Elsa, Isabell, 

and Yvette. Similar to the lantern preparation service activity, the souvenir bag preparation 

involved numerous local volunteers. Given the nature of this activity, however, the student 

participants did not have much interaction with the volunteers. The activity took place in a 

different room from the lantern preparation activity. Three assembly lines were set up using 

many long tables. Standing at the beginning of the assembly lines, Isabell and Yvette were 

responsible for monitoring the process of each assembly line and distributing items whenever a 

volunteer in the front of the assembly line was finished with their task. Sitting near the end of the 

assembly line, Mika and Elsa were responsible for placing brochures into the souvenir bags.  
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Two HD video cameras were placed on tripods to capture the participantsô interaction. 

Unlike the lantern preparation activity, the student participants in this activity seldom had 

opportunities to engage in conversations with other volunteers.  

Regardless of the context, at the end of each service activity, the students filled in a log 

sheet Tony gave them and asked the service agency supervisor to sign it as evidence of their 

completion of the activity. 

3.2.3 SL Classroom 

In line with Fields SL programôs learning objectives, the SL classes were designed to 

help students understand the concept and purpose of SL, increase English vocabulary knowledge, 

enhance oral communication skills, and reflect on service experiences. These objectives were 

assessed through reading materials related to volunteerism, speaking activities, small group 

reflection, individual and paired presentations, and written reports. 

The SL classes correspond to the SL cycle in this way: Before service, the students 

became familiar with the concept of SL and service agencies prior to participating in service 

activities. During service, the students were given opportunities to share what they experienced 

and observed at the service sites, guided by reflection questions on classroom handouts. The 

students also attended talks by guest speakers on volunteerism and a class trip to a taro farm, and 

when relevant, they learned about Hawaiian culture and useful vocabulary by reading short 

stories. After service, the students delivered a 5-minute individual presentation and a 10-minute 

final presentation in small groups or pairs. 

Following two initial observations of each SL class, during which the researcher was a 

nonparticipant observer who took fieldnotes silently on a laptop, the subsequent visits to the 

classrooms involved setting up two HD video cameras on standing tripods and two mobile 
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devices used as voice recorders to capture the participantsô interactions from different angles as 

they worked in small groups. During small group interaction, three to four student participantsô 

desks were arranged into a semi-circle to work on classroom activities, such as Reading Circles, 

reflection activities, and handouts. A voice recording device was placed on one of the 

participantsô desks to ensure high sound quality. In rare cases where the participants worked in 

different groups, video- and audio-recorders were used to capture their interactions separately 

(i.e., one video camera and audio-recording device per group). For the individual and 

collaborative presentations, a video camera and an audio-recording device were used. Studentsô 

final presentation was not recorded. 

3.3 Multimodal CA 

To account for the diverse SL activities included in the data, this dissertation adopts 

multimodal CA (Deppermann, 2013; Mondada, 2016; Streeck et al., 2011) as the analytical 

framework to examine how the participants accomplish SL in real-time interaction. Pioneered by 

several CA scholars (e.g., C. Goodwin, 1986; Heath & Luff, 1992; Sacks & Schegloff, 2002), 

multimodal CAôs project is to examine how participants mobilize and arrange multiple resources 

within the complex ecology of the setting to accomplish the activity at hand. Depending on the 

ecologies and types of activities the participants are engaged in, these resources may encompass 

an assemblage of talk, gaze, facial expressions, gesture, bodily conduct, movements, and 

manipulation of objects. In line with the fundamental principles of ethnomethodology (Garfinkel, 

1967) and CA (Sacks et al., 1974), multimodal CA adopts an emic perspective to examine how 

interactants use a rich array of resources selectively and accountably in the unfolding interaction. 

Multimodal CA has served a productive framework for studies of touch (e.g., Cekaite & 

Mondada, 2020), objects (e.g., Day & Wagner, 2019; Nevile et al., 2014), temporality (e.g., 
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Deppermann & Streeck, 2018), mobility (e.g., Haddington et al., 2013) intercorporeality (e.g., 

Meyer et al., 2017), and multiactivity (e.g., Haddington et al., 2014) in social interaction. 

3.4 Transcription  

Considering transcription as theory (Ochs, 1979)ða selective and reflexive process 

informed by the researcherôs agenda and theoretical assumptionsðtranscribing and representing 

interactional conduct vary depending on the researchersô analytical foci and the nature of the 

activity under examination. A longstanding methodological issue is how interaction can be 

systematically transcribed so that activity-relevant details are preserved and accurately 

represented on the printed page to provide accessibility, intelligibility, and accountability for 

both the analyst and the reader (C. Goodwin, 2018; Mondada, 2007). 

The transcription system for CA developed by Jefferson (2004) is the most widely 

accepted standard for transcribing talk and nonlinguistic vocalizations (e.g., laughter and in- and 

out-breath). Since then, it has been further developed to represent crying (Hepburn & Bolden, 

2012) and visible conduct such as gaze, gesture, movement, sometimes accompanied by video 

framegrabs or drawings (see Hepburn & Bolden, 2017, for a detailed discussion). Prominent 

examples include (a) Streeckôs (2009) use of different symbols along with a description to 

indicate the duration of gesture, movement beats, and gaze at the interlocutorôs gesture; (b) C. 

Goodwinôs (2018) incorporation of framegrabs with an erased background to highlight the 

phenomenon in focus; and (c) Mondadaôs (2019) conventions for transcribing the precise timing 

of silent actions, making a clear distinction between preparatory actions leading up to the main 

action as well as moments when the actions are retracted. Each transcription system was 

developed with the researcherôs needs and analytical foci in mind. 
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While nonvocal actions can be mapped over vocal conduct in talk-centered activities 

(Hepburn & Bolden, 2017), when transcribing silent actions, embodiment must be anchored 

through other means, such as clock timings (Luff & Heath, 2015) or marking the pacing and 

duration of embodied actions (Mondada, 2018). In transcribing the temporality of interaction, 

Mondada (2018) distinguished chronos (i.e., ñan abstract, measured, homogeneous time,ò p. 100) 

from kairos (i.e., ña relative time defined by the pace of ongoing action,ò p. 100). Put simply, 

chronos is an etic measure of time external to an interaction, whereas kairos is an emic measure 

of time, defined from the participant-relevant perspective. 

According to Mondada (2018), Luff and Heathôs (2015) representation of silent actions 

(clock timing) presents an example of ñchronosò because they relied on measuring time 

ñexternalò to the interaction. In this way, the analyst is prevented from seeing the unfolding 

courses of action from the emic perspective. At the same time, however, Mondada acknowledges 

the challenge of representing time from a fully emic perspective. She wrote: 

Given that transcripts need a segmentable time for ordering different temporal lapses,  

 embodied action itself cannot be used as a primary praxeological reference because the  

 synthetic description of its continuous flow is not analytically segmented. This is part of  

 the paradox inscribing time in a visual-spatial representation, making a pure emic  

 representation of time difficult to achieve. (Mondada, 2018, p. 100, emphasis added) 

This dissertation adopts the Jeffersonian transcription system for transcribing talk-

centered activities. Bodily actions that co-occur with talk are represented using Burchôs (2017) 

conventions for embodiment, where the onset of nonvocal actions is marked by plus signs (ñ+ò) 

placed at the top of talk or duration of silences, and continuing actions are indicated by dashes 

(ñ-ò). To enhance readability, participantsô embodied actions are not assigned individualized 
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symbols (in contrast to Mondada, 2018). In instances of multilingual interaction, embodied 

actions are placed ñaboveò the talk rather than ñbelowò the talk to provide the morpheme-by-

morpheme gloss and idiomatic translations into English.  

In response to the ñchronos vs. kairosò dilemma, I decided to combine Luff and Heathôs 

(2015) and Mondadaôs (2018) multimodal transcription models to precisely capture the temporal 

trajectories of silent actions. To synthesize chronos with kairos, both activity-external and 

internal time served as resources for depicting the relative pacing of participantsô collaborative 

actions. This is achieved by incorporating time trajectories (Choe, 2020) into Burchôs 

multimodal transcription system for anchoring and visualizing the temporal coordination of 

silent actions (see Figure 10). 

Figure 10  

 

An Example of Time Trajectories in Multimodal Transcripts 

 
Note. Incorporating time trajectories into Burchôs (2017) multimodal transcription system to highlight the 

temporal order in focus (lines 2 & 4).  

In Figure 10, Abbyôs (abb) action in line 2 starts at the beginning of the time trajectory, 

and Leoôs (leo) starts at the 0.8-second mark. Both participants then engage in different sets of 

action in line 3 for eight seconds. In line 4, Abby withdraws her hands from the paper at the 0.2-

second mark, followed by sitting down at the 0.5-second mark. At 0.8 seconds, Abby touches the 

bottom of the paper with her hands while Leo withdraws his hands from the paper. As seen in 
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this example, only parts that are relevant for the analysis are transcribed in such a way. The time 

trajectory is especially resourceful when locating the exact timing when two or more 

participantsô simultaneous actions converge or diverge. 

In the excerpts, framegrabs are inserted into the multimodal transcripts to visually present 

participantsô embodiment at relevant places. As C. Goodwin (2018) wrote, ñéwords alone are 

not adequate to present to the reader, or myself, how action in interaction is cooperatively built 

through the simultaneous orchestration of these very different resourcesò (p. 102, emphasis 

added). Additionally, C. Goodwinôs (2018) technique of erasing irrelevant details in framegrabs 

was applied to highlight only the features in focus. When appropriate, arrows and circles (in 

yellow color) are added to the framegrabs to enhance the highlighted features. 

3.5 Data Exploration 

Following the standard protocol of CA (see Sidnell, 2012), I conducted an initial 

exploration of the entire corpus through unmotivated looking (Psathas, 1994)ðnamely, the 

researcher examines the data without a predetermined analytic agenda. In other words, rather 

than superimposing a priori assumptions about participantsô ways of accomplishing the activities, 

I began by noticing what the participants treated as locally relevant and the methods they used to 

achieve a particular outcome. During this process, I ensured adherence to the ñunmotivatedò 

inquiry by describing participantsô orientation to the unfolding interaction, the social actions they 

produced, and the resources they drew on to accomplish these actions. 

Repeatedly examining the data in this way resulted in my observations of several 

recurring phenomena across the diverse activities. For example, I noticed that in both the 

classroom and at the service sites, participants frequently made use of material objects (e.g., 

handouts, letters, mobile devices) and immaterial objects (e.g., gestures; see Nevile et al., 2014) 
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to accomplish various actions: activity transition, making requests, establishing a shared 

understanding, and achieving cooperation. Additionally, I also noticed that participants at the 

service sites appeared to utilize additional resources from the spatial and temporal dimensions. 

From there, I began to build a collection of similar instances of the same phenomenon across the 

two educational settings. Among the candidate phenomena, I selected two analytic foci to be 

systematically examined in this dissertation due to their frequent occurrence in the data: (a) 

mobilizing others and being mobilized and (b) intercorporeal co-operative practices. 

3.6 Research Questions 

In line with the two analytical foci outlined above, the study asks: 

1. What mobilization practices and resources do the participants use to collaboratively 

achieve SL activities at the service sites and in the classroom? 

2. What intercorporeal co-operative practices and resources do the participants employ to 

co-accomplish SL activities at the service sites and in the classroom? 

3. What do participantsô mobilization and intercorporeal co-operative practices reveal about 

their orientation to SL as a social activity across the two educational settings? 



CHAPTER 4: MOBILIZING OTHERS AND BEING MOBILIZED  

The current chapter describes participantsô mobilizing practices at the service sites and in 

the classroom. Generally, mobilization involves getting others to do thing, including transferring 

an object, a service, or information (Couper-Kuhlen & Selting, 2018; following Schegloff, 

2007); respond in a certain way such as showing embodied understanding in transferring bodily 

knowledge (e.g., Ehmer, 2021; Evans & Reynolds, 2016; Keevallik, 2010; Råman, 2019); or stop 

an ongoing action (e.g., Kim & Kim, 2020). Focusing on participantsô multimodal practices for 

getting others to act, this chapter delves into the interactional practices involved in mobilizing 

others and being mobilized across different SL activities, and what these practices inform us 

about participantsô orientation to SL. 

Close to recruitmentðthe embodied display of trouble or need and requesting or 

soliciting otherôs here-and-now contribution or assistance (Kendrick & Drew, 2016)ð

mobilization encompasses a broader range of activities, including cooperation, contribution, or 

assistance by a specific other in a specific situation (Taleghani-Nikazm et al., 2020). With a 

focus on the nexus between turn design and the larger activity of the mobilizing actions, 

mobilization involves a range of moves that participants can use to direct, guide, request, and 

prompt othersô actions, which may or may not involve the public display of trouble or need. As 

Betz et al. (2020) explain, the design of a mobilizing turn is intrinsically tied to participantsô 

understanding of the larger activity context, which reflexively impacts their local conduct. Such 

relevance of óactivityô is captured by, for example, Kim and Kim (2020), who investigated 

Korean speakersô use of the -e/a imperative (ñplain imperativeò) and the imperative with the 

added auxiliary verb po- (ñseeò; ñpwa imperativeò) to request here-and-now actions. They found 

that the selection of the imperative form reflects the requesterôs anticipation of the nominated 
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action within the larger activity (ñsituation design,ò Betz et al., 2020). Specifically, plain 

imperatives are used for requests unrelated to a projected next action (e.g., asking someone to 

state the phone number without anticipating a subsequent action), whereas pwa imperatives are 

used for requests that advance a larger course of action (e.g., stopping someone from placing 

canned goods in the cart [current action] to check the expiration date [nominated action]). 

While mobilization is a relatively emergent term, given its close association with other 

well-established terms in the CA literature, such as ñrecruitment,ò ñdirectives,ò and ñrequests,ò a 

brief discussion of these concepts is in order. Central to cooperation and collaboration of human 

sociality, recruitment can be defined as ñan interactional outcome or effect that participants in 

interaction have alternative methods to achieveò (Kendrick & Drew, 2016, p. 2, emphasis 

added). While the theoretical roots of recruitment stemmed from earlier works on speech act 

pragmatics (Blum-Kulka et al., 1989; Searle, 1976), the term ñ[reflects] a shift from an approach 

centered around the speech act of requesting to one addressing the interactional process of 

getting others to actò (Rossi et al., 2020, p. 6, italics added). A recruitment sequence minimally 

entails two temporally adjacent moves (Rossi et al., 2020): (a) a participant (the recruiter) 

produces an action designed for or is publicly oriented to by a recipient, and (b) the recipient (the 

recruitee) produces an action in response to the recruiterôs prior action; in the second move, the 

recruitee can respond by (a) fulfilling the recruited action immediately (ñfulfillmentò), (b) 

showing a lack of ability or willingness to fulfill the recruited action (ñrejectionò), (c) delaying 

the fulfillment (ñdefermentò), or (d) initiating a repair prior to the fulfillment (ñinitiation of 

repairò). Furthermore, the base sequence can be preceded by preliminaries (e.g., pre-requests) 

that foreground the primary action (ñaction projection,ò Schegloff, 2007). When analyzing 

recruitment, the analyst examines how a recruiting action is formed (design), when it occurs in 
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the interaction (position), whose rights are made relevant through the action, and how and when 

it is responded to by the recruitee.

In the CA literature, ñrequestò and ñdirectiveò are often used interchangeably. However, 

some scholars (e.g., Craven & Potter, 2010) have argued that the former involves ñaskingò 

someone to do things (e.g., ñCould you X?ò) whereas the latter ñtellingò (e.g., ñDo Xò). Drawing 

on Searleôs (1976) illocutionary acts which includes directives (getting someone to do 

something, e.g., requests, proposals, and suggestions) and commissives (committing or assuming 

an obligation, e.g., offers and invitations), Couper-Kuhlen (2014; following Hancher, 1979) 

argues that both categories of actions (which she calls ñdirective-commissive actionsò) can be 

conceptualized terms of agentivityðwho does the actionðand beneficiaryðwho benefits from 

the action. In making requests, for instance, the agent of future action is Other and the 

beneficiary of future action is Self; on the other hand, in making proposals, the agent and 

beneficiary of future action include both Self and Other. Furthermore, these action types can be 

fulfilled by imperatives (e.g., ñclose the doorò)ðverbs that ñhave no tense, no modality, and no 

subject in their barest formò (Sorjonen et al., 2017, p. 8, original emphasis)ðto convey 

participantsô orientation to the timeliness of completing the nominated action (Mondada, 2017). 

In situations where multiple imperatives are used, participants may display their orientation to 

the fast temporal progression of the ongoing task by fulfilling the nominated action without 

hesitation or even shortly before the completion of the imperatives (ñearly responsivity,ò 

Mondada, 2021). By contrast, delayed responses may occur when the participants orient to 

negotiating understanding by initiating repairs, among other reasons. 

As a multimodal accomplishment, getting others to act goes beyond grammar and lexis to 

include manipulating objects, gestures, and mobility (or the lack thereof). Examples include (a) 
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shaking a pill bottle to summon a patientôs attention at a pharmacy (Nguyen, 2012); (b) pointing, 

reaching out, holding out, or waving an object to direct othersô attention to the object and invite 

them to deduce its relevance for the ongoing activity (e.g., Kendrick, 2020; Mondada, 2017; 

Rossi, 2014); and (c) in mobile activities, such as shopping together, the mobilizer can stand still 

and use imperatives such as ñhold onò (Kim & Kim, 2020) to request appropriate next actions 

from the recipient. These examples once again highlight how participantsô shared understanding 

of their ongoing ñinvolvement, commitment, benefit and sharedness [in an activity] may be 

publicly observable, displayed locally through participantsô earlier embodied and/or verbal 

contributions to the activityò (Sorjonen et al., 2017, p. 12) 

Similarly, Mondada (2017, 2021) suggests that participants rely on their shared 

understanding of the praxeological contextða flow of actions from prior, current, to projected 

next actionsðto make sense of the timeliness, relevance, indexicality, and projectability of 

directives. An example of how mobilization is contingent upon participantsô understanding of the 

praxeological context and the larger activity comes from Horlacher (2019), who illustrated how 

hair salon apprentices made sense of when to hand the mirror to the hairdresser by monitoring 

and anticipating the hairdresserôs actions. Even in the absence of overt requests, the apprentices 

routinely initiated the action of retrieving and passing the mirror in final assessing sequences, 

using the hairdresserôs hair spraying action as a procedure-ending cue. Sorjonen and Raevaaraôs 

(2014) study of buying cigarettes at the convenience store also shed light on how participantsô 

choice of verbal request format is intrinsically tied to the interactional space (Mondada, 2009) 

and participation framework configured by their bodies in the physical environment. Compared 

to producing a minimal request with a noun phrase, designing a request in a clausal format (e.g., 
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ñIôd like Xò) allows the customer to initiate the request early while approaching the transaction 

point (when the clerk displayed a readiness to engage with the customer).  

In short, the studies reviewed above point to the fact that our understanding of 

mobilization and its responses should not be limited to adjacency pairs (the mobilizing and 

responding actions) but also include participantsô mutual and cooperative understanding of their 

participation framework, the praxeological context, and the larger activity. It is for this reason 

that the current chapter adopts Taleghani-Nikazm et al.ôs (2020) terminology ñmobilizing othersò 

as an umbrella term that encompasses ñrecruitment,ò ñdirectives,ò and ñrequests,ò to examine 

participantsô alternative methods of getting others to act and their responses across different SL 

activities, and how such practices are shaped by their exhibited mutual understanding of the 

overall activity, (re)configurations of the participation framework constrained by the particular 

interactional setting, and participantsô orientation to the temporal progression of task completion. 

The analysis will demonstrate that SL generates fruitful opportunities for the participants 

to engage in diverse mobilizing actions related to the cooperative sharing of content, lexical, and 

embodied knowledge, supporting the view that language learning and teaching are essentially a 

multifaceted, embodied, and multisensorial experience (Atkinson, 2019; Douglas Fir Group, 

2016). As will be shown, the participants coordinated a range of multimodal resources within the 

local interactional ecology to get others to do things for different practical purposes. Their 

orientation to collaborative task achievement and the transfer of embodied knowledge at the 

service sites is evident in the more implicit, elliptical, and action-oriented mobilization designs; 

by contrast, their orientation to pursue mutual access to a knowledge object and humor in the 

classroom is reflected in their more explicit, modulated, and talk-oriented mobilization designs. 
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The analysis will suggest that SL exposes students to a rich spectrum of situationally-designed 

mobilization practices central to establishing reciprocity and cooperation. 

In what follows, I will first illustrate two canonical mobilization sequences derived from 

the data (section 4.1). After that, I will describe the common practices observed across the 

service sites and the classroom (sections 4.2 & 4.3), followed by mobilization practices that are 

unique to the service sites (section 4.4) and the classroom (section 4.5). The chapter ends with a 

summary of the analysis (section 4.6). 

4.1 Prototypical Mobilizing Actions and Their Responses in SL Interaction 

The data showed that participants engage in mobilization practices for different practical 

reasons. At the service sites, mobilizing actions occur in environments where the participants 

maneuver task-essential objects (Weilenmann & Lymer, 2014), such as folding papers or taping 

cardboard boxes. The participants usually work in pairs to accomplish such tasks: One party 

(e.g., holding onto the cardboard box) mobilizes the other party to do certain things (e.g., 

dispensing the tape), which benefits both parties in light of collaborative task accomplishment. 

These mobilizing actions typically involve transferring or manipulating task-essential objects. 

Mobilization in the classroom, on the other hand, primarily occurs in environments where the 

participants are orienting to written materials (e.g., handouts or slides) during group work, such 

as completing handout questions or sharing service experiences based on guided reflection 

questions. These mobilizing actions largely involve transferring knowledge or information. A 

quintessential mobilization sequence is initiated by one party who produces a mobilizing action 

(first pair-part), and it is responded to by another party who completes the mobilized action 

(second pair-part), forming a base adjacency pair (Schegloff, 2007). Excerpts 1 and 2 illustrate 

the prototypical mobilizing actions and their responses at the service site and in the classroom.  
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Excerpt 1 takes place at Jodo-en, during which Kai (community volunteer) and Mikki 

(student) work on lantern preparation. The excerpt will show the noticeable brevity of mobilizing 

formats at the service sites. Kai is an old-timer who has been volunteering at Jodo-en every year 

for the past two decades. Mikki is a first-timer participating in the activity. Shortly before the 

excerpt, the participants carefully placed a lantern paper over the lantern frame. Then, Kai 

delivers a positive assessment of their prior action (placing the lantern paper over the frame) and 

initiates a mobilization sequence via gaze, pointing gesture, and the adjective ñsmallò (lines 3ï5), 

directing Mikki to pass him a small piece of tape. 

 Adjective + Gaze + Pointing. 

 

(1) ñSmallò 040619_MK_CAM101_20_34 
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 Kaiôs mobilizing turn format (ñsmall,ò line 5) suggests that he is treating the requested 

object as known to the mobilizee (Zinken & Deppermann, 2017). Before Kaiôs turn comes to 

completion, Mikki gazes to where the tape dispenser is while simultaneously retrieving it (line 

5), showing early responsivity (Mondada, 2021). Mikkiôs immediate fulfillment of the mobilized 

action (line 7) can be attributed to the fact that the excerpt is extracted from a time when Kai and 

Mikki had already been working together for a while; thus, the participants had developed a 

shared interactional history which allows them to effectively understand each other even if the 

mobilizing action is highly implicit and elliptical (Deppermann, 2018). The mobilization 

sequence is completed when Kai retrieves the requested object from Mikki (line 9).  

In Excerpt 1, Kaiôs mobilizing turn design (adjective + gaze + pointing) successfully 

prompted the expected next action from Mikki (passing Kai a small piece of tape). The 

mobilizing turn is situationally-designed in that it reflects the participantsô sensitivity toward a 

shared interactional history, and Mikkiôs immediate compliance indicates her joint orientation to 

fulfilling the nominated action in order to progress the task. 

 Excerpt 2 presents a prototypical mobilization sequence in the SL classroom. Tonyôs 

class worked on handouts related to their visit to the loᾶi (taro farm). Working in small groups, 

the students (Mikki, Sora, and Mei) share their answers to questions on the handout. Prior to this, 

the students enacted a scene they witnessed at the loᾶi in response to the question: ñWhat was 

your impression of the loᾶi?ò (see Excerpt 39), apparently lacking the linguistic resources to 
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describe the scene (water droplets sliding off of the taro leaf). In their reenactment, the 

participants established a rhythmic three-part structure (Jefferson, 1990): ñleaf,ò ñwater,ò and a 

raised pitched ñpoᾆǼ!.ò2 After Tony asked the group to review the loᾶi handout (not shown), 

Mikki summons Tonyôs attention by her personal name in a fast tempo with a slightly rising 

intonation (line 1), ensuring Tonyôs availability and projecting an upcoming utterance (Couper-

Kuhlen & Selting, 2018). We will see how Mikki mobilizes vocabulary support from Tony via a 

question-word interrogative + enactment (line 4). 

 Question-Word Interrogative  + Enactment. 

(2) ñSlideò 040919_MMS_CAM201_09_41 

 

 
 Mikki verbally formulates the mobilizing action with a word search marker (Eskildsen & 

Theodórsdóttir, 2017): ñhow do you sa:y-ò (line 4), a prospective indexical that specifies 

vocabulary as the target of the request and ñprovides recipients with resources for 

 
2  While Jefferson (1990) showed that a more general item (e.g., ñor anything elseò) could occupy the third slot as a 
list completer, in Excerpt 2, the third item (a raised pitch ñpoᾆǼ!ò) is an acoustic element generated by colliding the 

first two items (ñleafò and ñwaterò), which the students lack the description for. 
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coparticipationò (Hayashi, 2003, p. 121; following C. Goodwin, 1996). During the pause (line 4), 

Mikki shifts her gaze to Sora, inviting Sora to partake in co-constructing the mobilization. Mikki 

then holds out her palm while producing the first item of the previously-established temporal 

order (not shown; but see Excerpt 39) with continuing intonation (ñl(hh)eafu,ò line 4), though 

she aborts the turn-in-progress. In line 5, Sora self-selects as next speaker to complete the series 

of events: ñwaterò and a raised pitch ñpoᾆǼ!ò and its multimodal components (line 5), utilizing 

the programmatic relevance of the three-part construction as a sequential resource (Jefferson, 

1990). Tony provides a candidate solution with upward intonation (ñdropped?,ò line 7), which 

invites the recipientsô (dis)confirmation. Although the students treat the candidate solution as 

questionable (lines 8ï10) and extend the sequence by clarifying the object of their collective 

word search (not shown), the mobilization sequence in its most minimal form is completed. 

Excerpt 2 has presented a typical case of mobilization sequences in the SL classroom, 

which often involve the use of question-word interrogatives and accompanying bodily actions. 

Note how Mikkiôs mobilizing turn was situationally-designed to (a) invite her peer (Sora) to 

partake in collaboratively constructing the turn based on their mutual knowledge access to a 

shared past event and (b) solicit immediate vocabulary support from the teacher (Tony) in 

orientation to activity progressivity (small group discussion). 

 The two examples above have shown the typical sequential structure of mobilizing 

practices at the service sites and in the classroom. These examples have also illustrated that the 

object of mobilization usually differs across the two educational settings: activity-relevant 

objects at the service sites and linguistic or content knowledge in the classroom. Both examples, 

however, showed that mobilizing others and being mobilized is a multimodal achievement 

involving the coordination of multimodal resources such as gaze, ideophones, pointing, and 
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verbal formulations, and that participantsô ways of formatting the mobilizing turns are directly 

tied to their shared understanding of the interactional histories and activity context. The rest of 

the chapter describes various sequential environments in which participants mobilize others to do 

things across a wide range of SL tasks, and how their action formation and ascription are colored 

by a mutual orientation to the activity and the immediate interactional ecology therein. 

4.2 Mobilizing Others to Repeat a Prior Action 

One common mobilizing practice encountered throughout the dataset is that participants 

mobilize their partners to repeat a prior action (five instances at the service sites and five in the 

classroom). This practice could be done verbally via the formulaic expression ñone more (time, 

please),ò sometimes accompanied by gesturing ñoneò with an index finger. The mobilized action 

(a repeat of a prior action) can be fulfilled collaboratively by the mobilizer and mobilizee, or 

individually by the mobilizee alone, depending on the activity. 

As will be shown, participants employ this practice for different practical reasons. At the 

service sites, mobilizing others to repeat a prior action is deployed when a participant treats a 

prior action as unsatisfactory for task completion; hence, calling for a repetition of the prior 

action serves as an attempt to remedy the problem. In the classroom, this practice is used 

following a mobilizerôs displays of non-understanding or troubles with hearing, and in one 

special case, a mobilizer orients to an element in the prior action as laughable and hence ñencore-

able.ò The mobilizeesô responses to being mobilized to relaunch a prior action also vary across 

the two educational settings, which indexes their orientation to the larger activity. 

4.2.1 Identifying a Problem and Remedying the Problem by Mobilizing Repeated Action 

Excerpts 3 and 4 are representative cases of how participants at the service sites deploy 

and respond to the practice of mobilizing others to repeat a prior action. In Excerpt 3 (a few 
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moments before Excerpt 1), Kai and Mikki place a sheet of lantern paper over the wooden frame. 

This part of lantern preparation requires careful movements because the thin paper is to be fitted 

perfectly on the frame without any space in between and without ripping the paper. We will see 

how Kai mobilizes Mikki to repeat a prior action following his identification of an emergent 

problem having to do with the lantern paper. The excerpt begins with Kaiôs attempt to place the 

paper on the lantern frame while Mikki stabilizes the frame (line 1). Following a failed attempt 

(line 2), Kai mobilizes Mikki to join him in repeating the prior action (line 11). 

 Proposal without Object Encoding + Formulaic Expression. 

(3) ñLetôs Checkò 040619_MK_CAM101_12_40 
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As Kai attempts to place the paper over the frame, the paper derails from the frame 

(Frame 1) and makes a loud fluttering sound (line 2). Although Mikki shows an attempt to offer 

assistance by moving her hand toward the paper (line 3), she quickly retracts her action as Kai 

moves the paper toward himself for closer inspection. In identifying the problem, Kai speculates 

that the unsuccessful attempt is caused by a mistake they made in a prior step (lines 6ï7). 

Although Mikki does not verbally respond to Kaiôs account, her silent actions index mutual 

engagement in studying the issue (Frame 2).  
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A few moments later, Kai initiates a relaunch of his prior action by partially placing the 

paper on the frame (line 10). Notice how Kai orients to the current task as a collaborative 

achievement (line 11): (a) He mobilizes Mikki to repeat the prior action with him rather than re-

doing the prior action himself; (b) his formulates the mobilizing turn as a proposal (ñletôs 

checkò), which indexes both parties as the agent and beneficiary of future action (Couper-

Kuhlen, 2014); and (c) he moves the lantern paper slightly toward Mikki, thereby making 

retrieval of the paper a compliant, relevant next.3 Also note that Kaiôs proposal is designed 

without object encoding, which indicates that the object is recognizable to the recipient (Zinken 

& Deppermann, 2017). Latching onto the proposal is the formulaic expression ñ>one more 

time.<ò produced in fast speech and with falling intonation (line 11), which completes the 

mobilizing action. Mikkiôs fulfillment of the mobilization is done instantaneously as she 

retrieves the paper and begins placing it over the frame (line 12), suggesting her orientation to 

cooperation and urgency in providing assistance. 

 In this excerpt, Kai mobilized Mikki to redo a prior action with him following a failed 

attempt at properly placing the paper over the lantern frame. Again, Kaiôs turn design (e.g., 

proposal without object encoding) reflects his orientation to a shared interactional history with 

Mikki, and Mikkiôs instantaneous fulfillment of the mobilization indicates a mutual orientation 

to completing the current task as part of the larger collaborative activity. 

Excerpt 4 presents another instance of the same practice at Mahalo Foodbankôs 

warehouse. Two student participants (Isabel & Kathy) tape cardboard boxes to be used for food 

packaging. The participants had previously established a shared routine: When one person is in 

 
3 While moving the paper toward Mikki, Kai also points his index finger forward (line 11). However, it remains 

ambiguous whether Kai is gesturing the number ñoneò or that the gesture is merely an incidental pointing as he 

delicately maneuvers the thin lantern paper with his thumb and middle finger. 
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charge of taping the box, the other person stabilizes the box and often smoothens the just-taped 

area. In this excerpt, Kathy tapes across a cardboard box while engaging in small talk with 

Isabel. Treating the result of Kathyôs just-prior taping action as unsatisfactory, Isabel mobilizes 

Kathy to redo the just-prior taping action using silent actions (pointing and number gesture). 

Leading up to the excerpt, the participants mutually paused their talking in orientation to taping 

the cardboard box. We join the interaction as Kathy breaks off the tape with force and Isabel 

smoothens the tape (line 1). 

 Pointing + Number Gesture. 

(4) ñTape Againò 042019_KI_CAM105_29_41 
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After breaking off the tape, Kathy taps the edge of the cardboard box while gazing and 

smiling at Isabel (lines 2ï3), thus treating her prior action as complete and inviting alignment 

from Isabel.4 Isabel, however, visibly orients to the completeness of Kathyôs prior action as 

problematic (line 3): She tilts her head while tapping the top of the cardboard box once with her 

index finger (Frame 1), a pointing gesture that precisely locates where the problem occurred; 

next, she employs a number gesture as a nonvocal directive to get Kathy to launch her prior 

action once more (Frame 2). These two consecutive actions suggest that Isabel is not aligning 

with Kathyôs projected action trajectory; rather, she is mobilizing Kathy to repeat her prior 

action, picking up from a specific place where the problem arose. 

 
4 It has been observed that participants in Mahalo Foodbank warehouseôs data tend to tap near the top of the 
cardboard box with their hand as a way to signal readiness to move onto the next expected action (e.g., to move the 

finished product aside; see, e.g., Excerpt 9). The closure-implicative tap has also been observed in service counter 

data in a Japanese school, where a person taps a book she is returning after checking if the CD inside the book was 

there (Hauser, personal communication). 
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Responding to Isabelôs mobilization with a smile, Kathy moves the tape dispenser toward 

the spot where Isabel pinpointed (line 4), projecting immediate compliance and readiness to tape 

over the box again. As Isabel places the tape on the cardboard box (Frame 3), Kathy resumes the 

previously-suspended talk (line 6), and amid their small talk (lines 8ï13), Kathy fulfills the 

mobilized action by re-taping the part that Isabel treated as problematic. The mobilized action is 

fulfilled when Kathy dispenses the tape with Isabelôs smoothening of it to avoid air bubbles (line 

14; cf. line 1). Isabelôs simultaneous embodiment before, during, and after Kathy launches the 

repeated action (lines 5ï6 & 14) indexes her orientation to the nominated action as a 

collaborative achievement.  

As with Excerpt 3, in Excerpt 4, a mobilization sequence was occasioned by one partyôs 

treatment of a just-prior action as problematic; yet, its completion required both partiesô 

reciprocated attention and understanding toward the unfolding activity. 

4.2.2 Initiating a Repair and Mobilizing a Repetition of Prior Talk 

 Excerpt 5 shows how a modulated request (ñone more time, pleaseò) and the number 

gesture are deployed in the classroom to mobilize a repetition of a speakerôs prior talk following 

a repair initiation. In Tonyôs classroom, Sora, Mikki, and Mei answer a discussion question: 

ñWhat was your impression of the loᾶi?ò After Mikki shared her pre-written response, Sora asked 

if they were supposed to complete the handout as homework, which was confirmed by the 

recipients. The excerpt will show how Sora orients to achieving intersubjectivity by via the 

formulaic expression (ñone more timeò), the modulating element (ñpleaseò), and a number 

gesture to mobilize Meiôs repetition of prior talk (line 15). We enter the conversation as Sora 

defers next speakership by passing the floor to Mei (line 4). 

Formulaic Expression + Modulation + Number Gesture. 
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(5) ñTaro Taro 1ò 040919_MMS_CAM201_07_07 
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Meiôs turn interspersed with sound stretches, pauses, and a candidate insertion, 

ñ>leŷbu?<ò (lines 7ï8) indicates a word search in-progress. The word search is accompanied by 

a representational gesture (Müller et al., 2013) that resembles the kalo (corm) of the taro plant 

(line 8), which makes the searched for item publicly accessible to the recipients (Goodwin & 

Goodwin, 1986). Yet, neither switching to Japanese nor the representational gesture turns out to 

be sufficient for establishing intersubjectivity. Leaning her torso forward, Sora initiates a repair 

and subsequently deploys an ear cupping gesture (Mortensen, 2016; Frame 1) to either indicate 

her trouble with hearing or prompt Mei to use English (lines 9ï10). In any case, Soraôs embodied 

actions invite Mei to repeat or reformulate her prior talk. In an overlap with Mikkiôs repair 

initiation (ñwhat do you:: me(hh) hh,ò line 11), which indexes a problem in understanding 

(Schegloff, 1997), Mei repairs the source in Japanese (ñkirei.,ò line 12) in orientation to achieve 

understanding with the recipients. While Sora offers an English equivalent in the next turn 

(ñbeautiful.,ò line 13), Meiôs partial acceptance of it (line 14) suggests that the word search 

solution remains inconclusive. 

Prefaced by another repair initiator (ñÁun?Á,ò line 15), Sora deploys an embodied 

modulated request composed of the formulaic expression ñone more timeò, the modulating 

element ñpleaseò, and the number gesture (line 15) to mobilize Meiôs repetition of the troubling 

turn. By attaching ñpleaseò to the request, Sora orients to the ñpotentially delicate aspects of 

what is being requestedò (Bolden, 2017, p. 200)ðfor instance, its compliance may prompt 

further trouble in talk from Mei without resolving the puzzle. Before Sora completes the 

mobilizing turn, Mei fulfills the requested action by recycling the previously-troubled turn (lines 

16 & 18; cf. lines 7 & 8), once again displaying uncertainty in her description. Nonetheless, Sora 

claims understanding of the term ñwellò via a latched receipt-through-repetition (Greer et al., 
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2009), treating the item as immediately recognizable and ñone that is expected to play some role 

in the development of the topic in progressò (Greer et al., 2009, p. 15). Confirming Soraôs 

displayed recipiency, Mei continues current speakership by attempting to reformulate the prior-

troubled turn: ñleput?ò (line 20). Notice that Mei does not recycle the turn in its entirety but 

rather replaces the lexical item ñlebuò with its variation, ñleput,ò accompanied by a different 

gesture that she deems as more helpful in assisting Soraôs understanding. Although the repeated 

talk leads to more repair work (see Excerpt 6), at this point, the mobilized action is fulfilled.  

The example above has illustrated Soraôs multimodal mobilizing actions (e.g., ear 

cupping gesture, number gesture, modulated request) following a repair initiation and Meiôs 

immediate compliance to provide a reformulation of her earlier troubled turn. Note that the use 

of the modulating device ñpleaseò reflects Soraôs orientation to Self as the beneficiary of the 

requested action and Other (Mei) as the agent. To some extent, it also indexes Soraôs 

understanding of the current activity (small group discussion) as one which prioritizes achieving 

understanding over task progression. 

4.2.3 Mobilizing an Encore of a Prior Action 

Excerpt 6 (a continuation of Excerpt 5) presents a special case in which a participant 

(Mikki)  mobilizes a repeat of a prior turn without orienting to something in the preceding action 

as problematic or remedy-worthy. While the mobilizing turn is designed in a strikingly similar 

way as those seen in Excerpt 5, it carries a different interactional importðspecifically, it 

mobilizes a repetition of a laughable element in the prior turn for the purpose of extending a 

humorous sequence. Upon hearing the unrecognizable word, ñleputò (see Excerpt 5), Mikki and 

Sora engage in further repair work (lines 22ï23). As Mikki mobilizes Mei to explain her prior 

talk, Mei launches a reenactment by repeating the target referent ñtaroò multiple times while 
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moving her fists up and down (lines 25ï26). We will see how Meiôs reenactmentðtreated as 

humorous by the co-participantsðtriggers Mikkiôs mobilization of an encore. 

Formulaic Expression + Modulation + Number Gesture. 

(6) ñTaro Taro 2ò 040919_MMS_CAM201_07_29 
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 Toward the end of Meiôs reenactment (line 26), Mikki and Sora establish mutual gaze 

with one another while widening their mouths (Frame 3), visibly orienting to Meiôs prior action 

as surprising. After an outburst of laughter from all participants (lines 27ï31), Sora imitates the 

seemingly robotic enactment performed by Mei via an other-initiated repetition of gesture (line 
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32; cf. line 26), thereby extending the humorous sequence. On the other hand, Mikki mobilizes 

Mei to repeat the reenactment via the modulated request, ñone more time plea:se?,ò while 

deploying the number gesture and leaning toward Mei (line 40). Notice that although Mikkiôs 

mobilizing turn is designed using the same elements as the modulated requested shown in 

Excerpt 5, considering its sequential environment (amid laughter), it does not carry the same 

interactional properties as Soraôs earlier mobilization for repetition (see line 15 in Excerpt 5)ð

namely, rather than getting others to repeat a prior action due to a need to achieve understanding, 

Mikkiôs mobilization in Excerpt 6 is designed to elicit a call for an encore that prolongs the 

laughable moment (note Mikkiôs continuing laughter in line 42). 

 Mikkiôs sustained orientation to continue the humorous moment seems rather one-sided, 

however. Although Mei launches another attempt at describing the scene (line 41), initially 

recycling the same lexical element (ñtaroò) from her previous attempt, she pivots away from it by 

topicalizing a different word (ñrowò) instead. And by not repeating the previous performance, 

Mei orients to the taro reenactment as unsuccessful in establishing intersubjectivity. While the 

mobilized encore is not fulfilled, in the subsequent turns (lines 44ï54), the participants jointly 

orient to arriving at shared understanding: Sora demonstrates recognition of the target referent by 

producing the Japanese idiomatic phrase: ñseiri seiton [well-maintained and organized]ò (lines 

46 & 49) along with solution claps (lines 46 & 50) to indicate that the trouble has been solved 

(cf. ñsolution strokes/strikes,ò Hauser, 2014).5 Meiôs endorsement of the solution brings the 

extended collective word search sequence to its end (line 50).  

 
5 In Hauser (2014), the solution strokes/strikes are produced by the person who is having trouble finding the word. 

Here, the solution claps are produced by the recipient (Sora) as she claims understanding before offering a 

candidate. 
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Excerpt 6 contrasts with Excerpt 5 in that while the mobilizing turn design in both cases 

involve the formulaic expression, ñone more time,ò the modulating element ñplease,ò and a 

number gesture, its interactional import varied: repairing and achieving understanding in Excerpt 

5 vs. prolonging a humorous sequence in Excerpt 6. 

4.2.4 Summary 

The analysis above has shown how the participants mobilized their partner to redo a prior 

action at the service sites (section 4.2.1) and in the classroom (sections 4.2.2 & 4.2.3). At the 

service sites, a mobilized action was initiated following a failed attempt at maneuvering a task-

essential object (lantern paper in Excerpt 3 and tape in Excerpt 4), made visible by the 

mobilizerôs diagnosis of a problem. By identifying a problem prior to initiating the mobilized 

action, the mobilizer ñ[supplied] information that makes a request intelligibleò (Baranova & 

Dingemanse, 2016, p. 664). And by projecting the primary action with a preliminary (Schegloff, 

2007)ðin this case, an accountðthe mobilized action became more understandable, and hence, 

more likely to be accepted by the mobilizee (Houtkoop-Steenstra, 1990). 

Furthermore, the fact that the mobilizing action occurred after a failed attempt also 

indicates that the participants used this practice as remedial work to ñmake upò for a mistake 

made in the previous attempt. In both Excerpts 3 and 4, the mobilized action was responded to 

instantaneously without hesitation, pauses, resistance, or a need to initiate repairs despite the 

prevalent use of highly indexical and elliptical practices such as omitting the object (Excerpt 3) 

and using a nonvocal directive (Excerpt 4). Of note, although the mobilization was initiated one-

sidedly, the participants ostensibly oriented to fulfilling the mobilized action as a joint project 

(cf. ñbilateral requests,ò Rossi, 2012)ðthat is, ñan action on the part of the recipient is mobilized 

by the requester not as a self-directed action, but as a contribution to a shared goalò (Rossi, 2012, 
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p. 439). This is reflected in how the mobilizing actions were designed and the initiatorôs co-

participation in helping the nominee to complete the action collaboratively. 

In the classroom, mobilizing others to repeat a prior action is occasioned following a 

repair initiation (Excerpt 5), and in a deviant case, after a humorous reenactment (Excerpt 6). 

The mobilizer initiated a request for repetition of the mobilizeeôs prior action not only due to a 

need to remedy a mistake found in the prior turn but also to establish intersubjectivity (Excerpt 

5) and to prolong a laughable moment (Excerpt 6). In the former case, the mobilizer displayed 

troubles with hearing or understanding a prior speakerôs turn via an open-class repair initiator 

(Drew, 1997), indicating the presence of a trouble source without specifying it, before launching 

the formulaic expression, ñone more time,ò modulated by ñplease.ò The use of modulated 

requests suggests that the mobilizer orients to herself as the sole beneficiary of the mobilized 

action (ñunilateral requests,ò Rossi, 2012) while also indexing her orientation to the mobilization 

as delicate and possibly imposing upon the mobilizee (Bolden, 2017). In the deviant case 

(Excerpt 6), a mobilization sequence was initiated following an unexpected reenactment and in 

the midst of loud laughter. Despite bearing a striking resemblance with the modulated 

imperatives seen in Excerpt 5 (ñone more time, pleaseò + number gesture), its positionality 

informs us that it is an encore; the absence of fulfillment, then, was treated as procedurally 

inconsequential to the activity goal as the participants prioritized achieving intersubjectivity over 

extending a humorous moment. 

Some similarities and differences between the mobilizing turn designs are noted. Across 

both educational settings, the number gesture was repeatedly seen in the examples (Excerpts 4ï

6). While in the classroom the number gesture was observed to occur in tandem with the 

formulaic expression, ñone more time, pleaseò (Excerpts 5 & 6), at the service site, the same 
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gesture was used without talk to achieve a similar interactional effect (Excerpt 4). In terms of the 

differences, mobilization tended to be designedly bilateral at the service sites and unilateral in 

the classroom. Moreover, the mobilizing turns at the service sites were observably concise and 

elliptical whereas in the classroom they were mitigated. Participantsô selection of different 

design features reflects their orientation to the relevance of the larger activity. Specifically, they 

tended to prioritize task progression at the service sites and treat the service activity as a joint 

project; by contrast, they oriented to prioritizing gaining access to a shared knowledge object 

over task progression in the classroom. 

4.3 Mobilizing Others to Stop an Activity or Action-in-Progress 

Mobilizing others to do things not only involves getting someone to perform a new or 

repeated action (sections 4.1 & 4.2) but could also involve getting others to halt or completely 

stop a current course of action (e.g., Kim & Kim, 2020). This type of practice is observed across 

both educational settings (seven cases at the service sites and six in the classroom). In some 

cases, such as inserting an announcement, a participant mobilizes others to place the current 

activity or action on holdðñits resumption is foreseen: the activity is not abandoned but only 

postponedò (Haddington et al., 2014, p. 25). This contrasts with other cases, such as initiating a 

new activity, where a participant mobilizes others to stop and discard their current trajectory of 

action. The design of mobilization and the practical reasons for pausing or completely stopping 

an ongoing action vary depending on the participantsô orientation to the activity. While the 

fulfillment of the mobilized action could be immediate or delayed, examples included in this 

section mainly focus on the former scenario (immediate fulfillment). 
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4.3.1 Suspending the Current Activity to Insert a Side Activity 

Whether in the classroom or at the service sites, participants frequently engage in 

multiactivityð ñthe social, interactional and temporal features of situations and conduct in which 

people organise multiple activities together, concurrently or seriallyò (Haddington et al., 2014, p. 

5). The current section focuses particularly on how the participants manage multiple activities 

serially, where a current course of action (main activity) is suspended to prioritize another 

emergent course of action (side activity). In other words, the participants coordinate multiple 

activities by organizing them into consecutive order, dealing with one at a time. Of note, the 

distinction between ñmainò and ñsideò activities is never decided a priori but locally displayed 

and managed by the participants (Haddington et al., 2014). Excerpt 7 is from Mahalo 

Foodbankôs outdoor fundraising event, where Alex (a non-SL instructor at the ESL program) co-

participates in the activity with the students, and Excerpt 8 is from Megenôs SL classroom. These 

excerpts will show how the main activity is suspended to (a) to initiate a guessing game during 

an outdoor fundraising activity (Excerpt 7) and (b) to insert an announcement in the classroom 

(Excerpt 8). In both cases, the student participants respond immediately to the teacherôs initiation 

of the side activity by suspending their current activity. 

In Excerpt 7, Alex, Kathy, Elsa, and Ray are fundraising on the sidewalk as a team in a 

side-by-side arrangement, waving pre-made signs and shakas6 at passing vehicles to invite 

donations. For safety reasons, the student participants were not allowed to step off the sidewalk. 

Instead, upon identifying an interested donator, they were instructed to signal to Alex, who 

would then approach the donorôs vehicle with a fishing net. Prior to this excerpt, Alex retrieved 

some donations from a vehicle. In lines 1ï2, Alex returns to the sidewalk and resumes his default 

 
6 A ñshakaò (extending the thumb and pinky while curling the middle fingers) is a hand sign commonly used in 

Hawaiᾶi to express friendly messages, including ñaloha,ò ñhang loose,ò ñthank you,ò ñright on,ò etc. 
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position. We will see that Alex mobilizes the co-participants to halt their ongoing actions by 

reconfiguring his spatial arrangement and initiating a guessing game. The co-participants 

respond to Alexôs change in spatial arrangement by stopping their greeting actions and 

establishing a joint focus of attention (ñF-formation,ò Kendon, 1977, 1990). 

 F-Formation + Imperative. 

 

(7-1) ñGuess 1ò 041319_KERA_CAM108_00_15 
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 Having returned to the sidewalk, Alex gazes to the fishing net and touches the donation 

from outside of the net (line 3), haptically examining the donation. He even brings the net closer 

to himself (line 4), ensuring a clearer vision of the inspected object. After the inspection, Alex 

covers the money from outside of the net and begins stepping out of his original position (line 6). 

By transitioning out of the default side-by-side arrangement, Alex projects his next action as 

deviating from the already-established interactional routine. 
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 With the object hidden in his hand, Alex walks towards Elsa and Kathy to form a circle 

with the co-participants (line 7). His ongoing movement is immediately noticed by the co-

participants as they shift their gaze away from the passing cars to monitor his movements and the 

object in his hand (Frame 5). It is also precisely at this moment that an F-formation (Kendon, 

1977, 1990) is formed, where all participants ñsustain a spatial and orientational relationship in 

which the space between them is one to which they have equal, direct, and exclusive accessò 

(Kendon, 1990, p. 209, italics added). Put differently, the reconfiguration of participantsô spatial 

relationship (from linear to circular) and their vis-a-vis arrangement index a joint orientation to 

engage in the side activity, where some new business is to be accomplished while the main 

business of fundraising is put on hold. Furthermore, Alexôs imperative turn (ñguess (.) how much 

Źbill she ga:ve.,ò line 7) suggests that the here-and-now joint business is a guessing game related 

to the just-retrieved donation. 

 Excerpt 7-2 (immediately following 7-1) demonstrates how the participants orient to the 

occasioned guessing game. In response to Alexôs imperative turn (line 7), the co-participants 

contribute their answers, with Ray bidding the highest number (ñTE:N?,ò line 13). After 

collecting the responses, Alex uncovers his hands to reveal the answer (lines 14ï15). 

 Spatial Rearrangement. 

(7-2) ñGuess 2ò 041319_KERA_CAM108_00_20 
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 Alex uncovers the hidden bill while the co-participants jointly attend to its revelation 

(line 14 & Frame 6). As Alex pushes the bill upward, the co-participants lean their heads and 

torsos toward the net (Frame 7), forming a tighter circle around the object while anticipating the 

answer. In line 15, Alex announces the answer with some emphasis (elongation and stress), 

highlighting the anomaly of the amount they received, which turns out to be the sum of all 

guesses. In response to the revelation, Elsa, Kathy, and Ray indicate surprise via a series of loud 

cheers (lines 16ï19), visibly orienting to this answer as rewarding. The side activity comes to an 

end as Alex initiates a return to his original position (line 19), thereby dissolving the temporary 

interactional space (Mondada, 2009) formed specifically for the guessing activity.  

 In Excerpt 7, Alex spontaneously orchestrated a side activity and prompted the co-

participantsô engagement in it by reconfiguring the spatial arrangement to establish a joint focus 

of attention and using the imperative ñGuess how muchéò to direct the co-participants to 

perform an action (to guess). The co-participantsô ongoing monitoring of Alexôs changing 

movement and their joint understanding of the praxeological context (Alex just retrieved some 

donations from a vehicle) enabled them to perform the expected next action without a need to 

initiate repair or negotiate understanding. 

 In Excerpt 8, Kathy, Elsa, and Aliyah rehearse their individual presentations about SL in 

a small group. They were encouraged to ask and answer follow-up questions from their peers. 
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Moments before the excerpt, Aliyah shared her SL experience at a local aquarium, where she 

helped children change into different costumes for a special event. Aliyah showed a picture of 

the event and elaborated on her duty as an assistant (not shown). In this excerpt, Elsa launches a 

question concerning the costumes (lines 1ï4), and while responding to Elsaôs question, Aliyahôs 

talk-in-progress (line 5) is put on hold as the teacher (Megen) addresses the whole class with an 

announcement (line 6). Megen is off -camera. 

Repeated Imperatives. 

(8-1) ñHold On 1ò 043019_KEA_CAM101_11_37 
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Suspending the activity of rehearsing, Megenôs repeated imperatives (ñhold o::n, hold 

o:n.,ò line 6) are indicative of her urgency to summon the studentsô attention until they comply 

(Mondada, 2017). The fact that Megen makes this announcement now rather than earlier (before 

the students started rehearsing) suggests that she treats the message in the announcement as one 

that needs to be urgently delivered for proper task progression. As the students display 

attentiveness to Megen by adjusting their bodily orientations (line 6 & Frame 2), Megen uses a 

shift-implicative ñokayò (Beach, 1995) to segue into the actual announcement.  

In response to Megenôs ñokay,ò the students break away from the interactional space 

(Mondada, 2009) they had formed by shifting their gaze away from each other and toward where 

Megen is located (Frame 2), but with some differences: Elsa freezes a gesture she produced 

earlier (lines 4ï8) to display her orientation ñto the ongoing relevance of the suspended project 

and that it should be resumed after the emergent project é is completedò (Deppermann, 2014, p. 

261); Kathy also remains in the same postural position (leaning on the desk) while shifting her 

gaze to index a temporary involvement with the side sequence; and Aliyah, whose back is facing 
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Megen, shifts her upper body while maintaining the lower bodyôs position to indicate a 

momentary course of action and engagement with Megen (Schegloff, 1998). The participants 

maintain their stationary bodies throughout the duration of the announcement (line 6). 

The resumption of the main activity is shown in Excerpt 8-2 (moments after Excerpt 8-1), 

where the side activity is explicitly brought to an end through a pre-closing acknowledgment 

token and an overt ñgo-aheadò to return to the main activity (line 31). After the announcement, 

the students engaged in small talk to clarify their understanding of what notecards are (not 

shown). Excerpt 8-2 picks up the talk as Megen asks who needs a notecard (line 25). 

 Acknowledgment + Plain Imperative. 

(8-2) ñHold On 2ò 043019_KEA_CAM101_12_06 

 
((omitted lines: KAT, ELS, & ALI converse in Japanese, checking whether   
they need to get notecards from the teacher.))  
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 Although the camera does not capture Megen and the entire classroom, Megenôs self-

confirming response, ñeverybody. (0.2) yeah. I wŷa:s correct.ò (lines 28ï29), provides a 

retrospective account for the inserted announcement. Having accomplished the interactional 

agenda of suspending the main activity (to make an announcement and pass out the notecards), 

Megen initiates a pre-closing via the raised pitch acknowledgment token ñŷalrightò to 

ñaccomplish or embody a warrant for closingò (Schegloff & Sacks, 1973, p. 311). The plain 

imperative ñcontinue.ò (line 31), produced with falling intonation, serves a dual purpose here: (a) 

to make public that the side activity is terminated, and (b) to overtly direct the students to resume 

the main activity of rehearsing. 

In the omitted lines, the students briefly delay the resumption of the previously suspended 

sequence due to a need to clarify their understanding of what they would use the notecards for. 

Soon, they signal a return to focus on the activity of rehearsing, beginning with Elsa relaunching 

her earlier question about who made the costumes while pointing to Aliyahôs laptop screen (line 

39; cf. lines 1 & 4). Aliyah aligns with Elsaôs resumption by responding to her question and 

establishing mutual attention with her (lines 42 & 45).  



 108 

In sum, Excerpt 8 has shown that a teacher suspended studentsô rehearsal-in-progress by 

prioritizing the delivery of an emergent announcement. The rehearsal activity was put on hold 

via repeated imperatives, suggesting that the teacher treated the announcement as procedurally 

consequential for carrying out the rest of the rehearsal activity. The studentsô immediate 

responses (torso shift and gaze to the teacher) revealed their joint orientation to the 

announcement as attention-worthy. Once the announcement was delivered, the teacher explicitly 

mobilized the students to resume the rehearsal through an acknowledgment token (ñŷalright.ò) 

and a plain imperative (ñcontinue,ò line 31). 

Unlike Excerpt 7, where Alex closed the side sequence through silent actions, utilizing 

spatiality as a publicly shared and accessible resource recognized by all participants, in Excerpt 

8, Megen explicitly terminated the inserted activity with an acknowledgment token and a plain 

imperative. The formation of such mobilizing actions is intrinsically tied to the participantsô 

shared understanding of the activity context: Alex drew on resources relevant to the ecological 

context of the fundraising activity (e.g., spatiality) to introduce a guessing game during the 

fundraising activity, and Megen utilized more explicit resources (e.g., plain and repeated 

imperatives) to ensure the co-participantsô understanding of the presentation requirements during 

the rehearsal. In both cases, the co-participants responded to the initiation of the side activity 

without hesitation, suggesting their shared understanding of the mobilizing action embedded 

within the larger activity (the rehearsal). 

4.3.2 Suspending the Current Action to Complete a Prior Action 

Excerpts 9 and 10 are from a food packaging service activity at Mahalo Foodbankôs 

warehouse. Elsa and Yvette work in pairs to tape the cardboard boxes. They alternate between 

(a) taping the cardboard box and (b) stabilizing the box and moving the finished product to the 



 109 

side. These excerpts will illustrate how a mobilizer suspends her partnerôs current action in 

pursuit of completing a just-prior action. Excerpt 9 will demonstrate how touching the task-

essential object (Weilenmann & Lymer, 2014), the cardboard box, functions as nonvocal 

directive for momentarily stopping an action-in-progress. Excerpt 10 will show how questioning 

and reaching toward the box stop the mobilizeeôs current project. The analysis in this section will 

suggest that the explicitness of a mobilizing turn is contingent upon participantsô orientation to 

the completeness of the suspended action. 

 In Excerpt 9, Yvette utilizes a nonvocal directive with a sustained deictic gesture (lines 

4ï7) to halt Elsaôs ongoing action. Yvette is responsible for taping whereas Elsa is responsible 

for stabilizing the box. The excerpt starts with Yvetteôs taping action (line 1). 

 Touching the Object + Pointing. 

(9) ñTape Fixò 042019_EY_CAM103_04_37 
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 Treating Yvetteôs taping action as complete, Elsa begins lifting the cardboard box above 

the table (line 4), projecting her next action to transfer the completed object to its designated 

location. As Elsa lifts up the box, Yvette slaps the side of the box (line 4) to summon Elsaôs 

attention and prevent her from moving it further. Elsaôs moving action is suspended at this very 

moment as she holds the box in midair in a frozen posture (line 5). The frozen posture suggests 

that an action is only suspended rather than abandoned, projecting an imminent resumption of 

the halted project whenever the side sequence is terminated (Deppermann, 2014). While pausing 

her action, Elsa gazes toward Yvetteôs pointing finger (Frame 2), an embodied highlight that 

indicates the reason for pausing Elsaôs action-in-progress. 
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Orienting to Yvetteôs pointing as a call for mutual engagement, Elsa lowers the box to 

increase visibility and gazes to its side; meanwhile, Yvette adapts to the lowering of the box by 

adjusting the angle of her pointing finger and leaning her torso toward the box (lines 6ï7), 

projecting her upcoming action (adding a final touch to the just-taped area) as a short-time, 

temporary involvement (ñbody torque,ò Schegloff, 1998). Now treating the prior courses of 

action as completed, Yvette returns to her home position (Sacks & Schegloff, 2002) while Elsa 

resumes the suspended action by continuing to move the object away. 

In this example, Yvette mobilized Elsa to halt her ongoing movement (moving the box 

away) through a series of bodily actions surrounding the activity-relevant object, including 

slapping the side of the box (line 4) to highlight a problem that serves as an account for stopping 

Elsaôs ongoing action (line 5), and leaning into fix the problem (lines 6ï7) 

 Excerpt 10 presents a similar case as Excerpt 9, only this time the participantsô roles are 

switched: Yvette is responsible for stabilizing the box and moving it aside when Elsa completes 

the taping action. Elsa produces an explicit mobilizing turnðthrough questioning, reaching 

toward the object, and laughter (line 7)ðto suspend Yvetteôs action. The excerpt begins with 

Elsa taping across the box and making a complaint about taping the empty box due to a lack of 

stability (lines 1ï4)ðthat is, the box is being shifted around as Elsa tapes across it. Note that 

each box needs to be taped at least twice (in a crisscrossed style). 

 Questioning + Reaching Toward the Object + Laughter. 

(10) ñChigauò 042019_EY_CAM104_22_01 
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After Elsa breaks off the tape (line 6), she smoothens the just-taped area, a procedure-

ending cue (Horlacher, 2019) that signals the end of a taping action. During this time, Yvette 

begins moving her hands to the side of the box and lifting the box toward the side of the 

workstation (line 6), suggesting that she is treating Elsaôs prior taping action as complete. So far 

Elsa has only taped across the cardboard box once, so the next expected action is to rotate the 

box and tape across it. 

As the box is moved further away from the table (line 7), Elsa challenges Yvette by 

questioning and suspending her ongoing action (ñchiŷgau tte nani matte [no wait, what are you 

doing?]ò); meanwhile, Elsa extends her hand toward the box without actually touching it (Frame 

3). Mitigated by laughter tokens to reduce the impact of the challenge on the hearer, Elsaôs 

questioning successfully prompts immediate recognition from Yvette: She displays on-line 

recognition of her ñwrongò courses of action by lifting the box back up while smiling; soon after 

that, she returns the box to its default position (line 8) so that Elsa may continue taping (line 9). 

Compared to Excerpt 9, the design of the mobilizing turn in Excerpt 10 was more explicit 

as Elsa verbally questioned an unexpected action and used ñmatteò (wait) to put Yvetteôs action 

on hold. Notice that the suspended action in Excerpt 10 was near completion (Yvette almost 

stacked the box on top of other boxes by the side of the workstation), which means that the box 
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was moved farther away from the mobilizer compared to Excerpt 9. Although Elsa reached her 

hand toward the box, she did not (and very likely was not able to) touch it. On the other hand, the 

suspended action in Excerpt 9 was only halfway through completion, thus allowing early 

stopping via a less explicit method (touching the object without verbal directives). Moreover, 

whereas in Excerpt 9 the mobilizer (Yvette) suspended her partnerôs action to add a final touch to 

finish off the prior taping action, in Excerpt 10, the mobilizer (Elsa) suspended her partnerôs 

action-in-progress due to skipping the next expected action; hence, a more explicitly formulated 

mobilizing format (questioning) is used in reaction to a deviated action trajectory. 

4.3.3 Stopping the Current Activity to Initiate a New Activity 

The following analysis will show how a current activity is stopped and abandoned due to 

participantsô joint orientation to start a new activity. Excerpt 11 is from the beginning of Tonyôs 

class. Tony began the class while the students were engaged in small talk. Meanwhile, the 

researcher (Ann) set up recording equipment (two cameras and a mobile phone used as a voice 

recorder). Leading up to the excerpt, Sora and Mikki were being playful by blowing air into the 

voice recorder placed on Meiôs desk (Frame 1). The excerpt begins with Mei telling her peers to 

stop, which occurs in partial overlap with Tonyôs initiation of activity transition into the lesson 

(lines 1ï2). We will see how Tonyôs mobilizing turns (lines 2ï6) quickly undergo several 

transformations as she tries to summon the studentsô attention. Tony is off-camera. 

Plain Imperative + Attention-Getters. 

(11) ñAttention Pleaseò 040919_MMS_CAM201_01_43 
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 Terminating the prior sequence with a closure-implicative ñanywayò (Park, 2010), Tony 

summons the studentsô attention via a friendly term of address (ñladies,ò line 2). While Sora and 

Mei both ratify Tonyôs summons right away by shifting their gaze to where she is standing, the 

fact that Tony employs the address terms repeatedly suggests that she has yet to secure 

recipiency from the rest of the class. This includes Mikki, who extends her earlier playful 

sequence (blowing air into the voice recorder) by questioning Meiôs directive (line 3). Tony 

continues to solicit the classôs attention via an elongated imperative (ñliste::n,ò line 4), delivered 

with continuing intonation to index her sustained orientation to establish recipiency. This 

imperative appears to have ensured Mikkiôs availability as she disengages from the prior playful 

act and attends to Tony. Similarly, Sora moves her seat forward, indexing her full engagement 

with Tonyôs projected course of action (Frame 2). 

 However, Tonyôs grammatically incomplete turn in line 4 and the ensuing consecutive 

attention-getters (line 6) together suggest that she is experiencing some trouble in soliciting 

ratification from the class. The two attention-getters are noticeably contrastive in their design: 

The first one, ñattention plea:se.,ò is prima facie modulated whereas the second one after the 0.3-

second pause, ñhey ps ps ps.,ò is observably unmitigated. Considering the sequential 

environment of these successive mobilizing actions, Tony indexes an increasing sense of 

urgency, and to some extent, impatience, as she fails to achieve recipiency with the entire class. 

This is also reflected in her choice of the address term, which transforms from the original 

ñŷladie:s, ladies,ò (line 2) into a deontically-loaded ñhey.ò The accompanied non-lexicalized 

particles ñps ps psò also stand in stark contrast to the first and second attention-getters (ñŷladie:s, 

ladies,ò line 2 & ñattention plea:se,ò line 6). 
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 After waiting for the students to quiet down (line 6), Tony proceeds to begin the class 

with an announcement about the evaluations. The consecutive mobilizing actions seem to be 

successful in getting the studentsô attention, albeit momentarily. As seen in lines 12ï16, Sora is 

distracted by the researcherôs concurrent actions (setting up recording equipment) during Tonyôs 

announcement, which becomes procedurally consequential in the next segment of the interaction 

(see Excerpt 13 in section 4.3.4). 

In Excerpt 11, we saw that Tony utilized a plain imperative and consecutive attention-

getters to mobilize the classôs attention so that she could make an announcement. The design of 

Tonyôs mobilizing turns (e.g., the transformation from using a specific reference for a summons, 

ñladies,ò to using a summon without a reference form, ñhey,ò non-lexicalized particles) 

situationally reflects a sense of urgency to stop studentsô talking. Following the mobilizing turn 

in line 6, the students quieted down, and Tony was able to initiate the new activity. 

Excerpt 12 comes from Good Samaritans, where Joe (service agency supervisor) co-

participates in the first half of the activity with the student participants. This service activity 

provides a unique environment where the participants are allowed to engage in multiple parallel 

activities simultaneously (e.g., talking, folding letters, listening to music). Previously, Joe stood 

up and retrieved a pile of letters while the students chit-chatted about their part-time jobs in 

Japan. We will see how Joe stops the participantsô current course of action and initiates a new 

activity involving reading the letters (lines 5ï6), using resources such as a recycled address term, 

a proposal, and a modulated imperative. We join the conversation as Mika talks about her part-

time job in Japanese (lines 1ï3). Joe is located to Mikaôs immediate left but is mostly off-

camera. In the transcript, FS stands for ñfemale studentò (the voice of an unidentifiable female 

interactant) and SS stands for ñstudentsò (collective voices of unidentifiable participants). 
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Recycled Address Term + Proposal + Modulated Imperative. 

(12)  ñLetôs Readò 040719_MAJ_CAM102_03_26 
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 Ai and Mika engage in two simultaneous activities at once: (a) preparing for the next 

round of letter folding by placing them on the table and (b) storytelling (lines 1ï4). However, 

Joeôs summons (line 5) breaks the contiguity of one of these concurrent activities (storytelling) 

as Ai and Mika both shift their gaze to Joe and attend to his announcement, though their ongoing 

silent actions (creasing and folding letters, lines 5ï7) index a sustained orientation to the letter-

folding activity. Joeôs initiation of the new activity is prefaced by the discourse marker ñsoò 

(Bolden, 2008) and an inclusive address term (ñeverybody?,ò line 5), which projects an 

upcoming course of action involving all participants. While it is clear that the newly proposed 

activity primarily benefits the student participants (L2 speakers of English), by using the 

hortative form ñletôs X,ò Joe foreshadows his co-involvement in itðthat is, he is not simply 

ñtellingò the students to read something in English but ñreading it togetherò with them. 

Notice that although Ai and Mika exit the storytelling activity right away, they maintain 

their concurrent physical actions (creasing and folding letters). This may suggest that they treat 

the new activity that Joe is proposing as one that does not require immediate compliance; after 

all, Joe has yet to reveal what the activity is about (note his use of the vague and ambiguous 

reference ñsomethingò). It is not until Joeôs second imperative turn (line 8) that the referenced 

objects become clear, which are the letters that the participants have been folding. To establish 

recipiency with the co-participants, Joe recycles the inclusive attention-getter (ñeverybody,ò line 

8; cf. line 5) and uses a modulated imperative to direct their attention to a specific section of the 
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letter (charity walk). This appears successful in stalling Mikaôs letter-folding action as she puts 

the creased letter away (line 10). Joe then begins passing out a pile of unfolded letters, to which 

Mika retrieves immediately and enacts the role of a delegate by distributing the letters to her 

peers and directing them to have a look (lines 14ï21). It is also during this time that Ai 

terminates her letter-folding actions by placing a folded letter on the table (line 18). Mika then 

puts the letter away (line 22) to create a fully dedicated space for the current activity.  

It is interesting to note that although the textual objects in both activities (letter folding 

and reading) are the same, the participants treat them differently, which is suggestive of their 

orientation to these courses of action as two distinct activities. In the letter-folding activity, 

object manipulations such as creasing and folding the letters (Frame 1) are treated as part of task 

accomplishment; by contrast, in the reading activity, holding and gazing at the letters (Frame 4) 

are deemed as appropriate treatment of the objects (ñprogrammatically relevance,ò Bilmes, 

1993). In any case, though the recipientsô responses to Joeôs activity transition are quite delayed, 

they eventually conclude the prior activity by displaying full engagement with the current 

activity (reading). After reading the textual object together (not shown), Joe says goodbye and 

returns to his work while the co-participants take a break prior to starting the next phase of the 

activity (placing address labels and post stamps on the letters). As such, the letter-folding activity 

in this excerpt is stopped and never resumed. 

4.3.4 Stopping the Current Action to Correct a Misunderstanding 

 Recall that after Tony summoned the classôs attention in Excerpt 11, Sora gazed at one of 

the cameras and directed her peers to look at it (line 16). This distracted Mei from listening to the 

ongoing instructions as she asked Sora what Tony just said (not shown). A few moments before 

Excerpt 13, the participants negotiated their understanding of Tonyôs instructions (whether or not 
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to put their names on the course evaluation). While passing out the evaluation forms to the 

students, Tony entered the triadôs interactional space (Mondada, 2009) and repeated her 

instructions (ñdonôt put your name. itôs a evaluation [sic],ò not shown). With the evaluation 

forms on their desk, in Excerpt 13, the participants initiate a preparatory phase for completing 

the forms via silent actions (lines 57ï58). We will see how Tony enters the participation 

framework and stops the participantsô action-in-progress with an account (lines 58ï62). 

Negation + Prohibitive + Account. 

(13) ñSecret Pleaseò 040919_MMS_CAM201_02_57 
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 Tony verbalizes her ongoing action while returning some handouts to Sora (line 58), but 

without completing the turn, she launches a new course of action to correct the studentsô 

misunderstanding. Prefaced by a ñnoò that outright rejects the studentsô ongoing project, Tony 

latches onto the negative TCU with a prosodically-enhanced negative imperative to prohibit the 

students from furthering their action-in-progress (ñ=ŷDONôt do it now do it at ho::me.,ò line 59). 

The prohibitive is a partial repeat of Tonyôs earlier instructional point in which she informed the 

students to complete the evaluation at home (see line 8 in Excerpt 11), and the turn-initial 

negation marker ñnoò is used as a projective device that foregrounds an upcoming account (Ford, 

2001). As Tony proceeds with the account (lines 61ï62), Mei and Mikki display their immediate 

understanding of the correction via their silent actions: By leaning back and putting the writing 

tools away (lines 61 & 66), Mei and Mikki index their orientation to stop the prior course of 

action (getting ready to write on the evaluation forms). 

In this example, Tony stopped the participantsô preparatory phase for writing on the 

evaluation forms by rejecting their ongoing project with a negative imperative and an account 

that forestalled the participants from pursuing the current project. The mobilizing turn is 

situationally designed to stop the studentsô actions in the here-and-now, as evidenced by their 

immediate compliance (lines 61 & 66). 

4.3.5 Summary 

The analysis above has illustrated how the participants mobilized others to stop a current 

course of action across different activities. The participants utilized various methods to mobilize 
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others to stop their ongoing action, ranging from more explicit methods (e.g., repeated 

imperatives, attention-getters, negation, prohibitive, and account) to less explicit methods (e.g., 

touching, pointing, spatial rearrangement). Despite the observable differences in turn design, by 

getting others to stop their current activity or action, the participants achieved two interactional 

outcomes: (a) managing activity transition and (b) addressing misaligned understanding. 

 In Excerpts 7 and 8, the main activity was momentarily put on hold as Alex and Megen 

respectively initiated a guessing game during the fundraising activity (Excerpt 7) and inserted an 

announcement in the classroom (Excerpt 7); in both cases, the main activity was resumed when 

the side activity was terminated. Excerpts 11 and 12 are similar in that participantsô ongoing 

action was stopped due to the mobilizerôs orientation to pursue a different course of action. In 

these circumstances, the suspended activity was never resumed as the participants oriented to a 

ñnewò activity: starting the lesson of the day in the classroom (Excerpt 11) and engaging the 

students in a read-aloud activity at the service site (Excerpt 12). 

Excerpts 9, 10, and 13 showed how suspending and stopping an ongoing action is done to 

handle misaligned understanding. At the service sites, a participant mobilized her partner to 

suspend an action-in-progress to complete a prior action, suggesting the participants had 

misaligned understanding of the task stage. To some extent, this practice shares similarities with 

identifying a problem and remedying the problem by mobilizing repeated action (section 4.2.1) 

in that the participants returned to a prior action in orientation to task ñcompletenessò; rather than 

treating the prior action as ñunsatisfactoryò (section 4.2.1), however, the mobilizer treated the 

prior action as ñincompleteò and stopped the mobilizee from continuing the next expected action. 

For example, in Excerpt 13, Tony stopped the studentsô writing action immediately to correct a 

misunderstanding. That Tony abandoned her prior turn-in-progress (giving instructions) to 
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pursue the correction is suggestive of her orientation toward the larger activity in which 

addressing the studentsô misunderstanding was treated as more urgent. 

 A comparison of participantsô turn design across the activities revealed the following: It 

was observed that the mobilizing turns tended to be more explicitly formulated in talk-centered 

activities (e.g., classroom interaction, letter-folding activity), where the mobilizer incorporated 

design features such as repeated imperatives, attention-getters, and negation to mobilize the 

recipientsô immediate compliance. By contrast, the participantsô mobilizing actions generally 

appeared less explicit in activities where talk was minimal, such as fundraising and packaging 

cardboard boxes. For instance, in Excerpt 7, Alex successfully suspended the fundraising activity 

to engage the co-participantsô in a guessing game without explicitly putting the activity on hold 

(e.g., ñwait,ò ñhold on,ò); rather, this was achieved by manipulating the objects in his hand (the 

fishing net and donation), adjusting his spatial relationship with the co-participants, and using an 

imperative to establish focus attention. 

Having illustrated the common mobilization practices encountered across both 

educational settings, I will next describe the mobilization practices exclusively observed at the 

service sites (section 4.4) and in the classroom (section 4.5).  

4.4 Mobilizing Others to Act in a Certain Way 

The sections above have revealed that participants at the service sites tend to engage in 

activities that require physical actions involving activity-relevant objects (e.g., creasing lantern 

papers, folding letters, and taping cardboard boxes). As such, the service sites provide a fruitful 

ground for examining the transmission of embodied knowledge. This is especially true for the 

participants in this study, most of whom were attending one-time service activities where they 

had to learn task-specific manual skills on the fly. Similar to physical activities involving moving 
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bodies, such as sports and dance instructions (e.g., Ehmer, 2021; Evans & Reynolds, 2016; 

Keevallik, 2010; Råman, 2019), it is observed that a more skilled participant would enact the role 

of an expert by instructing a less skilled participant how to maneuver an object (e.g., a tool or the 

body) in order to achieve the desired outcome. 

This section describes participantsô mobilizing practices to ensure the transfer of bodily 

knowledge through embodied demonstrations. The analysis will show that embodied 

demonstrations at the service sites are performed for two practical reasons: (a) instructing a new 

member (four cases) and (b) resolving a trouble with carrying out the physical task (five cases).  

4.4.1 Transferring Embodied Knowledge to Instruct a Novice 

Excerpts 14 and 15 demonstrate how a more experienced participant provides bodily 

demonstrations as guidance for the less experienced to follow. As Ehmer (2021) put it, 

ñDemonstrations serve as models that guide students into their own embodiment of an actionò (p. 

2, italics added). While Ehmerôs definition is situated in the context of instructional settings, it is 

equally relevant to the current study as the participants orient to certain task-specific skills as 

teachable/learnable. In particular, embodied demonstrations in the beginning stage of a service 

activity serve as a vehicle for transferring bodily knowledge, allowing the expert and novice to 

establish equal access to the skills required for task completion. 

 Excerpt 14 is from the beginning of the lantern preparation activity with Kai and Mikki. 

After listening to a staff memberôs instructions on how to make the lanterns, Kai and Mikki 

began working on their first lantern. Recall that Kai is an old-timer who has been assisting with 

lantern preparation at Jodo-en for two decades. His familiarity with the task and his more 

knowledgeable status are visible in his embodied conduct, especially as he guides Mikki every 

step toward completing the first lantern. We will see how Kai uses plain imperatives and deictic 
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references in designing his instructions for Mikki, whose fulfillment of the mobilized action is 

somewhat delayed. We begin the excerpt with Kaiôs embodied instruction, during which he 

verbalizes and enacts the next expected action (ñdemonstration as enactment,ò Evans & 

Lindwall, 2020): crease (lines 1ï2). 

 Imperatives + Deictic References. 

(14) ñCrease All the Cornerò 040619_MK_CAM101_06_40 
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In designing the verbal instruction, Kai orients to ensuring recipiency with Mikki (lines 

1ï2): He first uses a temporal adverb (ñnowò) to project an upcoming course of actions as the 

expected next actions; he then repeats the verb (ñcrease- crea:se,ò line 1) followed by the spatial 
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deictics (ñ<Źthere.>,ò ñthis ÁŹone.Á,ò and ñall the corneràò) to engage Mikki in the ongoing 

instruction. As Kaiôs instruction reaches a possible completion, Mikki demonstrates her 

understanding by sliding her hand across the lantern paper (line 2), though based on the video 

recording, the sliding action is done quite gently, observably distinguished from ñcrease.ò 

Moreover, by resting her hand on the table (lines 3ï8), Mikki produces a display of just 

observing (Hauser, 2022) without showing an orientation to follow Kaiôs instruction.  

From lines 4 to 7, Kai begins creasing the lantern paper with force while reemphasizing 

the instruction, during which Mikki continues to monitor without taking actions. Completing his 

turn-in-progress via an embodied completion, Kai rotates the lantern paper towards Mikki and 

employs a pointing gesture to highlight the area that needs to be creased (lines 7ï8), thereby 

pursuing Mikkiôs embodied compliance. Mikki treats Kaiôs prior action as a call to follow. After 

indexing her evolving knowledge state from not knowing to knowing with a change-of-state 

token (Endo, 2018; Heritage, 1984), Mikki displays her understanding of the conditionally 

relevant response to Kaiôs embodied demonstration by creasing the area Kai pointed at with 

force (lines 9ï11). Mikkiôs compliant embodied response forms an adjacency pair with Kaiôs 

embodied demonstration. As such, Kaiôs simultaneous action (creasing the paper with force, line 

11) is no longer part of the embodied demonstration; rather, it shows his orientation to the task as 

a collaborative achievement. By closing the sequence with a Japanese acknowledgment token 

(ñha:i [yes],ò line 12), Kai positively assesses the transfer of embodied knowledge as complete. 

Whereas Excerpt 14 presented a case of delayed fulfillment of a mobilized action during 

service interaction, Excerpt 15 shows how a mobilized action is fulfilled immediately following 

a more knowledgeable partyôs embodied demonstration. During Good Samaritansô letter-folding 

activity, Mika utilizes similar resources as Excerpt 14 to provide embodied demonstrations to 



 130 

instruct a novice member, Ai. Previously, Ai and a few other students arrived late at the service 

site because their bus was delayed. After signing in with the service agency coordinator, Ai sat 

down next to Mika. As a novice entering the activity, Ai asks what Mika is doing (line 1), which 

prompts Mikaôs subsequent verbal instruction and embodied demonstration (lines 3ï6). 

 Imperatives + Deictic References. 

(15) ñDo Thisò 040719_MAJ_CAM101_10_35 
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 In response to Aiôs request for information, Mika utilizes multiple deictic referencesð

vocal (e.g., ñdis one,ò ñthis side,ò ñdo this,ò lines 3ï6) and nonvocal (e.g., pointing)ðto engage 

the recipient (Zinken & Deppermann, 2017). Notice that when formulating the instruction, Mika 

references a new letter (original form) rather than the one in her hand (folded), which displays 

her orientation to the different stages of the task at hand. After retrieving an unfolded letter (line 

3), Mika launches an embodied demonstration by bending the letter, showing Ai the first step of 
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the task. Then, Mika employs a deictic gesture to bring Aiôs attention to the correct side of the 

letter, followed by a plain imperative ñkore ni shite [do this]ò while pressing the letter down (line 

5). Ai treats Mikaôs embodied demonstration as mobilization to follow (line 7 & Frames 5ï7): 

She displays embodied understanding by providing an upshot of Mikaôs just-prior instruction 

while imitating Mikaôs demonstration (ñbodily shadowing,ò Jokipohja & Lilja, 2022; Sunakawa, 

2018). In this way, Aiôs understanding becomes publicly assessable, and as soon as her 

understanding is validated by Mika (line 8), Ai displays readiness to jumpstart the activity by 

exiting the dyadic participation framework.  

Excerpt 15 contrasts with Excerpt 14 by showing how a response to instruction is 

fulfilled immediately, although the instructor utilized similar resources in formulating the 

embodied instruction (imperatives and deictic references). This may be attributed to the 

difficulty of the task at hand: Whereas the lantern preparation activity requires a high level of 

precision and multiple moves at the right place and time, the letter-folding activity simply 

requires aligning the top of the letter and folding it; hence, any imprecision in the final product is 

less consequential compared to lantern preparation. Mikkiôs delayed fulfillment of the mobilized 

action can therefore be understood as her prioritizing observation over action while orienting to 

the creasing action as learnable. The participantsô mobilizing turn designs and responses to 

mobilization revealed their cooperative orientation to service activities as instructable/learnable. 

4.4.2 Transferring Embodied Knowledge to Resolve Trouble with the Task 

Embodied demonstrations are also found in environments succeeding a participantôs 

display of trouble. Such demonstrations differ from the ones shown in Excerpts 14 and 15 in that 

the transfer of embodied knowledge is not done to instruct a novice member but rather to resolve 

an emergent issue with carrying out the physical task, thus treating a prior action as 
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ñcorrectable.ò However, the analysis will show that the effectiveness of this type of 

demonstration seems rather limited as the emergent issue often remains unresolved. 

Excerpts 16 and 17 are from data collected at Mahalo Foodbankôs warehouse. Near the 

beginning of the activity (Excerpt 16), Yvette and Elsa display trouble using the tape dispenser 

(see Elsaôs trouble alerts in lines 2 & 6). We will see that Tony enters the participation 

framework and demonstrates how to properly operate the machine (lines 7ï11), using 

multimodal resources such as repeated imperatives, gestures, and an ideophone to mobilize 

Yvetteôs immediate compliance. In the excerpt, Yvette is responsible for taping while Elsa 

smoothens the surface of the tape to avoid air bubbles. 

 Repeated Imperatives + Gesture + Ideophone. 

(16) ñShhh Cutò 042019_EY_CAM101_01_11 
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Moving closer to Elsa and Yvette (line 5), Tony observes the dyadôs mutual engagement 

in problem-solving. After Elsa produces another trouble alert (line 6), indicating that the obstacle 

remains unresolved, Tony claims the role of an active participant by offering a candidate solution 

(lines 7ï8). Formatting the offer of assistance with repeated imperatives in a fast tempo, Tony 

orients to the precise timing of the studentsô developing actions and the immediacy of realizing 

the nominated actions right at this moment (Mondada, 2017). With her handling gesture 
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(Streeck, 2008) that depicts the correct angle of how the tape dispenser should be held (line 8), 

Tony diagnoses the problem as having to do with Yvetteôs way of handling the object. Within 

the same turn, Yvette shifts her gaze to Tonyôs pointing hand and then to the tape dispenser, thus 

showing her recognition of this diagnosis. Overlapping with Tonyôs account, Yvette moves the 

tape dispenser downward and then straightens it slightly (lines 8ï9). 

Verbalizing the next expected move, Tony deploys another mobilizing turn, this time 

incorporating prosodic resources to facilitate Yvetteôs understanding: In addition to 

environmentally coupled gestures (C. Goodwin, 2018), Tony uses the elongated ideophone 

(ñSH:::ò) and the stress on ñcutò to convey that the nominated actions are to be carried out in this 

temporal order and manner. While Yvette responds to Tonysô mobilization in the next turn (line 

12), Tony produces laughter instead of confirmation (line 13), thus treating Yvetteôs fulfillment 

as deviating from her expectation. Although Yvette manages to break off the tape (line 14), it is 

treated as insufficient by Tony as she retrieves the tape dispenser from Yvette and launches 

another more full-fledged embodied demonstration (not shown).  

In this excerpt, Tony assembled multiple resources to get Yvette to perform the mobilized 

actions; although Yvette displayed immediate compliance, the transfer of bodily knowledge was 

unsuccessful as she continued to display trouble with using the tool (not shown). 

Excerpt 17 shows how Kathy times her embodied demonstration at the precise temporal 

juncture where Isabel is about to dispense the tape. Isabel is responsible for taping the box while 

Kathy prevents the box from shifting around. The excerpt begins with Isabel projecting an 

upcoming cutting action by rotating the tape dispenser at a 90-degree angle (line 3); however, 

rather than dispensing the tape, she only slightly lowers the tape dispenser (line 4). Kathy treats 

the absence of the next expected action as a need to provide embodied guidance. We will see 
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how Kathy formulates the embodied guidance by mouthing the ñshò ideophone and a handling 

gesture (Streeck, 2008) that depicts how the tape should be dispensed (line 5). 

Mouthing + Stroke. 

(17) ñCutò 042019_KI_CAM105_29_41 
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 In providing embodied guidance to Isabel (line 5), Kathy raises her right fist and quickly 

produces a powerful downward stroke to depict the manner in which Isabelôs next expected 

action is to be performed. While producing the downward stroke, Kathy pouts her mouth as if 

she is making a ñshò sound (Frame 2), though no sound was captured on camera. By deploying 

an embodied demonstration at this moment, Kathy orients to Isabelôs withholding action as a 
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signal to solicit assistance. As seen in line 6, Kathyôs demonstration mobilizes Isabel to perform 

the next expected action by pulling the tape dispenser downward with force (Frame 3). However, 

it turns out that Isabel fails to dispense the tape despite imitating Kathyôs earlier movements. 

After Isabel makes public the emergence of a problem (line 9), the participants mutually attend 

to inspecting (Frame 4), and later, solving the problem (not shown).  

Similar to Excerpt 16, the excerpt above has shown how one party incorporated a 

handling gesture and an ideophone in instructing another party to perform certain actions in a 

particular manner. In both cases, the instructee displayed an attempt to fulfill the mobilized 

action immediately but was unsuccessful in carrying out the action as expected, suggesting a 

mismatch between interactional competence and task competence. 

4.4.3 Summary 

The analysis in this section has illustrated how the participants mobilized others to act in 

a certain way to transfer embodied knowledge. Generally, embodied demonstrations at the 

service sites are situated in two interactional environments: (a) to instruct a novice and (b) to 

resolve an emergent trouble with carrying out the task. The former environment is exemplified 

by Excerpts 14 and 15, in which the participants utilized imperatives and deictic references to 

show a novice how a task should be performed. Of note, the novice in these excerpts responded 

to the mobilizing action differently. In Excerpt 14, Mikki initially sustained her role as an 

observer by not taking immediate actions, but after Kai pursued a response via an embodied 

highlight, Mikki indexed a shift in her knowledge state and echoed Kaiôs demonstration. By 

contrast, in Excerpt 15, Ai displayed her candidate understanding of Mikaôs guidance via bodily 

shadowing (Sunakawa, 2018; see also Jokipohja & Lilja, 2022) and showed eagerness to 

immediately jumpstart the activity. The embodied demonstration in both excerpts was terminated 



 139 

as the mobilizer confirmed the noviceôs display of embodied understanding, marking the 

transmission of bodily knowledge as complete. 

 Whereas the participants oriented to an action or a skill as learnable/teachable in Excerpts 

14 and 15, the participants in Excerpts 16 and 17 produced embodied demonstrations as a 

practice to resolve trouble with the immediate task, thereby treating a prior action as correctable. 

Tony offered assistance by gesturally diagnosing what the problem was (Yvetteôs way of 

handling the tape dispenser) and depicting the precise temporal order and mannerism required to 

properly dispense the tape (Excerpt 16). Similarly, Kathy responded to the absence of the 

expected next action by offering Isabel embodied guidance on how to dispense the tape (Excerpt 

17). Although the mobilizees in both excerpts complied almost immediately following the 

demonstration, their compliance further expanded rather than closed the sequence, suggesting 

that the installation of embodied knowledge was incomplete. A plausible explanation is that 

compared to manual actions such as creasing and folding, the participants had little to no prior 

experience with operating the tape dispenser; hence, one-time embodied demonstrations 

involving machine operationðthough enhanced through prosody, ideophones, and depictive 

gesturesðmay be insufficient for addressing the problem at hand. 

4.5 Mobilizing Others to Provide Assistance on Task-Essential Knowledge 

The last section of this chapter focuses on mobilization practices exclusively observed in 

the SL classroom: (a) mobilizing others to provide linguistic assistance (19 cases) and (b) 

mobilizing others to locate information on textual materials (11 cases). These mobilization 

practices belong to what Kendrick and Drew (2014) describe as recruitment of assistance in that 

a participant mobilizes others to help them address a need and provide a possible immediate 

solution so that they can move a task forward. The analysis will illustrate how the mobilizer 
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displays a need for assistance and gets their co-participants to provide a solution surrounding 

task-essential knowledge, such as the definition or spelling of an emergent word (Excerpts 18 & 

19), or locating an answer in classroom materials (Excerpts 20 & 21). These excerpts resemble 

the prototypical mobilizing actions and their responses in the SL classroom (Excerpt 2) in that 

the participants frequently use question-word interrogatives in designing their mobilizing turns, 

though with some variations depending on the local contingencies. 

4.5.1 Mobilizing Others to Provide Linguistic Assistance 

Excerpts 18 and 19 show how mobilizing others to provide assistance is done to resolve 

lexical knowledge gaps. Mikki, Mei, and Sora share their answers on the loᾶi handout. In Excerpt 

18, Mikki shares her pre-written answer (which incorporates parts of the original question on the 

handout: ñif this place wasnôt rediscovered in the nineteen eightieséò), and the answer is 

endorsed by Mei (lines 1ï6). As next speaker in line, Sora seizes the opportunity at a transition-

relevance place (TRP; Sacks et al., 1974) to mobilize linguistic assistance about the word 

ñrediscoverò (line 7). 

 Question-Word Interrogative.  

(18) ñRediscoverò 040919_MMS_CAM202_08_55 
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 Sora strategically mobilizes vocabulary support from her peers at a place of possible turn 

transition. After all, without plugging the lexical gap of knowledge, Sora would be unable to 

properly answer the question. While issuing the mobilization, Sora raises her hand as if she is 

treating her co-participants as the teachers (Frame 1), indexing her unknowing status and 



 142 

orientation to them as the knowing parties. The hand-raising gesture also serves to pause the 

ongoing activity of talking while foreshadowing that a question is underway. Soraôs co-occurring 

verbalizations index her here-and-now orientation to solicit help from the recipients, and through 

a question-word interrogative, she mobilizes vocabulary assistance on the word ñrediscover.ò 

 Mikkiôs and Meiôs response turns (e.g., filler word and gesture) suggests that they are 

searching for a way to formulate the solution (lines 9 & 11). Rather than providing a type-

conforming answer (e.g., ñrediscover is Xò), Mei deploys an epistemic status check (Sert, 2013) 

in an insert expansion, checking Soraôs knowledge status of the wordôs base form (ñdo you know 

discover?,ò line 13). While Sora initially disconfirms her knowledge status, she quickly indicates 

a knowledge shift and repeats ñyesò multiple times to claim recognition of the word (line 14). 

The repeated claims of understanding are then upgraded to an enacted demonstration of 

understanding (Kasper & Burch, 2016; Sacks, 1992; see Frame 3).  

The excerpt has shown how Sora utilized a question-word interrogative while raising her 

hand to seek linguistic assistance from her peers. With the mobilized assistance, Sora became 

equipped with the lexical knowledge necessary to answer the question (not shown). 

 In the data, mobilizing linguistic assistance to resolve a lexical gap is not always 

formatted with a question-word interrogative; sometimes, it is formatted less explicitly via 

sounding out the word under questionða display of non-understanding (van Compernolle, 

2010). Excerpt 19 illustrates how Mei mobilizes linguistic support by repeating the word 

ñtadpolesò multiple times while leaning toward Sora, who has the answer written on her handout. 

The class goes over questions on the loᾶi handout. Tony reads the next question and Sora self-

nominates to contribute a response (lines 1ï3). 

Repetition + Leaning In. 
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(19) ñTadpolesò 040919_MMS_CAM201_20_09 
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 Overlapping with Tonyôs correction (ñtadpo:les:.,ò line 4) of Soraôs contribution 

(ñta:ndᴅpolo.,ò line 3), Mei shifts her gaze from her handout to Soraôs and leans closer to it (lines 

4 & 6), visibly displaying her orientation to retrieve some information from Soraôs handout. In 

line 7, Mei quietly vocalizes the writing process by reiterating her hearing of the word; thus far, 

she has yet to display uncertainty or non-understanding of the emergent vocabulary. But as Tony 

and Sora engage in further talk about tadpoles (lines 6ï15), Mei begins sounding out (van 

Compernolle, 2010) the word multiple times (lines 14 & 16), using private speech as a resource 

to overcome her difficulty with the target word (Hauser, 2015). Then, Mei produces the word 

one last time in raised pitch while gazing at Sora (line 20), making a response relevant next. 

 Having noticed Meiôs series of actions (line 16), Sora responds to Meiôs embodied 

mobilization for assistance by first recycling the version Mei just produced and repairing it to the 

correct pronunciation (line 22). As seen in Frame 3, Mei moves even closer to Soraôs handout, 

making the implicit mobilizing action more salient to the recipient. However, Soraôs solution 

(pronunciation repair) is deemed insufficient by Mei as she produces the first syllable of the 

word with elongation and continuing intonation (ñta::,ò line 24), a designedly incomplete 
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utterance (DIU) that renders other-completion relevant next. Unproblematically, Sora recognizes 

the DIU and fulfills Meiôs mobilization by rhythmically spelling out the word while producing a 

series of beat gesture (McNeill, 2005; line 25), highlighting what the speaker deems as 

important, ñequivalent to using a yellow highlighter on a written textò (McNeill, 2005, pp. 40ï

41). Soraôs solution this time is treated as a satisfactory completion of the mobilization sequence 

as Mei straightens her torso and sounds out a near-correct version of the word (line 26), thereby 

resuming the activity of completing the handout.  

Excerpt 19 has illustrated how Mei mobilized linguistic assistance from a more 

knowledgeable peer without using a question-interrogative word; rather, Mei did so by repeating 

the trouble source and leaning toward the target object (Soraôs handout with the word ñtadpolesò 

written on it). The mobilized action was delayed due to Soraôs sustained orientation to the 

teacher and Meiôs initial turn design. We saw that Meiôs mobilizing actions became increasingly 

noticeable, and eventually, Sora responded to Meiôs mobilization by correcting Meiôs 

mispronunciation and breaking down the word into alphabetical units to facilitate Meiôs 

understanding. Meiôs mobilization design reflects her orientation to not disrupt the ongoing 

classroom activity (going over answers as a class).  

4.5.2 Mobilizing Others to Locate Information on Textual Materials 

 While the examples above focused on mobilizing linguistic support from othersða well-

documented practice in studies of L2 interaction (e.g., Eskildsen & Theodórsdóttir, 2017; 

Jakonen & Morton, 2015; Kasper & Burch, 2016)ðthe analysis in this section presents another 

perspicuous practice observed during collaborative group work in the SL classroom: mobilizing 

others to locate information on textual objects (e.g., handouts and presentation slides). Excerpts 

20 and 21 are from an unidentified SL teacherôs classroom. In Excerpt 20, Holly, Isabel, and Ai 
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work on a handout about nonprofit organizations. While searching for answers in a set of 

teacher-provided slides on their mobile devices, Isabel displays trouble with locating the answer 

and mobilizes the recipients to help her. The excerpt picks up from Holly and Isabel reading the 

question aloud (ñHow many organizations and which organizations are exempt under the 

following codes?, lines 1ï3). We will see how Isabel uses the repeated question-word 

interrogative ñwhereò to mobilize her peersô assistance (lines 20 & 22). 

(20) ñWhere Where Whereò 052119_HIA_CAM101_07_13 

 Repeated Question-Word Interrogative.  
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 Reiterating the initial part of the question several times (lines 5, 8 & 9), the participants 

index their orientation to search for the answer (the number of organizations) from the slides on 

their mobile devices. Ai is the first to signal her discovery of a possible answer (lines 10ï14): 

After displaying a shifting knowledge state (Endo, 2018; Heritage, 1984), Ai announces her 

finding of the answer by reading aloud a sentence. Meanwhile, Isabel gazes to Aiôs mobile 

device and then shifts her gaze to her personal device, swiping her finger left to browse through 

different pagesða series of actions that indicates Isabelôs sustained orientation to searching and 

arriving at the same answer as Ai. In line 16, Isabel initiates a sotto voce repair, expressing 

confusion public, though it is not oriented to by the co-participants as they continue to engage in 

confirming and writing down the answer (lines 17ï19 & 21). 

In line 20, Isabel launches a mobilizing action using the class-specific question-word 

ñwhereò to solicit a specific location as the conditionally relevant response. By repeating the 

question word multiple times, Isabel exhibits a sense of urgency in mobilizing her peersô 

assistance (Mondada, 2017). After the first mobilizing turn, to which there was no response, 

Isabel uses a prolonged vowel sound to pursue compliance from the recipients (line 22). 

Responding to Isabelôs mobilization, Holly stops writing and moves her hand toward Isabelôs 

phone while Ai moves her own phone toward Isabel (line 22), mutually orienting to assisting 

Isabel. During the 2.2-second silence (line 23), Holly and Ai jointly fulfill Isabelôs mobilization: 

Holly manually locates the information on Isabelôs phone, and Ai uses showing as a solution to 

address Isabelôs need. In any case, Isabel registers the solutions as informing by indicating a shift 

ñfrom non-knowing to now-knowingò (Schegloff, 2007, p. 118; following Heritage, 1984). The 

sequence is then terminated by her thanking action in third position (after the recipientsô 
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nonvocal response), which displays her stance toward ñthe Providerôs compliance as an 

autonomous decision to implement the preferred response optionò (Zinken et al., 2020, p. 262). 

That is, Isabel recognizes her peersô agency in providing assistance (Holly and Ai stopped what 

they were doing to help her), and that their compliance is not to be taken for granted.  

We saw that in this excerpt Isabel repeated the question-word ñwhereò multiple times to 

get her peers to help her. While the fulfillment of the mobilized action was somewhat delayed 

due to the peersô sustained orientation to write down the answer, eventually Isabel secured the 

recipientsô attention with a prosodically-enhanced ñwhe:::re,ò (line 22). 

Excerpt 21 presents a similar case in which a participant mobilizes a co-participantôs 

assistance to locate information on textual materials, only this time the question-word 

interrogative ñwhereò is not repeated but rather prefaced by an apology in rising intonation to 

imply the mobilizerôs orientation to self as responsible for the mobilization (Couper-Kuhlen & 

Selting, 2018). Ai, Holly, and two unidentified students answer questions on a handout as part of 

Reading Circleða collaborative activity wherein students read a passage and answer 

comprehension and discussion questions related to the passage). The excerpt begins with Ai 

reading aloud one of the comprehension questions (ñWhat is the slogan of AmeriCorps 

VISTA?,ò lines 1ï4). We will see that Ai uses the apology-prefaced format in mobilizing her 

peersô assistance to locate the answer. 

(21) ñSorry Whereò 052319_HA_CAM201_05_45 

 Apology + Question-Word Interrogative.  
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Following a gap of silence (line 6), Holly indicates her engagement with finding the 

answer by repeating the word ñsloganò from the question, which is confirmed by Ai (lines 7ï8). 

Holly then contributes a candidate answer by reading aloud a sentence from the passage while 

tracing the text with a highlighter, and near the end of the turn, she shifts her gaze to Ai (line 9), 

making Aiôs (dis)confirmation of the candidate answer relevant next. What follows Hollyôs 

contribution is a gap of silence (line 10), however, which she treats as an indication that her 

answer may be incorrect (line 11). In an overlap with Hollyôs self-doubt, Ai launches an 

apology-prefaced mobilizing turn (ñ>sorry?<=where.,ò line 12) while leaning her body towards 

Holly, suggesting that she is unable to locate the just-provided answer. The fact that Ai does not 

display troubles with hearing, speaking, or understanding suggests that she is not initiating a 

repair but rather using the apology-based format to index her responsibility for imposing 

mobilization upon Holly. It should be noted that by leaning toward Holly while pointing her pen 

at the object of scrutiny (Frame 2), Ai visibly orients to locating the answer from the source with 

Hollyôs facilitation (see also Excerpt 19). 

 Complying with Aiôs mobilization for assistance, Holly sustains her gaze on the handout 

while pinpointing the location of the sentence she just read by tapping her highlighter on the 

handout (line 13). As seen in Frame 2, Ai moves her highlighter close to where Holly pinpointed 

to show her mutual engagement in searching for the answer. The pairsô mutual engagement with 

the text allows Ai to locate the searched object as she indicates a knowledge shift and confirms 

the answer, thereby providing the delayed conditional relevant response Holly sought for in line 

9. Upon receiving Aiôs confirmation, Holly repeats the answer once more and both participants 

begin highlighting the text, treating the answer as conclusive.  
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Excerpt 21 showed how Ai  mobilized the recipientsô attention and assistance to locate an 

answer on classroom artifacts during collaborative group work. This practice can be done by 

using a (repeated) question-word interrogative (Excerpt 20) and one which is prefaced by an 

apology to index the mobilizerôs responsibility for imposing upon others to provide assistance 

(Excerpt 21). The design of these mobilizing turns reflects the participantsô joint orientation to 

classroom activities as a cooperative ground for the transfer of knowledge between peers. 

4.5.3 Summary 

The above section has analyzed examples in which participants during SL classroom 

interaction mobilize assistance from their peers related to emergent language use (section 4.5.1) 

and learning content on classroom materials (section 4.5.2). Section 4.5.1 has shown how a 

participant mobilized assistance from her peers to resolve an emergent lexical gap of knowledge, 

which could be done more explicitly through a question-word interrogative format (Excerpt 18) 

or less explicitly by sounding out the word and leaning toward the object of scrutiny (Excerpt 

19). In both excerpts, a mobilizing action was initiated to address the mobilizerôs need for 

understanding. By mobilizing linguistic assistance from her peers, the mobilizer acquired the 

necessary knowledge to complete the current task, such as contributing as next speaker in line 

(Excerpt 18) or completing questions on a handout (Excerpt 19). Similarly, in section 4.5.2, a 

participant mobilized her co-participants to locate the answer on textual materials by formatting 

the request as urgent (Excerpt 20) and imposing responsibility upon them (Excerpt 21). In both 

cases, the mobilized participants stopped their ongoing action to provide an immediate solution. 

4.6 Chapter Summary 

This chapter has examined various mobilizing actions and their responses at the service 

sites and in the classroom. The analysis revealed that participants utilized a rich array of 



 153 

multimodal resources to get others to do things across the two educational contexts. The chapter 

began with two examples (section 4.1) that exemplified the canonical sequential structure of 

mobilizing actions and their responses in each context, highlighting some differences in the 

ñobject of mobilizationò: (a) activity-specific objects at the service sites vs. knowledge objects in 

the classroom and (b) implicit mobilizing turn designs (e.g., pointing, spatial arrangement) at the 

service sites vs. explicit mobilizing turn designs (e.g., question-word interrogatives) in the 

classroom. Participantsô engagement in diverse mobilization practices indicates their joint 

orientation to SL as a social activity characterized by reciprocated relationships: Whenever help 

or attention was sought, it was consistently received. 

Section 4.2 (Mobilizing Others to Repeat a Prior Action) drew on examples from service 

interaction and classroom interaction to show how participants engaged in mobilizing others to 

repeat a prior action. Using elliptical and indexical practices (e.g., proposal without object 

encoding, number gesture), participants mobilized others to repeat a prior action at the service 

sites while jointly orienting to remedying a previous failed attempt at handling an activity-

relevant object. By contrast, participants mobilized others to repeat a prior action in the 

classroom to achieve intersubjectivity (following a repair initiation) or extend a laughable 

moment (amid laughter). In terms of turn designs, the number gesture as well as the formulaic 

expression ñone more timeò and its variants were seen across both contexts; however, mobilizing 

turns in the classroom tended to be modulated with ñplease,ò whereas at the service sites the 

mobilization was rather short and elliptical. Such differences in action formats imply 

participantsô orientation to prioritize task progression at the service sites but pursue access to a 

knowledgeable object and humor in the classroom. 
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 Section 4.3 (Mobilizing Others to Stop an Activity or Action-in-Progress) illustrated how 

participants across both settings mobilized others to stop an ongoing activity or action to 

accomplish two interactional outcomes: (a) navigating activity transition and (b) correcting 

misaligned understanding. The mobilization designs in section 4.3 appeared to differ by the 

nature of the activity (more explicit in talk-centered activities and less explicit in activities where 

talk was minimal). In particular, the letter-folding activity bears a resemblance to classroom 

interaction in that a person of higher authoritative status engaged in summoning studentsô 

attention and initiated activity transition using address terms and modulated imperatives. The 

analysis showed that the studentsô responses in talk-centered activities seemed to be relatively 

delayed, which was indicative of their orientation to these activities as less urgent. By 

comparison, in service activities where talk was minimal (e.g., food packaging and outdoor 

fundraising), the participants utilized a more implicit but diverse set of multimodal resources 

(e.g., spatial rearrangement, touch, pointing) to achieve the same interactional effect of stopping 

an ongoing activity or action. A comparison of the examples showed that participantsô choices of 

mobilization design were reflexively tied to their joint understanding of the larger activity and 

the materiality and spatiality afforded by the interactional habitat. 

Section 4.4 (Mobilizing Others to Act in a Certain Way) zoomed in on embodied 

demonstrations as mobilization practices, which were uniquely observed at the service sites. The 

analysis revealed that embodied demonstrations served two primary purposes: (a) instructing a 

new member and (b) resolving a problem with the immediate task. In instructing a new member, 

the participants treated a critical action or skill as learnable/teachable, using imperatives and 

embodied highlights to effectively demonstrate the process toward action completion. It was 

observed that the protégé may respond immediately to the demonstration via bodily shadowing 
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(Sunakawa, 2018) or depictive gestures to show candidate understandings (Jokipohja & Lilja, 

2022), or they may delay their embodied response until after conducting an initial observation. 

By contrast, in resolving trouble with carrying out a task, the participants treated a prior action as 

correctable rather than learnable/teachable. More diversified resources such as repeated 

imperatives, gestures, ideophones, mouthing, and strokes were used to mobilize the recipientôs 

urgent compliance in a particular manner (e.g., tempo and force). While the recipients responded 

to the mobilization almost instantaneously, their responses tended to expand rather than close the 

sequence, suggesting that the transfer of embodied knowledge was unsuccessful. In any case, 

through embodied demonstrations, the participants displayed an orientation to the service sites as 

a place for learning how to do things with tools and moving bodies. In the process of transferring 

bodily knowledge, the participants co-constructed a situated instructor-instructee relationship by 

teaching and learning from each other, thereby orienting to reciprocity in interaction. 

Finally, section 4.5 (Mobilizing Others to Provide Assistance on Task-Essential 

Knowledge) delved into mobilizing others to provide assistance on task-essential knowledge, 

which was exclusively observed in the SL classroom. Two practices were analyzed in detail: 

getting others to (a) provide linguistic assistance and (b) locate information on textual materials. 

The analysis showed that mobilizing others to provide linguistic assistance could be achieved via 

explicit mobilizing methods (ñWhat is X?ò) or implicit methods (sounding out, gazing and 

leaning toward the object of scrutiny). In locating information on textual materials, a participant 

mobilized her peers to address a gap in content knowledge (e.g., pen pointing, gazing, and 

leaning toward the object of scrutiny, repeated question-word interrogatives), thereby exhibiting 

a need to be ñon the same page.ò By mobilizing a transfer of task-essential knowledge 

surrounding written materials (e.g., handouts, slides), the participants treated the classroom as a 
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place for acquiring content and lexical knowledge. The mobilizerôs desire to be ñon the same 

pageò and their peersô compliance to provide assistance reveal a mutual orientation to build and 

maintain reciprocated peer-to-peer relationships in SL classroom interaction.  

In sum, the range of mobilizing actions and their responses encountered across the two 

educational settings suggests a symbiotic relationship between SL activities in community-based 

activities and the classroom. The various situations exposed the participants to a continuum of 

multimodal resources for mobilization. Generally, the classroom offered an environment for 

explicit, modulated, and talk-oriented mobilization, whereas the service sites provided an 

ecology for less explicit, highly elliptical, and action-oriented mobilization. As such, the 

participants displayed a noticeable orientation to establish mutual access to knowledgeable 

objects and strengthen communality in the classroom but prioritized collaborative task 

completion and mutual engagement on tasks at the service sites. Engaging students in a wide 

variety of situational contexts where collaboration is key for task accomplishment thus provides 

a fertile ground for the reciprocal transfer of bodily, content, and lexical knowledge.  



CHAPTER 5: INTERCORPOREAL CO -OPERATIVE PRACTICES  

Drawing on the concepts of co-operative action (C. Goodwin, 2018)ðthe process of 

constructing something new by operating on resources inherited from earlier actions of othersð

and intercorporeality (Meyer et al., 2017)ðthe practical method of making sense of the world 

and sharing embodied experiences through language and living bodiesðthis chapter investigates 

participantsô intercorporeal co-operative practices at the service sites and in the classroom. The 

two concepts form a symbiotic relationship by underscoring the reciprocal, embodied, and 

multisensorial nature of sense-making in social interaction: C. Goodwinôs (2018) co-operative 

framework highlights the creative, accumulative, and transformative decomposition as well as 

reuse of public resources to build new actions, and Meyer et al.ôs (2017) intercorporeal 

framework emphasizes the bodily shared experiences of social actors as they co-perceive and 

understand the world together. Rather than view social beings as isolated individual actors, both 

frameworks stress social actorsô intertwining co-participation and mutually reflexive relationship 

in constructing, as well as distributing, social cognition and intersubjective experiences. 

Based on his rich collection of ethnographic research on interactions across various social 

settings, C. Goodwin (2018) proposed co-operative action as a framework for investigating how 

social beings utilize language, the body, and artifacts to build actions in concert with one another 

as a pervasive practice for organizing social actions. As he explained, the hyphen in óco-

operativeô sets it apart from ócooperativeô as not all co-operative actions are cooperativeða co-

operative action could also be competing or challenging. This point is aptly exemplified by the 

short exchange between two children (Tony and Chopper) in Example 2, where Chopper 

transforms resources inherited from Tonyôs turn in issuing a rebuttal: 

Example 2. ñCo-Operative Transformationsò [C. Goodwin, 2018, p. 3; modified] 
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01 Tony:  Why donôt you get out my yard. 

02 Chopper: Why donôt you make me get out the yard. 

Chopper uses Tonyôs prior turn as an anchor for transformative operations (ñsubstrate,ò C. 

Goodwin, 2018): He divides the utterance into two pieces: ñwhy donôt youò and ñget out my 

yardò (decomposing), recycles the pieces (reusing), and laminates his own resources onto the 

substrate (transforming). The term lamination refers to ña set of layers organized with reference 

to each otherò (C. Goodwin, 2018, p. 123)ða metaphor which provides a clear visual impression 

of how resources are assembled in a co-operative fashion ñto build evanescent actions that might 

endure for only a few seconds, but that have rich, analytically interesting complex internal 

structureò (p. 123). In the example above, co-operative action occurs when Chopper builds a new 

action by performing transformations on the materials (i.e., the syntactic, phonological, and 

semantic structure of the prior turn) produced by his interlocutor (ñformat tying,ò M. H. 

Goodwin, 1990). As C. Goodwin (2018) put it, ñBy building our own actions with the very same 

resources used by others we inhabit each otherôs actionsò (p. 11, original emphasis). 

We inhabit each otherôs actions not only through words but also through our bodily 

actions. This perspective resonates with the intercorporeal view of sociality (Merleau-Ponty, 

1962; Meyer et al., 2017), which posits that social beings engage in sense-making in each otherôs 

copresence, perceiving the world together using different sensory systems afforded by living 

bodies (e.g., auditory, visual, tactile, mobility, etc.); simultaneously, we embody and influence 

each otherôs lived realities (ñcompresence,ò Merleau-Ponty, 1964), thereby forming a reciprocal 

exchange between bodies. The concept, intercorporeité, initially derived from French 

Philosopher Merleau-Pontyôs (1962) work on phenomenologyðthe study of essences through 

direct descriptions of our living experiencesðin which he explored the relationship between 



 159 

perception and the body. In his own words, ñé by thus remaking contact with the body and with 

the world, we shall also rediscover ourself, since, perceiving as we do with our body, the body is 

a natural self and, as it were, the subject of perceptionò (Merleau-Ponty, 1962, p. 206). From a 

phenomenological perspective, then, intersubjectivity is dynamically embodied as our living 

bodies actively engage in shaping and being shaped by the world. 

That intercorporeal experiences enable us to achieve mutual understanding through 

embodied and interbodied connections has been delineated by a growing number of studies that 

investigated how social beings engage in sense-making through simultaneous or sequentially 

mirrored bodily movements in social interaction (e.g., Cekaite & Mondada, 2020; Ehmer & 

Brône, 2021; Heinonen & Tainio, 2022; Hellermann & Thorne, 2022; Meyer et al., 2017; 

Streeck, 2020). Streeck (2020), for instance, observed that collaborative self-touch (when two or 

more participants engage in near-simultaneous self-touching actions, e.g., nose rubbing) occurs 

not by coincidence but by participantsô mutual monitoring of each otherôs actions, and that ñthe 

performance of a self-touching action by one party simply creates an opportunity for alignment 

for the otherò (Cooperative Self-Touch Sequences section). Furthermore, participants adapt 

rather than replicate the action (ñself-adaptor,ò Streeck, 2020; following Ekman & Friesen, 1969) 

in some way that invokes ñan item from a class of familiar, habitualized cultural actions is 

responded to by anotherò (Conclusion section; e.g., a return act of adjusting the hair rather than 

the tie). This notion of self-adaptor lies at the heart of C. Goodwinôs (2018) co-operative 

frameworkðñwe inhabit each otherôs actionsò (p. 11, original emphasis) through some form of 

co-operative transformations. 

Participantsô coordination of sequential and simultaneous actions as an essence of 

intercorporeality has been shown to accomplish a range of practical purposes. These include 
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forming social bonds and affective alignment through intimate touch (e.g., hugging; M. H. 

Goodwin, 2017); doing embodied remembering by chanting or moving in sync (Choe & Yagi, 

2023); achieving affiliation through matching gestures (ñgestural matching,ò Lerner, 2002); 

achieving or maintaining co-participation by recycling someone elseôs prior actions 

(ñshadowing,ò Björk-Willén, 2007); displaying co-engagement and sustaining mutual 

understanding by echoing a co-participantôs prior gesture (ñmatching gestures,ò Majlesi, 2015); 

establishing co-perception and joint discoveries by reproducing a co-participantôs earlier actions 

(Kesselheim & Brandenberger, 2021); and showing bodily alignment and embodied 

understanding by chiming into an action-in-progress (ñchiming in,ò Ehmer, 2021; see also 

ñbodily shadowing,ò Sunakawa, 2018). 

In particular, quasi-synchrony in interaction can be coordinated in two interdependent 

ways : (a) a single participantôs synchronous and sequential coordination of multimodal 

resources (ñintrapersonal coordination,ò e.g., ñcospeech gesture,ò Mondada, 2019; ñiconic 

gesture,ò Schegloff, 1984); ñupgraded self-repeated gestures,ò Hauser, 2019); and (b) multiple 

participantsô synchronous and sequential coordination of multimodal resources (ñinterpersonal 

coordination,ò e.g., ñchoral responsesò and ñgestural matching,ò Lerner, 2002; ñbodily 

shadowing,ò Sunakawa, 2018). On the mutual dependence between intra- and interpersonal 

coordination, Deppermann and Streeck (2018) stated that ñthe temporal relationships between 

one participantôs multiple concurrent óstreamsô of action are adapted to the ongoing actions of 

other participants, to what these actions project as next actions, and to the othersô receptive 

capacities at the momentò (p. 11). As such, temporality (the emergent and unfolding trajectory of 

talk and body movements), sequentiality (the sequential environment in which an action is 

produced), and relatedly, micro-sequentiality (the reciprocal adjustments of a responsive turn 
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that reflexively shape the way two paired actions progress) are fundamental to how interactants 

engage in monitoring, anticipating, projecting, and (micro-)tuning their courses of concurrent 

actions to coordinate embodied alignments (Mondada, 2018, 2021). 

Extant CA-informed research has rigorously discussed the temporal and sequential orders 

that govern quasi-simultaneous actions across various social settings, ranging from more 

sedentary activities such as professional meetings, to more mobile activities such as dance or 

exercise classes (e.g., Ehmer, 2021; Keevallik, 2010, 2020). Relevant to the current dissertation 

are activities that involve the interpersonal coordination of two or more partiesô bodily 

movements, which rests on participantsô micro-sequential organization of adjustments and 

quasi-simultaneous actions within the unfolding of a turn (Deppermann & Streeck, 2018; Ehmer, 

2021; Mondada, 2018, 2021)ðthat is, participants do not wait until a prior turn comes to a full 

stop to initiate the next action, nor do they replicate the prior move without some degree of 

transformations (ñco-operative action,ò C. Goodwin, 2018, e.g., enlargement, acceleration). The 

following excerpt from Lerner (2002) exemplifies this point. Three participants are engaged in 

storytelling about a particular kind of hairstyle. In lines 1ï2, participant A references a public 

figure (ñAngela Davis,ò line 2) known for her afro. At a possible completion point, C 

demonstrates her recognition of the person reference through an iconic gesture (line 4), followed 

by Bôs gestural matching to display her understanding (line 6). In Figure 11, participants A, B, 

and C are seated from left to right. After a brief delay, the storyteller (participant A) co-

participates in the ongoing gestural depiction at an accelerated rate. The participants then reach a 

story climax before decomposing their gesture quasi-simultaneously (lines 9ï10). 

Example 3. ñHairstyleò [Lerner, 2002, pp. 245ï246; original] 

1     A:     ... I have to (comb it), ócause if I donôt 
2                 Iôm gunna have that Angela Davis look, 
3                 [That   [went] out [in the sixties.  
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4     C:        [((hair [gest]ure   [onset by C])  
5     B:             [Woo]    [hoohoo  
6     B:                          [((hair gesture onset by B))  
7                 (0.2)  
8                 ((hair gesture onset by A))  
9                 ((some laughter at apex, then matched/concerted  
10                decomposition of gesture))  
11    A:        No thank you  
12    B:        Oh (.) but no, now you have the nineteen ninety  
13                Angela look.  

 

Figure 11  

 

Composition, Apex, and Decomposition 

 

Note: From ñTurn-sharing. The choral co-production of talk-in-interactionò by G. Lerner (2002), in The 

language of turn and sequence, edited by C. E. Ford, B. A. Fox & S. A. Thompson (pp. 247ï248). 

Copyright 2002 by Oxford University Press. Used by permission. 

The matching gesture is occasioned by the ongoing talk and done for exhibiting a shared 

understanding of a jointly recognizable object and achieving affiliation. Participantsô gestures, 

while matching each other, were observably varied in their form and speed. Sequentially, Côs 

prefiguration of the afro hairstyle gesture occurred in the midst of Aôs sustained tellership but 

became the focus of the interaction for the next few moments. In this way, the recipients co-

participate in the telling by entering a current speakerôs turn and producing a topically-relevant 

gestural depiction, which shows that ñthey are closely following and understanding the 

development of what is being said by demonstrating that they can project and produce the next 

developmentò (Lerner, 2002, p. 245). 

In the context of place-based AR game designed for L2 users, Hellermann and Thorne 

(2022) captured microlongitudinal moments in which three L2 users engaged in simultaneous 
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and sequentially mirrored interbodied co-operative actionsðfor instance, turn-sharing (Lerner, 

2002; Pfänder & Couper-Kuhlen, 2019)ðwhile co-constructing the discourse structure for 

producing an oral report as part of the AR game experience. Their findings showed that the 

participants established and maintained intersubjectivity by coordinating intercorporeal co-

operative actions involving multiple temporalities in the linguistic and non-linguistic dimensions 

(e.g., talk, gaze, bodily movements), suggesting that the AR game enriches opportunities for 

forming intercorporeal connections between social actors (M. H. Goodwin, 2017; Heinonen & 

Tainio, 2022; Hellermann & Thorne, 2022). Extending this line of research, the present chapter 

examines L2 service-learnersô formation and deployment of interbodied co-operative practicesð

specifically, ways in which the participants produce synchronized and sequentially mirrored 

actions to achieve practical interactional outcomesðas they participate in SL activities, and what 

these practices may in turn reveal about their orientation to SL as a social activity. 

The analysis will show that participants demonstrate a joint orientation toward reciprocity 

in SL interaction through various intercorporeal co-operative practices at the services sites and in 

the classroom. The participants make use of multiple resources afforded by the immediate 

interactional ecology (e.g., temporality, gaze, gestures, bodily movements, material objects) in 

formulating and implementing these practices. The high frequency of intercorporeal co-operative 

practices across both educational contexts suggests that the practices are mostly context-

independent. As will be shown, however, the social outcomes achieved through these practices 

are observably varied. These findings indicate that the participants orient to SL as a collaborative 

social activity, and that SL activities provide a fertile environment for L2 users to engage in a 

rich array of interactional practices involving diverse temporal, multimodal, and sequential 

properties to effectively coordinate synchronized and sequentially mirrored actions.  
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Below I will first illustrate the phenomenon of intercorporeal co-operative practices with 

two prototypical examples (section 5.1). Then, with an analytical focus on synchronized and 

sequentially mirrored actions, I will demonstrate examples of synchronized actions inside and 

outside the classroom (section 5.2), followed by examples of sequentially mirrored actions across 

both educational settings (section 5.3). Within these sections (sections 5.2 & 5.3), I will show 

examples of intercorporeal co-operative practices that are primarily observed in the classroom 

and at the service sites. The chapter will end with a summary of the analysis (section 5.4). 

5.1 Prototypical Intercorporeal Co-Operative Practices in SL Interaction 

Close analysis of participantsô interactions at the service sites and in the classroom 

revealed that participants co-construct and deploy synchronized and sequentially mirrored action 

for a variety of practical reasons across both educational settings, including displaying stance 

alignment, showing mutual engagement on task, and showing affiliation. The participants use a 

wide range of intercorporeal co-operative practices to accomplish various interactional projects 

inside and outside the classroom. In the data, intercorporeal co-operative practices manifest when 

(a) Participants A and B produce a similar action at virtually the same time (ñsynchronized 

actionsò), and (b) Participant A produces an action, closely followed by Participant B who 

echoes the prior action (ñsequentially mirrored actionsò), sometimes by adding new resources 

onto the original action (ñco-operative transformation,ò C. Goodwin, 2018). As the analysis will 

show, participantsô intercorporeal co-operative practices are systematically composed of 

multimodal action packages (ñmultimodal gestalts,ò Mondada, 2016), in which they leverage 

ecological resources drawn from the material, gestural, temporal, and spatial dimensions.  

Excerpts 22 and 23 showcase two typical examples of participantsô intercorporal co-

operative practices at the service sites and in the classroom. Excerpt 22 is from the beginning of 
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Mikki and Kaiôs lantern preparation interaction at Jodo-en, during which the participants work 

on completing their first lantern together while a staff member monitors their ongoing actions in 

a standing position (Frame 1). As Mikki and Kai approach the final step prior to task completion 

(taping the lantern paper to the edge of the frame), they produce quasi-simultaneous actions 

(lines 8ï14 & Frame 2) and celebrate the co-completion of their first lantern with a 

congratulatory handshake (lines 17ï18 & Frame 3). 

 Temporality + Postural Shift + Touch. 

(22) ñTwo Moreò 040619_MK_CAM101_09_26 
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 After retrieving a piece of tape from Mikki (line 5 & Frame 1), Kai produces an 

acknowledgment token while initiating a postural shift (line 8), visibly entering the preparatory 

phase for pursuing the next expected action (taping the edge of the lantern frame). During this 

time, Mikki demonstrates her sensitivity toward the projectability of Kaiôs postural shift by 

adopting his movement, and together, the dyad moves in a quasi-unison fashion as they silently 

tape the opposite sides of the lantern frame (line 9 & Frame 2). Although Mikki finishes taping at 

a slightly faster tempo than Kai (lines 11), the participants mutually orient to a sequence closure 

through reciprocated positive affective displays (e.g., smiling, line 15). After Kai hands the 

completed lantern to staff (line 16), officially concluding the task, he holds out his hand toward 

Mikki (line 17), making a handshake relevant next. Here, intercorporeal compresence (Merleau-

Ponty, 1964) is haptically achieved as Mikki interlocks her hand with Kaiôs (line 18 & Frame 

3)ðthe participants embody one another ñas a starting point of mutual embodied understandingò 
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(Heinonen & Tainio, 2022, p. 2). In other words, the affiliative touch deployed in this very 

position (following the successful completion of the first lantern) marks the beginning of an 

intercorporeal and embodied shared understanding as the participants collaboratively move 

forward with the rest of the activity.  

Excerpt 22 has illustrated participantsô intercorporeal co-operative practices such as 

anticipating and adopting a co-participantôs action trajectory (quasi-simultaneous postural shift) 

and prompting and reciprocating an intercorporeal touch (handshake) in service interaction. 

 Excerpt 23 presents a prototypical example of participantsô intercorporeal co-operative 

practices in the SL classroom. Ai, Holly, and two unidentified female students (FS1 & FS2) 

answer a Reading Circle comprehension question by referring to their handout. Intercorporeality 

manifests when the participants display co-participation and mutual engagement on task via 

shadowingðthat is, ñé a minutely coordinated delivery of recycled actionsò (Björk-Willén, 

2007, p. 2136) used to achieve or maintain co-participation in an ongoing activity. The excerpt 

starts with Ai reading a question from the handout: ñWhat does VISTA stand for?ò (lines 1ï2). 

We will see how the participants use shadowing to achieve interactional and epistemic 

alignments as they orient to completing the task at hand (lines 4ï6 & 16ï23). 

 Gaze + Object Manipulation. 

(23) ñVISTAò 052319_HA_CAM201_05_03 

 



 169 

 
 



 170 

 
 

Maintaining their gaze on the handout, the participants claim to know the answer in this 

temporal order: (a) FS1 produces the first instance of ñI knowò with vowel lengthening and 

falling intonation (line 4), (b) Holly recycles FS1ôs prior turn with some prosodic modifications 

(raised pitch, loud volume, and slighting rising intonation, line 5), and the reader herself, Ai, 

produces the last instance in a relatively shorter form (line 6). By shadowing FS1ôs prior turn and 

laminating prosodic features onto their own verbal production, the participants establish 

interactional and epistemic alignments to display their mutual engagement on task, showing that 

ñthey are on the same page.ò 

Interestingly, the answer is provided by FS2 (line 8), who has kept silent until now. 

Without FS2 locating where the answer is on the handout, however, the participants sustain their 

bodily orientation to searching for the answer (line 9). In lines 10ï11, Ai uses an a-prefaced 

format (Endo, 2018; Heritage, 1984) with multiple sayings to indicate her sudden recognition of 

something (cf. Burch, 2014). Next, she projects an imminent highlighting action by switching 
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her writing tool from a pencil to a highlighter (line 13) and using the indexical expression ñthis 

oneò while uncapping the highlighter (line 14). Holly, who has yet to display recognition of 

where the answer is, shifts her gaze between her peersô handouts and her own (lines 14ï15), 

visibly orienting to ñseeingò (rather than ñaskingò) where the answer is (Frame 1). And as Ai 

initiates the highlighting action, Holly places her pencil down and begins searching for 

something in her pencil case while claiming understanding (lines 16ï18). After another quick 

gaze toward Ai, Holly retrieves a highlighter from the pencil case and begins highlighting a 

sentence on the handout (the same location as Aiôs highlighted sentence). Hollyôs series of 

actions is a clear case of shadowing: She repeated Aiôs tool-switching action (from a pen to a 

highlighter) and mirrored the highlighting action to form an interactional alignment with Ai and 

secure joint participation in the ongoing activity (Bjºrk-Will®n, 2007).  

In this example, shadowing in the SL classroom was accomplished through practices 

such as laminating new resources onto a co-participantôs prior action (C. Goodwin, 2018) and 

reproducing a co-participantôs earlier action (Kesselheim & Brandenberger, 2021). 

The excerpts above have shown two canonical sequential and temporal organizations of 

participantsô intercorporeal co-operative practices at the service sites (Excerpt 22) and in the 

classroom (Excerpt 23). The following sections in this chapter delve further into such practices 

across different activities and the outcomes accomplished therein. The chapter is divided into 

two sections: (a) Coordinating synchronized actions and (b) coordinating sequentially mirrored 

actions. Within each section, participantsô intercorporeal co-operative practices and their 

orientation to a shared interactional goal will be discussed. 
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5.2 Coordinating Synchronized Actions 

This section zooms in on participantsô intercorporeal co-operative practices for 

coordinating synchronized actions at the service sites and in the classroom (93 instances at the 

service sites and 26 in the classroom).7 Across both settings, it was observed that participants 

orient to achieving the following interactional outcomes: displaying stance alignment (section 

5.2.1), showing co-engagement on task (section 5.2.2), and achieving affiliation (section 5.2.3). 

In addition, a practice primarily observed in the classroom is achieving collective participation 

through choral responses (section 5.2.4), where the participants respond to a prior action through 

choral co-productions (Lerner, 2002; Pfªnder & Couper-Kuhlen, 2019), invoking a situated 

teacher-student relationship in the process. This practice is also found in the letter-folding service 

activity, however, presenting a deviant case to data collected at the service sites. By contrast, a 

practice uniquely observed at the service sites is starting together, stopping together (section 

5.2.5), where the participants initiate, maintain, and terminate their individual courses of action 

in unison while orienting to a joint project. 

5.2.1 Displaying Stance Alignment by Achieving Synchrony 

As seen in the prototypical examples above (Excerpts 22 & 23), participants may display 

stance alignment (specifically, epistemic and affective stances) by coordinating synchronized or 

sequentially mirrored actions. The current section focuses on highlighting this practice and 

examining how participants orient to displaying stance alignment through the coordination of 

synchronized actions using multimodal resources such as gestures, gaze, smiles, and temporality. 

The examples included in this section will show that stance alignment may be achieved via 

 
7 A high proportion of synchronized actions at the service sites was observed in the fundraising activity, where 

the participants recycled similar greeting moves (e.g., waving hands) throughout the entire activity (2h 15m). 
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various kinds of synchronization practices, such as producing synchronized gestures and smiles 

(Excerpt 24) and chiming into an ongoing choral co-production (Excerpt 25). 

In Excerpt 24, Kathy and Isabel work on taping cardboard boxes at Mahalo Foodbankôs 

warehouse. The participants have occasionally been swapping their positions due to a lack of 

shading area on one side of the workstation. In this excerpt, Isabel offers to switch spots with 

Kathy (who is standing partially in the sun) and begins walking toward her (lines 2ï3). We will 

see how Isabelôs next action (checking the time on Kathyôs wristwatch) triggers the pair to 

jointly achieve affective stance alignment via synchronized gestures and smiles (lines 7ï8). 

 Number Gestures + Gaze + Smiles. 

(24) ñChecking Timeò 042019_KI_CAM105_19_31 

  

 
 



 174 

 
 

Despite Kathyôs refusal to switch places with Isabel (line 4), Isabel sustains her walking 

trajectory, only stopping to stand next to Kathy (lines 3ï7). As soon as Isabel positions herself 

next to Kathy, she lifts Kathyôs wrist to closely inspect the watch on her hand (line 7 & Frame 

1). After some inspection, Isabel signals her knowledge shift from not knowing to knowing with 

a lowered pitch ñŹahò (Endo, 2018; Heritage, 1984), and in the ensuing 0.3-second gap of 

silence, Isabel and Kathy simultaneously gesture ñthreeò with their hand while smiling and 

gazing at each other.8 A closer look at Kathyôs watch in the video data suggests that the local 

time is 10:30 AM, which is 30 minutes away from the end of the service activity. Their 

synchronized actions (gestures and smiles) can therefore be interpreted as conveying mutual 

understanding and affiliation (an alignment of affective stance), suggesting that they are 

positively orienting to progressing toward the end of the activity.  

In this excerpt, the participantsô positive stance alignment during service interaction was 

achieved by coordinating synchronized gestures, gaze, and smiles. 

 Displaying stance alignment through synchronized actions is also observed in classroom 

interaction. In Excerpt 25, Mikki, Sora, and Mei reflect on their service experiences, beginning 

 
8 While it is difficult to discern whether Kathy is gesturing the number ñtwoò or a peace sign with her left hand 
(Frame 2), given the current context, it seems logical to interpret the gesture as a peace sign as part of the 

affective stance package. 
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with Sora eliciting a response from Mikki (line 1). Mikki exhibits a thinking face (Frame 1), 

showing difficulty recalling the service sitesô names. With the help from her peers who supply 

the name of a service site in a choral co-production (lines 15ï16), Mikki demonstrates her shared 

understanding and achieves epistemic stance alignment by chiming in (Lerner, 2002; Pfªnder & 

Couper-Kuhlen, 2019; see also Ehmer, 2021) on last recallable lexical item: ñAcademyò (name 

of a service site, line 17).  

Temporality + Sliding Gesture. 

(25) ñTrinity Hills Academyò 040219_MMS_CAM102_11_09 
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 With Sora naming the first service site (line 3), Mikki repeats the name while gazing 

away from the recipients (line 4), suggesting that she is still engaging in some kind of search 

(Goodwin & Goodwin, 1986). After Sora and Mei repeat the name of the service site one by one 

to show acknowledgment (lines 5ï7), Mikki upgrades the specificity of the reference (Bilmes, 

2011; Hauser & Prior, 2019) by providing its full name (ñkaimana home,ò line 8), thereby 

indexing her higher epistemic authority as the teller and using it as a way to buy time for 

retrieving the next recallable item (note that she maintains her gaze away from the recipients). In 

line 9, Mei questions whether Kaimana Home is the only service site Mikki went to, to which 
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Mikki disconfirms by slightly shaking her head (line 11). Within the same turn, Mikki begins 

holding her index finger in midair, using it as a turn-holding device until she provides the next 

reference: ñTHA.ò By decelerating her speech while slowly moving her index finger forward 

(line 11 & Frame 2), Mikki visibly displays uncertainty toward the just-mentioned reference, 

possibly orienting to retrieving its proper name rather than the initialized counterpart.  

Mei treats Mikkiôs turn as such by showing an attempt at expanding the initialism (line 

13), though it overlaps with Mikkiôs elaboration of the service activity associated with the venue 

(teaching Japanese). By providing the details in this very sequential position while swinging her 

index finger in front of her body, Mikki invokes the co-participantsô shared memory of the 

service site and activity as they chorally unpack the initialism (lines 15ï16). The TCU structure 

of the jointly produced response enhances the projectability of a place and specific linguistic 

forms for Mikki to enter the turn-in-progress (ñopportunistic co-production,ò Lerner, 2002). 

Indexing her epistemic stance alignment, Mikki confirms the solution with a big nod while 

chiming in on the ongoing co-production with some degree of prosodic transformations, uttering 

only the last two syllables (ñ>demy::,<ò line 17)ðña display of óI know that tooôò (Pfªnder & 

Couper-Kuhlen, 2019, p. 46). Her co-occurring sliding gesture (swinging the index finger from 

left to right) matches the precise temporality of the simultaneous voiced action (Frame 4) as if 

she is tracing an invisible trajectory of the verbalized item; its withdrawal simultaneously signals 

the end of the collaborative search (not shown).  

Excerpt 25 above has shown that participantsô stance alignment in the SL classroom was 

accomplished through choral co-productions and chiming-in. Notably, Mikkiôs talk was designed 

to be done chorallyðshe not only chimed into her peersô choral production but also arrived at a 

point where there was no catching up to do. 
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5.2.2 Showing Co-Engagement on Task by Achieving Synchrony 

Also commonly observed across the data is showing co-engagement on task by achieving 

synchrony, where the participants act in unison as a display of joint attention and involvement in 

a task. The term engagement refers to ña state of heightened attention and involvement, in which 

participation is reflected not only in the cognitive dimension, but in social, behavioral, and 

affective dimensions as wellò (Philp & Duchesne, 2016, p. 51).9 Co-engagement, then, is when 

two or more participants visibly attend to completing the task together, as evident in the temporal 

unfolding of interbodied coordination and alignment. In other words, participantsô mutual 

engagement in a task is evident in their embodied displays of joint attention on ñsomething,ò 

such as mutually gazing at a mobile deviceða task-essential object (Weilenmann & Lymer, 

2014) in an AR game designed for language learningðand reading for information (Hellermann 

et al., 2017; Hellermann & Thorne, 2022), or moving bodies in sync in response to a sports 

teacherôs instructions (e.g., Ehmer, 2021; Keevallik, 2020). The following examples will 

illustrate how the participants orient to showing co-engagement on task via these synchronization 

practices: anticipating and adapting a co-participantôs object-handling technique (Excerpt 26) 

and co-producing a programmatically relevant action (Excerpts 26 & 27). 

In Excerpt 26, the participants work on lanterns in pairsðAbby is partnered up with Leo 

(community volunteer), and Ray is partnered up with Giselle (community volunteer). The focus 

of this analysis is primarily on Abby and Leoôs interaction. Previously, the pair established an 

interactional routine: (a) Abby creased the lantern paper on the table, (b) Leo moved the lantern 

frame toward Abby, (c) Abby stood up to lay the lantern paper over the lantern frame and 

 
9 Philp and Duchesneôs (2016) definition of engagement is proposed within the context of task-based 

interaction, where task refers to ña particular kind of activity that involves a primary focus on meaningò (p. 51, 

following R. Ellis, 2009, p. 223). However, the service tasks examined in this dissertation have a primary 

focus not on meaning but on getting things done. 
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adjusted the paper, and (d) both of them gently moved the lantern paper down. Leading up to 

Excerpt 26, it was observed that Leo added a tapping action with his right hand as a technique 

for handling the fragile paper. In this excerpt, the participants are working on a new lantern, 

adhering to the same routine (lines 1ï5). This time, however, Abby adapts the tapping technique 

and integrates it into her stream of actions (lines 6ï9), deploying it at the precise moment when 

Leo is expected to deploy the technique. The pair then co-produces the locally-developed 

technique by silently moving and stopping in sync (line 9). 

 Temporality + Tapping. 

(26) ñTapping Techniqueò 040619_AL_CAM101_25_35 
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After moving the paper down a few inches above the lantern frame, Abby places her 

hands on the top of the frame and initiates the tapping action (line 6 & Frame 2), aligning her 

temporal trajectory with Leoôs ongoing tapping action. Here, synchrony is achieved silently, and 

the fact that Abby deploys the tapping action at this specific moment indexes her anticipation of 

Leoôs projected next action based on what she had observed prior to the excerpt (Deppermann, 

2018). Notice that Leo maintains his original movement by tapping with his right hand only, 
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whereas Abby utilizes both of her hands (Frame 3), thereby transforming the substrate in some 

way while preserving its originality (C. Goodwin, 2018).  

The dyadôs coordinated interbodied alignments capture a ratified observerôs (Giselle) 

attention as she quickly gazes to their moving hands with a smile prior to shifting her gaze to 

Ray (line 6 & Frame 3). Before responding to Rayôs summon to attention (via pointing and a 

change-of-state token that indexes her noticing of something behind Giselleôs back, line 7), 

Giselle remains focused on monitoring her neighborsô ongoing actions (Frame 4), visibly 

orienting to their synchronized deployment of the technique as attention-worthy. After all, the 

tapping action was not introduced by the staff prior to the activity; rather, it is locally developed 

by Leo and subsequently adapted by Abby.10 Following Leoôs quiet ñÁyeah.Áò (line 8) that 

foreshadows the current projectôs completion, Abby and Leo simultaneously stop their tapping 

action at the 0.5-second mark in line 9, and Leoôs ensuing embodied acknowledgment (line 10) 

formally concludes the sequence. 

In this excerpt, the participantsô synchronous bodily alignments were made possible 

through Abbyôs understanding of her shared interactional history (Deppermann, 2018) with Leo 

prior to the excerpt, as well as Abbyôs active monitoring and creative adaptation of Leoôs prior 

action. Anticipations and projections enable Abby to organize her courses of action to align with 

Leoôs. By inheriting Leoôs technique, creatively transforming it, and deploying it in the precise 

moment when it is anticipated to occur, Abby demonstrates her mutual engagement in the 

current task and orientation to cooperatively achieve the current task with her partner. Visible in 

the ways in which their bodily movements are interconnected, and a ratified observerôs noticing 

of it, a locally and multimodally constructed social bonding manifests in Abby and Leoôs 

 
10 The tapping technique was only observed in Abby and Leoôs interaction, suggesting that it may be peer-specific. 

Although Giselle noticed the tapping action, based on the video data, she did not adopt/adapt the technique. 
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embodied choreographies, indicating mutual compresence and close peer-to-peer relations (ñwe-

ness,ò Heinonen & Tainio, 2022). 

Excerpt 27 (moments after Excerpt 23) illustrates how the participants display co-

engagement in a classroom task via synchronized actions. Ai, Holly, and two unidentified female 

students work on finding the answer to a Reading Circle comprehension question: ñWho 

established VISTA?ò (line 1). The participants visibly orient to searching for the answers by 

gazing at their individual handouts, with Ai performing scanning by tracing the text with her 

index finger (lines 1ï5). We will see how co-engagement on task in this excerpt is achieved via 

participantsô sustained mutual gaze on the textual object and their precise timing of producing 

programmatically relevant actions (choral response and highlighting, lines 19ï20). 

 Gaze + Temporality. 

(27) ñEconomic Opportunityò 052319_HA_CAM201_10_02 
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Ai stops her tracing gesture and begins announcing a candidate answer, though the turn is 

left in a cut-off (line 5). Treating the incomplete turn as an opportunity to offer assistance, FS2 

co-completes Aiôs prior turn by supplying the lexical item (ñlyndon.,ò line 7), the first name of 

the former President of the United States, Lyndon Johnson. The offer of assistance is subtly 

acknowledged by Ai, who smiles and produces laughter tokens without repeating the term to 

show understanding (line 8); rather, Ai displays her sustained orientation to continue reading the 

answer as she specifies the Presidentôs last name (ñjo:Źhn- (.) johnsonsu.,ò line 10), which is 

confirmed by FS2 (line 11). After fulfilling FS1ôs mobilization for assistance (see section 4.5.2) 
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to locate information on the handout (lines 12 & 14), Ai resumes reading the next lexical item in 

the sentence (ñBY:-,ò line 16), to which FS1 now displays recognition of as she signals her 

evolving knowledge state followed by repeating the lexical item (line 17).  

Notice that until now, Holly is the only member who has yet to explicitly display her 

knowledge status on the matter. She has, however, been visibly indexing her mutual engagement 

in the task by sustaining her gaze on the handout (lines 1ï20). As Ai proceeds with reading the 

answer in its entirety (line 19), Holly now demonstrates her equal epistemic access to the 

candidate answer through a choral co-production (Pfªnder & Couper-Kuhlen, 2019; line 20). The 

co-production of the answer hearably shares a synchronized tempo without one party outracing 

the other. Aiôs and Hollyôs individual trajectory of the highlighting action aligns in near-

synchrony, which indicates their pursuit of a joint project.  

In this excerpt, the participantsô collaborative attention on task is evident in their 

synchronous production of programmatically relevant actionsðthat is, reading aloud and 

highlighting the answer. 

5.2.3 Achieving Affiliation by Prompting Synchronized Actions 

The current section describes instances in which a participant prompts synchronized 

actions from their co-participant(s) during SL interaction. While prompting synchronized actions 

is a common practice observed in performance-based activities (e.g., dance, pilates, taiko 

ensemble)ða context wherein the participants jointly orient to rehearsing or performing acts 

involving synchronized bodies or voices (e.g., Ehmer, 2021; Keevallik, 2020; Yagi, 2022)ðin 

the instances to be shown in this section, prompting synchronized actions and its responses are 

not programmatically relevant (Bilmes, 1993) for SL task accomplishment; rather, through 

prompting synchronized actions and their responses, the participants orient to achieving 
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affiliation as a social lubricant in collaborative task accomplishment. The practices used to 

achieve affiliation include invoking a collective category and co-enacting category-tied actions 

(Excerpt 28) and prompting and reciprocating an intercorporeal touch (Excerpt 29). 

Excerpt 28 comes from the outdoor fundraising service activity, in which the participants 

(Alex, Ray, Elsa, and Kathy) wave at passing vehicles on the sidewalk to seek donations. 

Leading up to the excerpt, the participants took a short break by remaining still while facing the 

traffic. Alex acts as a timekeeper by announcing how much time is left until the activity ends 

(line 1), to which the co-participants respond positively with confirmations and cheers (lines 2ï

4). We will see how Alex utilizes resources such as bodily movements, spatiality, and the 

participantsô shared knowledge of time, to prompt simultaneous movements (lines 5ï6), allowing 

the team to achieve affiliation as ñcrazyò fundraisers. 

 Bodily Movements + Spatial Rearrangement + Laughter. 

(28) ñVery Crazyò 041319_KERA_CAM108_07_16 
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 In prompting others to act ñcrazy,ò Alex steps toward the co-participants and uses 

knowledge of the amount of time left as a condition for mobilizing exaggerated physical 

movements from them (in contrast to their stationary position during the break). With his 

noticeable vowel lengthening on the word ñcrazyò (line 6), Alexôs co-occurring bodily action 

(shaking head rapidly) enacts his interpretation of ñcrazyò and triggers a strong affective display 

from Kathy and Ray, as evident by their laughter (lines 7ï9). After returning to his default 

position (Sacks & Schegloff, 2002), Alex repeats the time that is left while adding the modifying 

word ñonlyò to exert a sense of urgency for carrying out the mobilized actions (line 10). 
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 Ray is the first to fulfill Alexôs directive by expressing an aligning embodied stance (line 

11), to which Alex affiliates through his laughter tokens (line 12). After that, all participants 

begin producing bodily actions at nearly the same time, each enacting what they perceive as the 

appropriate predicate tied to the category ñcrazyò (lines 13ï20). The time trajectory (line 13) 

indicates that the participants do not treat performative precision as highly relevant to enacting 

the category ñcrazy,ò with each participant using different resources such as waving or throwing 

a shaka (Frames 2 & 3). In lines 17 and 20, Alex upgrades the adjective (ñcrazyò) from its base 

form to the comparative form and suggests that the upgrade is ñbetter,ò thereby prompting 

further simultaneous movements from the co-participants. The participantsô synchronization of 

chaotic movements lasted throughout the excerpt, starting in line 13, interwoven with Rayôs and 

Elsaôs laughter tokens that index their mutual affective alignment (lines 18 & 19).  

Excerpt 28 has shown that through prompting and its responses, the participants 

transitioned from a team of ñrestingò fundraisers to ñcrazyò fundraisers, achieving synchronized 

and affiliative actions while orienting to a shared goal: getting the audience to donate. 

 Achieving affiliation through prompting synchronized actions is also observed in the SL 

classroom. In Excerpt 29, Holly asks an unidentified SL teacher to clarify a question on the 

handout (lines 1ï6). We will see how Isabelôs positive assessment of Hollyôs question is 

followed by an affiliative gesture that prompts a returning intercorporeal touch (line 13), thereby 

achieving affiliation and establishing essential intercorporeal reciprocity between peers 

(Heinonen & Tainio, 2022; Meyer & Streeck, 2020). 

Gaze + Touch.   

(29) ñFist Bumpò 052119_HIA_CAM101_11_55 
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The teacherôs responses to Hollyôs question (lines 2 & 4) suggest an acknowledgment 

rather than a display or a demonstration of understanding. Without receiving the expected uptake 

from the teacher, Isabel offers assistance by explaining Hollyôs question using indexical gestures 

and expressions (lines 8ï9), to which the teacher finally displays understanding and foreshadows 

an instructable moment by exiting the current interactional space (walking toward the 

whiteboard, line 10). After gazing toward the teacher for a moment (line 11), Isabel shifts her 








































































































































































































