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ABSTRACT

Servicelearning (SL) is an experiential pedagogy that engages students in working for,
with, and in communities in need/hile prior research has explored the effectSbfon second
languagel(2)u s er s 6 (lgnguagedevelopmeanh(e.g., Gaugler & Matheus, 2019)
intercultural awarenegge.g.,SancheaNaranjo, 202), andcritical awarenesge.g., Shannahan et
al., 202), to this daylittle is known abouSL asa social activitybut seee.g.,Perren, 2007)
Furthermore, the nexus between classroom and service site practices remains largely under
scrutinized(Overfield, 2007) To make informed pedagogical decisidos L2 servicelearners
it is important to understarttielinkagebetween classroom and service site practices

This dissertation aims to fill this notable lacuna by exploprgr t i ci pant sdé i nt e
practices for achieving SL activities at service sites and in classr@yawing oninsights from
adecade s wobapplidd linguistics research tnidging between classrooms and the wild
(e.g.,Lilja et al., 2019; Lilja & PiirainerMarsh, 2019; PiiraineMarsh & Lilja, 2019;
Theodorsdéttir, 2011; Wagner, 2018)e study adopts multimodal conversation analysis (CA,;
e.g., Deppermann, 2013; Mondada, 2016; Streeck et al., 28Hl)obust framework to
investigate Slas a social activitpndreciprocityas an interactional achievement

Data consist ofaturally-occurring audieand videerecorded interaction collected across
different settings: service siték5 hours), classroos{6 hours), and focus grosfb hours).The
studyonly focuses ottheservice and classroom interactiétarticipants included 14 university
| evel L2 users in an SL program within an int
teachers, and community members. The analyses center on two interactional phenomena
frequently observed in the data) mobilizing others and being mobiliz€talegharniNikazm et

al., 2020)and (b) intercorporeal eoperative practice€C. Goodwin, 2018; Meyer et al., 2017)



The findingsuncoveredsome (dis)similarities betwegna r t i @ragiiceat tked

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

less explicit, highly elliptical, and actiesrientedmobilizationd e s i gneut ¢ an g . ,

environmentally coupled gestui@, Goodwin, 2018)contrasting with more explicit, modulated,

and talkorientedmobilization designs n t he c¢cl assroom ( e+lgldng fnone

out an index finggr These differenceimdicatethatt h e p a r mobilzingptermdesgat
the service siteshows an orientation to urgency, whergathe classroonthey orient to
achieving mutual access to a knowledge objedntercorporeal capperative practices, the
participants produced synchronized and sequentially mirrored actions to achieve various
interactional outcomes (e.g., stance alignment, affiliatiorergpagement on taskit the service
sitesithey orientedte ol | abor ati ve task compl etion by
to achieve neasynchronyOn the othehand, n the classroom, theyenerallyshowed an
orientation towar d A wawndhiminggntotachorhl eproductiont h e
(e.g.,Ehmer, 2021; Lerner, 2002; PfandeC®uperKuhlen, 2019) Thesefindings suggest that
SL is a fertile ground for L2 usets engagen diversemultimodalpractices whilerienting to
reciprocity as a collaborativenterprise.

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

ado|

same

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

CA asa productive framework for scrutinizing reciprocity at various levels: interpersonal

(reciprocity among SL stakeholdees well agprogrammatic and community levels (reciprocity

between educational objectives and community engagement). Methodological and pedagogical

implications of the findings will be discussed
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LIST OF ABBREVIATIONS AND SYMBOLS
CA Transcription Conventions (sdefferson, 2004)

continuing intonation
falling intonation

? rising intonation

¢ slightly rising intonation

#$ raised pitch or lowered pitch

wo:rd elongation

= latching (continuing sound without break in between)
[word] overlapping speech

(0.2) length of pause in tenths of seconds
) micropause

°word ° quiet/soft speech

word stress

WORD loud speech

>word< fast speech

<word> slow speech

((word)) transcriptionist comment

(wordl / word2) alternative hearings

$word$ smiley voice

Conventions for EmbodimefBurch, 201Avith modifications)

R right
L left
B both
H hand
A arm
9z gaze
> to (a direction)
continued nonvocal actions
>> movement or gaze until a specific line number
+ embodied actions eoccurring with talk or timeanchor
fr frame
(0.2 0.5) time anchor in tenths of seconds

Abbreviationsused inmorphemeby-morphemeglosses bJapanese transcripiSreer et al.,
2017with modifications)

CND conditional

cop copula (e.g., da, desu)

DAT dative (ni)

GER gerund (e.gste)

P interactional particle (e.g., ne, sa, no, yo, na)
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LK

NEG

PT
PST

QT

VOL

linking particle o)
nominalizer (no, n)

negative {nai)

object marker (0)
otherparticle

past tense-(a)

guestion (ka and its variants)
guotation marker (to, tte)
subject marker (ga)
volitional
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CHAPTER 1: INTRODUCTION

In recenttwo decades,mplied linguistics research hasidly explorechow second
language (L2) users navigate varioaalworlda ct i vi ti es (Ain tdueh wil d, o
asservice encountel®.g., Theodorsdéttir, 2011; Theodorsdaottir & Eskildsen, 202@)rkplace
interaction(e.g., Nguyen, 2019; Svennevig, 2018prytelling(e.g., Burch & Kasper, 2016;

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

Hauser, 2005, 2013, 2017; Nguyen et al., 2028y augmented reality or virtual reality

(AR/VR) games designed for language learr(ieg., Hellermann & Thorne, 2022; Nanbu,

2022) Somestudies have also investigated the connection betms&uctional settingand
realworld situationsthrough roleplays(e.g., Nguyen, 2012018a,2018b) discussionge.g.,

Eilola & Lilja, 2021; Eskildsen & Theodorsdottir, 201 @nd reflectiorn(Eilola, 2023; Lilja et al.,
2019; PiirainerMarsh & Lilja, 2019; Wagner, 2015nformed by ethnomethodolodiM;

Garfinkel, 1967)and conversation analysis (C8acks et al., 1974this stream of research has
advanced our wunderstanding of L2 wuserso6 ways
identities in (nor)instructional settings. If the goal of L2 education is to help students become
conversationally and culturallyompetent across various social situations, then investigating the
linkage between classroom activities and-teafld encounters is part and paroémaking

informed pedagogical decisions and bridging between classrooms and the wild.

This dissertation adoptaultimodalCA (Deppermann, 2013; Mondada, 2016; Streeck et
al.,2011p an extension of CA that examines partici |
within the complex ecology of the setting to organize and accomplish the activity &t teand
describe participantsd met hods f ¢heexpedent@almp!| i s h

pedagogical progranservicelearning( SL) . SL aims to promote 61 eat



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 (sgciprocity (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, iSinot 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
zoomsinonpatii pant sdé mul ti modal c oaengdgeifSluactivikes of r e
in the classroom and at the service sites.

In the context of L2 education, researchers have investigated the impact of SL on L2
userso6 (percei ved(.g,Gauglgré Matreusd2619;d dcairpdtimxn&
Wallls, 2016) intercultural awarenegs.g.,SanchezNaranjo, 202), and motivatior(e.g., Pak,
2007) inter alia. This research tradition has predominantly drawn onipostmethods (e.g.,
guestionnaires,seff e por t s, intervi ews, reflection journ
recollections and perceptions of their SL experien€es. o this day, only a few published
studieg(e.g., Perren, 200have 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 ngtevorth
the lack of scrutiny between classroom practices anenedd service experiences. A concern
raisedby Overfield (2007)more than a decade ago stillawdigghga d e qu at el y addr e s s

we have yet to see extended discourse analysis that revemitethetive practicesn which

1t



novice language learners and experts engage when participatmgmunity discoursinat is

linked to apedagogically structuredsetting ( p. 76, emphasis added) .

1.1 Purpose

To begin filling this | acuna in L2 SL rese
worth of applied linguistics research on bridging classrooms anavoeld interactions. While
the i mpetus of SL differs fr osershave&limitegcantroli ng i
over service activities outside the classrqemTheodorsdottir & Eskildsen, 202231 aligns

with Wagnets (2015)call for a reflexive relationship between classroom anebbsthool

activities: Classroom activities Ainitiate, f
of it,ofsahdobutctivities fican be nbtten vest ed an
| anguage |l earning and to develop resources th

The purpose of this study, then, is to examine the social organization of SL activities and
participantso6 1 nt er adversetaskan conpnunidybdsed@atistiesfamdr a c h
the classroominteractional practicesre practices that are endogenously organized to
systematically and recurrently achieve some kind of social action in a recognizable, intelligible,
and accountable mann@taddington et al., 203 3ollowing Garfinkel, 1967. To use
Eskildseris 2019)wor ds, an i nt er a-cdnstroctecendegvor thatis budte i s ¢
sequentially [and multimodally] through occas
109). Comparing participantsd practices in pe
communitieg(Overfield, 2007)s a starting point for casting light on how newcomers to a target
language community achieve different social activities through interastibrihe locals
(Wagner, 2015)as well as scrutinize the nexus between classroom ghd-wild

practicesThe current study is guided by the following overarching research question:

1€



How do L2 servicdearners and their eparticipants (peers, teachers, service agency
coordinators, and community volunteers) achieve SL as a collaborative, social attivity
communitybased activities and tleassroom, and what do their interactional practices
reveal about their orientation to SL as a social activity across the two educational

settings?

1.2 Organization

Thedissertations organized as follows: Chapter&viewsthe 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 explorationfollowed by specific research questio@hapters 4 andWwill report the
outcomes of the analysi§hese chapters will begin with a brief review of prior research related
to each analytical focus. Chapteexaminesow participants get others to do things angoesl
to these actiondifnobilizing others and being mobilizéd and Chapter lvestigates how the
participants coordinate their embodied action
oper at i v eThefina chapteg €hsypie) 6, revisits the overarching research question in
relation to the findings and concludes with pedagogical and methodological implications for SL

practitioners and researchers

17



CHAPTER 2: BACKGROUND

This chapter reviews three key concept guidethe study: L2 learning in the wild
(section 2.1)servicelearning(section 2.2), and L&ervicelearning(section 2.3). The chapter
beginsby considering theesearch traditions on L2 learning in the wild &oav CA has been
applied to examine and enhance the nexus between the classroom-avatickakperiences,
generating practical pedagogical insights for L2 education. Next, the concept of SL will be
discussegtracing its development since its emergence in the late 1960s and highlighting two
foundational componerdsreciprocity andeflectiomdt hat wunder pin the notio
doing service. o After that, the chapter discu
emphasizing studies that have adoptedhteractional perspective to investigate SL. Finally,

section 2.4 presents a summary of the chapter

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 tim&jrth and Wagner (199¢alled 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
challengirg the assumption of L2 speakers as defective communicators, Firth and Wagner
argued for a more holistic view of L2 usersbo
been a gradual paradigm shift in vigatidgrdalowar d u
world encounters as competent social actors. Evaluating the field of SLA a decadertater,

and Wagner (2000 o mment ed t hat @Al n many ways it appea



werein19989t he mainstream is in full flow é0 (p. 8
approaches to SLA, including sociocultural SLA and CA for SLA {8144; Kasper, 2009;

Kasper & Wagner, 2011; Markee & Kasper, 200¥gve begun to emerge. Figure 1 from

Wagner (2019¢ontrasts psycholinguistic and sociological perspectives on L2 learning.

Figure 1

Two Conceptualizations of L2 Learning

Concepts derived from Concepts derived from
psycholinguistic tradition microsociology (EM and CA)
speaking and writing practical reasoning,

locally supported sense making

structures, inventory of forms action, activities, practices,
members’ methods
sentences, ... turns at talk
classrooms life-worlds
learning grammar, words, practicing, participating, sense-
pronunciation making
NoteFrom fAiTowards an epistemology of second | anguag

Conversation analytic research on learnimgaction: The complex ecology of second language
interaction in the wildedited by J. Hellermann, S. W. Eskildsen, S. Pekarek Doehler, & A. Piirainen
Marsh (p. 262). Copyright 2019 by Springer Nature. Used with permission.
Of the alternativapproaches to SLA, GSLA is most relevant to the current study.-CA
SLA uses EMCAOGs objective t-makimgmpethedsfor L2 wuser s
achieving, maintaining, and restoring intersubjectivity in social acti(asper & Wagner,
2011) Since its inception, the field has grown in several directions: One direction focuses on
how L2 users @aceoaqniabadlyl ydoamdd | eHasperi&ng as a s
Wagner, 2011p. 127; e.g.Hellermann & Thorne, 2022; Kasper & Burch, 2016; Theodorsdottir,

2011) while the other direction concerns the (migi@ngitudinal development of vocabulary
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learning or interactional competen@eg., Brouwer & Wagner, 2004; Hauser, 2017; Nguyen,

2019; Nguyen et al., 2022Both directions have stretched the SLA datalfgsth & Wagner,

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

shining a light on how L2 users patrticipate in activities across various social settings, sometimes
making their L2 identity relevant by pursuing an object as learnable.

Al though it took nearly two decades for dfi
(Theodorsdéttir & Eskildsen, 2023) y a d o p temio(garticpAndredevant) perspective,
numerous edited volumes, special issues, journal articles, and conference panels and
presentations in recent applied linguistics reseg@ah, 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 emergefeoaciional use in a variety
of social settings outside the language classroom.

The following section discusses some of these notablkn@aAmed 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
interaction, 06 and it Agoes public as particip
resear cher ¢aspar, 2009 p. a2t followsshen that language learning is a social
accompli shment that can be observabl e, and he
interactional conduct. A&/agner (2015put it , cognition from a soci

understood as information processing but as organizing embodied interactions between social
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actors in meaningful ecol ogies and reflexivel
75). Since the emergence of €A A, L2 learning has been conceptualized in a number of ways:
1 BrouwerandWagner (2004) A [ Language | earning] has to a
interactional skills, and interactional resources in a wider sense. As such, language
learning probably needs to be conceptualized as a gwodss rather than a social
practiced (p. 32, emphasis added) .
1 Mondada and Pekarek Doehler (2004) A4 . . . | anguage | earning is
participation in organizing talkn-interaction, structuring participation frameworks,
configuring discourse tasks, interactionally defining identities, and becoming competent
members of the community (orcomuni t i es) i n which they part
1 Firth and Wagner (2007) Ai[ L] earni ng as a ubiquitous so
phenomenon that transcends contexts while
relation to encounters where an L2 is in u
1 Eskildsen(2018) L2 | earning is the conspiracy of
bi ography as L2 usero (p. 51) .
1 Eskildsenetal. (2019) AL2 | earning is not centrally a
linguistic structures per se, but about appropriating and developing such structures as

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

such | eary.ningo (p
1 TheodorsdéttiandEskildsen(2022)i. . . | anguage | earning is a
bi ographical discover)y of semiotic resourc

Despite a difference in their theoretical framew@érlsome combined CA withave and

Wengebd €1991)theory of situated learnin@.g., Brouwer & Wagner, 2004; Mondada &
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Pekarek Doehler, 2004yhile others drew on usagmsed linguisticge.g.,Eskildsen, 2018;

Theodorsdottir & Eskildsen, 2022)these definitions underscore the common understanding

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

rat her, it also entails any observable change
coordination of multimodalresources (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 langaagade

2.1.3 L2 Learning Beyond the Classroom

To date, research on L2 |l earning in the wi
(languag€éearning) practices across various social activities beyond the four walls of the
classroom: Service encounters, workplace interaction, conversétiosiearning, and AR/VR
games designed for language learning.

Service EncountersAmong the first to apply CALA to systematically examine L2
learning in the wildTheodorsdétti(201Q 2011, 2018)drew on longitudinal data to track how
Anna, a Canadian L2 user of Icelandic, initiates langdegening activities with the locals
across service encounters (e.g., offices, stores, banks) and private talk (e.g., dinner and car
conversations). In one sty, Theodorsdottif2011 see als@heodorsdottir, 2010 etailed a
practice Anna strategically employed to initiate and maintain langleageing activities:

Insisting onturn construction unit{CU) completion. Anna used this practice even if
intersubjectivity with the cgoarticipants 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. L1 interlocutors, on the other hand, often oriented to progressivity by

projecting to move onto the next axti(e.g., via offering a candidate completion).
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Theodorsdéttid €011)f i ndi ngs showed that it is the L2 u:
[languagel ear ni ng] acti vitieso (p. 205), and that
limited. Such findings stand in stark contrast to classroom interaction, wietggically the
teacher, rather than the learner, who actively instigates landgeggéng opportunities

Subsequent CALA studies have built robust collections of incidental L2 learning
moments in diverse mundane activities, including storyte(kng., Kasper & Burch, 2016)
dinnertable talkge.g., Eskildsen, 2018, 2022; Greer, 2018lking while cookinde.g.,
Eskildsen, 2018, 2022&and other service encountéesg.,Eskildsen & Theoddrsdottir, 2017;
Greer, 2019; Theodorsdottir, 2018; Theodorsdottir & Eskildsen, 2022)

Workplace Interaction. Aside from service encounters and private talks, L2 learning
opportunities can contingently arise at the workpl&wennevig (2018)or instance, showed
how a Polish immigrant construction worker, Tomaz (L2 user of Norwegian), oriented to
l earning new | exical items via the explicit w
it called in Norwegi am,pdntng, icanitc gesteren)tmhelp heisto act i o
workers identify the referent. His -aoorkers jointly participated in the situated language
l earning activities as | anguage -searphesolutia, nAdoi
confirmingpdtoimaizérs, rand repeating the word on«
6model 6 of the wordo (p. 73). Wi th a focus on
Nguyen (2019 e monstrated changes in Xu®©nds (L2 wuser
Vietnam) turn design over ti me. For exampl e,
diversified Ato draw from and mobddtig& taelsleisrsc
about their trips, wultimately achieving the g

strong evidence for L2 learning at the workplace, whether by treating lexical items as learnables

23



(Svennevig, 2018)r modifying interactional practices in response to contingencies during
service interactioiNguyen, 2019)

Conversationsfor-Learning. Opportunities for L2 learning are also prevalent in-non
instructional activities designed for language practice. One such exaroplesersationgor-
learning (Kasper, 2004)a form of nonformal institutional interactighlauser, 2008xrranged
for the purpose of promoting L2 learning and enhancing interactional competence. Otherwise
known as conversation tables, conversation clubs, language exchange, and more recently,
language caféKunitz & Jansson, 202 1ronversationgor-learning typically involve at least
one expert L1/L2 user and one or more novice L2 users converihraut predetermined
pedagogical agenda, about their lives, interests, experiences, and world knowledge over multiple
occasiongKasper & Kim, 2015)In addition to being a fertile ground for noticing and using a
new lexical item or grammatical feateg.,Eskildsen & Theoddrsdéttir, 2017; Hauser, 2013,
2017; Nguyen et al., 20229onversationgor-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 asymmetf(esg., Choe et al., 2022; Hauser, 2005; Kunitz
& Jansson, 2021; Nguyen et al., 2024) of which contribute to becoming an interactionally
competent member in the L2.

AR/VR Games Designed for Language LearningA 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 L2rgs®©ne such example @hronoOpgqThorne, 2013)a

GPSenabled, 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 readigigtic practices,
embodied completion, directives, and interbodied cooperative pragiiedermann et al., 2017
2019; Hellermann & Thorne, 2022; Thorne et al., 203iich findings suggest that plaoased
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 objectsyhile orienting to establishing intersubjectivity and achieving their
assigned missions in the game

In another digitalwild context,Nanbu (2022)nvestigated how a group of midesehool
Japanese L2 users of English managegresence during VR rolelays designed for language
practice. The findings showed that due to technological glitches, the participants oriented to their
avatars as problematn 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 problemsolving and negotiating understanding (see another example of tecleabfagtion
inducing further language use and practice during a commeédrated on®n-one tutoring
session irNguyen et al., 2022)

To sum up, CASLA research has expanded the SLA datafiisth & Wagner, 1997,

2007)by shedding |light on the i mportance of wunde
ongoing activities and therefore (Bintht&uated i n
Wagner, 200/p. 807) . By analyzing L2 usersoé6 partici

diverse ouf-class activities, CAased studies have demonstrated that L2 users are capable of

invoking various identities throuahfonative a day
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speakero), they can find wasolingtamd negatiatingt he | ob
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 enftclass social activities, which provide the space for L2 users
to coordinate a variety of resources, social actions, and interacti@cttps that may otherwise
be limited or absent in the traditional, teacfrented 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 caserve as powerful resources for curriculum developers,
instructional designers, and teachers to tailor their instructions to inchatiEsmactivities that
more accurately reflect the needs of the stud
The next section reviews soraetheCA-i nspi red pedagogies creat
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 CAlnspired Experiential Pedagogies
Taking the sociological stance on L2 learnipagner(2004)was among the first to
advocate for the view that Al earning in the ¢
the I earning communityo (p. 614); therefore,
use and practice in ordinary acties outside the classro@mra context wherein new members
can gain access to the ecologies of everyday communities. One of the pedagogivabmgieas
(2004)proposed was to have students record their engagement in daily activities and bring the

recording back to the classroom for feedback (seeBalsower & Wagner, 2004)This
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perspective embodies the very essence of experiential edu@émey, 1910, 1938 Education
comes from experiences (interaction) with the environment and reflection on these experiences.
Combining classroom instructions with reabrld experiences, several studies have
applied CA to radically inform language teaching by developing studisriered, experiential
pedagogies to enrich the learning experiences inside and outside the claSsnm@nprominent
exampl es i ncl udeelandichvdlagelQGarketdld E@11)Bpoakskaf is peech
s c a p e dilja,et ad K2019)Rally Course
The Icelandic Village.In Reykjavik, Iceland, Theodorsdottir and colleagues established
a network of ser vi cWagne(, 8045n¢he ladal camménityaveeter uct ur e
newcomers can practice | anguagpparticippesaren a saf e
hel pful and tolerant, aifWagnerr2815,ipo30ysdideacd | | ow t h
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 atetiorded their gxeriences 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, rolglays, execises) and positisit 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.
Sprakskap. In Stockholm, SwederGlark et al. (2011)ook inspiration from
Theodorsd-ttirdéds I celandic Village and initia
takes an ecological approach in designing the activities L2 users would engage in outside of the

classroom. The motivation behind this jex 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 thodmgua franca between locals

and foreigners when there is nam misunderstanding. Wiailswitching 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 Glallk.et ald €£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 leamiting iwild. 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 iSvenskadak A s wed imehw ), a physical card t he
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 &peakers
engage withthe L2usese . g. , A Focus on communication in S
expl anat i on sClaketal, @B p 3Ahother gxample iSit, Talk, Sitwhere 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 theiemctions with a local coffee shop owner, who
was trained to speak only Swedish to the L2 users. The recordings were then shared with other
Swedi sh |l earners via a | anguage Iteracon.so t hat

The Rally Course Also inspired by the Icelandic Village, in Tampere, Finldritja et
al. (2019)developed the Rally Course, a radically stuemmitered pedagogy to increase L2

userso6 involvement in assessing their own | ea
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competencies. Athe authorar gue d, Aln this way, the student
learning targets that are relevant for them and continue building their language learning
bi ographies and constructing their identities
reseachers established a network with local service providers, who agreed to speak Finnish to
the students and consented to have their interactions-kedeaded. The recordings were
brought into the classroom through discussions and reflection (segilalso& Lilja, 2021;
Lilja & Piirainen-Marsh, 2019; PiiraineMarsh & 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 preplanning activity in the clasoom to communicating with a barigRiirainenrMarsh &
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 v@aitlma & Lilja, 2021).
To build a social infrastructure for L2 learniriglja et al. (2019)collaborated with
teachers and interaction designers to creagiaty of innovative learning activities based on
|l earnersd interests and needs. Exampl es of th
1 photo journals: Students take a photo of their daily encounters and write a brief
descriptionof each situation.
T journey mapping: Using photos from the photo journals, students map out their typical
language use encounters throughtbetday and reflect on these situations.
f scouting activites:As homewor k, students observe othe
different environments, paying attention to their language use practices.
1 oneshot-video: As a planning activity, students film a short video using simple props

(e.g., cardboard, papeup 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 nutshellthese pioneering Ghaspired 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 experiemoesyland
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 newuers. Furthermore, the use of video recordings in more
recent studieée.g.,Eilola, 2023; Eilola & Lilja, 2021; Lilja et al., 2019; Lilja & Piirainen
Marsh, 2019; PiiraineMarsh & 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 situahs and empowering learners to assess their own needs and competencies.

2.1.5 Summary

While pedagogical interventions based on standard CA research-of-tatlkraction
considerably predate the literature reviewed al§evg, BarrajeRohan, 1997; Huth &
TaleghaniNikazm, 2006) the past decade has witnessed RAwinspiredexperiential
pedagogical interventioraebuilding a rich collection of innovative teaching approaches to
create meaningfudnd multimodal.2 learning experiencaaside and outside the classroom
Notwithstanding the diversity in their activities and strategies, a commonality across these
projects is that all were designed with L2 wus
converse in the L2 without switching to English, to initiate araintain snall 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 theasstbhderselves. Furthermore, by
transforming inthe-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 evaluatingeir interactional conduct afterward. Overall, this body of emergent
research has highlighted the reflexive relationship between classrooms and the wild, where L2
userso6 | ifeworld experiences are harvgdhet ed as
learning processd¥Vagner, 2015)

The next sectioprovides 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 centeramo

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

2.2 ServicelLearning

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, communityased initiatives were formed to adete for
equality, freedom, and justice. The same decade witnessed a resurgence of alternative schooling
in higher education, inspired by John Deweyos
democratic learning modéCrookes, 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)nitially 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 prastpaiences
irrespective of their major§&igmon (1973argued that by exposing students to different cultures
and |ifestyles, SL addresses formal education
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 t®euth. During the first Atlanta Servideearning Conference
held in Georgia in 1969, SL was officially de
needed t ask wit HSoetltenn Regibnaldcduaation Baard, w70, pThe
goals of SL at the time were to:
1 provide needed services.
T connect services with various types of learning that are relevant to students (e.g., content,
problemsolving, communication skills, research techniques).
T equip young adults with the experience they need to become competent psoblers.
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 educadicection and reflectiofDewey, 1910, 1938) SL
was designed as an interface between educatio
parts of the same fabric and the (Paupherbet ween
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 communit
learning objectives within communiyefined needs, and the learning objediaee often

Asuperi mposed rather t h4Sgmaheld7d,p.eldAséresulin t he se
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 discussaomong researchers and practitioners.

I n the decades that followed SLO6s inceptio
purpose of SL. Acknowledgingthatdle f i ned SL programs risks beir
impractical and demanding to realig&gmon (1979, p. 1Qroposed three fundamental
principles of SL, presented verbatim below:

1 Those being served control the servicefeyvided.

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

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

be learned.

ExtendingSigmord §1979)principles,Furco (1996)popularizedhe 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. Furthertdormett and Poulsen (1989)
proposed 10 principles (AThe Wingspread Princ
based on extensive consultations with the National Society for Experiential Education. In
addition to the principles enumerated above, they added:

M9 Stakehol dersdé roles and responsibilities s

negotiations.
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1 Tasks should be meaningful and challenging.

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

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

1 Students should be provided with structured reflection opportunities to critically reflect
on their service experience.

Altogether, the firsgeneration 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 "selgam®ing

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

reciprocity and reflection remain integral to SL. The following are- eximustiveexamples of

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

to play an irreplaceable role:

1 direct: involves providing service to service recipients via direct interaction (e.g.,
assisting senior citizens.

1 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.

1 researchbased: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 Psde 2007)

T project-based:involves completing service that will have a lelagting impact on the
community (e.g., providing services related to addressing homelessness in the local

community, se®erren et al., 2013)
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1 short-term SL: engaging students in chartglated work to assist community members
in need (e.g., donation drives, designing brochures?stau, 2021)

1 critical SL: engaging students sddresmg issues at a societal level by working with
community organizations, conducting research and taking actions (e.g., translating
documents related to domestic violence).

1 academic SL (ASL): 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,
seeSanchezaNaranjo, 2021)

1 intercultural SL: focuses on intercultural learning via SL (e.g., working at dental
brigades for underprivileged communities during a stesrh study abroad program in
Ecuador, seBrown & Purmensky, 2014)

1 electronic SL (ESL): using webbased technology as a medium of instruction@nd
providing services

Note that some types of SL are not mutually exclusive and could be incorporated into a SL
program if they meet the programbés goal . Ul ti

depends on the course objectives and community r{iPedsau, 2021)

2.2.2 Reciprocity

Reciprocity in SL can be understood at two levels: At the interpersonal level, it refers to
thefipartnershipgand mutual benefits between students, faculty, and the community. At the
programmatic and community level, it refers to flsennectiol between academic learning and
community outcomes.

Partnerships. Establishing reciprocal relationships among all stakeholders involved is

critically important as it dimplies that the
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servicelearning should be designadth the community to meet needs identifiegthe

c o mmu rJadoby,®2015, p. 4, original emphasRit 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 higluality SL, reciprocity has always been an inseparable

part of SL from the start (see, e.g., the second principle of SL proposidrbgn, 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 campusdgmon (1979suggested four variations of SL
programs that evolved out of the original framework:

1 serviceLEARNING: learning as primary goals; service outcomes as secondary goals.

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

1 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).
1 SERVICE-LEARNING: learning and service outcomes arpially weightednd
mutually enhancindpr all participants.
Among these variations, Sigmon emphasized the need to promote mutuality between service
providers and recipients by advocating for SERVAKEARNING as a guiding framework in

designing SL programs. In a later interview witartnerships: A Journal of Servideearning

and Civic Engagemeii8igmon & Keyne, 2010Sigmonc o mme nt e d , AMy goal wa
demonstrate that the service and learning (SERMIEERNING) had equal weight. All

involvedd community, students, facuftyarelearners and teacherss well aserving and

beingserved The mutuality of the service and | earn
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Drawing onSigmord §1979)initial definition of SL,Furco (1996¥urther asserted that
reciprocal learning is what distinguishes SL from other types of experiential learning. In viewing
SL as fAa balanced appr dcaral99%otee x per i enti al ed
Servicelearning programs are distinguished from other approaches to experiential
education by their intention tequally benefithe provider and the recipient of the
serviceas well as to ensuexjual focun both the service being provided and the
learning that is occurringp. 5, emphasis added)
For exampl e, in contrast to adding service as
education, SL integrates service into the courses (see Figure 2). In this model, both the students
and the community become active participants, simultaneaasyg as teachers and learners
who mutually benefit from the experience. Thr
are engaged in serving and being served by each other.
Figure 2

Distinctions Among Service Programs

Recipient Beneficiary » Provider
Service < Focus » Learning
Service-Learning
Community Service Field Education
Volunteerism Internship

Note FromServiceLearning Essentials: Questions, answers, and lessons leampd®l Jacoby (p. 2;

following Furco, 1996). Copyright 2015 by Josdggss. Used witlpermission.
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Collaboration among all SL stakeholders is a precondition to forming reciprocal
relationships. Agdin (2018p ut it , effective SL programs fisho
teaching and | e buildng parnersghipsdith tomraunity mentbersand
providing physical and emotional suppoart ( p . 1899, emphasis added) .
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
communitytodo ear n more about servi ce r dée Bipilartgynt s6é6 n e
teachers should developandne pt h under st andi n g toofferstuderss ¢ o mmu n
more guided and helpful feedback. All participéntie students, faculty, and commuagitplay
an active and responsible role ina®ating an impactful partnership experience (see Figure 3).

Figure 3

Participantsd Roles for Service Learning

Service Learning

Experience
Students
Motivating
Guiding & s Sharing experiences
coaching service Providing needs
activities
Support
Q System d
Instructor _ Colr-r?rfli:"frty
Building partnership
Note From AColl aborative Instructional Models for

St ud e n tHs Jing 2018 )nter@ational Journal of Engineering Educatid@@¥(6), p. 1899. Copyright

2018 by SH 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 exampl&eorgePaschal et al. (201@pnducted 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 aertize 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 solweaealproblems,
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 appreeiated th
commitments and skill sets that the students brought to the community. These findings contribute
to the overall conclusion that SL is a winn-win situation for all involved.

Some L2 Slstudies have shed light on how students and community members developed
reciprocal relationships through SL. For instance, in studidsliey-Lubbs, (2007and
KassabgyandEI-Din (2013) the L2 SL students, who were either L1 speakers of English
(Tilley-Lubbs, 2007pr training to become English teach@fsaissabgy & EDin, 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 reflectidt@y-Lubbs (2007)
identified a reciprocal relationship between the students (L2 users of Spanish) and the local
Latino community as both groups expressed an appreciation foraribgsal friendships.

Beyond language learning, the students described their community nseasldeends 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 reporte&agsabgy and HDin (2013) who
showed that both the students (L2 users of English) and the school workers (L2 learners of
English)formed close relationships abénefitted 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 feade interactionIn order b 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 (se@alsg, 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
acadent learning and community outcomes. It aims to bridge between theory and practice by
enabling students to apply their knowledge and skills inlifeasituations. In fact, the
importance of connection is highlighted by one of the most widtdy definitions of SL:

A coursebased, 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). Recognizmgection as a
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distinguishing factor of SL compared to other experiential pedagdyiesle and Hatcher
(20099hot ed, A... students are not only d&éserving
curricular engagement and applied learning such as clinical, fieldwork, internship, and
practicum, but also o6l earning to ywerivme., 638)h.e
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 includespveceEnglish teachers
teaching English to school workgisassabgy & EIDin, 2013) undergraduate studerfis/ang,
2019) and undocumented immigrari&chneider, 2019engineering students partnering with
local organizations for the blind, nursing homes, and spediatation schools to design and
develop technologies that address their nééids 2018) and students in a Medical Spanish
course providing translation for leimcome populations during medical interact{®anchez
Naranjo, 2021)To give a specific example froBancheaNaranj@ €021)study, a student
reported seeing a connection between theory and practice after working with Latino patients.
They wrot e, n. .. it was incredible that | was
medi cal s i tidOaadriginally writtet ip $panisty.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 l ear
internal tr ansf o(Kotha2015,@.r68)G@réundediptieeworks nfdewey,
Freire, and other experiential educatétslb (2015)as sert ed t hat Al earning

atensionand conflictf i | | ed processo (p. 41). An ideal SL
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|l earning cycle (see Figure 4) in that (a) stu
their peers, teachers, and community members;
observationd to question boy(pretobocmatviedns de
conceptso; and (d) the students apply theorie
through fAactive experimentation. o The cycle c

further concrete experience as a regtilictive experimentation.

Figure 4
Kol bés Experiential Learning Cycl e
(CE(
,_/"v Conc;ete
e Experience .
rd N
N
/ N
."’ \‘_
.-’K \I‘.
_,.,"'/, ] f_,.,\\-
< AE (RO
H"‘HI '\_ . S
Active Reflective
Experimentation Observation
II\ _’."’ / ’
N\ /
\ /
Y
. . yd
(AC)
- &

Abstract
Conceptualization

Note FromExperiential learning: Experiences as the source of learning and develof2nengd.), by
D. A. Kolb (p. 51). Copyright 2015 by Pearson Education. Used with permission.

Research following the firggeneration SL studies paid much attention to the role of
reflection in SL. I n their gr oun dlberaerarkyienngg, ob o o

and Giles (19994 r gued t hat @At he hylpammg]symbolizdsthecemralr a s e
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role of reflection in the process of |l earning
SL students across seven colleges and universities, the authors proposed 5Cs for implementing
effective SL reflection: (a) Continuity (before, during, angaervice); (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 currenefsliand (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 experigmgeSancheaNaranjo, 2021;

Schneider, 2019snowball fightSmeltzer et al., 20200 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 t
dialogue journals with the teach@hannahan et al., 202fby fostering critical reflection.

Critical reflection, rootedin critical pedagogyFreire, 1993 [1970]) n v o lanalgzig, i
reconsidering, and questioning oned0s experien
k nowl éldcgbyg, 2015, p. 26T he lack of criticakeflectionrisksleading students to form
stereotypes and biases towacdrtain communiésbased on service experien¢dacoby, 2015)

In critical reflection, teachers adopt a critical stance on social justice issues and are responsive to
addr ess t he sS$cohndiden 2089 akeShannatean at &. (2024fjudy as an
example, where the teachers responded to stud
the semester by asking questions to -further s
centeringo dial ogues t Httheir foeus rommwievang 8Ldasdanh e st ud

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 | ate 1960s, evolving fro
status as a widely recognized and popular experiential pedagogy. While SL programs now come
in various formats, two foundational principdeseciprocity andeflectiord remain 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) eststilng 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 fgghlity SL program should empower all
stakeholders through sce 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 ServicelLearning

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 aigtmdoreign language education as it
aligns with prominent theories in SLA and second language teachidg.(Bkxamples include
Vygotskyd §1978)sociocultural theoryon knowledge construction through mediated interaction
with more competent interlocutofs.g., Baker, 2018; Tocaimattatch & Walls, 2016)
Dornyed £001)motivation strategiefor promoting cooperation and motivation for L2 learning

(e.g., Pak, 2007 andFreired £1993)critical pedagogyfor promoting dialogues among equals
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(e.g, DuBord & Kimball, 2016; Shannahan et al., 20249wever,Wurr and Perren (2015)

cautioned that these theories primarily focus on the internal and external factors that may be
present as L2 wusers participate in SL -actiuvit
based | earning environment swing@mmsgnsuwarmorngd2 ( p . 5)
scholars toward the teraommunitybased servicéearning (CBSL; Baker, 2018; DuBord &

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

Lave and Wengér §1991)not i on of community of practice, t
outcomes from becoming a member in the community through SL.

Despite some schol arsdé eager attempts to t
language education, in practice, students sometitneggle to seadirectconnection 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 aR021) in reality, not all service activities involve direct interaction with
community members or service recipients. Even in activities involving direct interaction,
opportunities for target | anguage useguare not
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, fiokidery
should we do serviee e a r n(Thongpson, 2012, p. 7)

As some researchers have found, however, such concerns usually diminish by the end of
studentsdé6 SL journey as they engage in ongoin
service and learning, where learning outcomes not only encompass (percayadjiti gains
(as measured by prand posttest,e.g.,Gaugler & Matheus, 2019; Tocaimalatch & Walls,

2016 or selfreports,e.g., DuBord & Kimball, 201pbut also growths in motivation to become a
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member of a communit{Pak, 2007)empathyPerren et al., 201 3ntercultural awareness
(SancheaNaranjo, 2021)and critical consciousneéShannahan et al., 2021)

Take the L2 speaker of English frdperren et ab §013)study as an example, who
reported a shift in attitudes about the homeless community as a result of a SL prdyject.
communication with the authors months after completing the pragjeetsharedi As an
outsider, | always had the misconception of h
have more empathy, since | wunderstand more ab
(p. 480). A shift in attitudes toward the service recipierds @also reported by Sanchdaranjo
(2020). The studenssx pr essed a change in theirhowecandr oach
helpthem@ (r ei nf or-senygedhbkiwhegaatreehiytheset conditions?
(questioning the root of the problem) by the end of their SL journey (p. 42, original emphasis).
The students also reportdtat working with Spanish users of diverse regional backgrounds

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

2.3.2 Servicd_earning Interaction

By and large, L2 SL research hasedretrospective methods (e.g., written reflections,
surveys, focus groups, interviews)sdindyp ar t i ci pant sé perceptions of
the other hand, how precisely L2 users accomplish SL activities with different stakeholders in
reaktime interaction remains undeplored Perren (20073tands as an exceptiomho appled
CA (as a complementary method to observations, fieldnotes, and survey interviews) to explore
L2 user so | angua @k prajest@articipantawem bilingual speakeyswofa |
English and Japanese from an American university, Kespaaking medical teams, and
Tagalogspeaking Filipino skilled laborer§heSL project which aimed to reduce substandard

housingtook placen the Philippines. In one examptaree Male Student Workers (MSWad
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a Female Student Worker (FS\Wsisted a skilledvorker(SW) at a construction site by passing
water or cement to him. To soli&t Woastention, the student workgosoducel the word
Awat er 0 (lines 1R B)ddllawedtby repeatingin Ta g al o golife®t ubi g

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

1 MSW?2 Water?

2 (0.5)

3 FSW: \W\ater?

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

Perremr gued t hat A par tdditonghlanguageso perfaem varibpllse t o U ¢
communi cation functions necessary to complete
repair potential gaps in understandi nig82whi |l e
emphasis addédAlthough this examplélustrates howthe participantstilizedi ad di t i on al
| a n g uasa@ressuice to achietBe interactional agendadidnotc onsi der particip
of embodiedesourcesThis omission might battributedto thelack of video access. Perren
hadi ncl uded details on the participantsitd concur

would have enriched the visual descriptaond analysi®f SL as asocialactivity.
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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 userso6 (perceived) linguistic gains,
On the other hand, far less attention has been given to understandintgriqigtional practices
involved in accomplishing SL as a social activRgrre® €007)study standout asa
pioneering work in SL research by examining SL from an interactional perspétswexample
highlighted that SL provides a rich interactional context for participants to engage in
collaborative task accomplishment, suclsas | i ci t i ng s o rofedng asSitanceat t ent i
to move a task forwar(Perren, 2007)

While these two studies haaevancedL research by focusirmn situated language use
during service interaction, the lack of consideration for multimodgliiyniting. 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 multisensbriap henomenon that rests on pa
and production of temporal, bodily, matd, and spatial resourcés.g., Drew & Couper
Kuhlen, 2014; Mondada, 2017)his perspective resonates wittkinsond €019)call to
integrate concepts such asagerative actiofC. Goodwin, 2018and intercorporealityMeyer
et al., 2017)nto SLA research, broadening the cognitively orienteddiseimbodied/iews on
language learning and teachitg posited that language and language learrgmgherently
social and embodiédwe learn languages not in a vacuum but to socialize with others; in the
process, we use languager bodiesandwhatever artifacts available in the interactional
environment to achieve sers®king and cooperation with othetearning and teaching are

socially achieved when we engage in joint activities using language and our (boelyes 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 aiternative approach to SLA research, showing different ways applied
linguistics researchers have attempted to bridge classroom learning awdnldagncounters.
The chapter also discussed the concept of SL by discussing its origin, development, and
applcations to a variety of L2 educational contexts. Notably, the impetus of L2 learning in the
wild research and SL is quite different: L2 I
realworld needs to inform experiential pedagogies, whereas SlLestahlished experiential
pedagogical program with the goals of promoting democratic participation and addressing
communitydefined needs. In the context of L2 education, however, the goals of SL become
multilayered as language use and practice are ingrame the curricular equation.

Extant research has shed much light on various aspects of SL mostly through
retrospective methods (e.g., questionnaires;reelbrts, interviews, focus groups, written
reflections), examining participanthecéontgxer cept
of foreign education, primary attention has b
(perceived) linguistic development, intercultural awareness, and shifts in attitudes as a result of
SL. Of the few studies that adopted an interactionapsative to examine L2 SL interaction,
the analytical f oci taWie-interacfioh witboaitcconsideringpwa r t i ci pan
multimodal resources (e.g., gaze, gesture, mobility, temporality, spatiality awargedo
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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servicel earnerso6 classroom and service site pract
important lingering question in the staikthe-art SL literaturgOverfield, 2007) How are

interactional practices in a pedagogically structured setting linked of-@laiss, community

practices between newcomers and locals?

The current study builds on prior SL resea
rising interest in understanding the connection between classroom practices and those that
transpireinreawor I d acti vities. Rat hedangudgeauser s ol el y f c
orientation to | exical knowl edge, this disser
orientation to task accomplishment in the SL classroom and at the service sites. A comparison of
participantsd 1 nt eetaccontertswallserve to mforn pedagaegicah cr 0 s s
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 activitiesn communitybased activities and the classrabmamely, (1) mobilizing
others and being mobilized (getting others to do things and its respanddg®) intercorporeal

co-operative practices (interactive coordination of embodied actions)
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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 Hawai ai . Upo
Institutional Review Board, 14 student participants and six faculty merfroershe ESL
program were recruited to participate in the current study (see details in section 3.1). The
participants provided informed consent for vidand audi-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 coorditas and community volunteers for videand audierecording 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 aitttaudierecorded. Nor
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 materialdded to my ethnograjhknowledge which provided
useful information for the analysis

The current corpus (approx. 26 hours) contains awdtid videerecordings of service
interaction (15 hours), classroom interaction (6 hours), and focus group interaction (5 hours). An
overview of the data is shown in Appendix Phedissertation focuses only dhe service and
classroom interaction datibocus group data were not consider@dlected segments from the

service and classroom interactiere transcribed using multimodal CA transcription



conventions (Burch, 201T. Goodwin, 2018; see details in section 313).ensure
confidentiality, all names of the participants (except for the researcher) and institutions to appear
in the transcripts were replaced by pseudonyms.
To maxi mize the participants6é anonymity, [
macOS, i0S, and iPadOS) was used to superimposmia effectonto the moving frames
Framegrabs obtained from the videos were further edited using Adobe® Photoshop and
Procreate® illustration apps to adjust or remove any identifiable informaticdodingthe color
of T-shirts associated withservice agencynonparticipants, and irrelevant details in the

background €. Goodwin, 2018).

3.1 Participants

The marticipantsn this study weréa) students, (bjpstructorsand (c) service agency
supervisors and community members.
3.1.1 Students

Fields ESL program haslongstanding ar t ner shi p with a womenoés
southwestern Japan. Each year, a cohort of Tourism and Business students from the university
enrolsi n Fi-mbdsld &xchange program. Among the cohi
14 students were recruitéa participate in this studgn a voluntary basis: Mikki, Sora, Mei,
Abby, Ai, Kathy, Elsa, Ray, Holly, Yvette, Isabel, Aliyah, Mika and Saseudonymshosen
by the participands Their average age was abo@t &nd their English proficiency level was
loweri nt er medi ate according to the ESL progr amos
intermediate to advanced | evel Onveekdaysallci pat ed

students attended academic English claksmssedon Reading, Writing, Speaking, and
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Listening skills. Lowetintermediate students attended SL classes on Tuesday and Thursday
afternoons (see details in section 3.2.3) and participatedekendservice 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 afoktetm reflection essay and
deliver several presentations to showcase their SL experiences. Attbetka 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 preseqgtit to the public athe 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 pesiaityld they choost® withdraw

from it. All provided their informed consent to partake in gtisdy.

3.1.2 Instructors

Among the six instructors recruited, two (Tony and Mggeere SL instructors and four
(Alex, Myles, Kari, and Peter) were n@L faculty members teaching in the ESL program. All
i nst rfustlanguageHEnglish, with varied proficiencies other languages

The SL instructors, Tony and Megdrave pursued graduate degrees in applied
linguistcs Tony i s an experi enc eardihamra$haisnespansibte t h e
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 tbther SL classes. They were not involved in developing the SL

programdés curriculum nor required to accompan
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ThenonSL faculty members were al|l Graduate As

(Peter) or PhD (Alex, Myles, and Kaim applied linguisticsOne of the duties as Graduate
Assistants in Fields ESL program was to accompany -pacticipate in service activities with
the students at least once throughout the term.

Due to logistic reasons, among the instructors who participatedsiieogervice
activities with the st ithsenvicesinteractionlwyth thie studgnis s

were videerecorded.

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 Samardaronprofit charitable
organization that provides mentorship programs-asételementary to high school students. At
the service site, Joe -@upervised the service activity with two other colleagite also co
participated in the first half of the activity with the student participants.

Sanako is the contact person of Jed a Japanese temple responsible for hosting a
l antern festival I n Hawai @i each year . At
an orientatiorthatincluded an introductiotot he t empl eds mi ssi on, t
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 wolteers after the orientati. Three community membérGisselle,

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

activities with the student participants. All service agency supenasarsommunity members

speak English as their first language.

Y
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At one of the service sites, the students fundraised for a local foocbdrpugblic streets.
As suchsometimesheir interaction with unidentified individuals (e.g., drivers, passengers,
pedestrians) asrecorded. 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, thappearancen the videoss filtered via postediting.

3.2 Settings and Data Collection
This section describes the SL activity settings and data collection process in detalil,

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 desigmeeetthe host
uni v e goalioprgnte personal development, critical thinking,-ssessment, and
democratic participation in both eand offcampus activities. Catered to international students
who might be unf ami |l i d&aaconedptthighlyiValuedmmmericany s er vi
educatiord Fields 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 andvierdd applications.
2. Devel op possible professional skills that
3. Enhance problersolving, writing, and critical thinking skills.
4. Engage in crossultural and crosgenerational communication.
These objectives were introduced to the st

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, gpegedures and

rules, instructions on how to sign up for service activities, aneb&term responsibilities.
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In introducing the concept of SL to the students, Tony likened SL to volunteerism but
emphasized reflection (preduring, and postervice) as a key component that differentiates SL
from volunteerism. In the handbook, several definitions of SL refleetene providedalong
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 nobevd any observations while at the service sites.
Figure 5
Experiential Learning Cycle

The Experiential Learning Cycle

NOW WHAT Experiencing

The activity phase

Applying
Planning effective use
of learning

Sharing

Exchanging reactions
and observations

Generalizing
Developing real-world

principles V WHAT

Processing

S 0 WH AT Discussing patterns

and dynamics

Note A modified version of the experiential learning cycle shown in Fields SL student handbook.
Adapted fromExperiential learning: Experiences as the source of learning and develop2mentd.), by
D. A. Kolb (p. 51). Copyright 2015 by PearsBducation. Used with permission.

For the rest of the orientation session, Tony asked the students to work in small groups

and complete a AService Learning Scavenger
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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 sigp sheets posted on a wall (see Figures 6 & 7). The students
were reminded of any upcoming SL activities through Fidldly announcements, which were

read aloud by their ESL instructors at the beginning of the first and second morning classes.
Figure 6

Service Activity Sigltup Sheets

s

Note Fields students would visit Tonyds office to

Ann T. Chog(modified; blur effects applied to protect confidential information).
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Figure 7

An Example of a Sigbp Shee{CloseUp View)

The

by the USDA, and the

been chosen to participate.
Because our seniors, age 60 and older, are a large segment of the
PQDulotion affected by hunger, due to living on fixed incomes and having
rising medical costs, this program helps supplement their monthly groceries

with healthier choice food items than they might otherwise have the
opportunity to buy.

is brand new program
Is one of only 7 in the nation that’s

Day of Service: Saturday, April 20, 2019

Estimated Time Shift: 8:00 am - 11:00 am

Location:

Estimated Tasks: Volunteers assist with packing boxes with food items, such as
canned goods, rice, etc. for delivery for monthly food distribution program.
Attire: Volunteers must wear covered shoes; wear appropriate clothes.
Required: Application form

Levels Allowed: All levels

e e e T
EM | App | Love! First & Last Name

Note Photograph byAnn 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 ondime commitment, a handful allowed multiple visits, and only one reqaired
long-term commitmentMost of the student participants in this dissertation engaged in one to
two service activities over the weekendagchlasting for aboutwo to threenours. These
included, but were not limited to:

§ attending an educational tour at a Hawaiian cultural site.

1 assisting a residential senior care home.
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f assisting visitors at a marine mammal park, an aquarium, half marathons, and
charity walks.

1 preparing lanterns and souvenir bags for a Japanese festival.

1 packaging food and outdoor fundraising for a food bank.

1 folding letters for a charity walk.

1 weeding gardens.

T teaching Japanese to high school students.

The rich selection of service activities a
objectives by exposing students to ample opportunities for intercultural anejerastional
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 vaitoraarine mammal park).

Tony considered two important t@tia 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 a
seekingsimilar5 experiences for their students. Regal
concerns, service activiti@svolving potential risks were eliminated.

With Tonybds assistance, the researcher obt
collect data at their sites: (a) Good Samaritan, (b) Mahalo Foodbank, and (@nJodmple.

Good Samaritan.Good Samaritan is a 501(c)(3) nonprofit charitable organization with a

mi ssion to provide ment or shnclpding those whauaten er ab | e

1 According to IRS Publication 55I71/30/2023 1:56:00 ANRev.Januan2023), 501(c)(3)nonprofit organizations

are defined as fACorporations, organized and operated e
public safety, literary, or educational purposes, or to foster national or international amateur sports, oopiventi

cruelty for children or animals, including the following types of organizations to which the specified subsections

58



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 Hawai i t hanpacsoh ariskechildrdans mi ssi o
Il n 2019, Good Samaritan organized a charit
Team, a teeo-teen mentorship program. The organization prepared printed letters to be mailed
out to its members, seeking donations and inviting them to join thigychvatk. 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 coll eagu
and activity procedure, the students@@und a long table (see Figure 8) and participated in the
threestage 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 bifsihear
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 ostilngent
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.

[B01(e, f, k, nUS. departmeénioftherTeasary POR1i pSbehttiose//dww(irs.gov/publirs
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Figure 8

Seating Arrangement at Good Samaritan

Note.Photograph byAnn T. Chog(modified; object removal & Abenerated faces by Adobe® Firefly).

Mahalo Foodbank.Mahalo Foodbank is a 501(c)(3) nprofit charitable organization
that collects and distributes food to vulnera
domestic violence survivors, rehab patients, and economically insecure seniors. The foodbank
works with a few hundred partner agess statevide to facilitate the foodollecting,
warehousing, packaging, and distribution proeesStudents from Fields SL program
participated in two service activities for the agency: outdoor fusidgaand food packaging.
Outdoor Fundraising On a SaturdayApril 2019, Mahalo Foodbank hosted 4@8ur
outdoor fundraising event for a food drive, which simultaneously took place at three different
| ocations in Hawaidai. Students from Fields SL

(Alex, Kari, and Peterjo each location, most of whom-participated in the activity with the
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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 researaliezitiaa 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 moneg foottbank, but
donatorswvere welcoméo contribute canned foods. The agency supervisor then handed out T
shirts, premade signs, and fishing nets (for collecting donations from passing vehicles) to the
fundraisers. After the orientation, the fundraiserskb 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 potenél 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 Warehous@n the weekend following the fundraising event,

Tony accompanied most students from the Fields SL program to assist with food packaging at
Mahal o Foodbankds warehouse. Large cohorts of
present at the site. Fiks 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 faodstinside. 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

thetask. TwoHy i deo cameras on standing tripods were
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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 Foundatima 501(c)(3) noprofit
organizatiod Jodee n Templ e hosts an annual l antern fes
family and community members on Memorial Day (the last Monday of May). At the event,
thousands of participantgould gather by the shore, write messages on cdigtiieed lanterns,
and float the lanterns on the water. To prepare for the festivakelo@emple invited
community volunteers to assist with lantern preparation, scripting (writing atteral6 me s s age s
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 Jexo
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 curresearch. The participants were instructed by
Jodecen6és staff to t ape -psehaeed wosdernldntemn frames. \ghdegher o n't
participants worked in pairs, the staff members walked around to provide instructions and
assistance. The paiif@ants 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 record
interaction. The researcher participated in the service actimigyprior 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 J&ddemple

e

Note Photograph byAnn T. Chog(modified; object removal & Abenerated faces by Adobe® Firefly).
Souvenir Bag PreparationOn April 28, some students from Fields visited Jeddao

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 activithree 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 thassembly 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 tripod

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

I n Iline with Fields SL programébés | earning
help students understand the concept and purpose of SL, increase English vocabulary knowledge,
enhance oral communication skills, and reflect on service experiences.dljestives 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 shar¢éhwehaxperienced
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 Hawaiialiure and useful vocabulary by reading short
stories. After service, the students deliveredmaiBute individual presentation and adfnute
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 trippde@mobile
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devices used as voice recorders to capture the partidypaetactions from different angles as

they worked in small groups. During small gro
desks were arranged into a sesmcle to work on classroom activities, such as Reading Circles,
reflection activitiesand handouts. A voice recording device was placed on one of the
participantsdé desks to ensure high sound qual
different groups, videcand audierecorders were used to capture their interactions separately

(i.e., one video camera and audéxording device per group). For the individual and

collaborative presentations, a video camera and an-audi@ or di ng devi ce wer e

final presentaon 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, 208&reeck et al., 201 Bs the analytical
framework to examine how the participants accomplisiinSkattime interactionPioneered by
several CA scholar@.g., C. Goodwin, 1986; Heath & Luff, 1992; Sacks & Schegloff, 2002)
mul ti modal CAbs project is to examine how par
within the complex ecology of the setting to accomplish the activity at hand. Depending on the
ecologies and types of activities the participants are engagttese 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 (Sackst al., 1974 mutimodal 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, 20Q), objects (e.gDay & Wagner, 2019; Nevile et al., 2014¢mporality (e.g.,
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Deppermann & Streeck, 2018), mobility (elgaddington et al., 2013ytercorporeality (e.g.,

Meyer et al., 2017), and multiactivity (e.g., Haddington et al., 2014) in social interaction.

3.4 Transcription

Considering transcription as thed@chs, 1979 a selective and reflexive process
informed by the resear cher 6sansaripiegraddaepraserdingt h e o r
interactionalconduct ar y depending on the researcherso6 ar
activity under examination. A longstanding methodological isshewsinteractioncanbe
systematically transcribed so that activiglevant details are preserved and accurately
represented on the printed page to provide accessibility, intelligibility, and accountability for
both the aalyst and the reade€(Goodwin, 2018 Mondada, 200)/

Thetranscription system for CA developed by Jefferson (2004) is the most widely
accepted standard for transcribing talk and nonlinguistic vocalizations (e.g., laughteramdl in
out-breath). Since theiit, has been further developed to represent criitepburn & Bolden,
2012)and visible conduct such as gaze, gesture, movement, sometimes accompanied by video
framegrabs or drawings (seepburn & Bolden, 201, #or a detailed discussion). Prominent
examples include (Htreeclkk £009)use of different symbols along with a description to
indicate the duration of gesture, mov@ment be
Goodwinbds (2018) incorporation of framegrabs
phenomenon in focus; and (dpondad® §€019)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 withtheresar cher 6 s needs and analytical foci
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While nonvocal actions can be mapped over vocal conduct hteallered activities
(Hepburn & Bolden, 2017), when transcribing silent actions, embodiment must be anchored
through other means, such as clock timifiggf & Heath, 2015)or marking the pacing and
duration of embodied actiorflondada, 2018)Iin transcribing the temporality of interaction,

Mondada (2018) distinguishethronos( i . e. , fAan abstract, measured
fromkairos( i . e . , Afa relative time defined by the p
chronos is an etic measure of time external to an interaction, whereas kairos is an emic measure

of time, defined from the participantlevant perspective.

According to Mondada (2018), Luff and Heat
(clock timing) presents an example of fAchrono
Aexternal o to the interaction. | nunfolings way, t
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 segmentasl.ig part of

the paradox inscribing time in a vistsgatial representatiomaking a pure emic

representation of time difficult to achie®ondada, 2018, p. 100, emphasis added)

This dissertation adopts the Jeffersonian transcription system for transcribing talk
centered activities. Bodily actionsthatcoc cur wi t h tal k are represenit
conventions for embodiment, where the onset of nonvocal actions is markedbgp si gns ( i+

placed at the top of talk or duration of silences, and continuing actions are indicated by dashes

(0 ) .enhfamceeadabilitypar ti ci pantsd6 embodied actions ar
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symbols (in contrast to Mondada, 2018)instances of multilingual interaction, embodied
actions are placed fiabovedo the talk -byat her th
morpheme gloss and idiomatic translations into English.

Il n response to t he dldéciden toammbinglauffanddeiat 666 di
(2015) and Mondadads (2018) multimodal ‘transc
trajectories of silent actions. To synthesize chronos with kairos, both aetktéynal and
internal time served as resources for depicti
actions. This is achieved by incorporating time trajectqfd®e, 2020) nt o Bur ch d s
multimodal transcription systefor anchoring andisualizingthe temporal coordination of
silent actions (see Figure 10).

Figure 10

An Example of Tim&rajectories in Multimodal Transcripts

abb +moves paper on top of lantern frame
leo +touches paper

02 > (+0.2 0.5 +0.8)
abb +stands up & fixes the upper edges of paper (>>line 4)
leo +BH holding paper & head slightly>R (>>1ine 4)

03 +(8.0)
abb +withdraws BHs from paper
abb +sits down
abb +BHs touch the bottom of paper
leo +withdraws BHs from paper

04 2> (+0.2 +0.5 +0.8)

Note Il ncorporating time trajectories into Burchoés |

temporal ordem focus (lines 2 & 4).
In Figure 10, Abbyo6s ( abedginningafthe tinoertrajectary, | i ne 2
and Leods (| esedondsnark Bdthspartipants them engagein different sets of
action in line Jor eight seconddn line 4, Abby withdraws her hands from the paper at the 0.2
second mark, followed by sitting down at the-8éeond mark. At 0.8 seconds, Abby touches the

bottom of the paper with her hands while Leo withdraws his hands from the papsen in
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this example, only parts that are relevant for the analysis are transcribed in suciThenape
trajectory is especially resourceful when locating the exact timing when two or more
participantsdé simultaneous actions converge o0
In the excerpts, framegrabs are inserted into the multimodal transcripts to visually present
participant soé embodiCnonotd waitn r(e2l0elvBa)n twrpoltaec,e si.é w
not adequate to present to the reader, or myself, how action in interaction is cooperatively built
through thesimultaneous orchestratiaof thesevery different resourcés ( p . 102, empha:
added). AdditionallyC.Goodwi nés (2018) technique of erasi
was applied to highlight only the featsiia focus. When appropriate, arrows and circles (in

yellow color) are added to the framegrab&nhance the highlighted features.

3.5 Data Exploration

Following the standard protocol of CA (sBw&lnell, 2012)1 conducted an initial
exploration of the entire corpus throughmotivated lookingPsathas, 1998) namely, the
researcher examines the data witheptedetermined analytic agenda. In other words, rather
than superimposing a priori assumptions about
| began by noticing what the participants treated as locally relevant and the methods they used to
achieve a particular outcome. During this process, | ensadbégrencéo thefiunmotivated
inquiry by describing participantsé orientati
producel, and he 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, | noticed that in both the
classroom and at the service sites, participants frequently made use of matecial @b .,

handouts, letters, mobile devices) and immaterial objects gegjuresseeNevile et al., 2014)
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to accomplistvariousactions: activity transition, making requesstablishing shared
understanding, anachievingcooperationAdditionally, | also noticed that participants at the
service sites appearedutlize additional resources from the spatial and temporal dimensions.
From there, | began to build a collection of similar instarndése same phenomenon across the
two educational settings. Among the candidate phenomena, | selected two analytic foci to be
systematically examined in this dissgion due to their frequent occurrence in the data: (a)

mobilizing others and being mobilized and (b) intercorporealprative practices

3.6 Research Questions
In line with thetwo analytical focioutlined abovethe study asks:
1. What mobilization practices and resources do the participants use to collaboratively
achieve SL activitieat the service sites and in tlassroom?
2. What intercorporeal coperative practices and resources do the participants employ to
co-accomplish SL activitieat the service sites and in ttlassroorf?
3. What do participants o6 mogerative practites reveal about

their orientation to SL as a social activity across the two educational settings?
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CHAPTER 4: MOBILIZING OTHERS AND BEING MOBILIZED

The current chapter describes participants
the classroomGenerally,mobilization involves getting others to do thinggluding transferring
an object, a service, or informati@@ouperKuhlen & Selting, 2018following 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; Raman, 20d.8)op
an ongoing actiofe.g., Kim & Kim,2020) Focusing on participantsé
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 participants6é6 orientation to SL.

Close torecruitmend the embodiedlisplayof trouble or need and requesting or
solicitingo t h e r -@rstnotv eontr@ution or assistan¢éendrick & Drew, 20169
mobilizationencompasses a braaadange of activities, including cooperation, contribution, or
assistance by a specific other in a specific situgfi@eghaniNikazm et al., 2020With a
focus on the nexus between turn designthaedarger activity of the mobilizing actions,
mobilization involves a range of moves that participants can use to direct, guide, request, and
prompt ot hwhichsnay oaaty nobimvalve the public display of trouble or naed.
Betz et al. (2020¢xplain, the design of a mobilizingrnisintrinsically tiedt o par t i ci pant
understanding of the larger activity context, which reflexively impacts their local coisiiott.
rel evanc e iscapturéds,dot examipléeynmdand Kim (2020) whoinvestigated
Kor ean s peakd&anpdrative(siep lod i n hiandghe imperative with the
added auxiliary verpo- ( i’ s epwa ;mpier at i v e 0 Jandnaw actieng. Theegfounch e r e

thatt he sel ection of the i mperative form refl ect



action within the | arger act iSpecifically,glamsi t uati on
imperatives areised forrequests unrelated to a projected next adgoq.,asking someone to
stak thephonenumberwithout anticipating a subsequent acjiomhereagpwaimperatives are
used for requests that advance a larger course of getmnstopping someone from placing
canned goods in the cart [current action] to check the expirationraatenated actior)]

While mobilizationis a relativelyemergenterm given its close association with other
welkest ablished terms in the CA |iterature, suc
brief discussiorof these concepts is in ord€rentral to cooperation and collaboration of human
sociality, recruitmentan bedefined @i aimteractional outcome or effetitat participants in
interaction havelternative methods 0 a ¢ Kenéricke&®dreW, 2016p. 2, emphasis
added)While the theoretical roots of recruitment stemmed from earlier works on speech act
pragmaticgBlum-Kulka et al., 1989; Searle, 1976) h e t e r ma ghift from farl appecoacs |
centered around the speech act of requesting to one addtbssinggractional process of
getting others to adt(Rossi et al., 202(. 6, italics added) recruitment sequenarinimally
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 responsetoteec r ui t er 6s pri or acti on;
recruitee can respond by (a) fulfilling the r
showing a lack of ability or willingness to fulfill the recruitadc t i on (Arejectiono)
the fulfillment (fidefermento), or (d) initiat
repairo). Furthermore, the base sempquests)ce can
that foreground the primagyc t i on ( fiacti on pr oNhenamalyzng, 0 Scheg

recruitment, the analyst examin@sw arecruitingaction isformed (design)when it occurs in
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the interactior{position) whose rights are made relevant throtlghaction, and how and when

it is responded tby the recruitee.

Il n the CA | iter at urae ofteil usedgnieckangéakpweder, i d i r e c

some scholaré.g., Craven & Potter, 20lQ)ave argued that the for mer

someone to do things (e.g., ACoul d yDoawingX? 0)
on Searl eds ( acsswitichncludeddieaives(getbng somgone to do

something, e.g., requests, proposals, and suggestionspmaissivegcommitting or assuming

an obligation, e.g., offers and invitation€puperKuhlen (2014 following Hancher, 1970

argues that both categories of actione hi ¢ h s h e -commitseea 6 i capbe ©) v e
conceptualizederms ofagentivityy who does the acti@dhandbeneficiary who benefits from

the actionln makingrequestsfor instance, the agent of future action is Other and the

beneficiary of future action is Self; dhe other hand, in makingroposalsthe agent and

beneficiary of future action include both Self and OtkRerthermore,hese action types can be
fulfilled by imperative§ e . g . , f c 10 eesbsthati th enodeaseno emddality and no

subject in their barest fora(Sorjonen et al., 201p. 8, original emphasid)to convey
participantsd orient at i onominatedactionéMondadm01T)n e s s
In situations where multiple imperatives are used, participants may display their orientation to

the fast temporal progression of the ongoing task by fulfiliriegnominatecction without

w

0]

hesitation or even shortly before the compl et

Mondada, 2021)By contrastdelayed responses may ocuetlrenthe participants orient to
negotiating understanding by initiating repaamong other reasons.
As a multimodal accomplishment, getting others to act goes beyond grammar and lexis to

includemanipulatingobjects, gestures, and mobility (or the lack therdefamples include (a)
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shaking a pil/l bottl e t o s ufNgugen, 2Gl2)p)pdinting,nt 6 s a
reaching out, holding out, or waving an objectirectot her s6 attention to th
them to deduce its relevance for the ongoing act(eity., Kendrick, 2020; Mondada, 2017,
Rossi, 2014)and €) in mobile activities, such as shopping togetherntlodilizer canstandstill
andugi mper ati ves such as i hrequedapmapriate (eKtiacion®& Ki m,
from the recipientThese examples once agaighlighthowp ar t i ci pant sé shared
of their ongoingiinvolvement commitment, benefit and sharedness [in an actiwityy be
publicly observable, displayed locatyhr ough parti ci pantsd earlier
contributi on(Sorjonenetah, @801 E 12) vi t y o

Similarly, Mondada (2017, 202XBuggests that participants rely on their shared
understanding of thpraxeological context a flow of actions from prior, current, to projected
next actiond to make sense dfie timeliness, relevance, indexicality, and projectability of
directivesAnexampleo f how mobilization is contingent up
praxeological context and the larger activity comes fitonlacher (2019)who illustrated how
hair salon apprentices made sense of when to hand the mirror to the hairdresseitényng
andanticipatingt he hai rdresser6s actions. Even in the
routinely initiated the action of retrieving and passing the mirror in final assessing sequences,
using the hairdr es s @oddirehdng cueSsrpreaand Ragvadsac t | o n
(2014)study of buying cigarettes at the convenience sitses hed | i ght on how pa
choice of verbal request format is intrinsically tied to the interactional ¢pamedada, 2009)
and participation framework configured by their bodies in the physical environ@@npared

to producing a minimal request with a noun phrase, designing a request in a clausal format (e.g.,
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Al 6 d lallowsthe eustgmer to initiate the request early while approaching the transaction
point (when the clerk displayextreadiness to engage witle customer).
In short, he studies reviewed above point to the fact that our understanding of
mobilizationand its responses should not be limited to adjacency paimn@hidizing and
responding actions) batso includep a r t i anutpakamdtcao@erativenderstandingf their
participation frameworkthe praxeological context, atfte larger activitylt is for this reason
that the current chapter adopts Taleghdni k azm et al . 6s (2020) ter mir
as an umbrella term that encompaggesruitment) idirectivesp andfirequests) to examine
participantsd alternat i v dheimespohsesthaosodiffereneStt i n g
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 parfica nt s 6 ori entation to the tempor s
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 learnthteaching are essentially a
multifaceted, embodied, and multisensorial experiéAtanson, 2019; Douglas Fir Group,
2016) As will be shown, the participants coordinated a range of multimodal resources within the
local interactional ecologyo 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 aetio@entedmobilizationdesigns;
by contrast, their orientation to pursmeitual access to a knowledge object and humtre

classroom is reflected in their monepdicit, modulated, and talkrientedmobilizationdesigns.
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The analysis will suggest that SL exposes students to a rich spectsitmatbnallydesigned
mobilization practicescentral to establishing reciprociéynd cooperation.

In what follows, I will first illustrate two canonical mobilization sequences derived from
the data (section 4.1). After that, | will describe the common practices observed across the
service sites and the classroom (sections 4.2 & 4.3), followed by mattuih 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 taskssential object@Veilenmann & Lymer, 2014such 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.qg.,
dispensing the tape), which benebtsth parties in light of collaborative task accomplishment.
These mobilizing actions typically involve transferring or manipulating-éssiential objects.
Mobilization in the classroom, on the other hand, primarily occurs in environments where the
partiapants 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
guestions. These mobilizing actions largely involve transferring knowledmformationA
guintessential 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 patpart), forming a base adjacency pair (Schegloff,720Bxcerpts 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 Jedo, during which Kai (community volunteer) and Mikki
(student) work on lantern preparation. The excerpt will show the noticeable eritbilizing
formatsat the service sites. Kai is an dlther who has been volunteering at Jagtoevery year
for the past two decades. Mikki is a fitgher participating in the activity. Shortly before the
excerpt, the participants carefully placed a lantern paper oxédaritern frameThen,Kai
delivers gpositive assessment of theniqr action (placing the lantern paper over the fraame)
initiates a mobilization sequence via ggzeintinggesture,antt he adj e c(ines\3®), i s ma | |
directing Mikki to pass him a small piece of tape.
Adjective + Gaze + Pointing

(1) fiSmallo 040619 MK_CAM101 _20_34

01 KAI: toka::y.
02 (0.2)
kai +IFs press down top of lantern frame
03 KAI: +>good=good=good.<
04 (0.4)
kai +gz>R (where tape dispenser is)
kai +RIF guickly>R
mik +gz>L
mik > +LH retrieves tape dispenser
fr +#1
05 KAI: = +sma+11.
mik +BHs hold tape dispenser
06 MIK: + okay?’
mik > +RH dispenses a piece of tape
mik P +RH moves forward
fr +#2
07 (+0.2 +0.5)
mik +gz>KAL, smiles
kai +RH reaches MIK’s RH (»»line 9)
fr +#3
08 MIK: +'mh::.°
kai +smiles & nods
kai +retrieves tape from MIK
kai +RIF places tape on top of
lantern frame
09 (+0.2 +0.5 +0.8)
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Frame 3

K a inlizingturnformat( A s mal | , 0 | i heeistregdtingsheegugsteed t s t h a't

objectasknown to themobilizee(Zinken & Deppermann, 2017) Bef or e Kai 6s turn
completion, Mikki gazes to where the tape dispenser is while simultaneously retrieving it (line

5), showing early responsivity (Mondada, 2021
action (line 7) can be attributedttoe fact that the excerpt is extracted from a time when Kai and

Mikki had already been working together towhile thus, the participants had developed a

shared interactional history which allows them to effectively understand each other even if the
mohilizing action is highly implicit and ellipticalDeppermann2018) The mobilization

sequences completed when Kai retrieves the requested object from Mikki (line 9).

| n Ex c e r mdbilizihg turnkesigrasjective + gaze + pointinguccessfully
promptedthe expected next action from Mikkpassing Kai a small piece of tap&he
mobilizing turn is situationalhdesigned inthatit e f | ect s t he participants
shared interactional hi s t oindjcates hejoit oféntdtikttio 6 s | mm
fulfilling thenominated action in order to progress the task.

Excerpt 2 presents@ototypicalmo bi | i zati on sequence in the
class worked on handouts related to their vis
the students (Mikki, Sora, and Mei) share their answers to questions on the handout. Prior to this,
thestdent s enacted a scene they witnessed at t he

your impression of the |l odi?0 (see Excerpt 39
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describe the scene (water droplets sliding off of the taro leaf). In their reenactment, the

participants established a rhythmic thpet structurdJefferson, 1990) Al eaf , 0 fAwat er
rai sed pittahedr AiponayEl asked the group to revie
Mi k ki summons Tonyds attention by her persona
intonation (line 1), ensuring Tonyo6s awvail abi
Kuhlen & Selting, 2018). We will see hoMikki mobilizes vocabulary support froony via a

guestionword interrogative + enactmefiine 4).

QuestionWord Interrogative + Enactment.

(2) fASlidedo 040919 MMS_CAM201 09 41

mik +gz>TON
01 MIK: = +ah- >tony [tony;<
sor +gz>TON
02 SOR: [+HO:w-
03 (0.2)
mik +gz>SOR
mik +holds out L palm
fr +#1 "N
04 MIK: = how do you sa:y- +(0.2) +l(hh)eafu, A <M Do =il
Frame 1
sor +gz>TON
sor +holds out L palm, raises R fist
sor +drops R fists on L palm
fr +#2
05 SOR: +<water> +° Tpou::ng!,”’
06 MIK: "HHH"
07 TON: = dropped?
mik +furrows eyebrows, tilts head>R
08 MIK: [+ drop?”
sor +gz>MIK
09 SOR: [+ah drop[pu?
mei +slightly tilts head>R
10 MEI : [+ °drop?”

Mikki verbally formulateghe mobilizing action with a word search markéskildsen &
Theodorsdottir, 2017) Ahow do fbunsady, a prospective i nc

vocabulary as the target of the request and i

While Jefferson (1990) showed that a more gener al it e
|l ist completer, in Excerpt 2, the third item (a raised
first twboiaethsinwateanad), which the students |l ack the d
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copart i (eaygsh, 2008, p. a21; following. Goodwin, 1996)During the pause (line 4),
Mikki shifts her gaze to Sora, inviting Sora to partake wtanstructing the mobilization. Mikki
then holds out her palm while producing the first item of the previeestblished temporal
order(not shown; busee Excerpt39wi t h cont i nul{hmeafyiontld maet i49n (th c
she aborts the tusim-progress. In line 5, Sora salélects as next speaker to compthateseries
ofevents fAwatero and a raised pitch fpoaZ o and i
the programmatic relevance of the thpsat construction as a sequential reso@de&erson,
1990) Tony provides a candidate solution with wu
invites the recipientsodéd (dis)confirmation. Al
guestionable (linesi@0) and extend the sequence by clarifying theatyf 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 questiarord interrogatives and accompanying bodily actions
Note how Mi kki 6s mo b i {dasigneditag(a)inute her peea(Sora3tot uat i o
partake in collaboratively constructing the tinased ortheir mutualknowledgeaccess to a
sharedpast evenand (b)solicitimmediatevocabulary support frorthe teacher (Tonyip
orientation to activity progressivifgmall group discussion

The two examples abe have showthe 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: actlatyant
objects at theegvice sites antinguistic or contenknowledgen the classroom. Both examples,
however showedthat mobilizing others and being mobilized is a multimodal achievement

involving the coordination amultimodalresourcesuch as gaze, ideophonpsinting,and
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verbal formulatons and t hat participantsd ways of for m
tied to their shared understanding of ifiieractional histories aralctivity context.The resif

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 immexliateractional 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 formelaicpo r e s si on fAone mot
pl e asomeétimesaccompaniedbgest uri ng Aoneo with an index
(a repeat of a prior actiompanbe fulfilled collaboratively by the mobilizer and mobilizee, or
individually by the mobilizee alonéepending 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, cdting repetition of the prior
action serves as an attempt to remedy the problem. In the classroom, this practice is used
foll owi ng a mobidundestanding or tloubtep With hyearingp and im anen
special case, a mobilizer orientstoameéent i n t he prior action as |
able. o The mobilizeesd responses to being mob
the two educational settings, which indexes their orientatitimetéarger activity
4.2.1 Identifying a Problem and Remedying the Problem by Mobilizing Repeated Action

Excerpts 3 and 4 are representative cases of how particgightsservice sitedeploy

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 witipping 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 | antern paper
paper on the lantern frame whilegk¥i 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) ALetds Checko 040619 MK _CAM101 12 40

mik +BHs holding sides of lantern frame
kai +RH holding inside of lantern paper

01 KAI: +'e::h,”

02 ((loud lantern paper fluttering sound))
mik +widens eyes, pouting lips
mik +LH>lantern paper
fr +1

03 MIK: +[00:PS:+:

04 KAI: [ “woo-"

kai +turns lantern paper>self

05 +(0.2)
kai +gz>taped part of lantern paper (>>line &)
kai +leans slightly forward
mik +gz>KAI, BHs helding sides of lantern frame
mik +tilts head, gz>lantern paper
fr +42

06 KAI: +I think this +o:+ne, (0.4) maybe we +di:d,

07 (0.8) put the flap wrong way.=I think.
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Frame 2

kai +moves head back
08 +(0.5)
kai +LH touches taped part of lantern paper
09 KAI: +[ ((inaudible))
kai +places lantern paper half way on top of
lantern frame
10 +(0.8)
kai +RIF>forward
kai +moves lantern paper slightly forward
11 KAI: = let’s +check.=>one more time.<
kai +leans forward
mik > +LH moves lantern paper>self
mik > +slightly lowers lantern paper
fr +#3 +#4
12 (+0.2 0.5 +0.8)

Frame 3

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 re&aatgion 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 stepqjines 6
Al t hough Mi kki does B8actount, ker diemtlattions indexstutaah d t o

engagement in studying the issue (Frame 2).
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A few momentdater, 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 hirarréthn re
doing the prior action himself; (s formulates the mobilizing turn aspaoposall i | et 6 s
checko), which indexes both parti(@Gesperas t he ag
Kuhlen,2014) and (c) he moves the lantern paper slightly toward Mikki, thereby making
retrieval of the paper a compliant, relevantiektl so note that Kai ds prop

without object encoding, which indicates that the object is recognizable to the recipient (Zinken

& Depper mann, 2017) . Latching ontaomeniorke pr opos
time. <0 produced in fast speech and with fall/l
mobilizing actionMi kki 6s ful fill ment of the mobilizati o

retrieves the paper and begins placing it over the frame (linesdgyesting her orientation to
cooperation andrgency 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 frAgein,K a itwnsdesigrn(e.qg.,
proposal without object encoding) reflects his orientation to a shared interactional history with
Mikkib, and Mi kki 6s instantaneous fsarhutual briemtagont of t
to completing the current task part of the largecollaborativeactivity.
Excerpt 4 presents another instance of the
warehouse. Two student participants (Isabel & Kathy) tape cardboard boxes to be used for food

packaging. The participants had previously established a shared routine: Whersonaspi@

3 While moving the paper toward Mikki, Kai also points his index finger forward (line 11). However, it remains
ambi guous whether Kai i s gest urnenmlganintidentahpoinibgeas hefone d or
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 smoothengadpedust
area. In this excerpt, Kathy tapes across a cardboard box while engaging in small talk with
| sabel . Treati ng -pgritraping action bensatsfactony, dsablel ynobdizes u s t
Kathy to redo the jugprior taping action using silent actions (pointing and number gesture).
Leading up to the excerpt, the participants mutually patis@ctalking in orientation to taping
the cardboard box. We joindhnteraction as Kathy breaks off the tape with force and Isabel
smoothens the tape (line 1).

Pointing + Number Gesture.

(4) ATame018 KlaGCAMBO5_29 41

kat +breaks off tape forcibly
isa +RH smoothens tape

01 (+0.2 +0.5)
kat +LH touches edge of cardboard box
kat +gz>ISA, smiles

02 KAT: +[((inaudible
kat > +LH taps edge of cardboard box twice
isa > +RIF taps middle top of cardboard box once
isa = +slight head shift>L (where KAT is)
isa = +LIF gestures “one”
fr +#1 #2

03 (+0.2 +0.5)

Frame 1
kat +smiles, RH moves tape dispenser>
middle top of cardboard box

isa +straightens torso
04 +(1.0)

isa +BHs touches tip of tape from tape dispenser
0s +(0.5)

isa +places tape in the middle top of cardboard box

fr +#3
06 KAT: +tabun (suki) .

maybe like
Maybe (1) like.
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Frame 3

07 (0.3)
kat > +pulls tape dispenser back
08 ISA: do you like- (0.2) +[((inaudible
+shakes head
09 KAT: +'no."
10 ISA: tNo.
11 (0.4)
12 KAT: I like so so.
13 ISA: so so.
kat +BHs breaks off tape forcibly
isa +RH smoothens tape
14 +(0.5)

After breaking off the tape, Kathy taps the edg#hefcardboard box while gazing and
smiling at Isabel (linesiB), thus treating her prior action as complete and inviting alignment
fromIsabell sabel , however, visibly orients to the
problematic (line 3): She tilts her head while tapping the top of the cardboard box once with her
index finger (Frame)l a pointing gesture tharecisely locates/herethe 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 Kathyoés pr oj e crtsieeds mahilizing Bathy to regeatbec griorr v ; r at

action, picking up from a specific place where the problem arose.

't has been observed that participants in Mahalo Food!
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 gxcerpt 9). The closuienplicative 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 I sabeldés mobilization with a
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 boe Fyekathy resumes the
previouslysuspended talk (line 6), and amid their small talk (lines38 Kathy fulfills the
mobilized action by réaping the part that Isabel treated as problematic. The mobilized action is
fulfilled when Kathy dispensesthepta wi t h | sabel 6s smoothening of
14; c¢cf. |line 1). | sabel s simultaneous embodi
repeated action (lines 6 & 14) indexes her orientation to the nominated action as a
collaborativeachievement.

As with Excerpt 3, in Excerpt 4, a mobiliz
treatmentofajugpr i or action as problematic; yet, its

reciprocated attention and understanding towarditiielding activity.

4.2.2 Initiating a Repair and Mobilizing a Repetition of Prior Talk

Excerpt 5 shows howmodulatedeques{f ione more ti me, pleaseo)
gesture are deployedtihe classroomm o mobi |l i ze a repetition of a
a repair initiation. I n Tonyds classroom, Sor
AWhat was your i mpressi on o fwrittehrespdngedSord askedf t e r
if they were supposed to complete the handout as homework, which was confirmed by the
recipients. The excerpt will show how San@ents to achieving intersubjectivity a the
foomul ai ¢ expression (fione mor e tandmenomber t he mod
gesture to mobilize Mei 6s repetition of prior
defers next speakersHiy passing the floor to Mdline 4).

Formulaic Expression+ Modulation + Number Gesture
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(5)
01
02
03
04
05
06

07

08

09

10

11
12

13
14

15
16

17
18
19

20

21

ATaro Taro 10 040919 MMS_CAM201 _07 _

MIK:
SOR:

mei

mei
mei
mei

=or

sor
fr

METI :

=or

SOR:
MEI:
SOR:

mei
mei

how about tyou::.
hu:h?
what-
+E palm>MEI

un [mei's +tu:rn.

[wa:s-
o:[:h.

+gzrhandout (HO) (»> line 8)

[+o:h. I thought that loi is wvery::-

+BHs form a "ball"™
+mowves BHs forward
+gzrstraight +gz>50R
+(0.3) +wee:ru +(0.2) >lefbu?< +a::nd +seibi.=
well-maintained
{0.3) well (0.2) lebu? And well-maintained.

+leans body forward
=+ah?

+R palm by ear
+#1
+(0.8)

[what do you:: me(hh) [hh
[kirei. [hh
pretty

Preity.

beautiful.
m:: yeah.=kind of. “yeah.’=hh

+RIF gestures "one">MEI
+#2
‘un?’ +one more [time please.
[very::- (0.2) well- (.) wuz=

=ah weeru=

=loi i[s very::
[a::h weeru.
+expands palms facing each other
+expands & contracts

BHs (>>1line 21)
un=yeah well. +well- (0.5) le+put?

(0.2)

8¢
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Mei 6s turn interspersed with sound stretch
A>1 ey bu ? KBpindicdtes aveosd searchjmogress. The word searchaiscompanied by
arepresentational gestugililler et al., 2013}hat resembles the kajoorm) of the taro plant
(line 8), which makes the searcHed item publicly accessible to the recipief@oodwin &
Goodwin, 1986)Yet, neitheswitching toJapanese 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 gefmeiensen, 201,6-rame 1) to either indicate

her trouble with hearing or prompt Mei to use English (liries 0 ) . I n any case, So
actionsinviiteMei t o repeat or reformulate her prior t
initiation (Awhat do you:: me(hh) hh, 0 line 1

(Schegloff, 1997) Me i repairs tiltkieesouncéine lapaneaeser
understanding with the recipients. While Sora offers an English equivalent in the next turn
(beaw i ful ., o0 line 13), Mei 6s partial acceptance
solution remains inconclusive.

Prefaced by another repair initiator (fAAun
modulatedequest o mposed of the formulaic expression f
el ement A plnenbsergesturd a mee titheg t o mobili ze Mei 6ds r
turn. Byattachingi p | etatherggquesSor a ori ents to the Apotent.
what i s b e i(Bolden, 2041 7pu260P foeimstance, its compliance may prompt
further trouble in talk from Mei without resolving the puzzle. Before Sora completes the
mobilizing turn, Mei fulfills therequestedctionby recycling the previousiroubled turn (lines
16 & 18; cf. lines 7 & 8), once again displaying uncertainty in her description. Nonetheless, Sora

claims understanding of t-threughrepetition (Breeedtdl., 0 vi a a
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2009), treating the item as I mmediately recog
in the devel opment of the topic in progresso
displayed recipiency, Mei continues current speakership by attggrptreformulate the prier
troubledturniil eput 2?0 (line 20). Notice that Mei does
rather replaces the | exical item Al ebud with
gesture that she deems as morefheélp assistingS o r andesstanding. Although the repeated
talk leads to more repair work (see Excerpt 6), at this point, the mobilized action is fulfilled.

The example above has il lustrated Sorads m
cupping gesture, number gesture, modulagediesk following a repair initiation anMe i 6 s
immediate compliance to provide a reformulation of her earlier troubledNota.that thaise
of the modul ati efgl eetvs c®o NSelbas thesbeneficiary aithe on t o
requested action and Other (Mei) as the agent
understanding of the current activity (small group discussion) as one priuciizesachieving
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 orienttoggomething in the preceding action
as problematic or remedyorthy. While themobilizing turn is designed in a strikingly similar
way as those seen in Excerpt 5, it carries a different interactional 8nppetifically, it
mobilizes a repetition of a laughable element in the prior turn for the purpose of extending a
humorous sequence. Uporehe i ng t he unrecogni zabl e word, nl o
Sora engage in further repair work (lineg 22). As Mikki mobilizes Mei to explain her prior

talk, Mei | aunches a reenactment by repeating
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moving her fists up and down (linesizs6 ) . We wi | | see dlreatedddlei 6s r e
humorous by the eparticipantd t r i gger s Mi kki 6s mobilization o
Formulaic Expression + Modulation + Number Gesture.

(6) fTaro Taro 20 040919 MMS _CAM201 07 _29

mik +gz>MEI, furrows eyebrows
22 MIK: +leptu[t?
s0r +gz>METL
23 SOR: [+what is lept.
mei +moves palms ocutward
24 +(1.2)
mel +moves BH fists up & down from R>L (>>line 26)
25 MIK: please et+xplain. hh
mik +gz>350R
s0r +gz>MIK
mik/sor +open mouth
fr +#1 +§2 +#3
26 MEI: lo:- ta+ro taro +taro taro taro(hh) +°taro taro”

Frame 1 Frame 2 Frame 3
sor +gz>MIK, expands arms
27 SOR: [>many many< +TA:ro:.=HH
28 MIK: [HH .HH [THHH [THAH HAH HAH
29 MEI: [HH HH HH Thh thh
30 SOR: [.HHH .HH .HH
31 MEI: tHH
sor +moves fists up & down from L>R
32 SOR: [+taro taro [taro taro t(H)aro taro.=
33 MIK: [THH
34 MEI: [Hhh .hhh
mik +LH on MEI's shoulder
35 MIK: =[are you +okay?
36 MEI: =[>(no=no=no=no.)<
37 SOR: [.HH
38 MEI: yeah okay.
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39 SOR: [>many many< taros.

mik +LIF gestures "one"
mik +leans forward
fr +#4
40 MIK: = [+one more +time plea:+se?
mik +gz>30R (>>line 42)
41 MEI: = u::h +lTtaro:.
42 MIK: thhhhh [.HH hh
mei +holds palms straight
43 MEI: [ah (0.5) +ro::w.
s0r +tnods
44 SOR: ah +TROW.
45 MIK: rolw.
mik +gz>MEI
mei +moves palms forward
mei +BHs touching each other
50T +claps hands
50T +holds palms in midair
46 SOR: [+a::h. (0.2) [a:+::h (0.2) [+seiri=
sort:out
47 MET : [m: .
mei tholds palms straight
48 MIK: [+row,
49 SOR: =[seiton.
tidy

Ah. (0.2) ah (0.2) Well-maintained and organized ((idiom))

mei +RIF>SOR
sor +claps hands once
fr +#5

50 MEI: [yeah.=+seiri +sei+ton. [Hh

sort:out tidy
Yeah. Well-maintained and organized ((idiom)). Hh

51 MIK: [((inaudible))
sor +smiles (>>line 53)
52 SOR: [+a:::h.
sor +nods
53 MIK: +tsh THH
54 SOR: I shee.

Frame 5
Toward the end of Mei 0s reenactment (line
with one another while widening their mouths

as surprising. After an outburst of laughter from all participants (line81)7Sora imitates the

seemingly robotic enactment performed by Mei via an ethigated repetition of gesture (line
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32; cf. line B), therebyextending the humorous sequence. On the other hand, Mikki mobilizes

Mei to repeat the reenactment via thedulated requesi one mor e ,0i wbi péea: se

deploying the number gesture and leaning toward Mei (lineNtijce that dthoughMi k ki 6 s

mobilizing turn is designedsing the same elements as the modulated requested shown in

Excerpt 5 considering its sequential environment (amid laughter), it does not carry the same

interactional propert ifespedtion (SBolinealbia Exeegpd) i er mo

namely, rather than getting others to repeat a prior action due to a need to achieve understanding,

Mi kki 6s mobi | i isdesignedno elicicallEox anencopetthat @rolorggthe

laughable momert not e Mi kki 6s continuing | aughter in |
Mi kki 6s sustained orientation t @nesidecht i nue

however. Although Mei launches another attempt at describing the scene (line 41), initially

recycling the same lexical elemefitafod) from her previous attempt, she pivots away from it by

topicalizing a different wordifowq) 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 (liné54) the participants jointly

orient to arriving ashared understandin§ora demonstrates recognition of the target referent by

producing the Japanese i dnaimtaimadtandcganizéddlroa s(el:i nfiesse i

46 & 49)alongwith solution claps (lines 46 & 50) to indicate that the trouble has been solved

(cf. HAsol uti dauses, POl Meisd sten kersse@ment of the s

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 tinebilizing turn design in both cases
involve the formul aictlkeReapmeds| @ani, n gaodalee memnt i
number gesture, its interactional import varied: repairing and achieving understangxkogrpt

5vs. prolonging a humorous sequemnté&xcerpt 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 faiteehgt at maneuvering a task
essential object (lantern paper in Excerpt 3 and tape in Excerpt 4), made visible by the
mobilizerds diagnosis of a probl em. By ident.
action, the mobilomethéaf smpkeksedBaapaydi®e s mat nt e
Dingemanse, 201®. 664). And by projecting the primary action with a preliminary (Schegloff
2007 in this case, an accounthe mobilized action became more understandable, and hence,
more likely to be accepted by the mobilieoutkoopSteenstra, 1990)

Furthermore, the fact that the mobilizing action occurred after a failed attempt also
indicates that the participants used this pra
made in the previous attempt. In both Excerpts 3 and 4, the mobilized aetsoresponded 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 (Excedipt Of note, although the mobilization was initiated-one
sidedly, the participants ostensibly oriented to fulfilling the mobilized action as a joint project
(ctbAabi |l at er Rossi,R@&HU ehxatts i, NHNan action on the pal

by the requesternotasaseli r ect ed action, but as a contri bt
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p. 439). This is reflected in how the mobiliz
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 r edgadtensndtonlyoduetormepet i t
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 understandimg pr i or s p e a k edlaésgepdirinitiator vi a an
(Drew, 1997) indicating the presence of a trouble source without specifying it, before launching
the formul ai c exprneosdsuiloant,e di obnye fnpolreea stei.nbe , Toh e U
requestsuggests that the mobilizer orients to herself as the sole beneficiary of the mobilized
action (fAunil ateral requests, 0 Rossi, 2012) w
as delicate and possibly imposing upon the mobilizee (Bolden, .201fhe deviant case
(Excerpt 6), a mobilization sequence was initiatdbbfaing an unexpected reenactment and in
the midst of loud laughter. Despite bearing a striking resemblance with the modulated
i mperatives seen in Excerpt 5 (Aione more time
informs us that it is an encore; thlesence 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 betwéeamobilizing turndesigns are noted. Across
both educational settings, the number gesture was repeatedly seen in the examples (Excerpts 4
6). While in the classroom the number gesture was observed to occur in tandem with the

formul aic expression, M@Aone morwce dita, timesamep| ease o
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gesture was used without talk to achieve a similar interactional effect (Excerpt 4). In terms of the
differencesmobilizationtended to be designedly bilateral at the service sites and unilateral in

the classroom. Moreover, tingobilizing turns at the service sites were observably concise and
elliptical whereas in the classrodheywere mitigated Par ti ci pant sdé sel ecti
design featureseflects their orientation to the relevance of the larger activity. Specifically, they
tendeduo prioritize task progression at the service sdesltreatthe service activity as a joint

project; by contrast, they oriented to prioritiziggining 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 otipeais 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 oractiononhold ii t s r dssfaresgen: theoastivity is not abandoned but only
p ost p@addirgton et al.,, 2014. 25). This contrasts with other cases, such as initiating a
new activity, where a participant mobilizes others to stagdiscard their current trajectory of
action. Thedesign ofmobilizationand the practicaleasons for pausing or completely stopping
an ongoing action vary dependingtep ar t i ci pant sé orientation to
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
multiactivityd it he soci al, interactional and tempor al
people organise multiple activities together,
5). The current section focuses particularly on how the participaariage multiple activities
serially, where a current course of action (main activity) is suspended to prioritize another
emergent course of action (side adtiyi In other words, the participants coordinate multiple
activities by organizing them into consecutive order, dealing with one at a time. Of note, the
di stinction between fimaino and fAsideodo activit
and maaged by the participants (Haddington et al., 2014). Excerdr@nisMahalo
Foodbankodés out daqgwhereAlax (achaorEl insructomat tlee\E8SLnptogram)-co
participates in the activity with the students, and Excerpt 8 is fang e SL&lassroomThese
excerpts will show how the main activity is suspended tto(ajitiate a guessing game during
an outdoor fundraising activifexcerpt 7) and (b) tonsert an announcement in the classroom
(Excerpt8)l n both cases, the student participants
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
sideby-side arrangement, waving pmeade signs and shaka 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 donordés vehicle with

some donations from a vehicle. In ling1Alex returns to the sidewahnd resumekis default

A fishakao (extending the thumb and pinky while curling
Hawai @i to express friendly messages, including fal oha
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position. We will see that Alex mobilizes the-participants to halt their ongoing actions by
reconfiguring his spatial arrangement and initiating a guessing. gdraeceparticipants
respond to Al ex6s change in spatial arrangeme
establishing a joint focus of attenti¢niifFo r ma Kendom 1987, 1990)

F-Formation + Imperative.

(7-1) 7 Guél81® KERA_CAM108_00 15

ale +returns to sidewalk
01 RAY: fwoo:: (hh) . +Twoo::.

all +wave hands at passing cars

fr +#1
02 +(2.0)

Frame 1
ale +withdraws LH from waving
ale +gz>net (>>line 4)
ale +LH touches money from
outside of net
03 (+0.2 +0.5 +0.8)
ale +brings net closer to torso
fr +42
04 +(1.0)
ale +gz>straight (>>1line 9)
ale +LH covers money from ocutside of net (>>line 9)
fr +#3
05 +(1.0)
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ale +leans torso slightly to right

ale +steps L foot forward
fr +#4
06 (+0.2 +0.5)

ale +walks toward ELS & KAT +stops walking
ray +gz>R +gz>L +gz>net

els +gz>R +gz>net

els +leans torso>ALE

kat +gz>R

kat +RF steps toward ALE

fr +#5

07 ALE: >  +guess (.) how +much +lbill she +ga:ve.

Frame 5

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 inspecteccol\er 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 sidy-side arrangement, Alex projects his next action as

deviating from the alreadgstblished interactional routine.
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With the object hidden in his hand, Alesalks towards Elsa and Katly form a circle
with the ceparticipants (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 precisglthis moment thatra~formation(Kendon,

1977,1990)s formed wher e al | participants Asustain a
which the space between them is one to which they éawal direct, andexclusive access
(Kendon, 1990, p. 209, italics added). Put di
relationship (from linear to circular) and theirawis arrangement index a joint orientation to

engage in the side activity, where some new busisdsshe accomplished while the main

business of fundraising is putonholdt Ft her mor e, Al e guass()hommechat i ve
Zbill she ga:ve., 0 -aninovejoirk husiness s g guessirg gamlatadt t h e

to thejustretrieved donation.

Excerpt7-2 (immediately following/-1) demonstrates hotke participants orient to the
occasioned guessingganmer esponse t o Al ex 0 stheicapateipaats i ve t ur
contribute their answers, W tNP, Ra Wiemieddi3ng t h
collectingtheresponsesAlex uncovers his hands to reveal the answer (liné$3)4

Spatial Rearrangement.

(72) AGuess 20 041319 _KERA_CAM108_00_20

kat +L foot crosses R foot
o8 +(0.2)
ale +1lifts head slightly up
ale +smiles (>>line 19)
09 ALE: did you +sTee:?
ale +turns torso>ELS
els +raises RH
10 +(0.2)
ray +gz>ELS
els +RH gestures 'five'
11 ELS: +five >dollar.<
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ray +gz>net

kat +RH gestures 'five'

KAT: +°five.®

ale +turns torso & net>RAY

ray +gz>ALE

ray +nods once and smiles

RAY: +TE:N?

ale +uncovers LH with money in net, gz>net
ale +LH pushes money upward (>>line 15)
all +gz>net

all +move head and torso toward net
ray +steps toward ALE

fr +#6 +#7

> +(0.5) +(0.8) +(0.2)

ale +gz>KAT

ALE: twen[+ty::.

els +gz>ALE then RAY

els +smiles with open palm

els +straightens torso

fr +#8

ELS: [.HH [+OA:::H.

kat +smiles, straightens torso

KAT: [+.HH [OA::.

ray +gz>up +gz>ALE

ray +claps BHs

ray +moves BHs in circular motion
fr +#9

RAY: [+OA::::+:::h. [+woo:::.

els +gz>ALE

ale = +walks to RAY's R
ELS: [+Wo:w.
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Frame 8 Frame 9

Alex uncovers the hidden bill while the-participants jointly attend to its revelation
(line 14 & Frame 6). As Alex pushes the bill upward, thepadicipants lean their heads and
torsos toward the net (Frame 7), forming a tighter circle around thet @djde 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 tegelation Elsa, Kathy, and Raydicatesurprise via a series of loud
cheers (lines 16L9), 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 spontaneouslgrchestratea side activity and prompted the-co
partici pant s 0 reconfigariggethe spattal airangemenesiabjish a joint focus
of attention and using the i mpeartwipantvste N Guess
perform an action (to gues3hecepar t i ci pant sdé ongoing monitor.i.
movement and their joint understanding of pineaxeological context (Alex just retrieved some
donations from a vehicle) enabled thenp&sform the expected next actiaithout a need to
initiate repair or negotiate understanding

In Excerpt8, Kathy, Elsa, and Aliyah rehearse their individual presentations about SL in

a small group. They were encouraged to ask and answer fofiayuestions from their peers.
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Moments before the excerpt, Aliyah shared her SL experience at a local aguarium, 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 showary .eixcerpt, Elsa launches a

guestion concerning the costumes (line4) , and whil e responding

t

talk-in-progress (line 5) is put on hold as the teacher (Megen) addresses the whole class with an

announcement (line 6). Meg is df-camera.

(8-1)

01
02
03

04

05

06

Repeated Imperatives.

els
els

inHoI

ELS:
ALI:
MEG:

els

ELS:

ali
fr

kat
ali
els
fr

d On 106 043019 KEA CAM101 11 _

+gz>ALI's laptop
+L palm forward
u::m. [+costume=#i-# i:zu (.) mad[e- (.)
[>yeah.<
[oka:::y.
+R palm on top of L palm (>>line 8)
+made=o (.) by:-

+waves palms
+#1
+>Tn:o.<

+gz>R (>>1line 10)
+turns head & torso>L (>>line 10)
+gz>straight (>>line 10)
+#2
hold o::n, hold +o:n. >ok+ay< so::, >some of<
you: are practicing your presentations,
>which are good?< but (.) you cannot
bring a whole paper (0.2) >to your
presentation.< so if you need <a notecta:rd?>
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els +slight nod

07 +{0.2)

els +retracts L & R palms
08 MEG: +who needs a notecard.
09 (0.4)

ali +straightens torse

ali +turns head>R, gz>ELS
10 ALI: +> " nani=notecard. <=

what
What? Notecard?

Suspending the activity of rehearsiDje g emeéseat ed i mperati ves (A

o:n.,0 line 6) are indicative of her urgency

(Mondada, 2017). The fact that Megen makes this announcement now rather than earlier (before
the students started relngiag) 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-i mp | i ¢ at (Beaeh, 189b)k segué into the actuahnouncement.

InresponsetoMetp 6 s Aokay, 0 the students break awa
(Mondada, 2009) they had formed by shifting their gaze away from each other and toward where
Megen is located (Frame 2), but with some differenE&safreezes a gesture she produced
earlier (lines48) to di splay her orientation Ato the o
and that i1t should be resumed (Bdpgerenannt20le¢. e mer g
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 maintainin
momentary course of action and engagement with Mégeimegloff, 1998)The participants
maintain their stationary bodies throughout the duration of the announcement (line 6).
The resumption of the main activity is shown in Exc&gt(moments after Excergtl),
where the side activity is explicitly brought to an end through &lossng acknowledgment
t oken and -ashne aodvoe rtto frgeat urn to the main activit
the students engaged in small talk to clarify their understgraf what notecards are (not
shown). Excerp8-2 picks up the talk as Meg asks who needs a notecard (line 25).
Acknowledgment + Plain Imperative.

82) AHold On 20 043019 _KEA_CAM101_12_06

kat tstraightens torso
24 KAT: +({in[audible
25 MEG: [>*kay .<=who needs one?
26 (0.2)
els: t+straightens torso
27 ELS: +'@ morratte [koo ka.’

och receive-GER in:advace-VOL Q
Oh, shall we just get one.

ali +raises L arm

28 MEG: [teverybody. (0.2) yeah.
kat/els +raise R arm

29 I +wla:s correct.

30 KAT: [HH .hh
kat/els +lower R arm

31 MEG: = [falright. +continue.

((omitted lines: KAT, ELS, & ALI converse in Japanese, checking whether
they need to get notecards from the teacher.))

els +RIF points>ALI's laptop screen
fr +#3
398 ELS: = eh? [who ma::+de, who did- (.) make (cos-)
40 ALI: [sonna yameta hou ga ii kana

that:kind stop-P3T kind 3 good PT
I guess it's better not to read off the notecard.
41 KAT: [m::,
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42 ALI: = aa. this clo:the?
oh

oh

43 ELS: ye:s.
44 (0.5)
45 ALI: anothe:r- othe::r company’s.

Al though the camera does not captsalre Megen
confirming responsewy:ase vear ryrbedy),ppoVides.da2ne sy eZat .
retrospective account féie insertegannouncement. Having accomplished the interactional
agenda of suspending the main activity (to make an announcement and plassatgcards),

Megen initiatesa pre-closing viather ai sed pitch acknowledgment t ol
Aaccomplish or e mb o@@chegff nSacks, BOR.31T). dheplanl osi ngo

i mperative Acontinue. o (line 31), produced wi
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 rehearsaggniing with Elsa relaunching
her earlier question about who made the costu
39; c¢f. lines 1 & 4). Aliyah aligns with EI sa

establishing mutual attention witleih(lines 42 & 45).



Insum, Excerphas shown that a teach-enprograssbyended
prioritizing the delivery of an emergent announcement. The rehearsal activity was put on hold
via repeated imperatives, suggesting that the teacher treated the announcement asljyrocedura
consequenti al for carrying out the rest of th
responses (torso shift and gaze to the teacher) revealed their joint orientation to the
announcement as attentiarorthy. Once the announcemewds delivered, the teacher explicitly
mobilized the students to resume the rehearsa
and a plain i mded39.ti ve (Acontinue

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 ackndgreent token and a plain
imperative The formation osuchmobilizing actiorsis intrinsically tiedtothgp ar t i ci pant s 6
shared understanding thfe activity contextAlex drew on resources relevant to the ecological
context of the fundraising activity (g, spatiality) to itroducea guessing ganguring the
fundraising activity and Megen utilized more explicit resources (e.g., [@athrepeated
imperatives) to ensurethe-popar t i ci pant s 6 presahtatiorsréeqairendentaidyring f t h
the rehearsaln both cases, the qmarticipants responded to the initiation of the side activity
without hesitation suggesting their shared understanding of the mobilizing action embedded
within thelarger activity(the rehearsal)
4.3.2 Suspending the Current Action to Complete a Prior Action

Excerpts 9 and 10 are fromfood packagingerviceactivityatMa hal o Foodbank 6 s
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
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side. These excerpts will illustrate how a mobilizer suspanéds part ner 6 s current
pursuit of completing a jugirior action. Excerpt 9 will demonstrate how touching the-task
essential object (Weilenmann & Lymer, 2014), the cardboard box, functiomsascal
directivefor momentarily stopping an actian-progress. Excerpt 10 will show how questioning
and reaching toward the box stop the mobilize
suggest that the explicitnessaxinobilizingt ur n i s contingent upon part
the completeness of the suspended action.
In Excerpt 9, Yvette utilizes a nonvodahfectivewith a sustained deictic gesture (lines
47) to halt EIlIsads ongoing action. Yvette 1is
for stabilizing the box. The excerpt starts w
Touching the Object +Pointing.

(9) fTape Fixod 042019 EY_CAM103 04 _ 37

yve tBEHs hold tape dispenser
yve tleans body forward
els tBHs on side of cardbeard box (>>line 4)
01 +(0.5)
02 ELS: hh
yve tLH places tape on side of box
yve +tRH moves tape dispenser>self
yve tbreaks off tape
03 (+0.2 +0.5 0.8 +1.0)
yve +LH fixes tape
Ve > traises RH up, RH slaps side of box
els +tlowers BHs, lifts box above table
els tmoves box further away from table
fr +1
04 (+0.2 +0.5)
yve tRIF peoints>side of box (»>=line 7)
els - tgz>YVE, BHs hold box in midair
els tgz>¥VE"'s RIF
fr H2
05 (+0.2 +0.5)



Frame 1 Frame 2

yve +bends RIF
yve +leans body slightly forward
els = +lowers box
els +gz>side of box (>>line 7)
fr +43
06 (+0.2 +0.5)
yve +RIF touches tape on side of box
yve +RH smoothens tape
fr +#4
07 (+0.2 +0.5)

Frame 3
yve +straightens torso
els +stacks box on top of another box

08 +(0.5)
Treating Yvetteds taping action as compl et

the table (line 4), projecting her next action to transfer the completed object to its designated
location. As Elsa liftsipt he box, Yvette slaps the side of t
attention and prevent her from moving it furt
moment as she holds the box in midair in a frozen posture (line 5). The frozen postestssugg

that an action is only suspended gatthan abandoned, projecting an imminent resumption of

the halted project whenever the side sequence is terminated (Deppermann, 2014). While pausing
her action, EIlsa gazes toward Yvetteds pointi

indicates theeasorfor pausinge | s a 6 sin-paogréss 0 n
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Orienting to Yvetteds pointing as a call f
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 tawvaitabx (lines 67),

projecting her upcoming action (adding a final touch to thetpastd area) as a shairne,

temporary involvement (fAibody torque, 0 Schegl o

action as completed, Yvette returndtrhome paition (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 aseries of bodily actionsurrounding the activityelevant object, including
slapping the side of the box (line @) highlighta problem that serves as an account for stopping
El sadbs ongoing action (line 67, and | eaning i
Excerpt 10 presents a similar case as Exce
switched: Yvette is responsible for stabilizing the box and moving it aside when Elsa completes
the taping action. Elsa produces an expiioitilizing turnd through questioning, reaching
toward the object, and laughter (liné®d7@ o suspend Yvettebs action.
Elsa taping across the box and making a complaint about taping the empty box due to a lack of
stability (lines 14)0 that is, tle box is beig 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) AChigaudo 042019 EY_CAM104 22 01

yve +BH holds cardboard box

els +RH places tape on edge of box

els +BRH slaps tape against box
01 (+0.2 +0.5)

els +LH moves tape dispenser R>L (>>line 4)
02 +(0.8)
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03

04

05

06

07

els
ELS:

els
yve
ELS:

els

els
els
yve
yve
yve

fr

yve
yve
yve
els
els
els
fr

e
els
fr

+smiling

nani muzui yo. +((inaudible))
what difficult IP
This is so difficult.

+RH presses down top of box
+LH presses down top o fbox
nani+mo haitte n jan
nothing enter NEG COP
There’s nothing in here.

+LH lowers tape dispenser
+(0.8)

+breaks off tape
+RH smoothens tape

> +1ifts LH up
> +BHs move to side of box
> +1ifts up &
slightly rotates box>R
+#1 +#2
(+0.2 +0.5 +0.8 +1.0)
ELS
Frame 1 Frame 2
> +moves box>R
> +lowers box
> +1ifts box up, smiling
+gz>YVE
> +LH reaches toward box
+smiles
+#3
+chifgau +tte +nani matte +HHH
wrong QT what wait
No wait, what are you doing. HHH
> tplaces box on table, smiling
+LH touches head, smiling
+44
+(0.8)




Frame 4

els +RH moves forward w/ tape dispenser
09 ELS: +(mo::re).

After Elsa breaks off the tape (line 6), she smoothens thégpetiarea, 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 sheistreaings a6 s pri or taping acti o
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
guestioning and suspending her ongoing action
doing?] o0); meanwhi | e, El sa ext enddhinght@rameh and t
3). Mitigated by | aughter tokens to reduce th
guestioning successfully prompts immediate recognition from Y\@ttedisplays odine
recognition of her @wr chelgpobadk amhiesmilsg, sodn afeerct i o n
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 th@bilizing turn in Excerpt 10 was more explicit
as El sa verbally questioned an unexpected act
on hold. Notice that the suspended action in Excerpt 10 was near completion (Yvette almost

stacked the box on top of oth@oxes 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 compl¢tios allowing early
stopping via a less explicit method (touching the object without verbal directives). Moreover,
whereas in Excerpt 9 the mobilizer (Yvette) s
finish off the prior taping action,inEc er pt 10, the mobilizer (EI sa
actiorrin-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
participantsdé joint orientation to start a ne
class. Tony began the class while the students were engaged iteimdMleanwhile, 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 pl ac dlde exerpt bégins ith Mdi ®ling he( peersaane 1)
stop, which occurs in partial overlap with To
(inesi2) . We wi | | mohElizingturosaylinds @6) quizkdy undergo several
transformations as she tries t-camsrammon the st
Plain Imperative + Attention-Getters.

(11) AAttention Pleaseo 040919 MMS_CAM201_ 01 _

((MIE & SOR are blowing air into the phone))

mel +smiling
fr +#1
01 MEI: +'stto:p [it.®
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02

03

04
05

13

14

15

16

17

sor
sor
mei
TON:
mik
MIK:
sor
sor
mik
fr
TON:

v

L A

TON: =

ann
TON:

sor
ann
TON:
mik/mei
SOR:

mei

SOR:

sSor
TON:

Frame 1

+sits down

+gz>straight
+gz>straight,

(where TON is)
smiling

[+>anyway<=Tladit+e:s, [ladies,

+gz>MEI, furrows eyebrows

[+wha:t?

+stands up, moves desk forward
+sits down

+gz>straight
+#2

lis[te+::n, (0.2) so +I'm going to::,

[>Tstop.<

Frame 2

(0.6)

attention plea:se. (0.3) hey ps ps ps. (0.8)

+walks>camera 1

+thfTis is u:h- evaluations? (0.3) I would
like you to do it at ho:me? (0.2) don’t-
don’t put your name on it. okay? I have-
>quite a few questions here.<=read each
question and answer the question (.)

+gz>camera 1 (>>line 17)

+regarding this classroom. (0.2)
+adjusts camera 1’s position

[+>alright?<
+gz>SOR
[H+h

+gz>camera 1
+(0.5)

‘mite®
look
Look.

+slightly lifts head

>do you unders+tfand?<

11¢



Terminating the prior sequence with aclosurenp | i c at i (Park, B0ATorwa y o
summons the studentsdé attention via a friendl
Me i bot h r at i $rightawayrby shifing sheirrgaze 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
sequencefbowi ng air into the voice recorder) by gl
continues to saddnvizane!l arhgea tcd da sisndpse raattiema (Al i st
with continuing intonation to index her sustained orientation to establish recipiency. This
i mperative appears to have ensured Mi kkids av
act and atterglto Tony. Similarly, Sora moves her seat forward, indexing her full engagement
with Tonydés projected course of action (Fr ame

Ho we v e r ,grarinmaticglly iscomplete turin line 4 and the ensuingpnsecutive
attentiongetterg(line 6) together suggest that she is experiencing some trouble in soliciting
ratification from the class. The tvaitentiongettersare noticeably contrastive in their design:

The first onepo iatpenmaohapieampdul ated where
s ec ond heypspspsqis olfiservably unmitigated. Considering the sequential

environment of these successiebilizing actions;Tony indexesn 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

Ayl adi e: s, | adi es , -lood dheysoei T2h) e i anct cotexaaliatobi oendt i ncoanl
particles fAps ps pso also stand -geat tsdrag k( icolnd ¢

l adies, 0 line 2 & fattention plea:se, 0 line 6

11€



After waiting for the students to quiet down (line 6), Tony proceeds to begin the class
with an announcement abdbeevaluatiors. The consecutivenobilizing actionsseem to be
successful igettingt he st udentsdé attention, &albB@aid momen
di stracted by the r e(setirgurrécerding squignem)c ur ngniToayg 6
announcemenwhich 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 plamperative and consecutive attention
getters to mobilize the classbés attention so
Tonyds mobilizing turns (e.g., the transfor ma
Al adi es, 0 twm wist mguta & umanfoelexecalizee paftiabee m, fAhey
situationallyreflects a sense ofurgentyo st o p s t.#aleving tsednolilizirig kuinn g
in line 6, the studenuieteddown, 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 engagkiple parallel
activities simultaneously (e.g., talking, folding letters, listening to music). Previously, Joe stood
up and retrieved a pile of letters while the studentsatfatted about their patime jobs in
Japan. We will see how Joe stopsphar t i ci pant sé current course o0
activity involving reading the letters (line$@, 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 (lines3dl) . Joe is | ocated to Mi-kabs i mme
camer a. I n the transcript, FS stands for Afem

interactant) and SS stands ftifiable gadidipantse nt so ( co



(12)fiLet 6s

01

02

03

04

05
06

07

08
09
10
12
13

14

15

Recycled Address Term + Proposal + Modulated Imperative.

mik
ai

MIK:

mik
ai

ai
mik

joe
mik
ai
fr

mik
ai

mik

SSs:

joe

mik
fr

¥

Readd 040719 _MAJ _CAM102_03_

+g2z>Al (>> line 4)
+gz>a pile of letters (>> line 3)
kitara juuniko
before also acquaintance come-CND twelve:pieces

+>mae mo +shiriai

nanoni jukko
despite ten:pieces LK set

a set of ten instead of twelve.

+smiling
+g2z>MIK, smiling
+*hhhhh*

+places letters on table
+gz>letters
+(1.0)

no setto ni

shita.<

DAT do-PST
The last time a friend of mine came to the store, I charged for

+moves slightly>L (off-camera)

+g2>JOE

+gz>letter in hands

+quick gz>J0E (>> line 9)

+#1

+so::, everybo+dy? +llet's rfea:d +something

in English.

Frame 1

+creases letter (>>line 10)

+folds letter (>>line 18)
+(0.3)

[everybody plea:se look at the charity <walk si:de.>

[‘rea:d-"

+puts creased letter away
+(0.5)

thank you:.
‘yes.'

+RH passes a pile of letters>MIK

+(0.2)

tretrieves the pile of letters

+#2
+‘thank you. "

11€
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16

17

18

19

20

21

22

23

24

25

mik

mik

ai

mik
fr

ai

FS1:

fsl

mik
mik
mik
mik

ai

mik
fr

Frame 2

+places a letter in front of AI
+(0.5)

+LH passes letter to someone in front
+mite kure tte yo.

look-GER for:me QT IP
(Joe) said to look at (the letter).

+places folded letter on table
+(0.2)

+RH passes a letter to FS1
+43

+mite ku+tre tte [yo.

lock for:me QT Ip

(Joe) said to look at (the letter).

+BH hold letter, gz>letter

[>"thank +you. <

Frame 3

+retrieves letter from MIK
+(0.4)

+puts folded letter on table away
+se:, (0.2) next month, (0.3) we have a special
+felds a letter in front (>>line 24)
+event in waikiki? (0.4) all the hotels
+qz>JOE
+puts folded letter away
+gz>J0E
and +restautrants they +put the Tfood on the s-
+BH hold letter, gz>letter
+44
+on the +strleets.



Frame 4

Ai and Mika engage in two simultaneous activities at once: (a) preparing for the next

round of letter folding bylacing then on the table and (b) storytelling (lines4). However,

Joeds summons (line 5) breaks the contiguity

as Ai and Mika both shift their gaze to Joe and attend to his announcement, though their ongoing

silert actions (creasing and folding letters, liné3pindex a sustained orientation to the letter

folding activity. Joeds initiation of the new

(Bolden, 2008pndani ncl usi ve address term (fAeverybody?,

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

hor t at i ve fodoe foreshddews Bisaovalyementin i® that is, he is not simply

Aitellingd the students to read something in E
Notice that although Ai and Mikeaxit the storytellingactivity right away, they maintain

their concurrent physical actions (creasing and folding letters). This may suggest that they treat

the new activitythat Joe is proposirgs one that does not requinegmediatecompliance; after

all, Joe has yet to reveahat the activity is aboyhote his use of the vague and ambiguous

reference Asomethingo). It is not wuntil Joeods

objects become clear, which are tetters that the participants have been folding. To establish

recipiency with the cgarticipants, Joe recycles the inclusive attergjoet t er ( fiever yboc

8; cf. line 5) and uses a modulated imperative to direct their attention to a specifin séttie

12C



|l etter (charity wal k). Thi s -falgingaciansasskseputsc es sf u
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 agdaéeby distributing the letters to her
peers and directing them to have a look (lineés214. It is also during this time that Ai
terminates her lettdplding actions by placing a folded letter on the table (line 18). Mika then
puts the letter away (lin22) to create a fully dedicated space for the current activity.

It is interesting tanote 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 theftdtlarg 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 approggri@ t r eat ment of the obj eBimes, (Aprogr
1993) I n any case, though the recipientsd respo
they eventually conclude the prior activity by displaying full engagement with the current
activity (reading)After reading the textual object togetlieot shown) Joe says goodbye and
returns to his work while the guarticipants take a break prior to starting the next phase of the
activity (placing address labels and post stamps on the letters). As such, tHeltitigractivity
in this excerpt is stoppeahd never resumed.
4.3.4 Stopping the Current Action to Correct a Misunderstanding

Recall that after TonyinBxoempnit seagazedatonedf as s 0
the cameras and directed her peers to look(lé 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
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to put their names on the course evaluation). While passing out the evaluation forms to the
student s,

i nstrudomitompsut( your

Tony entered the tr

name. it ds

adodos i

a

eval

nteract

uat

on

forms on their desk, in Excerpt 13, the participants initiate a preparatory phase for completing

the forms via silent actions (linesi®8). We will see how Tony enters the pagation

framewor k and

(13

57

58
59

60

61
62

Negation + Prohibitive + Account.

)

sor
mik

50

NfSecret Pl easeo

sor/mei

sS0r
sS0r
ton
fr

TON:

50T

SOR:

mei
mik

v b

+RH searches for a pencil in pencil case
+retrieves a pencil from pencil case
+(4.5)

4+RH takes out the pencil
+gzreval
+sits forward
+pushes lead out
+RH mowves HO>S0R
+#1
+I'm giving you back you+::r, +(1.0)
[no.=TDON't do it now do it at ho: :me.

+RH retrieves HO
[+ thank you:.~

+gz>TON, leans torso back
+puts pencil down
it has to be +secret. I cannot +see what
you're writing about.

S t o p sn-priogness wighaan accoent (Imest@®)s 0

acti

040919 MMS_ _CAM201 02 _

(0]

[ s

on

57



s0r +gz>MEI & MIK

63 SOR.: [+shecret please.
64 MIK: [o::h.
mik +gz>30R
65 TON : +secret please,
s0r +nods, gzreval
mei > +pushes pencil lead back
66 +(0.3)

Tony verbalizes her ongoing action while returning some handouts to Sora (line 58), but
without completing the turn, she | aunches a n
mi sunderstandi ng. Prefaced by aingpmjjed Tanh at out
latches onto the negative TCU with a prosodicaliyhanced negative imperative to prohibit the
students from furthering theiractiomp r ogr ess ( A=y DONOGt do it now
The prohibitive i seadieripsructionabpointnehich sheé infarrhed thew ny 6
students to complete the evaluation at home (see line 8 in Excerpt 11), and-theiadirn
negation marker finodo is used as a profomcti ve
2001) As Tony proceeds with the account (line$ 62), 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 orientationttgpshe prior course of
action (getting ready to write on the evaluation forms).

I n this example, Tony stopped the particip
evaluation forms by rejecting their ongoing project with a negative imperative and an account
thatforestalled the participants from pursuing the current projéa mobilizing turn is
situational l y des iagionsidtheheransiow, psevidéneed Isyhet d ent s 6
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

12¢



others tostop their ongoing action, ranging from more explicit methods (e.g., repeated
imperativesattentiongetters negation prohibitive, and accounto less explicit methods (e.qg.,
touching, pointing, spatial rearrangement). Despite the observable differences in turn design, by
getting others to stop their current activity or action, the particiamigvedwo interactional
outcomes: (a) managing activity transition and (b) addressing misaligned understanding.

In Excerpts 7 and 8, the main activity was momentarily put on hodexsand Megen
respectivelyinitiated aguessing game during the fundraising activity (Excerpt 7) and inserted an
announcemerih the classroom (Excerpt 7); in both cases, the main activity was resumed when
the side activity was terminated. Excerpts 11
action was stopped due to the moskofhctiondnr 6 s or i
these circumstances, the suspended activdts never resumed as the participants oriented to a
A n e activity: starting the lesson of the day in the classroom (Excerpt 11) and engaging the
students in a readloud activityat the service sitExcerpt 12).

Excerpts 9, 10, and 13 showed how suspending and stopping an ongoing actiorias done
handlemisaligned understanding. At the service sites, a participant mobilized her partner to
suspend an actieim-progress to complete a prior action, suggesting the participants had
misaligned understandirgf the task stagel'o 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
treating the priaoaact arctd ons eacst ifums4atad2.s¥f), howeve
prior action as fAi mecbhiizegirobnecortinuingahe dextexpecedgaetion. t h e
For exampl e, in Excerpt 13, Tony stopped the

misunderstanding. That Tony abandoned her priorituprogress (giving instructions) to
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pursue the correction is suggestive of her orientdbwmrdthe larger activity in which
addressing the st wdsdreatedamorenirggni.nder st andi ng

A comparison of partici panrvealéglthe followingtd esi gn
was observed that thmeobilizing turnstended to benore explicitly formulatedhn talk-centered
activities (e.g., classroom interaction, letteiding activity), where the mobilizer incorporated
design features such as repeated imperatatgsjtiongettersand negatiomo mobilize the
recipientsd i mmediate compliance. g@gneralgontr ast
appeared less explicit in activitiadere talk was minimal, such as fundraising and packaging
cardboard boxes. For instance, in Exc&plex successfully suspended the fundraising activity
toengagetheepar ti ci pantsd in a guessing game witho
(e.g., Await, o Ahold on,o0); rather, this was
fishing net and donation), adjusting his spatial relationship with thgadicipants, and usingha
imperative to establish focus attention.

Havingillustrated the common mobilization practices encountered across both
educational settings, | 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 activigyevant objects (e.g., creasing lantern
papers, folding letters, and taping cardboard boxes). As seckethice 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 attendingtone service activities where they

had to learn taskpecific manuaskills 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; Raman, 2019), it is observed that a more skilled participant would enact the role
of an expert by instructing a less skilled participant how to masrean object (e.g., a tool or the
body) in order to achieve the desired outcome.

This sectiondescribgsar t i ci pant s 0 toensuidgheitransfer of bopily act i c e
knowledge through embodied demonstrations. The analysis will show that embodied
demonstrations at the service sites are performed for two practical reasamsrija)inga new

member(four cases) and (lsgsolving a trouble with carrying out the physical téke cases).

4.4.1 Transferring Embodied Knowledge ostruct 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,
ADemonstr atmodelstsh astergvuei daes students into their o
2, italics added). While Ehmerds definition i
equally relevant to the current study as the participants orient to certasptsic skills as
teachable/learnable. In particular, embddiemonstrations 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 actwityKai and Mikki.
After | istening to a st af fthelaetems &aiandMikkn st r uct i
began working on their first lanterRecall thaKai is an oldtimer who has been assisting with
lantern preparation at Jogm 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 completinthe first lantern. We vilisee how Kausesplain imperatives and deictic
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references in designing his instructions for Mikki, whose fulfillment of the mobilized action is

somewhat

ver bal

Zes

and

Lindwall, 2020) crease (linesiR).

(14

01

02

03

04

05

06

07

08

del ayed. We begin

enacts the

Imperatives + Deictic References.

)

kai
kai

KAI:

mik

mik

kai
kai

fr

kai
kai

kai
kai
kai
mik
fr

v

ACrease

Al

I the Corne

+LH moves lantern frame aside
+RH holds lantern paper
+now we're gonna: (0.4) crease- crea:se

+RH slides>R

<dthere.> (0.8) even this +'done.’

+rests RH on table (>>line 8)

+(0.2)

+BHs crease paper w/ force (>>line 7)
+moves torso slightly forward

+(0.7)

‘crease’ crease all the corner;

+#1
+(0.5)

Frame 1

+move BHs>middle of paper

+lifts up paper

+>and this o:ne.< (.) +and- (0.2)

+rotates paper>MIK
t+places paper on table

(+0.5

+0.

+RIF>edge of paper
+slightly lifts BHs
+4#3

+1.0)

the excerpt with K

nexmereBigme&t ed actio

ro 040619 MK_CAM101




< -
/

S70RnS AR

mik +BHs touch paper

09 MIK: +Tah [‘okay.’

10 KAI: [$yeah.
mik > +creases paper w/ force
kai +creases paper w/ force
fr +#4

11 +(3.5)

Frame 4
kai +nods
12 KAI: +ha:i.
yes
Yes.

In designing the verbal instruction, Kai orients to ensuring recipiency with Mikki (lines
1li2): He first usmoad)a ttoe nproorjadc tadavne rbp o(dimi ng cC

expected next actions; he then repdagverb( fi ¢ - @easge0 | folloveed dy Jhespatial
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deictics (fA<Zther a.l>,toh ef tochogege BAkKBoOthe ondoing and
instructonAsKai 6 s instruction reaches a possible co
understanding by sliding her hand across the lantern paper (line 2), though based on the video
recording, the sliding action is dogeitegentlyobser vably di stingui shed 1
Moreover,by resting her hand on the table (liné83 Mikki producesa display of just
observing(Hauser, 2022)vithout showing an orientationto follovai 6 s i nstructi on.
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 asti@Qompleting 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 @indsereby
pursuing Mikki s embodKaidd sc opmrpil a ra naccet.i ovhi keks &
indexing her evolving knowledge state froiot knowing to knowing with a changd-state
token(Endo, 2018; Heritage, 1984Ylikki displaysherunderstanding of the conditionally
relevant response to Kai 6s embodied demonstra
force (lines 91 1) . Mi kKki 6s compliant embodied response
embodi ed demonst rsanuliareous act®drs (cresasing the papeawitldferce, line
11) is no longer part of the embodied demonstration; rather, it shows his orientation to the task as
a collaborativeachievement. By closing the sequence with a Japanese acknowledgment token
(Ahwes$] [ 0 | poritvelylhssgssdbekamsfer of embodied knowledge as complete.
Whereas Excerpt 14 presented a case of delayed fulfilment of a mobilized action during
service interaction, Excerpt 15 shows how a mobilized action is fulfilled immediately following
a more knowledgeable partyos e mbaondsibefdldied et neorn s t

activity, Mika utilizes similar resources as Excerpt 14 to provide embodied demonstrations to



instructa 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 wh&eNs doing (line 1), which

prompts Mi kads subsequent verbal ii@structi on
Imperatives + Deictic References.

(15) Do Thiso 040719 MAJ CAM101 10 _35

mik +gzrai (*»line 3)
mik +BH>»presses down on half-folded paper
rr +f#1
01 AI: "at+noo’ (.) +what are +you:-
um

Um, what are you-

Frame 1
ai +gz>MIE
02 +(.)
ai +slightly moves BHs in circular moticn
mik +gzrletters in front
mik +guick R palm toward letter
mik +RH picks up an unfelded letter
bensath the folded letter
fr +#2
03 MIK: +a:h (.) +folding +dis one.
mik > +bends the unfelded letter
mik > +RIF>top of unfolded letter
fr +#3
04 MIK: - <+nanka +kono men +o
like this =ide O
Like, take this side of the paper and
mik > +RH presses on letter
ai +slightly nodding
fr +#4
05 > +kore ni shit+e,
This:one DAT do-GER
Do this,
06 {(inaudi[ble))
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Frame 2 Frame 3 Frame 4

ai > +BHs mimic folding action
ai 2> +slight nod, gz>MIK
fr +#5 +46 +47

07 AI: > [+{oru +n +da)

fold COP COP
{Oh, we’re folding them.)

i

Frame 5 Frame & Frame 7
ai +stands up
ai +leans torso forward
mik +quick gz>AI
08 MIK: >hai=+hai=+hai.<
yes yes yes
Yes, yes, yes.
I n response to Aid6s request for indormatio
vocal (e.g., fAdis onéd6)andfionvodalde.gs poutedt@engageo t hi s

the recipient (Zinken & Depperma, 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 unfoldeditetter (|

3), Mika launches an embodied demonstration by bending the letter, showing Ai the first step of
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the task. Then, Mi ka employs a deictic gestur
|l etter, followed by a plain imperative fAkore

5). Ai treats Mikads e miootdfolevd(ind &&tramesiSh):at i on

a

She displays embodied under st an-grormstruciop pr ovi d

while imitating Mikabs delokipamja & lilja, 2022) Sunakaivh,o di | vy

2018 I n this way, AiO0s understanding becomes
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 atttibtited
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-fettiing activity simply
requires aligning the top of the letter and folding ita¢es any imprecision in the final produst
|l ess consequenti al compared to |l antern prepar
action can therefore be understood as her prioritizing observation over action while orienting to
the creasing action as learnalleem r t i ci pant sdé mobilizing turn

mobilization revealed thegooperativeorientation toservice activitiegsinstructableearnable.
4.4.2 Transferring Embodied Knowledge to Resoleuble with the Task

Embodi ed demonstrations are also found
display of trouble. Such demonstrations differ fromdahesshown in Excerpts 14 and 15 in that
the transfer of embodied knowledge is not doniedtructa novice member but rather to resolve

an emergent issue with carrying out the physical task, thus treating a prior action as

P
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Acor r ®kdowevérlthe 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
beginning of the activity (Excerpt 16), Yvette and Elsa display trouble using the tape dispenser
(see El sads troubl e a lthatTdnsentersithelparticipaton2 & 6) . W
framework and demonstrates how to properly operate the machine {litigs sing
multimodal resources such as repeated imperatives, gestures, and an ideophone to mobilize
Yvettebs i mmedi at e c o nepslrasmpomsielér tapingwhiteklea ex cer pt
smoothens the surface of the tape to avoid air bubbles.
Repeated Imperatives + Gesture + Ideophone.

(16) AShhh Cuto 042019 EY_CAM101 01 11

e +LH mowves tape dispenser te edge of cardboard bon

els +tLH smoothens tape
01 +(0.5)

yve +lifts tape dispenser slightly upward, holding it midair
02 ELS: = +°ah ah’

els +LH fixes tape

yve +LH lifts tape dispenser higher
03 +(0.8)

els +BH fix tape (»>line &)

yve +lowers tape dispenser, tilts it outward (>>1line &)
04 +(1.0)

ton +moves closer>ELS & YVE
05 +(0.2)

els +smiles

yve +smiles
06 ELS: = +a=hhuh

ton +extends left arm

ton +LIF>tape dispenser (>>line §)

yve +guick gz>TON'=s LH

yve +gz>tape dispenser
07 TON: <> get up=get up=+hold +that strai:ght+.

ton +extends palms>tape dispenser

ton +leans torso forward

yve +moves tape dispenser downward

fr +#1
o8 > hold it +straight.

13

1)



Frame 1

ton +withdraws palms
ton +EH smoothens tape
yve +straightens tape dispenser slightly
09 TON: yeah? >+otherwise you'll gonna get +more of this.'<
10 (0.3)
ton +RH forms a fist
ton tmoves R arm back
ton +lowers R arm with force
fr +#2
11 TON: =2 +go +SH::: +cut.

Frame 2
yve +LH lowers tape dispenser slightly
12 +(0.5)
13 TON: >hh Thh Thh<
yve +breaks off tape w/ force
14 +(0.2)
Moving closer to Elsa and Yvette (lile) , Tony observes the dyad:¢

in problemsolving. 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 7 8). Formatting the offer of assistance with repeated imperatives in a fast tempo, Tony
orients to the precise timing of the students

the nominated actions right at this moment (Mondada, 2017). With helirgagesture
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(Streeck, 2008bhat depicts the correct angle of how the tape dispenser should be held (line 8),
Tony diagnoses the problem as having to do wi
the same turn, Yvette shifts her edspenger,thus Tony
showing her recognition of this diagnosi s. Ov
tape dispenser downward and then straightens it slightly (lifs 8

Verbalizing the next expected move, Tony deploys anatiwdrilizing turn this time
incorporating prosodic resources to facilitat
environmentally coupled gestures. (Goodwin, 2018), Tony uses the elongated ideophone
(ASH: : :0) amrd othe stomesesy dmad the nominated a
temporal order and manner. While Yvette respondsdon y s 6 madrbthe Inaxtzuant(lineo n
12), Tony produces | aughter instead of confir
as deviating from her expectation. Although Yvette manages to break off the tape (line 14), itis
treated as insufficient by Tony asesretrieves the tape dispenser from Yvette and launches
another more fulfledged embodied demonstration (not shpw

In this excerpt, Tony assembled multiple resources to get Yvette to perform the mobilized
actions;althoughYvette 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 whikllpgojecting an
upcoming cutting action by rotating the tape dispenser atdee§fee 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 actioa ased to provide embodied guidance. We will see

13¢



how Kathy formulates the embodied guidabgeno ut hi ng t he f#@Asho

gesture (Streeck,0P8) that depicts how the tape should be dispensed (line 5).

(17)
isa
kat
kat

01
isa
02
isa
isa
03
isa
04
kat
kat
kat
fr
05
isa
fr
06

Mouthing + Stroke.

ACuto 042019 KI _CAM105_29 41

+RH holds tape dispenser

+places tape on cardboard box edge
+places BHs on edge

(+0.2 +0.5)

+pulls tape dispenser>self
+(0.8)

+moves tape dispenser>self
+rotates tape dispenser at 90-degree angle
(+0.2 +0.5)

+slightly lowers tape dispenser
> +(0.3)

+raises RH
+quickly drops RH w/ force
+forms a “sh” mouth shape
+#1 +#2
> (+0.2 +0.3)

Frame 2

+RH pulls tape dispenser w/ force
+#3
> +(0.2)

13¢
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Frame 3

kat +gz>ISA
isa +LH touches tape
07 +(0.5)
isa +lowers tape dispenser
kat +BHs rotates box (»>line 9)
o8 (+0.2 +0.5)
09 ISA: ah.
isa +gz>KAT
isa +LH lets go of tape
kat +gz>tape (>>1line 11)
kat +leans body>tape (>>line 11)
10 (+0.2 +0.5)
isa +slightly steps back
fr +#4
11 +(0.8)

Frame 4

In providing embodied guidance to Isabel (line 5), Kathy raises her right fist and quickly
produces a powerful downward stroke to depict
action is to be performed. While producing the downward stroke, Kathy peutsouth as if
she is making a Aisho sound (Frame 2), though

an embodied demonstration at this moment, Kat



signal to solicit assistance. As seen in |ine
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 despitedimt i ng Kat hydés earl i e
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 pgrgrftrm certain actions in a
particular mannenn both cases, the instructee displayed an atteniplfiltbothe mobilized
action immediately but was unsuccessful in carrying out the aasiexpectedsuggesting a
mismatch betweemmteractional 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: {@gttacta 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
showa novice how a task should be perfodn®f 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, Mikkiinde x ed a shi ft in her knowledge state a
contrast, in Excerpt 15, Ai displayed her can
shadowing (Sunakawa, 2018; see also Jokipohja & Lilja, 2022) and showed eagerness to

immediately jumpstart the activity. The embodied demonstration in both excerpts was terminated

13¢



as the mobilizer confirmed the noviceds displ
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
practiceto resolve trouble with the immediate task, thereby treating a prior action as correctable.
Tony offered assistance by gesturally diagnos
handling the tape dispenser) and depicting the precise temporal orderraretisra required to
properly dispense the tape (Excerpt 16). Siny| Kathy responded to the abserof the
expectechextaction 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 sequenséngugge
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; hencetim@eembodied demonstrations
involving machine operati@though enhanced through prosody, ideophones, and depictive

gestured may be insufficient for addressing the problem at hand.

4.5 Mobilizing Others to Provide Assistance on TasEssential Knowledge

The last section of this chapter focuses on mobilization praiadssivelyobserved in
the SL classroom: (ahobilizing others to provide linguistic assistar{@® cases) and (b)
mobilizing others to locate information on textual mater{ats cases)These mobilization
practices belong to whtendrickandDrew (2014)describe asecruitment of assistande that
a participant mobilizes others to help them address a need and provide a jpossdu@te

solution so that they can move a task forward. The analysis will illustrate how the mobilizer



displays a need for assistance and tietir coparticipants to provide a solution surrounding
taskessential 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 protaypical mobilizing actions and their responses in the SL classroom (Excerpt 2) in that
the participants frequently use questigard interrogatives in designing their mobilizing turns,
though with some variations deymkng 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
| exical knowledge gaps. Mikki, Mei, and Sor a
18, Mikki shares her prerritten answer (which incorporates parts of ¢higiinal question on the
handouti i f t hi s rediscavered iniha sinetéeneightes ) , and t he answer
endorsed by Mei (linesi 6). As next speaker in line, Sora seizes the opportunity at a transition
relevance place (TRFSacks et al., 19749 mobilize linguistic assistance about the word
Aredi scovero (line 7).

QuestionWord Interrogative.

(18) fARediscoverodo 040919 MMS _CAM202 08 _55

mik +gz>handout (HO)
01 MIK: +({(reading))- I think (0.2) if this place
02 wasn’'te rediscove:red <in the> (.) nineteen
03 eighties, there would be many buildings
04 arou:nd, (0.2) because there are buildings
mik +gz>MET
05 around the loi +no:w.
Oe MEI: yeah.=I think so too.

14C



07

08

09

10

11

12
13

14

15

16

17
18
19
20

21

sor
fr
SOR:

mik

MIK:

mei
mei
ko o

MEI:

SOR:

sor

sor
fr

mei

50r

SOR.:
MIK:
MEI:
SOR:

MIK:

t+raises R palm (>>line 11)
+#1
+u::n redi- what is +rediscove::r.
um

(0.2)

+R elbow on desk, R palm
slightly forward
+u::h-

(0.5)
+R palm forward Frame 1
+R palm>self
+#2
u:h +(0.2) >dis+cover.<

Frame 2

[disTcover.
[fu:h-" (0.2) do you know discover?

>no no.<=a:h, discove:r.=>yes=yes="yes. <

+BHs gesture "binocular" in front of eyes
(>>1ine 21)

+tilts head & torso>lower right

+#3

+disfcove: [:r.

+BHs gesture "binocular"
in front of eyes
[yeah dis+co (hh)

+straightens head & torso
+HH hh hh .hh

‘no.’” [opposi[te- opposite mean.
[re- re-
[discove::r.

Frame 3

opposite mean.

Sora strategically mobilizes vocabulary support from her peerplata 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 hasleass if

treatingher coparticipantsasthe teachers (Frame Indexing hemunknowing status and
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orientation tahemastheknowing parties. The hangising gesture also serves to pause the
ongoing activity of talking whil e f-occwrisg adowi
verbalizations index her hesmdnow orientation to solicit help from the recipients, amwtigh
aquestorwor d i nterrogative, she mobilizes vocabul

Mikki 6 and Med sesponse turns (e.g., filler word and gesture) suggests that they are
searching for a way to formulate the solution (lines 9 & 11). Rathemiftaidinga type
conforming answer (e.g., Aredi scov(8ert,2018) Xo0) ,
in an insert expansion, checking Sbhdadgolnmwd
di s cover Whie Sora imtially diseonfirms her knowledge status, she quickly indicates
aknowledgeshitnd r epeats fiy e s orecognition of thé wordt(linert4).s t o c |
The repeated claims of understanding are then upgraded to an enacted demonstration of
understanding (Kasper & Burch, 2085cks, 1992see Frame 3).

The excerpt has shown how Sora utilized a questiord 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 questiah¢mot).

In the data, mobilizing linguistic assistance to resolve a lexical gap is not always
formatted with a questieword interrogative; sometimes, it is formatted less explicitly via
sounding out the word under questioa display of norunderstandingvan Compernolle,
2010) Excerpt 19 illustrates how Mei mobilizes linguistic support by repeating the word
Aitadpol eso multiple times while | eaning towar
The class goes over questions oionand®aaselfo G i han
nominates to contribute a response (linE3)1

Repetition + Leaning In.



(19)
mei
sSorxr

01 TON:
mei
02
sor
03 SOR:
mei
04 TON:
sor
05 SOR:
mei
fr
06 TON:
mei
07 MEI:
sor
08
sor
09 SOR:
10 TON:
11 ?:
12 TON:
mei
sor
fr
13 SOR:
14 MEI
15 TON:
mei
sor
16 MEI
17
18 TON:
mei
19
mei
20 MEI
s50r
21
mei
50T
s50r
fr
22 SOR:
23 MEI:
24

ATadpol eso

v

+gz>TON

in the::

+gz>SOR's handout

+gz>handout (>>line 3)
+number eight=+what did you see in the:

(.)

+gz>handout (>>line 4)
(.) lo:i. +(0.2) the empty lo:i.
+quick gz>TON
ta:nde+polo.

tadpo:le+s:.

+gz>handout (>>1line 8)

tadpolets.=

=tadpoles.=+what afre tadpo:les?

+gz>handout,

+slightly leans>SOR

+#1

+"tam(plop) *

+gz>bottom R
+(1.0)

+gz>TON (>>line 13)
frog +egg.

hh HH

.hh

baby frog.

+leans>SOR

+#2

(>>1ine 7)

writing (>>line 12)

+gz>MEI, smiling

+baby fr[ (hh)+og.

[

 eamDe”

baby fro:gs.

+slightly raises torso

+gz>handout

[+ Ttamp-° (0.2) tamplop. [+>tamplop.<
[((1light laughter in background))

+gz>METI

[>you cannot see

+gz>TON

the e+ggs.<="yeah?’ HH
+gz>SOR
ftampl+op.

+gzrhandout
+(0.2)

+leans torso>S0R, gz>S0R's handout (>>line 26)

+#3

+quick gz>MEI
+gz>handout

+tamp[lop +ftadpol+es.

ta::

- F

[“m?°

14

)

040919 MMS_CAM201 20 _

Frame 2

09



Frame 3

sor +RH holding pen, beats
25 SOR: +((spelling))- tee ay dee pee o el ee es.
mei +straightens torso
mei +gz>handout
mei +erases something on handout
26 MEI: +tad- tadp+elos.
27 TON: >any[thing else?<
28 SOR: [*tadp-"

Overl appi ngoredian(fit & dgu,pdibnee 4) of Sorads cont
(tA:ndpolo,d6 | i Mei 39hi fts her gaze from her handout
4 & 6), visibly displaying her orientation to retrie¢gemei nf or mati on from Sor ab
line 7, Mei quietly vocalizes the writing process by reiterating her hearing of the word; thus far,
she has yet to display uncertainty or aorderstanding of the emergent vocabulary. But as Tony
and Sora engage in fughtalk about tadpoles (line$ 1), 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 wafidauser, 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 Mei 6s series of actions (Il
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 evemcloseo Sor ads han
making the implicimobilizing actionrmor e sal i ent to the recipient.
(pronunciation repair) is deemed insufficient by Mei as she produces the first syllable of the

word with elongation and continuing intonatibnit a: : , 6 | ine 24), a desig
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utterance (DIU) that renders oth@ympletion relevant next. Unproblematically, Sora recognizes
the DIU and fulfills Meids mobilization by rh
series obeat gestur@cNeill, 2005 line 25),highlightingwhat the speaker deems as
i mportant, ARequi val ent t o usiNcheila00g,eplddow hi gh
41). Sorab6s solution this time is treated as
as Mei straightens her torso and sounds out acogaect 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 quesiiterrogative word; rather, Mei did so by repeating

the trouble source and |l eaning twwadditlepoarer
written on it). The mobilized action was del a
t eac her imtal turn esigndVe saw t hat Mei 6s mobilizing a

noticeable and eventuallySorar e s p o n d e thobilizatioe/i G r recti ng Mei 6s
mi spronunciation and breaking down the word i
understandingM e i ndobilizationdesign reflects her orientationnotdisruptthe ongoing

classroonmactivity (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 dtlzengelk
documented practice in studies of L2 interaction (e.g., Eskildsen & Theodérsdottir, 2017;
Jakonen & Morton, 201%asper & Burch, 201@) the analysis in this section presents another
perspicuous practice observed during collaborative group work in the SL classroom: mobilizing
others to locate information on textual objg&g.,handouts and presentation sliddsxcerpts

20 and 21 are from an unidentified SL teacher

14¢



work on a handout about nonprofit organizations. While searching for answers in a set of
teachetprovided slides on their mobile devices, Isabel displays trouble with locating the answer

and mobilizes the recipients to help her. The excerpt picks up faiy &hd Isabel reading the
guestion aloud (AHow many organizations and w
following codes?, linesiB). We will see how Isabel uses the repeated questard
interrogative Awher eo tioesPk®2). i ze her peersob
(20) AWhere Where Whereo 052119 HIA_ _CAM101_ 07

RepeatedQuestionWord Interrogative.

01 HOL: unde::r, ((sniffs)) (0.3) [the <following> ‘code.
isa +gz>handout (>>line 8)
02 ISA: [+((reading))- °"how many
03 organizations®’® and °‘which organizations are:-""
hol +LH touches phone screen (>>line 5)
04 +(0.4)
hol +LH zooms in
05 HOL: tHOW many.=[+°so::-"
isa +furrows eyebrows
isa +slightly tilts head>R
£F +#1
06 ISA: [+° "following +codes?” "’

07 (0.5)

isa +gz>phone (>>line 14)
08 AI: <HOw many +organizations.>

isa +LH swipes phone>L once
0o ISA: thow ma+ny.
10 Al: a:h.

ai +leans head>phone
11 +(1.0)
12 HOL: ((sniffs))

14¢



13

14

15

16

17

18

19

20

21

22

23

24

AI:
ai

isa
isa
isa

ai

ISA:

HOL:

AI:
hol

HOL:

isa

ISA:

fr
AI:

hol
ai

ISA:

hol
ai
fr

AI:

v

>ah-< (0.2) ((reading))- twlenty nine organization

+RIF traces phone screen
+gz>Al's phone
+gz>phone (>>1line 20)
+LH swipes phone>L twice
+tax ex- extempt under section; <five o one cee.>

+gz>HOL's phone
+(0.3)

‘m:?°
>ah ah<=so::
(write) ok[ay?
+RH begins writing on handout
[twenty +nine?
+gz>AI's phone (>>line 22)

where=[+where. [where.
+#2

[a:h +twenty [nine.

Frame 2

+stops writing, moves LH>ISA's phone
+RH moves phone>ISA
+whe:::re,

+LH swipes ISA's phone

+LH holds phone facing ISA (>>line 24)
+#3

+(2.2)

Frame 3

ah.



isa +slightly moves torso back
hol +withdraws LH
25 ISA: o:T::h. +(0.2) °“tTthank you.’

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 discoverg pbssible answer (linesii4):
After displaying a shifting knowledge state (Endo, 2018; Heritage, 1984), Ai announces her
finding of the answer by reading aloud a sentekkmanwhile | sabel gazes to Ai
device and then shiftsergaze to hepersonaldevice, swiping her finger left to browse through
differentpage8a seri es of actions that indicates | sa
arriving at the same answer as Ai. In line 16, Isabel initiates a sottoeuee expressing
confusion public, though it is not oriented to by thepasticipants as they continue to engage in
confirming and writing down the answer (lines 19 & 21).

In line 20, Isabel launches a mobilizing action using the pssific questiofword
Awhereo to solicit a specific |l ocatithen as t he
guestion wordnultipletimes | sabel exhi bits a sense of wurger
assistance (Mondada, 2Q1After the firstmobilizing turn, to which there was no response,
Isabelusesa prolongedrowel sound tgursue compliance from the recipients (line 22).
Res pondi ngnolilieation s aHooel | I1éys st ops writing and moves

phone while Ai moves her own phone toward Isabel (line 22), mutually orienting to assisting

Isabel. Duringthe28 econd sil ence (Il ine 23) mobiizatiohy and
Holly manually |l ocates the information on | sa
address Isabl 6 s need. |l n any case, | sabel regi sters

Af r o Aknowiogtonowk nowi ngo (Schegloff, 2007, p. 118;

sequence is then terminated by her thanking action in third positiont(dftex r eci pi ent s 0
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nonvocal response), which displays her stance
autonomous decision to i mpl(menretal,K PORG®p.262) ef err e
That i s, | sabel recognizes her peersd agency
they were doing to helper), and that their compliance is not to be taken for granted.

We saw that in this excerpt Isabel repeated the questior d fAwher eo mul ti pl
get her peers to help her. While the fulfillment of the mobilized action was somewhat delayed
due to the peersod6 sustained orhilsabetsecureddhe t o wr
recipientsodéd atteswtnih@amcwidiohii wdh emreo 2@&di.cal | vy

Excerpt 21 presents a similar case in which a participant mobilizepacot i ci pant 6s
assistance to locate information on textual materials, only this time the guestidn
interrogative fiwhereo is not r epaeaniohadodtobut r at
imply themobilizeb s or i ent ati on ttloe mekditafion@aperKuhlenp&o nsi bl e
Selting, 2018). Ai, Holly, and two unidentified students answer questions on a handout as part of
Reading Circld a collaborative activity whereistudents read a passage and answer
comprehension and discussion questions related to the passage). The excerpt begins with Ai
reading aloud one of the comprehension quest:i
VI STA?, t4). We willesse that Ai useébe apologyprefaced format in mobilizing her
peers6é assistance to | ocate the answer.
(21) ASorry Whereo 052319 HA_CAM201_ 05 _ 45

Apology + QuestiorWord Interrogative.

ai +tgzrhandout
01 AIl: +next? (0.2) ((reading))- what is the::
0z slogan of ameri:: (0.2) >ah america
ai ttaps highlighter on desk
03 kana ko+re.< (0.2) >ah chigau wa< Ameri- (0.2)
wonder this:one oh wrong IP
Is this America? (0.2) Oh no, Ameri- (0.2)
04 corps (0.3) ((spelling))- vee ai- vee ai
05 <es tee ay.>



06

07
08

09

10

11

12

13

14

15

16

17

HOL:

AIl:

hol
hol
hol
fr

HOL:

HOL:

ai
AIl:

hol

ai
fr

AI:

hol
ai

HOL:

(2.5)

m:::, slogan.
‘yes.’ slogan.

+taps highlighter on handout
+moves highlighter>R

+#1
+i:s, (0.2) +<fight poverty> with pa+ssion.

(0.2)

[‘no?”
+leans body>HOL
[+>sorry?<=where.

+gz>AI (>>line 11)

+gz>HO, taps highlighter on handout

+(0.5)

+moves highlighter>HOL's handout

+#2
+(0.5)

Frame 2

+straightens torso
ah=Ty+e:s.

+RH highlights text

+RH highlights text

+<fight powverty> ‘with pa+ssion.”

(0.4)

15C
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Following a gap of silence (line 6), Holly indicates her engagement with finding the
answer by repeating the word fisloganoi8f.rom t h
Holly then contributes a candidate answer by readiagd 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 Aids (dis)confirmation of the candidat
contribution is a gapfailence (line 10), however, which she treats as an indication that her
answer may be incorrect (| i-doubt, Ailhunchesbm an over
apologyprefaced mobilingturn( i >s or r y ? < = wWwhale leaning ber Body nowards 2 )

Holly, suggesting that she is unable to locate thepustided answeiThefact that Ai does not
display troubles with hearing, speaking, or understanding suggests that she is not initiating a
repair but rather using the apolefggsed format to index her responsibility for imposing
mobilizationupon 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
Hol |l yés f aci Ixdgerptd9).i on (see al so E

Complying with Aids mobilization for assis
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 moveshignlighter close to where Holly pinpointed
to show her mutual engagement in searching fo
the text allows Ai to locate the searched object as she indicates a knowledge shift and confirms
the answer, thereby g@viding the delayed conditional relevant response Holly sought for in line
9. Upon receiving Aids confirmati on, Hol l'y re

begin highlighting the text, treating the answer as conclusive.
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Excerpt 21 showed ho#i mobilizedther e ci pi ent sé attention and
answer on classroom artifacts during collaborative group work. This practice can be done by
using a (repeated) questimrord interrogative (Excerpt 20) and one which is prefaced by an
apology to index thenobilize® s r esponsi bility for imposing up
(Excerpt21)The design of these mobilizing turns ref
classroom activities asaoperativegroundfor the transfer of knowleddesetween 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). SectionasShdwn how a
participant mobilized assistance from her peers to resolve an emergent lexical gap of knowledge,
which could be done more explicitly through a questiand interrogative format (Excerpt 18)
or less explicitly by sounding out the word andring toward the object of scrutiny (Excerpt
199/ n both excerpts, a mobilizing action was i
understanding. By mobilizing linguistic assistance from her peers, the mobilizer acquired the
necessary knowledge to complete the current task, such as contributeg apeaker in line
(Excerpt 18) or completing questions on a handout (Excerpt 19). Similarly, in section 4.5.2, a
participant mobilized her eparticipants to locate the answer on textual materials loydfthing
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



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, higlmggetme differences in the

Aobj ect of: (ayewtiviiy-specHi@objects at the servisdes vsknowledge objestin

the classroonand(b) implicit mobilizing turn designs (e.g., pointing, spatial arrangeneritje

service siteys. explicit mobilizing turn designs (e.gjuestionword interrogativepin the

classroomPar t i ci pant s engagement in diverse mobi

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 @gposal without object
encoding, number gestyrearticipants 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, participantsbiiaed others to repeat a prior action in the
classroom to achieve intersubjectivity (following a repair initiation) or extend a laughable
moment (amid laughter). In term$turn designsthe number gesture as well as the formulaic

expression fone more timed and i ts mohilizihgant s

w

turns in the classroom tended to be modul at ed

mobilization wasrather short and elliptical. Such differencesation formatsmply

participantsdé orientation t o putpusueiadcasztea t as k

knowledgeable obje@nd humor in the classroom.
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Section 4.3 (Mobilizing Others to Stop an Activity or ActimnProgress) illustrated how
participantsacross both settingaobilized others to stop an ongoing activity or action to
accomplish two interactional outcomes: (a) navigating activity transition and (b) correcting
misaligned understanding. Thaobilizationdesigns in section 4.3 appeared to differ by the
nature oftheactivity (more explicit in talkcentered activities and less explicit in activities where
talk was minimal). In particular, thetter-folding activity bears a resemblance to classroom
interaction in that a person of higher author
attention and initiated activity transition using address termsrantililatedmperatives. The
anal ysis showed t hat -tehteredactivitiessaemes o beraativelp ns e s
delayed, which was indicative of their orientation to these activities as less urgent. By
comparison, in service activities where talk wasimai (e.g., food packaging andtdoor
fundraising), the participants utilized a more implicit but diverse set of mmudialresources
(e.g., spatial rearrangement, touch, pointing) to achieve the same interactional effect of stopping
an ongoing activity or action. A comparison o
mobilizationdesign were reflexively tied to tligoint understanding of the larger activity and
themateriality 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 purposssryejnga
new member and (b) resolving a problem with the immediate taskstmctinga 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 immediatelyet 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 witarrying out @ask, the participants treated a prior action as
correctable rather than learnable/teachable. More diversified resources such as repeated
imperatives, gestusgideophons, mouthing, and strolsever e used t o mobil i ze
urgent compliance in a particular nman (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 participant®-constructed situated istructorinstructee relationship by
teaching and learning from each other, themtgnting toreciprocityin interaction.

Finally, section 4.5 (Mobilizing Others to Provide Assistance on-Exsiential
Knowledge) delved into mobilizing others to provide assistance oretsstial knowledge,
which was exclusively observed in the SL classroom. Two practices were analyegailin d
getting others tda) provide linguistic assistance agin) locate information on textual materials.
The analysis showed that mobilizing others to provide linguistic assistance could be achieved via
explicit mobilizing metmbtioodsgsounding/bus gazingandX ? 6) or
leaning toward the object of scrutiny). In locating information on textual materials, a participant
mobilized her peers to address a gap in content know(edge pen pointing, gazing, and
leaning toward the object of scrutiny, repeated questiord interrogatives)thereby exhibiting
a need to be fion the same pessgndal kbowBdge mobi | i zi n

surrounding written materials (e.g., handouts, slides), the participants treated the classroom as
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pl ace for acquiring content desiretdo | eexi T@an tkme wd ¢
pagaadi heir peerso6 compl irexeal@eutdalorieptationvo bdildand s si st
maintain reciprocated pe&-peer relationships iSL classroom interaction.

In sum, the range of mobilizing actions and their responses encountered across the two
educational settings suggests a symbiotic relationship between SL aditiv@éamunitybased
activities andhe 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 tal@rientedmobilization whereashe service sites provided an
ecology for less explicit, highly elliptical, and actionentedmobilization As such, the
participants displayed a noticeable orientation to estafvligiial access to knowledgeable
objectsand strengthen communality in the classroom but pizedticollaborative 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 fertilegroundfor the reciprocal transfer dfodily, content, and lexical knowledge
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CHAPTER 5: INTERCORPOREAL CO -OPERATIVE PRACTICES

Drawing on the concepts ob-operative actio(C. Goodwin, 2018) the process of
constructing something new by operating on resources inherited from earlier actions @f others
andintercorporeality(Meyer et al., 2019 the practical method of making sense of the world
and sharing embodied experiences through language and livingdddieshapter investigates
parti ci pant s éoperative mactces atphe sewieelsitexand in the olassiThe
two concepts form a symbiotic relationship by underscoring the reciprocal, embodied, and
multisensoriinature of sensenaking in social interactiol©.Go o d wi n 6 s-opératieel 8) c o
framework highlights the creative, accumulative, and transformative decomposition as well as
reuse of public resources to build new action
framework emphasizes the bodily shared elgpees of social actors as theymerceive and
understand the world together. Rather than view social beings as isolated individual actors, both
framewor ks stress s egpariicipdion and mutually r@flexiva relationshipi ni n g
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 -@perative 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 explaired,thy p hen i n &éc o
operatived sets it ap a-operativeractions arccoopgradvaact i ve 6 a
operative action could also be compgtor challenging. This point is aptly exemplified by the
short exchange between two children (Tony and Chop&jample2, where Chopper
transforms resources inherited from Tonyods tu

Example2. AQpoer at i ve Tr @ Geodwiny20i8,tpi 3pmodified] [



01 Tony: Why dondt myyand. get out
02 Chopper: Why d o makemeget outtheyard.

Chopper uses Tonyds prior turn as arC. anchor f

Goodwi n, 2018) : He divides the utterance into
yardo (decomposing), recycles the pieces (reu
substrate (transforming). The tefaminationr e f er s t o fda set of | ayers

t o e ac IC.Goddwire 2008, p. 128) a metaphor which provides a clear visual impression

of how resources are assembled in®peratvy e f as hi on Ato buil d evane:

endure for only a few seconds, but that have rich, analytically interesting complex internal

structureo (p. 1 2 3 Joperativaactiorhoecure wham@mdpeer baildscavnew, c o

action by perfaming transformations on the materials (i.e., the syntactic, phonological, and

semantic structure of the prior tMMHn) produce

Goodwin, 19900AsC.Goodwi n (2018) put it, ABYy building

resources used byotheve i nhabi t eadc h( po.t hlelr,6 soraicgtiinoanls e mpt
We inhabit each otherdéds actions not only t

actions. This perspective resonates with the intercorporeal view of soiéditieauPonty,

1962; Meyer et al., 2017\vhich posits that social beings engageinsensek i ng i n each ¢

copresenceperceiving the world together using different sensory systems afforded by living

bodies (e.g., auditory, visual, tactile, mobility, etc.); simultaneously, we embody and influence

each other ds | i v e dMerlewlPlorityt 1068)sherébfi formingpareeimaeal c e , 0

exchange between bodies. The condeptrcorporeité initially derived from French

Philosopher Merlea ont y0s (1962) wa rthke stuyof gsderceschroegh ol ogy

direct descriptions of our living experienées which he explored the relationship between
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perception and the body. I n his own words, #fAe
the world, we shall also rediscover ourself, since, perceiving as we do with our body, the body is
a natural self and, as i teawrenty€l962 p.l2@5). Brambaj ect o
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 senaking through simultaneous or seqtially
mirrored bodily movements in social interacti@g.,Cekaite & Mondada, 2020; Ehmer &
Bréne, 2021; Heinonen & Tainio, 2022; Hellermann & Thorne, 2022; Meyer et al., 2017,
Streeck, 2020)Streeck (2020), for instance, observed that collaborativ¢csedh (when two or
more participants engage in neamultaneous selfouching actions, e.g., nose rubbing) occurs
not by coincidence but by part.itciigpmasn,t san dnutt huaat
performance of a setbuching action by one party simply creates an opportunity for alignment
for the ot her-GoudhSegoepcesrsaction)vFeartheraoref participatapt
rather than r ep-hda p Bteeck, PO20; falowinglonan & Fliesen,| 1969)
in some way that invokes fian item from a cl as
responded to by anaqge.d,a retarn gct®badjesling the hainratherghart i o n
the tie). This notion of seidaptor lies at the heart6tGo o d wi n 0 s-opératitel 8) c o
frameworld iwe i nhabi t e aoc h( po.t hlelr,6 soraicgiinmanls emphasi s
co-operative transformations.

Participantsodo coordination of sequential a

intercorporeality has been shown to accomplish a range of practical purposes. These include



forming social bonds and affective alignment through intimate touch (e.g., hulyyify;
Goodwin, 2017)doing embodied remembering by chanting or moving in $¢€hoe & Yagi,
2023yachi eving affiliation through matching ges!
achieving or maintainingepar t i ci pati on by recycling someone
( A's had 8jurk-Wileen, 2007) displaying ceengagement and sustaining mutual
understanding by echoinga-poar t i ci pant 6s pri or Mppges,2als)e ( Aimat
establishing cgperception and joint discoveries by reproducingpa@r t i ci pant 6s ear |
(Kesselheim & Brandenberger, 202ahd showing bodily alignment and embodied
understanding by chiming intoan actimmp r ogr ess (fichi ming in, 06 Ehme
Abodily shadowing, 06 Sunakawa, 2018).

In particular, quassynchrony in interaction can be coordinated in two interdependent
ways (a) a single participantés synchronous
resources (Aintrapersonal cMoodadd,i200@&tf iomgqmi ®. g.
g e st Bchegloffdp1984) A u p g rrraedeaa ts ed Hagsers 2019)ane o) naultiple
participants®é synchronous and sequenti al coor
coordination, 0 e. g., Achor al responseso and 0
shadowing 0 S u n a k)aOm the muuél dependence between irdgral interpersonal
coordinationDeppermann and Streeck (2088) at ed t hat At he tempor al |
one participantdés multiple concurrent O6stream
other participants, to what these actions pro
capacitesatte mo me nt 0 ( pemporhlityfthe emergentsandauihfqlding trajectory of

talk and body movementsgequentialitythe sequential environment in which an action is

produced), and relatedlgicro-sequentialitythe 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 (mitoming their courses of concurrent
actions to coordinate embodied alignments (Mondada, 2018, 2021).

Extant CAinformed research has rigorously discussed the temporal and sequential orders
that govern quassimultaneous actions across various social settraggjng from more
sedentanactivities such aprofessional meetingso more mobile activities such as dance or
exercise classes (e.g., Ehmer, 2024evallik, 2010, 2020)Relevant to the current dissertation
are activities that involve the interpersonal
movements, whi ch mceseguentia orgapzation of adjusmesst s 0
guastsimultaneous actionsithin the unfolding of a turn (Deppermann & Streeck, 2018; Ehmer,

2021; Mondada, 2018, 20ZlYhat 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 diegree o
transforma i on® pei @ada i VCeGoadwin, R0d8) 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 liné2 1participant A references a public

figure( "Angel a Davis, o0 |ine 2) known for her afroc
demonstrates her recognition of the person reference through an iconic gesture (line 4), followed
by Bbés gestur al ma t tandimgrflige 6}. lo Fighie §1p dadigpants &,rB, und e r
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 clima before decomposing their gestupgasisimultaneouslylines 9 10).

Example3. AHairstyl ed [i246 origieal] , 200 2, pp. 245

1 A: I have to (comb it), o6cause if | don
2 |l &m gunna have that Angela Davis | ook,
3 [That [went] out [in the sixties.
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[((hair [gest]ure [onset by C])
[Woo] [hoohoo
[((hair gesture onset by B))

@ @O

(0.2)

((hair gesture onset by A))

((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:F r o m {$hRning. mhe choral eproduction of talkin-i nt er acti ono byThés. Ler ne
language of turn and sequeneslited by C. E. Ford, B. A. Fox & S. A. Thompson (pp.i24/B).
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 recognizabl e objec
while matching each other, were observably varied in their formaneéshp. Sequenti al |y
prefiguration of the afro hairstyle gesture o
became the focus of the interaction for the next few moments. In this way, the recipients co
participate in the telling by enteringac r ent speaker 6s t u-relevand pr oc
gestural depiction, which shows that Athey ar
development of what is being said by demonstrating that they can project and produce the next
devel op mern2002, p(245¢ r n

In the context of placbased 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-aperative actiorss for instance, turisharing (Lerner,
2002;Pfander & CoupeKuhlen, 20199 while 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 intercorpereal co
operative actions ineing multiple temporalities in the linguistic and rbnguistic dimensions
(e.g., talk, gaze, bodily movements), suggesting that the AR game enriches opportunities for
forming intercorporeal connections between social actors (M. H. Goodwin, Beiignen &
Tainio, 2022 Hellermann & Thorne, 2022). Extending this line of research, the present chapter
examines L2 service ear ner s 6 f or mat i on a naperatiepracticgsne nt o f
specifically, ways in which the participants produce synchronized and seqyentiabred
actions to achieve practical interactional outcadnas they participate in SL activities, and what
these practices may in turn reveal about their orientation to Sk@sal activity

The analysis will show that participants demonstrate a joint orientation toward reciprocity
in SL interaction through various intercorporealagerative practices at the services sites and in
the classroom. The participants make use of multiple resoaffceded by the immediate
interactional ecology (e.g., temporality, gaze, gestures, bodily movements, material objects) in
formulating and implementing these practices. The high frequency of intercorpogaeredtive
practices across both educationalteats 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 ativity, 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 nuractens.
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Below | will first illustrate the phenomenon of intercorporealbperative practices with
two prototypical examples (section 5.1). Then, with an analytical focus on synchronized and
sequentially mirrored actions, | will demonstrate examples of synchba@®ns inside and
outside the classroom (section 5.2), followed by examples of sequentially mirrored actions across
both educational settings (section 5.3). Within these sedsections 5.2 & 5.3), | will show
examples of intercorporeal @perativepractices 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 participantsd interactio
revealed that participants-construct and deploy synchronized and sequentially mirrored action
for a variety of practical reasons across both educational settinigsliimgcdisplaying stance
alignment, showing mutual engagement on task, and showing affiliation. The participants use a
wide range of intercorporeal -@perative practices to accomplish various interactional projects

inside and outside the classroom. Inda¢a, intercorporeal eoperative practices manifest when

(a) Participants A and B produce a similar ac
actionso), and (b) Participant A produces an
echoes he prior action (Asequentially mirrored a

ont o the oriogperadt iawce iton&opdiiioo20l@)aAs the analysis will

show, parti ci p a-operatife practiteg arecsysterpatically eolsed of o

mul ti modal action pac Maendaglas 20(6inmwhidh theyrevedagel gest a

ecological resources drawn from the material, gestural, temporal, and spatial dimensions.
Excerpts 22 and 23 showcase two typical ex

operative practices at the service sites and in the classroom. Excerpt 22 is from the beginning of

164



Mi k ki and Kai 6s | ant er ren,gurirgwiaich the partcipaniswdrke r ac t i
on completing their first lantern together while a staff member morfiersongoing 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 producesguaianeous actions
(lines 8 14 & Frame 2) and celebrate theammpletion of their first lantern with a
congratulatory handshake (linesi18 & Frame 3).

Temporality + Postural Shift + Touch.

(22) fTwo Mored 040619 MK _CAM101 09 26

kai +RTF>MTK
kai +taps RIF on lantern frame
01 KAI: +(0.2) one more? +(0.3)
mik +pulls out tape (>>1line 4)
02 STA: +>two more.< (0.2) [>two more.<
03 KAI: [>° "two more.’ "<
mik +dispenses tape
mik t+pulls out another piece of tape
mik +dispenses tape
04 (+0.2 +0.5 0.8 +1.0)
mik +RH holds pieces of tape>KAI
mik +smiles (>>1line 8)
kai +RH retrieves a pilece of tape
fr +#1
05 +(0.5)

Frame 1
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06

a7

o8

09

10

11
12

13

14

15

kai

kai
mik

kai
mik

mik
mik
kai
kai
fr

mik

mik
sta

STA:

mik
mik
MIK:
kai
kai
sta

kai
mik
MIK:

>

Vb

+big nod

>+doumo ;<
very

Thanks.

+BH adjust tape
+withdraws RH
+{0.86)

+begins leaning head & torso>R
+begins leaning head & torso>R

+ talri+ght.”

+leanz head & torso>R (»>line 10)
+tape top edge of frame (>>line 11)
+leans head & torso>R (»>line 14)
+tape top edge of frame (>>line 14)
+2

+(2.5)

Frame 2

+adjusts taped area, straightens torso
+(0.8)

+withdraws LH
+nods

+(0.4)
‘good.’

+rests BHs on table, gz>STA
+smiles
+o::h. +(0.2) °‘thank yo[u:.’
+straightens torso
+withdraws BHs
+holds RH out
[+Talri::ght.

+gz>MIK, big nod, smiling

+gz>KAI, smiling
+to::h.
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kai +BHs pass lantern>STAF

sta +retrieves lantern
16 +(0.8)
kai > +holds RH out>MIK
mik +BHs fix hair
17 +(0.4)
sta +walks away
mik > +RH shakes KAI’s hand
£¥ +#3
18 MIK: +thank you:. HH hh .HH

Frame 3

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 laatee). During this

ti me, Mi kki demonstrates her sensitivity towa

adopting his movement, and together, the dyad moves in aupiasn fashion as they silently

tape the opposite sidef the lantern frame (tie 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
completedantern 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 achgs(kheB&Famse Mi k ki

3t he participants embody one another fdas a

S 1



(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 participibatisratively move
forward with the rest of the activity.

Excerpt 22 has il |l ustr aoperdivepraatices sachasant s 6 i
anticipating and adoptingeop ar t i ci pant 0 Squasisinultaneoustposarplshift] or y
andprompting and reciprocating an intercorporeal tougtandshake) in service interaction.

Excerpt 23 presents a prototypi-operatveex ampl e
practices in the SL classroom. Ai, Holly, and two unidentified female students (FS1 & FS2)
answer a Reading Circle comprehension question by referring to their hantengbrporeality
manifests when the participants displaypaoticipation and mutual engagement on task via
shadowingt hat i s, fAé a minutely coo(@Bdrk-Wikh,ed del i v
2007, p.2136 used to achieve or maintain-participation in an ongoing activity. The excerpt
starts with Ai reading a question fro#. the ha
We will see how the participants use shadowing to achieve interactional atehepi
alignments as they orient to completing the task at hand (lire& 4.6/ 23).

Gaze + Object Manipulation.

(23) i 9URR\T WA CAM201 05 03

((S5s answer the reading circle comprehension guestion:
"What does VISTA stand for®™"))

all +gz>handout (HO) (>>line 10)
01 AI: +{ (reading))-what doe:s (.) wee, (0.2) >ai es
02 tee ay< stand for.
03 (0.2)
04 FSl: = I kno::::w.
05 HOL: = TI KNO:::w;
06 AI?: =2 I kno:w;
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07

08

09

10

11

12

13

14

15

FS2:

ai
AI:
ai

FS1:

ai

ai

hol
hol
AI:

ai
hol
fr

(0.2)
voluntee:r in sou:ths america.

(1.2)
+smiles at FS2
please hold on.=<ah yes=+ye:s=yfe::se;

+gz>HO
+HH=HH .hh
yes=yes=yes::.

+puts pencil back in pencil box,
retrieves a highlighter
+(2.2)

+uncaps highlighter
+gz>FS2's HO

+gz>down at HO
+thi:s +one.

+moves highlighter>paper
+gz>AI's HO/highlighter
+#1

+(0.4)




ai > +highlights a sentence (>>line 17)

hol +places pencil down

hol +RH touches pencil case
16 2 +>Tmh +hm;<

hol +unzips pencil case

fr +#2
17 +(1.2)

hol +RH digs in pencil case (>>line 20)
18 HOL: +I see.

hol +quick gz>AI’s HO/highlighter
19 +(0.2)
20 ?: ‘I think?’

hol 2> t+retrieves a highlighter

hol +zips up pencil case
21 AI: +'vee-" (0.2) +uhn yeah;
22 (0.8)

hol = +highlights a sentence

fr 43 Frame 3
23 AI: +num+ber on::e,

Maintaining their gaze on the handout, the participants claim to know the answer in this
temporal order: (a) FS1 produces the first in
falling intonation (Il ine 4), (rbosddickhodifidatonsr ecy c |
(raised pitch, loud volume, and slighting rising intonation, line 5), and the reader herself, Ali,
produces the | ast instance in a relatively sh
laminating prosodic features onteethown verbal production, the participants establish
interactional and epistemic alignments to display their mutual engagement on task, showing that
Aithey are on the same page. 0

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 lind410Ai uses are-prefaced
format (Endo, 2018; Heritage, 1984) with multiple sayings to indicate her sudden recognition of

something (cfBurch, 2014) Next, she projects an imminent highlighting action by switching
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her writing tool from a penci |l to a highlight
oneo while uncapping the highlighter (line 14
where the answer is, shift andheown(@reszidS)bet ween
visibly orienting to fiseeingo (rather than da
initiates the highlighting action, Holly places her pencil down and begins searching for
something in her pencil case while claimingdarstanding (lines 188). After another quick
gaze toward Ai, Holly retrieves a highlighter from the pencil case and begins highlighting a
sentence on the handout (the same | ocation as
actions is a clear casé shadowingSh e r e p e a t-ssvichiny adlian (fronoaopkn to a
highlighter) and mirrored the highlighting action to form an interactional alignment with Ai and
secure joint participation in the ongoing activity {B4-Will &, 2007).

In this example, shadowing in the SL classroom was accomplisimeyhpractices
such agaminating new resourcesontoa-poa r t i ci p a n t(©.&oogwinj 2018) aadc t i o n
reproducingacep ar t i ci p ant gKessahaim & Brendenbergdr, 202h

The excerpts above have shown two canonical sequential and temporal organizations of
parti ci pant s éoperative mactces atphe sewieelsitex (Bxcerpt 22) and in the
classroom (Excerpt 23). The following sections in this chapter delvesfurtto such practices
across different activities and the outcomes accomplished therein. The chapter is divided into
two sections: (aCoordinating synchronized actioasd (b)coordinating sequentially mirrored
actons Wi t hi n each snercdrporeahcopemive practicas pna theirs 0

orientation to a shared interactional goal will be discussed.
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5.2 Coordinating Synchronized Actions

This section zooms | n oaperghie practicesifoppant sé i nt

coordinating synchronized actions at the service sites and in the classroom (93 instances at the
service sites and 26 in the classrodmxross both settings, it was observed that participants
orient to achieving the following interactional outcomes: displaying stance alignment (section
5.2.1), showing c@ngagement on task (section 5.2.2), and achieving affiliation (section 5.2.3).
In addtion, 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 ceproductions (Lerner, 2002; #fder & CoupeiKuhlen, 2@9), invoking a situated
teacherstudent relationship in the process. This practice is also found in thefdédieg service
activity, however, presenting a deviant case to data collected at the service sites. By contrast, a
practice uniquely observed 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 highgghts 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 wilbsv that stance alignment may be achieved via

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, sucpraslucing synchronized gestures and smiles

(Excerpt 24) an@himing into an ongoing choral egroduction(Excerpt 25).

I n Excerpt 24, Kathy and | sabel work

on

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 of$s&vgdio spots with

Kathy (who is standing partially in the sun) and begins walking toward her (lidg¢s\®e will

see

how | sabel 6s ne

xt action (checking t

jointly achieve affective stance alignment via&yronized gestures and smiles (liné8)7

Number Gestures + Gaze + Smiles.

(24) AChecking Ti me

0l

02

03

04

05

06

07

® 042019 KI _CAM105_ 19 _

((ISA enters the camera frame after putting away the

previous box))

isa
ISA:

isa
isa
ISA:
isa
kat
isa
kat
kat

kat

kat

isa
isa
isa -2
fr

+BHs adjust cardboard boxes on table
+(0.4)

+gz>KAT
twawves LH upwards
+ah- +switch.

+walks>KAT (>>line 7T)
+gz>I5A
+(0.5)

+gz>KAT
+slightly shakes head
+shakes head
No=+ne. (0.2) +>no=no=no.<

+sets up a new folded box on table
+{0.5)

+smiling
+((inaudible))

+stands next to KAT

+gz>down +gz>KAT's watch---
+1LH lifts up KAT's RH-—-
+#1

(+0.2 +0.5 0.8 1.0)

17

1)

he

31



isa
isa
kat

+gz>KAT, smiling (>>1line 9)
+LH gestures "three" (>>line 9)
+gz>ISA, smiling (>>1line 9)

(222 2

kat +LH gestures "three,"
RH gestures "two"/”peace”
(>>1ine 9)
fr +#2
08 ISA: lah +(0.3)
isa +withdraws BHs
kat +withdraws BHs Reaue
kat +walks>opposite end of station
09 ISA?: “Tout::+:.°

Des pi t erefisal towitéh places with Isabel (line 4), Isabel sustains her walking
trajectory, only stopping to stand next to Kathy (linég)3As soon as Isabel positions herself
next to Kathy, she |lifts Kathyos newh&Fgmame t o cl o
1). After some inspection, Isabel signals her knowledge shift from not knowing to knowing with
a | owered pitch AZaho (Endo, 26sécBndgaplefr it age,
silence, |l sabel and Kat hththarihandwhilesmilengand | v gest
gazingateachoth€l/A ¢l oser | ook at Kathyodos watch in thi
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.

Il n this excerpt, the participantsd positiywv
achieved by coordinating synchronizgestures, 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

8While it is difficult to discern whether Kathy is g
(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 recallingheservice siteg

n aWith the help from her peers who supply

the name of a service site in a chorapcoduction (lines 1616), Mikki demonstrates her shared

understanding and achieves epistemic stance alignment by chiming in (Lerner, 200627 Bf

CouperKuhlen, 2019; se also Ehmer, 2021) dastrecallabldexicali t e m:deniyA c(an a me

of a service site, line 17).

(25)
sor
01 SOR:
mik
fr
02
mik
03 SOR:
mik
04 MIK:
05 MET:
06
07 SOR:
mik
08 MIK:
09 MEI
10
sor
mik
mik
mik
mik
fr
11 MIK:

Temporality + Sliding Gesture.

ATr

nity Hi

+R palm>MIK
a:h what +didju do:.

+rolls eyes slowly, "thinking face"

+#1
+(2.0)

+gz>S0R
a:h kaima+na.

+gz>bottom
<kaima+na.>
>kaimana;<

(0.5)

>kaima[na.<

|l ls Academyo 040219 MMS_CAM1O0

R corner

+gz>MEI's handouts
[+kaimana home. kaimana.

o:nly?

(0.2)

+gz>MIK (>>1ine 17)
+slightly shakes head

+only:- +>uh<=m::

+holds RIF in air
+gz>30R

Frame 1

+RIF>forward slowly

+#2
:i +(1.5) <tee ech +tay::.

17¢
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Frame 2

12 SOR: tee ech [ay.
mei +gz>SOR (>>1line 16)
13 MEI: [la:h. [+trinity-
mik +swings RIF in front of body (>>line 16)
14 MIK: [+(to) teach japanese.
15 SOR: = [ah=trinity hi[lls [aca[demy.
mei +gz>MIK
16 MEI: - [trinity [hills [aca[dem+:y¢
mik +big nod
mik +swings RIF 1> R
fr +#3 +44
17 MIK: = [+>de+my: : ,<

Frame 3

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 (line$ B, Mikki upgrades the specificity of the refererfBdmes,
2011; Hauser & Prior, 201%)y provi ding i1 ts full name (fAkai me
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 tinwiding device until she provides the next
reference: ATHA. 0 By decel erhartinder fingehferwards p e e ¢ h
(line 11 & Frame 2), Mikki visibly displays uncertainty toward the-jugintioned reference,

possibly orienting to retrieving its proper name rather than the initialized counterpart.

Mei treats Mi kkids turn as such by showing
13), though it overlaps with Mikkids el abor at
(teaching Japanese). By providing the details in this very sequeosiéibn while swinging her
index finger in front of her body, Mikki invokes the-popar t i ci pant sdé shared me
service site and activity as they chorally unpack the initialism (line$6)5The TCU structure
of the jointly produced response enbas the projectability of a place and specific linguistic
forms for Mikki to enterthe turn-pr ogr ess ( A@p pamutcd nioNnt, i0c Lead ner ,
Indexing her epistemic stance alignment, Mikki confirms the solution with a big nod while
chiming in on he ongoing cgproduction with some degree of prosodic transformations, uttering
only the |l ast two s \lilaallies | (afy> dd mybnbder&<no W it rhea
CouperKuhlen, 2019, p. 46). Her eoccurring sliding gesture (swinging the indeger 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 shpw

Excerpt 25 above has shown that participan
accomplished through choral-pooductions and chiming n . Notably, Mikkibés t
tobedonechorals he not only chi med i nttalsohagivedga@ er s o

point where thergvasno catching up to do.



5.2.2 Showing Cé&Engagement on Task by Achieving Synchrony

Also commonly observed across the datshiswing ceengagement on task by achieving
synchronywhere the participants act in unison as a display of joint attention and involvement in
atask. The terrmngagement e f er s t o fda state of heightened :
participation is reflected not only in the cognitive dimension, but in social, behavioral, and
affective di (railp& Duchese, 2046, pvil Cdengagementhen, is when
two or more participants visibly attend to completing the task together, as evident in the temporal
unf ol ding of interbodied coordination and al:i
engagement in a task is evident in their embodieds pl ays of joint attent.
such as mutually gazing at a mobile dedi@etaskessential object (Weilenmann & Lymer,
2014) in an AR game designed for language leafiagd reading for informatiofHellermann
et al., 2017; Hellermann & Thorne, 2028) moving bodies in sync in response to a sports
teacherés instructions (e.g., Ehmer, 2021; Ke
illustrate how the participants orient to showingezggagement on task via these synchronization
practicesanticipating and adaptingaep ar t i c i p “andlidgsechoibugEscerpt 26)
andco-producing a programmatically relevant actigBxcerpts 26 & 27).

In Excerpt 26, the participants work on lanterns in @aédbby is partnered up with Leo
(community volunteer), and Ray is partnered up with Giselle (community volunteer). The focus
of this analysis is primarily eqparesiablsBhgdaand Leo
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

Phil p and Duches n enmageniedsproppsed vdtiirf the mantext of tabksed

interaction, wher¢askr e f er s t o fia particular kind of activity t|
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 papeiLdading 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 (lineb)L This time, however, Ally adapts the tapping technique
and integrates it into her stream of actions (line®) 6deploying it at the precise moment when
Leo is expected to deploy the tedure. The pair then eproduces the localtdeveloped

technigue by silently moving and stopping in syiime 9).

Temporality + Tapping.

(26) ATapping Technigqgueo 040619 _AL_CAM101_25_

abb +creases paper & picks it up
leo +moves lantern frame>ABB
01 (+0.2 0.5 +0.8)
abb +moves paper on top of lantern frame
leo +touches paper
02 (+0.2 0.5 +0.8)
abb +stands up & fixes the upper edges of paper (>>1line 4)
leo +BH holding paper & head slightly>R (>>1ine 4)
03 +(8.0)
abb +withdraws BHs from paper
abb +sits down
abb +BHs touch the bottom of paper
leo +withdraws BHs from paper
04 (+0.2 +0.5 +0.8)
abb +moves paper down from sides
leo t+presses paper down from top
fr +#1
05 +(0.8)




abb +moves BH on top of lantern frame &
taps paper with BH fingers (>>line 8)

leo t+taps paper down with RH fingers (>>line 9)
gis +gz>ABB’s & LEO’s lantern & quick gz>RAY
gis +smiles
fr +#2 +#3
06 > (+0.2 0.5 +0.8)

Frame 2 Frame 3
ray +gz>GIS
ray +RIF>straight
gis +gz>BRBB’'s & LEO's lantern
gis +gz>RAY then behind herself
fr +#4
07 RAY: +°ch® (0.2) +[((inaud+ible))
08 LEO: [°(yeah.)"®
abb +slightly taps top of paper twice
abb +stops tapping & leans head>lantern frame
leo +stops tapping
09 2> (+0.2 +0.5)
leo +nods & slightly pouts lips then smiles
fr +#5
10 LEO: +°(m.)°

Frame 4 Frame 5

After moving the paper down a few inches abovedhern frame, Abby places her
hands on the top of the frame and initiates the tapping action (&eréme 3, aligning her
temporal trajectory with Leobds ongoing tappin
the fact that Abby deploys the tapping action at this specific moment indexes her anticipation of
Leobs projected ne xhaddabsetvad prior tdothee exealpt (Deppemmiarmt s h e

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 dyadds coordinated interbodied alignme

attention as she quickly gazes to their moving hands with a smile prior to shifting her gaze to

Ray (line 6 & Frame 3). Bef or e apeistipgeanddhi ng t o
changeof-st at e token that indexes her noticing of
Giselle remains focused on monitoring her nei

orienting to their synchronized deployment of the teche@sl attentionvorthy. 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.ol | owi ng Leodés qui et fAAyea
foreshadows the current projectds completion,
action atthe0Os3s econd mark in |ine 9, and Leobs ensui.
formally concludes theequence.

I n this excerpt, the participantsd synchro
through Abbyodés understanding of her shared in
prior to the excerpt, as well a®snAbbya&asoést pyv
action. Anticipations and projections enable Abby to organize her courses of action to align with
Leobs. By inheriting Leobdbs technique, creatiyv
moment when it is anticipated to occur,lAtdemonstrates 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
ofit,talocaly and mul ti modally constructed social bo
VT he tapping technique was only observed i nspeiicboy and L

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 clode-peerer r el-at i ons
ness, 0 Heinonen & Tainio, 2022).

Excerpt 27 tnomentsafter 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 Read
establishedV STA? 06 (line 1). The participants visibl
gazing at their individual handouts, with Ai performing scanning by tracing the text with her
index finger (lines 15). We will see how c&ngagement on $& in this excerpt is achieved via
participantsodo sustained mutual gaze on the te
programmatically relevant actions (choral response and highlighting, ling8)19

Gaze + Temporality.
(27) AEconomic Opportunityo 052319 HA CAM201 _

({(S5s answer the reading circle comprehension guestion:
"Who established VISTA?))

all +gz>handout (HO)
01 FS1: +({reading))- who:: established (.) vista.
ai +RIF traces text on HO (>>1line 5)
02 +(1.0)
03 2: u:::m,
04 (8.0)
ai +RIF points>text
05 AI: .hh +u:h- (0.4) president (0.8) °"1li-"
06 (0.3)
ai +gz>F52
07 FS2: +1lyndon.
ai +smiles
08 AT: [+hh
09 FS1: ["lyndon. "=HH >yes=yes.<



10 AI: jo:4+hn- (.) johnsonsu.

11 FS2: ‘ye::s.”’
12 FS1: fwhe: :re.
ai +quick gz>FSl1l's HO
13 +(0.5)
ai +gz>HO, RH holds pen pointing>text
ai +slightly moves HO>FS1
fr +#1
14 AI: +thi:+:s?
15 (1.2)
ai +R middle finger points>text
16 AI: +°'m:° BY:-
17 FS1: >ah=okay;< (0.4) by-
18 (1.2)
ai +highlights text
19 AI: > johnzu- [johnzu:, economitku opportunity.
hol +highlights text
fr +HH2
20 HOL: = [johnzu:, +economic opportunity.

Ai stops her tracing gesture and begins announcing a candidate answer, though the turn is
left in a cutoff (line 5). Treating the incomplete turn as an opportunity to offer assistance, FS2
cocompl etes Aids prior turnmnby osdpmleyi7ng tthe
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, Asplays her sustained orientation to continue reading the

answer as she specifies-(t.h)e jPalersd dresu .6,s0 |laisrnte

confirmed by FS2 (line 11). After fulfilling
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to locate information on the handout (lines 12 & 14), Ai resumes reading the next lexical item in
the sent-eacki 0@BY6), to which FS1 now display
evolving knowledge state followed by repeating the lexical itéme (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 (lin&3)1As Ai proceds with reading the
answer in its entirety (line 19), Holly now demonstrates her equal epistemic access to the
candidate answer through a choralproduction (Pfnder & CoupeiKuhlen, 2019; line 20). The
co-production of the answer hearably shares alsymized tempo without one party outracing
the other. Aids and Hollyds individuwal trajec
synchrony, which indicates their pursuit of a joint project.
Il n this excerpt, the participantsd coll abo
synchronous production of programmatically relevant acichst 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 cgoarticipant(s) during SL interaction. While prompting synchronized actions
is a common practice observed in performapased activities (e.g., dangalates, taiko
ensembl a context whereithe participants jointly orient to rehearsing or performing acts
involving synchronized bodies or voices (e.g., Ehmer, 2021; Keevallik, @20, 20239 in
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 particgueamisto achieving
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affiliation as a social lubricant in collaborative task accomplishment. The practices used to
achieve affiliation includénvoking a collective category and-emacting categoryied actions
(Excerpt 28) anghrompting and reciprocating an intercorporeal tougxcerpt 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 remdihivwite facing the
traffic. Alex acts as a timekeeper by announcing how much time is left until the activity ends
(line 1), to which the cgarticipants respond positively with confirmations and cheers (lihes 2
4). We will see how Alex utilizes resouscsuch as bodily movements, spatiality, and the
participants6é6 shared knowledge of it)allosving t o pr
the team to achieve affiliation as fAcrazyo fu
Bodily Movements + Spatial Rearrangement + Laughter.
(28) Ve 4MBIIKERA @AMI10B 07 16

((Participants are standing still, bodies facing traffic))

kat +gz>ALE

01 ALE: +FIFtee:n more minutes. ALE
ray +checks watch on L wrist

02 RAY: yea+[:hg

03 ELS: [yea::h.

04 KAT: [yta : : : [: y.

05 ALE: = [lyea: (h)h. [Talmost finished, so we
ale +steps behind RAY's back
ale +shakes head rapidly
ale +walks>KAT, gz>KAT
fr +#1

06 2> have to be +very +cra:::[zy::::.

07 KAT: = [HH hh [hh

08 RAY: = [HH hh hh Frame 1
ale +walks back to original position

(>>1ine 11)

09 +hh hh

10 ALE: only fifteen-
ray +throws RH in air

11 RAY: last +(one)=HH hh hh

12 ALE: HH hh hh
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ray +waves BHs rapidly

ale +raises BHs
ale +waves BHs rapidly
kat +raises RH with shaka
els +raises RH with shaka
fr +#2
13 > (+0.2 +0.5 +0.8 +1.0)
all +continue moving "crazy" (>>line 20)
fr +#3
14 2> +(2.2)

Frame 2 Frame 3
15 ALE: #ye::ah.§
16 (0.8)
17 ALE: = crazie:r the >bett[er,<
18 RAY: =2 [THH hh hh=
19 ELS: = =hh HH hh
20 ALE: - crazier the bette::r.

Il n prompting others t o aeparticipants @andysesd Al ex s
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)higV/it
noticeable vowel | engt heni ng-ocouringtbbddy astianr d fAcr a
(shaking head rapidly) enacts his interpretat
from Kathy and Ray, as evident by their laughter (lirie®).7After returning to his default
position (Sacks & Schegloff, 2002), Alex repeats the time that is left while adding the modifying

word fionlydo to exert a sense of urgency for ¢
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Ray is the first to fulfild]l Al exds direct.i
11), to which Alex affiliateshrough hidaughter 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 categdrg r a z y 0120).I Theniraestrajdct®r{line 13
indicates that the participants do not treat performative precision as highly relevant to enacting
t he cat egor y hpadicipardaugingdifferent resburcesasuch as waving or throwing
a shaka (Frames 2 & 3). I n Ilines 17 and 20, A

form to the comparative form and suggests tha

further simultaneous avements fromtheepar t i ci pants. The participa
chaotic movements | asted throughout the excer
El sa6s | aughter tokens that inésil€l®). t heir mutua

Excerpt 28 has shown that through prompting and its responses, the participants
transitioned from a team of Arestingo fundrai
and affiliative actions while orientin a shared goagetting 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 (linesi6) . We wil |l see how | salbsl|l gsepbdosioni ve
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) AFist Bumpo 052119 HIA CAM101 11 55



The teacherds responses to Hollyds questio
rather than a display or a demonstration of understanding. Without receiving the expected uptake
from the teacher, | sabel of f ersngiadexcal gestareasce by
and expressions (line$ 8), to which the teacher finally displays understanding and foreshadows
an instructable moment by exiting the current interactional space (walking toward the

whiteboardline 10). After gazing toward the t&zer for a moment (line 11), Isabel shifts her
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