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Examples of Teaching materials
Denken ist interessanter als Wissen, aber nicht als Anschauen. - Goethe
1 Introduction
As discussed previously, my teaching prior to my more recent forays into university teaching involved
the production of large amounts of teaching materials of different types, for different language
proficiency levels, different age groups, and in different sociocultural settings, and on each occasion
attempting to type fit materials to the relevant student groups. For example, as a language instructor
in Japan I had to develop new learning materials every week (over 4 years), that allowed for a
synthesis of a particular (non-language) subject (e.g. Film Studies, Art History, Theatre studies, cultural
anthropology) with a further focus on English L2 development. This allowed me to explore the different
ways authentic everyday materials could be unpacked, reassembled and exploited for integrated
language/content learning purposes. This experience has carried forward into my teaching at
university level, where any consideration of study programme development includes a consideration of
the materials available to carry out the course.
2 Discussion of examples of teaching materials
Here, I will take the opportunity to present a number of illustrative examples from learning materials
that I have used recently, drawn from the courses Text & Sign (1st semester course, Humanities
International programme), and English Language & Society (4th semester course, English). The
materials include a historical artifact, a movie clip, an annotated home video, a documented story
from the First World War, and a stand-up comedy routine. They were employed in sessions that had a
focus on paradigmatic and syntagmatic organization in semiotic theory, orders of signification,
linguistic signs, sequential organization in turn-taking, speech act theory, and the context-dependent
and context-renewing features of turns at talk.

1. The bank note
2. Oh look there’s a rabbit
3. The promise
4. Turn-taking in its infancy
5. The one-way phone call - context-dependence and
context-renewal in turn-taking
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Example 1. The bank note
Course: Text & Sign (1st semester bachelor; Humanities International bachelor. Class 1; 115
students; large lecture theatre)
Target: Prelude to the introduction of concepts of paradigm and syntagm in semiotic theory
Focus: exploring the interrelationship between paradigmatic components incorporated within a
structure, and constituent of the structure.
Purpose of exercise: to allow students to develop insight into the ways in which paradigmatic
elements are combined into recognizable constructs, and how we are socialized into being able to
read such combinations of signs.
Materials: authentic bank note from Japanese occupation of Myanmar (Burma) during Second World
War: 1. Authentic historical artifact; 2. Scan of bank note included on slide, and uploaded to moodle;
3. annotated image on slide
Procedure: The historical artifact (found in my
grandparents’ belongings following their deaths), was
shown to the students, and they were asked if they could
identify the object. Even though this was a large lecture
hall, most students were able to see it enough to venture
that what I was holding was, in fact, a bank note. This led
to the first discussion of how they were able to tell what it
was, even from a distance, and even though they had
never seen this particular bank note before (shape, material, colour, general patterning). I then brought
the scan of the bank note up on a slide, and gave the students the task of discussing together where
they thought the bank note was from. This they could do on the basis of the slide, or by accessing at
it at the class moodle account. The puzzle was a tricky one, as the elements included on the bank
note included: text in English stating that the note was issued by the Japanese Government; it was
“one rupee” (a traditionally Indian denomination); it featured writing in Japanese kanji; pictures of
temples (but not Japanese-style temples); pictures of the letters BD; an official stamp (Japanese
looking - actually of the Japanese financial ministry) and similar patterning on a larger scale; picture of
some flora.
The observations were then reported back to the class as
a whole, and discussed in plenum, with the aid of an
annotated image brought up on the slide. This
subsequently allowed for a further discussion different
kinds of signs, and of how the paradigmatic choices are
combined into a recognizable structure that makes up a
bank note. Further, that the particular choices made can
situate the artifact/structure in a concrete socio-cultural
time and place (Japan-occupied Myanmar, 1940s). And
finally, that the combination of different signs into some types of artifacts can come to be recognized
as having an agreed value beyond the materials involved (e.g., money, or a license, or a contract).
The exercise led on to a discussion of paradigmatic components and syntagma in a discussion of
language, represented also by the following example.
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Example 2. “Oh look there’s a rabbit”
Course: Text & Sign (1st semester bachelor; Humanities International bachelor. Class 1; 115
students; large lecture theatre)
Target: Introduction of general concepts in semiotic theory
Focus: exploring the interrelationship between different types of sign systems incorporated within
single communicative structures, and constituent of the structure.
Purpose of exercise: to afford students insight into the ways in which semiotic resources are
combined into recognizable constructs, and how we are socialized into being able to read such
combinations of signs.
Materials: 4 second clip from the
movie “Before Sunrise” (featuring a
single line of dialogue):
1. the video of this;
2. a visualization of the line of dialogue
as produced in PRAAT;
3. the speech represented in various
ways in script: unparsed / wrongly
parsed / inter national phonetic
alphabet;
4. a version spoken and written in
Japanese.

Procedure: The students were asked if they would like to see something from a movie, the
suggestion of which they warmly welcomed. They were then shown 4 seconds from the movie
“Before Sunrise”. In the clip, a rabbit runs freely through some grass, and one protagonist, Celine,
points at it and says to her partner, “Oh, look there’s a rabbit”. This seemingly extremely mundane
sequence was used as a basis for a number of structured discussion exercises on the topic of signs:
1. shared code systems and intersubjectivity; 2. Saussurian semiotics; 3. phonemes & graphemes; 4.
semiosis; 5. paradigmatic combinations within linguistic syntagma; 6. deixis in linguistic and in bodyvisual production. Each of these topics was explored through mini-tasks by the students, then
discussed in plenum.
The discussion then expanded to a treatment of the clip from a Barthesian perspective, taking in
denotational, connotational and symbolic angles, which included discussions of the reason for
including a rabbit in this scene, what this indexed with relation to Celine, and then parallel narrative
tropes between this movie and other Alice in Wonderland structures such as The Wizard of Oz, The
Matrix and Lost in Translation. For all of these shorter tasks, we would return again and again to the
single 4 second clip. The overall aim for this extended activity was to encourage the students to
consider the richness of the mundane, and the manifold ways one could unpack even the most
undramatic of data.
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Example 3. The promise
Course: Text & Sign (1st semester bachelor; Humanities International bachelor.
Class 3; 115 students; large lecture theatre)
Target: Speech act theory: Searle’s felicity conditions
Focus: exploring Searle’s work on speech acts, and the various conditions he
includes in the description of illocutionary acts
Purpose of exercise: to consider speech acts both at the theoretical level, but
aim to develop a discussion as to applicability to the students’ own experiences.
Materials: Photograph of Captain Robert Campbell, British captain and prisoner
of war during WWI. Account relating to him included in various newspaper
articles.
Procedure: On this occasion the tale of Captain Robert Campbell was used to
explore the power of speech acts, with specific reference to Searle’s work on
felicity conditions. Robert Campbell was taken prisoner by the German forces during the First World
War. When he received word that his mother was dying, he petitioned the German authorities to be
allowed leave to return to the UK to visit her one last time. He was granted three weeks leave, on the
condition that he promised to return to the prisoner-of-war camp in Germany when he was done. He
agreed, and was released from the camp. He traveled back to England, saw his mother, and after
three weeks returned to the POW camp to serve the rest of the time there until the war was over. Not
only had he kept his word, but the British authorities had let him return to his incarceration, in order to
not bring his rank, his regiment and his country into disrepute.
The story of this promise made and kept formed the basis of a number of discussions on the power
of such acts, and the social significance that such verbal contracts have in our society. Using an
interesting example, and one drawn from a real situation, allowed for a different level of engagement
than one could expect from hypothetical examples, as is common in much writing on speech act
theory.
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Example 4. Turn-taking in its infancy
Course: English Language & Society - interactionist perspectives
(4th semester English; 24 students; small classroom)
Target: introduction to turn-taking
Focus: to allow for an investigation of the socialization practices
relating to turn-taking and the one-at-a-time norm described in
Conversation Analytic research (Sacks, Schegloff & Jefferson, 1974)
Materials: Video-clip of mother-child interaction; annotated in ELAN

The aspects of things that are
most important for us are
hidden because of their
simplicity and familiarity.
Wittgenstein

Procedure: Following the introduction of a number of features described by CA, students are given
an exercise to analyze a clip of interaction. The task is to watch the clip two times, to reflect on what
is featured in the data, and to discuss observations with a partner. The 15 second clip shown involves
a mother and her 7 week old baby interacting with non-verbal vocalizations. Once the students have
seen to clip twice, it is played again, but this time including a second screen-capture of
accompanying annotations produced in ELAN. Finally, the students are also encouraged to look at the
transition points, where the turn passes from child to mother.
The observations are reported back to the
group as a whole, and discussed in plenum.
The observations include not only that the
interaction parallels turn-taking found
elsewhere in conversation, but also that the
mother matches the onset of her
vocalizations with the endpoint of the baby’s
vocalization. The students were then able to
discover in this how children from a very
young age are socialized into the particular
turn-taking practices that are characteristic of
conversation.
Following this, a second clip was discussed, this time a clip of two one-year old
twins having a heated discussion. This clip was sourced from Youtube, and had
been a viral hit in 2013. The students were able to apply the observations that
they had made about the 7-week old baby, to this data, a clip they had seen
before, but now with a new perspective.
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Example 5. The one-way phone call
Course: English Language & Society - interactionist perspectives (4th
semester English; 24 students; small classroom)
Target: sequential organization of turn-taking in conversation: emic
perspectives
Focus: the context-dependent and context-renewing features of turns-attalk
Purpose of exercise: to have students explore the way turns are formatted in response to a
preceding turn, and at the same time generate the relevance for particular next turns to be produced.
Materials: gapfill exercise sheet; video clip from a Stewart Lee stand-up routine
Procedure: Pairs of students were given a sheet with a partial transcript of a telephone conversation.
We only have access to one half of the conversation, with the caller’s lines absent. The task is to
consider what the other person says in between the lines that are available to you. This relies on the
students’ understandings of how sequences of talk are produced. They have to imagine what the
visible utterances are in response to, and what the utterances project as a next action. The task sheet
including 60 line of turns-at-talk, and the students can also infer the overall conversation and how it
unfolds. Following 10 minutes of working on this, they share and compare their ideas with another
pair/group.

Finally, I play them the clip that I had produced the transcript from. It is in fact part of a stand-up
comedy routine, with comedian Stewart Lee acting out a telephone conversation. Like the students,
the audience is also in the position to infer the turns produced by the imaginary caller, and build up an
emergent narrative while doing so.
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Suggestions for a Period of Critical
Reflective Practice in a Content-Based
Integrated Language Course in Japan
Spencer Hazel
2008

1 Introduction
This paper suggests a process of critical reflective practice, relating specifically
to a problem that I have identified in a class that I taught until recently. The class
was an EFL Film Studies class that I headed from 2003-2007 at the Hiroshima
YMCA School of Languages in Japan. One of a number of courses that was
implemented on the basis of offering language learners opportunities for
engaging with English though the learning of an area of personal interest, this
small class (maximum of 6 students) was aimed at exploring aspects of film, with
materials generated around specific popular movies. Though there is much to be
explored on the integration of content and language learning (Kramsch, 1993,
Mohan, 1986, Mueller and Rehorick, 1984, Munby, 1981, Musumeci, 1996,
Pica, 2002, Sherman, 2003, Stempleski and Tomalin, 2001, Stoller, 2004), I will,
due to lack of space here, concern myself solely with a discussion of the
classroom interactional context (Johnson, 1995, Seedhouse, 1996, Walsh,
2006). I will then go on to identify an area for further exploratory research
(Allwright, 2005) and suggest a strategy for undertaking a period of reflection
and intervention (Richards and Lockhart, 1994), with a view to increasing the
pedagogic potential of classroom interaction.

2 Interactional contexts in the classroom
During the four and a bit years that the Film Studies course was offered at the
Hiroshima YMCA, the class underwent various stages of development, with an
ongoing shift in focus from initially addressing primarily linguistic needs to an
increasingly consistent exploration of the non-linguistic content.
2.1 Stage I
In the early stages, a period of trialing and implementing this and various other
Special Interest courses, the class was still situated along the lines of an English
conversation class of the communicative kind (Ellis, 1997, Hymes, 1972,
Johnson, 1995, van Lier, 1984), albeit with an added feature, in this case the
recurring use of video materials. The class was assigned a mid-morning slot,
occasioning a class almost entirely populated by female home-makers, mainly
middle-aged, regular YMCA students for whom studying English was a hobby
and a weekly social outing. At this point, the students' English proficiency levels
were a fairly uniform upper-intermediate standard, with several of the students
having joined from an equivalent level conversation class together. Initially, the
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classroom interactional context was heavily influenced by what students were
accustomed to experiencing in other conversation classes and prior educational
contexts (Hadley and Evans, 2001), with a fairly rigid teacher-student role divide,
with students orienting themselves as language learners on the one side, and
the teacher being considered, firstly, the holder of linguistic information and,
secondly, regulator of the social interactions. Appropriately graded materials
were prepared with a view to offering focus on linguistic forms, very much in the
same vein as materials would have been prepared for equivalent private school
conversation classes, though taken from screenplays and film transcripts. The
selected viewing materials were used as contextual support (Widdowson, 1990),
as well as for listening practice, and erred on the side of light-entertainment,
romantic comedies and such. Discussion topics referring to artistic
considerations were not considered central to the course, and usually remained
in the realm of expression of opinion, what students liked or didn't like (see also
Swain et al., 2002).
2.2 Stage II
The eventual move to an evening slot opened the door to a wider range of
students from more extended socio-geographical backgrounds, a wider agegroup of students with a broader range of interests. The addition of students
whose interest was more oriented to the film content ushered in a period of
metamorphosis in class orientation, from one which was a language class with
novelty, to one in which the film content became a much more integrated feature
in the overall order of classroom procedures and patterns of communication.
Responding to what I experienced was a shift in student demands, more
challenging, multi-layered film material was introduced into the selection, and an
increasing amount of work was done on areas of cinematic content other than
the language features embedded in the screenplays. In preparing class
materials, I was increasingly drawn to focus the students upon the visual, aural,
stylistic, symbolic and multi-textual structures in use, as well as highlighting
historical-cultural indicators lodged in the material.
This later stage with these new elements enabled for a livelier, more-discussion
oriented communicative event (Kramsch, 1993, Pica, 1987), where the teacherstudent roles that characterized the earlier stage, merged and developed into
much more equal and interchanging identities. The move to a more contentfocused class had led to the inclusion of participants with diverging levels of
English proficiency, who were welcomed into the class at the discretion of the
other participants. This allowed for more opportunities for negotiation of
meaning, and thereby increased comprehensible input and intake (van Lier) as
well as comprehensible output (Swain and Lapkin, 1995) in student-student
interaction, where opportunities for peer-assistance in language work became
available (Johnson, 1995, Sjolie, 2003, Swain et al., 2002). An interesting
consequence was that with the focus on all the various layers of inter-textual
content, this particular instance of what Vygotsky referred to as work within a
Zone for Proximal Development, where skills acquisition and appropriation of
meaning are accomplished in social interaction with more experienced members
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of one's community (Lantolf and Thorne, 2006, Vygotskii and Kozulin, 1986),
participants could contribute their own 'expertise' in exchange for work on
apprenticeship into personal target discourse communities (Gee, 1990). These
discourse communities could be of a more advanced linguistic area, or
background knowledge to a wide range of other areas, i.e. different
cinematographic knowledge, specific genre knowledge, life experience etc. This
way, each participant could at some point adopt the role of 'more experienced
member' and elsewhere be characterized as apprentice in the face of somebody
else's expertise.
A further leveling factor was brought about with a more emphasized orientation
to the content area refers to what Prabhu (1987) has discussed in relation to the
use of task-oriented materials in language teaching:
The teachers and the learners are both bound by the rules of the task and the
source of authority is, in a limited but a real sense, the task not the teacher
(1987:51)

Faced with the intricacies of film-product and the embedded, constructional
elements of the material, such content focus can have a similar equalizing effect
on teacher-student relations. No longer is the teacher at one end of the
spectrum of what Pica (1987) has described as a one-way information flow, but
shares in the exploration of the content, equally delighted in discovering hidden
gems, equally enthused by the eureka moments of enlightenment. Moreover, in
relating cultural parallels and discrepancies to the students' own background,
the teacher can also become an apprentice in his own right, with students
bringing their expertise and insight to the table. Similar observations could be
made of its effect on expert-apprentice relationships as pertaining to all
participants in the classroom.
With the loosening up of what were fairly rigid patterns of classroom role
relationship, other patterns of interaction were able to become more apparent,
where participants were relating to one another on other levels and in more fluid
and interchangeable dyad and group orientations. Formations of bonded identity
could shift from moment to moment and could include such shared symmetrical
positioning as social acquaintance; friendship; membership of a community of
shared interests and endeavour; hobbyist; fellow nationals; or learners. These
fluctuations of identity could further touch on more asymmetrical relations as
teacher-learner; apprentice-expert; investigator-subject; or the koohai-sempai
relationship of junior-senior which permeates much of Japanese social life. The
move to this more open and flexible style of get-together, away from the
strictures that characterize traditional language learning environments, even in
the more learner centered contexts such as communicative language learning
approaches, served to “[offer] a range of contextual possibilities-linguistic,
situational, interactional, cultural - that [could] all be made available to the
language user" Kramsch (p76).

3 Classroom management
On observing this apparent democratization of the rules of engagement in the
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classroom, with the accompanying diversification of role and relationship among
the participants, it would be tempting to infer from this that the barricades had
been breached and classroom control was now in the hands of the people. In
reality, even though traditional hierarchical roles of teacher and students had
become more pliable, with conventions established for the accommodation for
more active participation by the students in the co-construction of the overall
patterns of interaction, responsibility for classroom management remained firmly
in the hands of the teacher.
As Johnson (1995) has pointed out elsewhere, a teacher should not forget that
classroom interaction is accomplished and directed through his or her continued
intervention, and it is in precisely this territory where recent researchers have
argued that opportunities for language learning are made available to students
(Walsh, 2006). In line with this, Kramsch (1995) argues that "the patterns of
communication that are established between teachers and students in
classrooms will determine the extent to which students are given opportunities to
use language for classroom learning and for second language acquisition" (p89).
3.1 The teacher role in classroom management
Overall control of classroom management in the context of this film class
becomes clearer when we consider the teacher's input into the overall make-up
of how the class would operate .
3.1.1. Materials
In terms of classroom teaching materials, where class participants may have
been involved in suggesting specific films for study, final responsibility for the
selection would lie with myself, who would choose a movie based on what was
available, and what I judged were the opportunities for exploration, both
thematically and linguistically. It was myself who selected scenes or themes, and
based on my analysis would determine what content areas to focus on. On the
basis of this selection, I would prepare materials to help direct participants to
themes I felt were interesting and to make discoveries I had already been able to
make, and select linguistic items, mainly vocabulary, which I felt would be useful
or problematic in addressing the selected material.
3.1.2 Patterns of communication and interaction
However much progress was accomplished in opening up opportunities for
more student-generated interaction modes (away from Johnson's classroom
framework (1995) where students only perceive the patterns of communication
generated by the teacher), the prime regulator of the overarching interaction
continued to be the teacher. Though the role of the teacher may have been
allowed to occasionally stray from roles traditionally attributed to the position, in
its function of classroom manager the role simply diversified to include a greater
emphasis on the likes of host (in the 'talk-show' sense of the word),
choreographer of interactions, or 'fat controller’ in determining the staged
progress of the class (Richards & Lockhart, 1994). Although participants were
given more freedom to determine the direction of the interactions, able to initiate
a switch between some varieties of classroom talk, bringing about moves
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between content, task and language-focus, 'real-world' orientation (Seedhouse,
2004), narrative sequences or small-talk, student-participant appropriations of
control seemed to be regarded as temporary moves, control to be handed back
to, or taken back by, the teacher at an appropriately judged turn. Accordingly, it
is primarily at the discretion of the teacher to direct the interactions, judging
when to restrict or allow for interaction to proceed, or judging when and what
type of learning opportunities to allow or to attempt (Walsh, 2006). In this way,
procedural patterns on communication and interaction lie with the teacher.
3.1.3 Question-strategies and question-varieties
The freedom of student-participants to initiate or switch sequences and varieties
of interaction is accompanied by a shift in perceived ownership of questioning in
the classroom. Participants may elect one of a range of types of question to
perform required operations. Whereas in a more traditional context, student
questioning may be chiefly directed at the teacher and concerned with requests
for clarification, a shift to broader realms of class content and interaction
patterns allows for more opportunity to exploit other forms of question to elicit
other types of information or to engage in other types of interaction, with the
teacher or with any other participating members.
Teacher questioning in SLA classroom contexts is argued by researchers
elsewhere to be employed in very limited ways (Cullen, 1998, Ellis, 1997,
Johnson, 1995, Musumeci, 1996, Seedhouse, 1996, Stoller, 2004, Brice-Heath,
1986), focusing mainly on the type of display questions used to check student
knowledge. Display questions are described as those elicitations for which the
person asking the question already knows the answer, and is checking for
comprehension or for a display of knowledge on the part of the person or
persons the question is directed at. It is the typical question evoked in the
Initiation-Response-Feedback / Evaluation (IRF or IRE) sequence, where the
answer is followed up by a positive evaluative or negative evaluative turn or
feedback, or by a turn which extends the sequence in further elicitation until
what is judged as the appropriate, i.e. correct, response is offered (Mehan,
1986).
It has been demonstrated that in comparison, referential questions, ie. questions
for which the answer is not already known are under-represented by teachers in
both language and content classrooms (Musumeci, 1996) (though student
questioning will naturally veer more towards referential questions as they seek
clarification for something not known or understood).
I would suggest that in classroom-based content-language integration, where
there are joint pedagogical goals, question use is one of the main tools for
teachers in engaging learners in opportunities for learning. Further to this, the
types of questions and the functions they perform constitute a far more varied
toolbox for procedural management than initially may seem the case.
In the case of referential questions, the range of uses seems almost infinite in
opening avenues for language use. Most similar to the types of question used in
everyday, non-classroom-situated discourse, in the classroom these questions
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could serve, for example, to elicit someone's opinion ("What do you think?"); as
procedural tools ("What kind of movie shall we do next?"; or information
gathering ("Anything like this in Japanese culture?"). Especially when a teacher
can steer clear of Yes / No elicitations, such questions can position a learner in
an authentic discourse context, directing the student to a particular area of
comprehensible output.
What on the surface would be judged a simple display question, could be
performing a variety of managerial tasks, serving, for example, to establish
agreement before moving on to another area of focus (T: "So the colour-scheme
in this scene has told us what?"); to indicate a point of interest (T: "What's that
hanging on the wall behind them?"); to initiate a sequence of analysis (T: "So his
name indicates what about his character?"). Indeed, the term 'display', so often
employed in the naming of what elsewhere is referred to as 'known information
questions', is unhelpful in drawing attention to a very limited understanding of
the range of functions this category of question offers. In many instances, these
questions are not eliciting a display of comprehension or knowledge at all.
Similar claims could be made about what could be characterized as a matter-ofcourse IRE/F sequences.
T
S1
T
S1

What Tom Cruise movie did you see last month? (I)
Oh, Collateral. (R)
Collateral. (F) What similarities are there to this?
Well,...

Here, the IRF sequence may be serving to draw a participant into the discussion
(the teacher knows that this student saw that particular movie and is using that
knowledge to manage interaction); to re-orient the discussion to a different area
(the teacher is using the question to link to a different content area); or both
even.
In IRE/F, the E/F turn can act as a 'marked' question, indicating a correct
answer, but an answer with implications in need of further exploration.
T
S1
T
S2
T
S2
S1
T

So let's go back then. What's the main character's name?
David Gale.
David Gale.... (??)
David and Goliath.
Yes. ... (?)
So is he David, or Goliath?
David.
So who's Goliath in the story?

In these examples, the teacher may be employing certain 'known information
question' sequences to manage class orientation to content-issues. However, I
would argue that is it here, in how he or she utilizes different types of questionstrategies, that work is being done to achieve further opportunities for language
learning also.
In a type of sequence initiated by what I will call a 'masked display question',
learners are engaged in using their language skills during a process of content-

43

analysis. The main aim of this type of question is not to elicit an answer per se
(as would be the case in a 'regular' display question), but to elicit a process of
negotiation, either in an interpersonal or an intrapersonal sense. Following the
example above ("So who's Goliath in the story?"), a process of reasoning is set
into motion by what is essentially a 'closed' question, i.e. there is an available
answer known to the teacher (though students may not be immediately aware of
this). The question assists in an exploration of target issues, themes, techniques
or meaning, but further acts to trigger a process of language interaction, and by
that, language use in an authentic context.
'Masked display questions' are complemented by 'masked referential
questions': questions for which the person knows an answer, though not
necessarily the answer. Similar in aims to its 'display'-counterpart, i.e. to
promote the use of target language, this type of question may, on the face of it
seem to be the same. From the person initiating the question, however, there is a
sense of joint exploration, eliciting others' input into a personal area of inquiry.
It is through questioning that the teacher determines much of the classroom
interaction, and is able to orient learners to the tasks at hand, be they contentsituated, language-situated or both, and whether they are of an information-,
reasoning- or opinion-gap nature (Prabhu 1987). In the act of negotiating a
question in content-language integrated contexts, opportunities are made
available to participants to further what (Bialystok, 1988) categorizes as their
‘analyzed’ dimension of knowledge of the content on the one hand, while
developing 'automatic' levels of their language skills in the process. On this
basis, questions are one of the core integrating tools available to teachers of
content and second language classrooms.

4 Problem orientation
In what I have described as Stage II of the Film Studies Class, driven by
participants’ enthusiasm for the developing of analytical skills in film literacy, the
re-orientation of the content-language integration of the class towards a stronger
content focus seems to have overshot its mark. By that, I fear that explicit
attention to language forms has suffered a spiral into neglect that the class reorientation never set out to effect.
It has been argued elsewhere that in more communicatively positioned language
classrooms, specific attention to linguistic forms is needed, if learners are to
make progress in their structural grasp of the target language (Ellis Sheen, 2003).
I would counter that learners are being offered opportunities for language use in
an authentic context, both in terms of the classroom being an authentic context
in its own right Breen and Candlin and with regards to the use of the language as opposed to simply the practice of language forms - in the exploring of realworld interests. However, I concede that what opportunities I, as the teacher of
this class, am creating, may fail to take adequate account of learners' needs for
specific forms-focused address and instruction . Consequently, this deficit may
hinder development of a more 'analyzed knowledge' regarding of the L2,
through the unintended lack of heed paid to linguistic needs of the students.

44

My aim with the proposed period of critical reflective practice, is to re-introduce
opportunities for language focus, without losing the content-enabled
opportunities described above. The interventions I will set into practice will, in the
first place, aim to improve interactional awareness of both teacher- and studentparticipants with regard to where opportunities for language learning are being
made available and where they are being utilized. Secondly, a stronger language
focus in materials design will aim to pull the class focus back into a more
balanced consideration of the two areas of content and language.

5 Proposed methodology
The approach I am proposing will be largely of a qualitative nature. It will have a
strongly emic flavour, as participants for the project will be myself, the studentparticipants, and one or a number of teachers-observers who also, at some or
other point, have attended the class themselves (as students). I'm hoping that by
collecting ethno-methodological data from three different angles (teacher /
student / observer), a rich body of perspectives can inform and complement one
another (Allwright, 2005, Cohen et al., 2000, Elliott, 1991, Ellis, 1997, Johnson,
1995, van Lier, 1984, Walsh, 2002, Walsh, 2006).

5.1. Methods
5.1.1 Student Survey
Initiating this period of re-alignment, a first step would be to involve the students
in engaging with the issues at hand. The students and teacher-observers would
be invited to participate in a developmental period of exploratory research
(Allwright, 2005), with the purpose of exploring what improvements could be
suggested for the Film Studies course.
The question of imbalance would be explored with participants through a
graphic scaled survey. Here, a number of questions would be presented along
with a request to mark a line-scale according to where a participant felt was the
appropriate allocation of weight given to the two related aspects of content and
language in the Film Studies class.
Accordingly, were the split considered a 50-50 split in balance the scale would
look like this:
<--------------film content -----------------> <------------ language content------------>
____________________________________l____________________________________
A stronger focus on film content would be indicated by the following example:
-----------------film content ------------------------------------> <--- language content--->
___________________________________________________l_______________________

In the weeks preceding the survey, participants would be introduced to the
method as in-class activities, used to chart ideas on specific aspects of film
content, with a view to familiarizing the students with the method. Outcomes
would be used in finding points of divergence in people's readings of particular
content, and leading into opinion-gap discussion opportunities.
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Questions that the survey would address would be such as the following:
Q
When you first joined this class, how much did you expect to focus on language
learning and how much on filmcontent?
Q
How much weight is given to language learning and how much to film-content in the
Film Studies class?
Q
How much do you feel you are learning English and how much learning about film
content in each class?
Q
How much effort do you feel Spencer dedicates to preparing language content and film
content for this class?
Q
What do you feel would be the ideal amount of language learning and film content in
this class?
Table 1 Example Questions

5.2 Conversation analysis & Observation
An analysis of classroom conversation through looking at sequences of
transcribed interaction will be conducted in two separate stages: the first, from
the teacher and a teacher-observer's perspective, the second from the students'
perspective.
Over the years of the course's development, a number of English-language
teachers from the YMCA attended the class for shorter or longer periods. These
included 3 Japanese teachers and one Russian. One or more of these teachers
would be asked to return to the class for a number of sessions as observers.
Being known to the students already, they would be able to participate in the
class without there being any added disruption, but would be asked to take note
of where and in what ways participants, both teacher and students, oriented
interactions to language-focus rather than to content-focus. Specifically, for this
initial period of research I would like them to pay special attention to questionuse, both by the teacher and the students.
From observers’ notes, sequences of classroom interaction would be selected
and subjected to a Conversation Analysis (CA) by myself and, if possible, the
observer(s) for an added etic perspective. As the main aim here is to discover
how, in this type of classroom discourse, participants orient themselves to or
away from the specific areas of content and language features, CA is my
preferred choice of analysis, as it allows me to explore turn-by-turn unfolding
interaction patterns in an open-minded, non-predetermined, way (van Lier,
1984).

5.3 Participatory conversation analysis
It would be a missed opportunity, were the students not invited also to be
involved in an analysis of the data (Allwright, 2005, Kumaravadivelu, 1993,
Kumaravadivelu, 2003, Walsh, 2006). In the film studies class, students are
regularly exposed to film dialogue analysis, and partake in subsequent class
discussions reflecting on relevant sequences of interaction. As an extension
exercise, they would be invited to undertake a similar scrutiny of classroom
transcripts. This itself would take the shape of a conversation about the data,
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and would be positioned more along the lines of Kumuravadelu’s notion of
Critical Classroom Discourse Analysis, exploring local, Japanese, perspectives
(Hadley and Evans, 2001, Jaworski, 1993).
Two aspects of interaction would be considered: identity-formation and
question-asking. Students would be asked to look at the data with the objective
of reflecting upon where opportunities for learning, both content and language,
were being made available, and were being utilized. The discussions would serve
to explore participant impressions of the classroom experience with a view to
developing a richer interpretation of the data. Moreover, by raising levels of
interactional awareness of both the students and myself, the exercise would aim
to further develop a meta-knowledge of classroom discourse in order to help all
identify and discern between the different opportunities for learning available,
and specific interaction patterns involved.

5.3.1 Identity
To help prepare participants for this exercise, in the weeks leading up to the
relevant sessions, a similar treatment of film-based materials would be
attempted. For these preparatory sessions, sequences would be selected which
offered occasion to look at identity-at-work and questions-as-tools.
To help students overcome perceptions of a fixed or relatively immobile
constitution of identity (see (Benwell and Stokoe, 2006 for overview), I would at
this point introduce two concepts for the dynamics of identity formation in social
interaction: interdentity and intradentity.
Interdentity would be examined as the embodiment of the shifting patterns of
role and relationship when engaged in the moment-to-moment co-creation of
social interaction.
Intradentity would be examined as the shifting experience of self-awareness in
the face of the moment-to-moment co-creating of social interaction.
Table 2 Definitions of Interdentity and Intradentity

The dynamic, ongoing relationship between the two, or interface, would provide
the springboard to the discussions, considering the fluctuations of identity in the
moment-to-moment progression of an interaction, and how this effects and is
effected by introspective elements of those involved.
In a subsequent scrutiny of the classroom transcripts, students would be
engaged in trying to locate places where participants are positioning themselves,
or are being positioned, along lines of identity-formation related to learning (for
example 'language learner', 'language user', 'apprentice', 'koohai').

5.3.2 Question as utility
The second inquiry, into question strategies, would aim to identify how questions
are used, interpreted and utilized in this type of classroom context. I would hope
that light could be thrown on such question-motifs discussed above, as well as
any other uses that could be identified.
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5.4. Parallel intervention: Materials development
During this period of attempted transition to a more language-focused class,
further change will be sought through the implementation of materials
characterized by a more prominent inclusion of specific, separate areas for
forms-focused consideration.
This development will be applied to my own managerial materials (ie. split-focus
lesson planning materials and class reporting); the specific selection of linguistic
items from the content-material which illustrate more structure-related language
issues (rather than vocabulary and pronunciation); and out-of-class student
materials such as split-focus logbooks, with a section for content-related notes
and a section for language notes and questions. Accompanying the latter would
be an offer to have these notes checked by the teacher.

6 EVALUATION
An eventual evaluation would follow three strands of comparative investigation: a
comparison of personal managerial materials from before and after the
interventions, a re-applying of a version of the student survey, and semistructured interviews with the students. In the comparison of my own materials, I
will look at whether there are any noticeable differences between class reports
prior to the CRP period and after. Specifically, I would be interested in uncovering
whether there was any marked increase in the occurrence of linguistic features
noted following classes.
Casting a comparative eye across the survey results prior to the interventions
and following would serve to chart any shifts in perceived balance between
content- and language-focus experienced by the student-participants. This in
turn would be used as a basis for interview sessions with students, reflecting on
where they felt any shifts to have occurred and how any shifts had been
achieved.
Ultimately, this final period of reflection would lead on to further thoughts and
suggestions that could serve as starting-points for subsequent cycles of
examination, developing the ideas further or shifting the inquiry to a different
area. But that then, is another story.
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1. Introduction
This paper sets out to offer analyses of sections of second language classroom
interaction, taken from an English speaking lesson at a high school in China. The
segments of classroom data will be subjected to Conversation Analysis
(hereafter also abbreviated as CA), a qualitative research tradition concerned
with investigating conversational structure from an emic, participant-oriented
approach, rather than an etic perspective. This variety of emic approach,
however, aims not to specify the structures through the interviewing of
participants, but rather seeks to illuminate how participants attend to social
interaction through their knowledge-in-use (Markee & Kasper, 2004), examining
‘how phenomena are utilized within specific systems of action, not with labels
recognized by informants’ (Goodwin, 1984, in Ten Have, 1999, p37).
The analyses will aim to locate and explicate a number of organizational
and interactional patterns expounded in Seedhouse’s thoughts on second
language classroom contexts, as described in his 2004 monograph, The
Interactional Architecture of the Language Classroom: A Conversation Analysis
Perspective.

2 Conversation Analysis – an Ethnomethodological
Background
Conversation Analysis emerged as a field of study in the 1960s, originating within
the American sociological school of ethnomethodology, “the study of common
sense reasoning and practical theorizing in everyday activities” (Ten Have, 1999).
Ethnomethodology was being developed by Harold Garfinkel at UCLA, and drew
on the phenomenological ideas of Alfred Schutz, of whom he was a student.
Garfinkel set out to critique the dominant Parsonian approach within sociology, in
which “cultural values, once internalized as personality dispositions, were
conceived as the causal drivers of social behavior” (Goodwin & Heritage, 1990,
p284). As such, proponents reasoned that such social interactional properties as
locally situated mutual understanding, shared meaning and coordinated action
were all unproblematic consequences of a priori cultural knowledge and social
conditioning. As a result, Parsonian reasoning emphasized a conceptual
approach to action with a view to achieving macro social analysis at the expense
of more detailed micro-analysis of interpersonal behaviour. The
phenomenological position that Garfinkel took up, argued that such an approach
paid insufficient attention to the kinds of dynamic, perpetually renewing, and
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intersubjective commonsense “knowledge and reasoning [that] enable actors to
recognize and act on their real world circumstances, grasp the intentions and
motivations of others, and achieve mutual understandings” (Goodwin & Heritage,
1990). Ethnomethodology proposed that members of a social group have at
their command a methodology with which they themselves are able to analyze
social phenomena. The object of study, then, is the manner in which “everyday
common-sense activities are analysed by participants, and [of] the ways in which
these analyses are incorporated into courses of action” (Roger & Bull, 1988,
quoted in Markee, 2000). Further to the above, the methodology represented a
coming together of two intellectual positions traditionally deemed mutually
incompatible: “While it has borrowed its methodology from its logico-empiricist
father, Ethnomethodology's theory has been derived from its hermeneuticdialectic mother” (Mehan & Wood, 1975). Thus, the approach emphasized the
importance of the emic viewpoint, while refusing to compromise on an empirical
stance.
“One of Garfinkel's 1967 seminal contributions was to translate the idealistic and
subjectivistic notions associated with the phenomenological branch of the
hermeneutic-dialectic tradition into the realm of the social by exhorting the
researchers to find in the interaction between people, not in their subjective states,
the processes that assemble the concerted activities of everyday life.”

(Mehan, 1978, in Markee, 2000)
Unfolding as a synthesis of the interactive and phenomenological/
ethnomethodological traditions (Goodwin & Heritage, 1990), Conversation
Analysis emerged as an approach concerned with the deployment of language
in interaction (Kasper & Markee, 2004). Advanced through the joint efforts of CA
practitioners Harvey Sacks, Emanuel Schegloff, and Gail Jefferson, and
influenced by Garfinkel’s ethnomethodological work and Erving Goffman’s work
on interpersonal interaction (Ten Have, 1999), CA sought to describe the
underlying organization of face-to-face interaction, in the recognition of talk-ininteraction as “a strategic site for the analysis of human action” (Goodwin &
Heritage, 1990).

2.1 Principles of CA and Ethnomethodology
Seedhouse (2004) describes five fundamental principles which underpin the
Ethnomethodological approach, and which have been appropriated in
subsequent moves in the development of Conversation Analysis.
1. Indexicality, or context-boundedness, refers to the
requirement that one may only refer to contextual features in
an analysis, if the participants themselves display in the
interaction an orientation to such features. Although some
conversation analysts have argued to include ethnographic
information in their analyses, insisting that this is essential for
a full comprehension of the studied interaction (see for
example Moerman, 1996), analysts from a more ‘pure’
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conversation analytic approach would only ever invoke such
information if the data warranted such inclusion (Markee,
2000).
2. The documentary method of interpretation treats any realworld action as a “document” that bears some relation to a
previously known pattern, both for the interactants involved,
and consequently for the analyst (Seedhouse, 2004), and is
therefore an important tool when applied to sequential
interaction.
3. The reciprocity of perspectives describes a principle of
agreement between interactants, that all are following the
same codes of interactional conduct, with a predisposition for
cooperation and affiliation. The preferred actions are then
treated as the baseline norm and therefore unnoticed, with
deviations from this considered noticeable, accountable, or
even sanctionable.
4. Normative accountability is the framework through which
actors may choose to precipitate and shape the dynamic
qualities of their social actions, and interpret, evaluate and
respond to those of others. Norms, rather than rules, are
constitutive, rather than regulative, and social actors operate
in reference to them. For example, norms of turn-taking,
repair, preference-organization and sequence all form central
concepts in CA, as points of reference through which social
actions can be analyzed.
5. Reflexivity entails that the procedures responsible for the
production of actions/utterances and their interpretation are
complementary. A social action generates a context for its
interpretation, which in turn shapes the context for a nextturn action “within a reflexive, time-bound process” (Goodwin
& Heritage, 1990, p 287).

2.2 Subsequent Developments in CA Approach
Although CA has strong links with Ethnomethodology, an important difference is
that the former focuses exclusively on the sequential structure of talk-ininteraction. As such, CA has further developed principles and procedures
specific to the methodology. Seedhouse (2004) describes four principles
particular to CA.

a. The first principle refers to Sacks rejection of the idea of the
interactants as passive ‘dopes’. Here, it is accepted that
there is order at all points in the interaction, that the
interaction is systematically organized.
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b. Contributions to an interaction are both context-shaped and
context-renewing. That is, the significance of a particular
occurrence is determined by what immediately precedes it
and also by what immediately follows it (Markee, 2000).
c. There is no a priori justification for excluding any details of
conversation, however small, as disorderly, accidental, or
irrelevant. CA transcription aims to provide extremely finelygrained data sets of naturally occurring interaction.
d. CA requires a data-driven, bottom-up approach which
excludes any prior theoretical or contextual assumptions

Seedhouse (2004) describes four types of interactional organization which have
been identified by early CA practitioners and are now available as tools of
analysis. These phenomena are normative and reflexive frameworks available to
both participants within an interaction, and on that account also to conversation
analysts in explorations of these ‘action templates’ (Seedhouse, 2004, p17) and
how interactants orient to them as points of reference. Although I will touch on
these concepts more in the later analysis, here I will offer a brief description of
each.
1. Adjacency pairs are sequences of first and second part utterances,
where an initiating turn, for example a greeting, occasions the context for
a return move from an interlocutor, normatively a return greeting in this
instance. Whatever course of action the recipient chooses then displays
an interpretation of the initial turn, and in itself occasions a contextual
framework for further sequential action. They also offer a conversation
analyst a powerful tool in the next-turn proof procedure, used to infer the
participant’s, emic, perspective. These basic “building-blocks of
intersubjectivity” (Heritage, 1984, quoted in Seedhouse, 2004) hold
enough power, that if the pair completing turn cannot be produced in a
next turn, it may still remain relevant till completion at a later point.
2. Preference organization derives from ethnomethodology, and refers to
degrees of preference for solidarity, affiliation and cooperation and the
maintenance thereof through the promoting of some organizational
strategies over others as normative frameworks.
3. Turn-taking refers to one of the core organizational concepts in CA, the
observation that there is usually only one person speaking at any point in
an interaction (Sacks, Schegloff & Jefferson, 1974). The basic features in
the organization of turn-taking include:
a. Turn-constructional units: typically a spate of talk (Kasper &
Markee, 2004), as short as a word, or as long as a clause or
sentence.
b. Transition relevant place: an appropriate point where a change of
speaker may occur
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c. Turn transition rules: the norms which regulate the transition
between turns
d. Speaker-selection techniques: the norms which govern the
selection of a turn-taker
4. Repair refers to points of communicative trouble within an interaction that
need attending to, for example in misunderstandings. Repair is then
initiated either by the person whose turn generated the trouble (selfinitiated) or by another interactant (other-initiated) and accomplished by
either interactant (self-repair / other-repair). Seedhouse (2004) discusses
a range of repair trajectories of initiation and repair which demonstrate a
clear order of preference. In ordinary conversation, for example, selfinitiated-self-repair is most preferred, other-initiated-other repair least). In
institutional contexts, other trajectories are available and other orders of
preference hold ground.

2.3 CA institutional discourse analysis
Conversation Analysis started out with an ethnomethodological predilection for
describing mundane, ordinary conversation, characteristic of talk between
friends, family and acquaintances. Later research, however, expanded the field
to take in applications of CA to a wider spectrum of social interaction,
investigating structures of talk-in-interaction characteristic of institutional settings
(see, for example, Drew and Heritage, 1992). Keeping in mind CA’s
preoccupation with such principles as indexicality, intersubjectivity and reflexivity,
institutional talk is treated as a variety of sequential speech exchange that
constructs institutional context locally, within the very application of talk-ininteraction.
Second language classroom interaction is a variety of institutional
discourse (Seedhouse, 2004) empirically distinct from the baseline speech
exchange system described elsewhere in CA as ordinary conversation (Kasper &
Markee, 2004). Rights and privileges, equally distributed between interlocutors in
ordinary conversation, display asymmetrical distribution in classroom contexts,
with teacher-participants controlling patterns of turn-taking and topic-selection,
and being in the unique position of evaluating the quality of other-interactants’
contributions. Institutional interaction research has investigated talk-in-interaction
with reference to the shared institutional goals of the interactants (see, for
example, Drew & Heritage, 1992; Kerekes, 2006). Seedhouse (2004) argues that
is shifting CA from ordinary conversation to an exploration of an institutional
discourse, all the fundamental approaches and practices of CA “are in effect
reorganized in relation to the institutional goal” (p97). In an L2 classroom context,
this means:

“Our analytical task, then, is to explicate how L2 classroom interactants
analyze each other’s turns and make responsive moves in relation to the
pedagogical focus.”
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(Seedhouse, 2004, p195)

3 L2 Classroom context
The present analysis will look at a number of sections of classroom data, taken
from a series of teacher training materials that have been produced by
International House and released on DVD with accompanying publication
materials.
The data in question comes from a fairly large high school class (45 learners) in
China, taught by a native speaker of English. The training materials note that the
class is of an Upper-Intermediate level, and that the main pedagogical aim for
the lesson is the development of the students’ speaking skills, with subsidiary
aims the further development of vocabulary regarding job interviews, and skills
relating to listening for specific language items. The lesson plan states that the
class length is 30 minutes. However, the DVD recording only includes 26
minutes of this. With regards to this, the recording does display a number of
edits, especially in periods dedicated to pair-work (of which there is only one
short sequence for which audio data is provided). Although the teacher wears a
pin-microphone, the students share one handheld microphone between them,
which is passed around for the benefit of the sound-recording.
In the analysis, I have selected sequences of interaction constitutive of a variety
of L2 classroom contexts identified by Seedhouse (1996, described in Walsh,
2004; 2004), and described as “different actualizations of the reflexive
relationship between pedagogical focus and interactional organization” (2004,
p205).
The heterogeneous set of contexts, procedural, form-and-accuracy, meaningand-fluency, task-oriented, text-oriented and real-world-oriented, are all
subvarieties of institutional discourse, which each has its own interactional
features, preference organization, repair trajectories, and patterns of discourse
organization, as each is interconnected with specific pedagogical orientations
within the overarching pedagogical aims.
The analysis demonstrates the fluid and reflexive nature of classroom interaction,
and the way the context can switch on a moment-to-moment basis as teacher
and students orient to shifts in pedagogical focus.
I will now attempt to explicate a number of features described by Seedhouse
(2004) and elsewhere in the following section.

4 CLASSROOM ANALYSIS
An opening sequence
1

T:

okay good morning everybody?

2

LL:

good morning=

3

T:

=okay how are you (.5) not sleepy? (.5)

4

L:

heheheh=

5

T:

=mon monday morning (1) on monday I’m sleepy yeah?
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6

LL:

7

T:

ye[ah ]

8

LL:

=yah=

9

T:

=after your mind is th- o-on the weekend not on English class eh heh? =

10

LL:

=heheheheh=

11

T:

=normal

[I think] everybody is sleepy on monday ah?=

12

>okay don’ worry< (.5) um do you have the letter? (1) application letter (.)

13

if you have it can you take it. (1.5)

This sequence demonstrates how the superior interactional rights are assumed
to be associated with the role of the teacher, and are talked into being by all
interactants, students and teacher. The data is taken from the opening sequence
of the lesson, prior to the introduction of a pedagogical focus. In observing how
the participants orient to the interactional organization, this lesson pre-sequence
would appear to be part of a normative organizational routine of this classroom
context, moving from initial greeting, to some general enquiry after the students’
well-being, to the introduction of a pedagogical focus for the class.
The class opens with a greeting sequence initiated by the teacher in line 1, to
which the students orient with a greeting response in line 2, thereby displaying
an interpretation of the teacher’s turn as just that: a first part of a normatively
accepted greeting oriented adjacency pair. Interestingly, however, the teacher’s
next turn in line 3 orients to the students’ response in a way that would be
interpreted as deviant in ordinary conversation. Here, the teacher offers an ‘okay’
before moving on to a first part of a new adjacency pair, in this case an enquiry
after the students’ wellbeing. The ‘okay’ sequential marker not only
demonstrates that the opening adjacency pair is an element of a procedural
routine now completed, but also serves as an evaluative response to the
students’ second-turn adjacency response, giving a positive evaluative response
to the students’ return greeting. According to Seedhouse, “all learner utterances
are potentially subject to evaluation by the teacher” (2004: p186). In this case, by
assuming the interactional rights to initiate a greeting sequence and then offering
evaluative feedback on the students’ take up and completion of the adjacency
pair, the teacher is already talking the institution of the language classroom into
being.
In line 3, T then moves on to a topic-initial elicitor, asking after the disposition of
the entire class, which starts a sequence of 5 turn extensions by the teacher
(Lines 3, 5, 7 & 9). It could be noted that during the opening sequence, the
teacher speaks to the class as a whole, and refrains from nominating any
students in eliciting a response to his first part turns. The students are thus
placed in the position of responding, either verbally or non-verbally, as a group,
remaining silent, responding as individuals, or having to request the floor in order
to offer individual feedback to the teacher’s elicitations. The data shows that the
students offer only very minimal responses (in Lines 4, 6, 8,and 10), dominated
by non-verbal responses such as laughter tokens and the nodding of their
heads. This gives rise to the turn-extensions by T, as he contextualizes and
modifies the elected topic. It should be noted that there is no indication that the
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participants interpret the lack of linguistic feedback by the students as trouble,
nor the fact that the carrier-topic cannot actually be addressed by the group as a
whole, as each member of the class may be experiencing a very different
Monday morning from one another. Indeed, the data suggest that this pre-lesson
sequence is an accepted element of the normative institutional patterns of this
classroom context.
Following the proffer in line 3, the teacher indicates a transition relevant place
(TRP) in the form of a pause, accompanied by a slight listening gesture with his
head. The turn is, however, declined by the students, and in the absence of a
second part in the adjacency pair, the teacher extends his turn with a
modification, constraining the range of the question to ask after a more specific
aspect of their feelings, namely how sleepy they may feel. The rising intonation at
the end of the turn passes the turn to the students, who respond with laughter in
line 4. Again, in a latched move in line 5, the teacher extends the turn, further
constraining the carrier topic by contextualizing it to the sub-topic of how the
students might feel on Monday mornings, and following a 1 second pause,
offering additional clarification of the elicitation by rephrasing it, bringing ‘sleepy’
and ‘Monday’ together in a turn that seemingly offers the students a model of a
linguistic form they may be acquainted with (“On Monday I’m sleepy”). The
‘yeah?’ at the end acts as a tag question, which again indicates a TRP. The
students display their understanding of this by responding with laughter, headnodding or answering “yeah” in line 6, which T extends with an affiliative
overlapping turn which associates the carrier-topic with the entire class, inclusive
of everyone, teacher and students. The students orient to these rapport-building
social moves in a collaborative way. Even when T shifts the topic in Line 9, from
sleepiness to absentmindedness, without giving any contextual logic for linking
the two, the students do not signal any trouble in following the move. The tag
questions in Lines 5, 7, and 9, which indicate TRPs, are all agreement eliciting
markers, and the students display positive responses in Line 6 and the latched
turns in Lines 8 and 10, either verbally or non-verbally.
The teacher brings the sequence to a close with evaluative comments in Line 11
and 12, indicating acceptance of what he has elicited the students to agree to,
namely reasons for appearing not to offer a more engaged focus in the
classroom interactions. In Line 11, he states that this is ‘normal’, and goes on to
proffer in Line 12 that this is not something to be worried about.
12

T:

>okay don’ worry< (.5) um do you have the letter? (1) application letter (.)

13

if you have it can you take it. (1.5)

14

good good >well done well done< good good (1.5)

15

okay keep the letter for five minutes. (.6) um

16

we’ll- because toda:y (.2) we’re going to do ay a- (.) an interview

17

in the job. (.3) you’re gonna interview somebody for the job.

18

but wait a minute.

19

okay do you remember:: (.) eh::: (4)
((writes ‘Mr Li’ on the board; circles it))

20

T:

mister li: (.) >d’you remember?<

21

LL:

yes=

22

T:

=um what job did he apply for?

58

The ‘okay don’t worry’ turn further acts as a transitional marker, signposting a
move away from a ‘real-world’ (Seedhouse, 1996, cited in Walsh, 2004)
orientation to a different classroom micro-context, and in this case, to three
procedurally oriented moves. The first action, between Lines 12 and 15, deals
with classroom business relating to classroom materials; the second where the
teacher introduces the lesson’s pedagogical focus to the students in Line 17;
and finally, in Line 18, another transitional turn initiates a shift in focus in Lines 19
and 20 to a form-and-accuracy context.
Both the above sets of data demonstrate how tightly controlled the interaction is
by the teacher in these opening classroom micro-contexts. In the first section
(Lines 1-12), the students are offered the scantest of interactional space, and
introduce the most minimal of inputs into the interaction. Student utterances are
entirely absent from the interactional moves in the second set of procedural
moves in Lines 12-19. However, it could be noted that the implication is not that
the students are impassive during this sequence. Indeed, in Lines 12, 14, 15 and
18, the teacher gives the students feedback for non-verbal actions that he has
initiated, in the form of an evaluative action and three modifications. In Line 12, T
elicits whether the students have ‘the letter’. There follows a 1 second pause,
following which the teacher extends the turn, in offering a clarification,
constraining the topic to specify which letter he is requesting. Here, an initiating
turn has offered the teacher a basis on which to interpret the actions of those the
first turn is directed to, namely the learners. The students’ withholding of a
response is in itself an action that can be addressed. In extending the turn, the
teacher is orienting to the display of non-action by the students, as constituted in
the pause. The withholding of a response, either verbal or non-verbal, indicates a
point of trouble that needs to be attended to, evidenced by the teacher in his
turn-extension. The turn-extension serves to provide further context to his initial
request. In Line 14, the teacher then gives a positive evaluation, with regards to
his request in 13 to take out the required classroom materials. T subsequently
asks the students to temporarily put the materials aside (Line 14), indicating an
orientation to their action of producing the requested item, and divulges the
pedagogical focus for the lesson (Lines 16 and 17). In Line 18, however, he must
redirect the students’ attention to a forms-and-accuracy pre-activity which will
act as preparation for the task he has introduced as the pedagogical focus for
the lesson.

4.1 Form-and-accuracy context
In providing a contextualized orientation for the pedagogical focus of the lesson,
the teacher initiates an open interactional sequence in Line 20, referring back to
material from a previous lesson. T prompts the students to remember ‘Mr Li’,
which, when responded to affirmatively by the students in Line 21, he uses to
initiate a display-question adjacency pair, requesting from the class an accurate
projection of a specific linguistic form. In this case, the required response is a
vocabulary item relating to Mr Li’s desired job. One learner proffers ‘game video’
in reply (Line 23), a response that in most ordinary conversation would probably
be accepted as sufficient and, within the context of having shared information
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about Mr Li, an entirely appropriate response. In a form-and-accuracy context
such as this, responses that are deemed appropriate or acceptable are tightly
controlled by the teacher, and in Line 24, the learner’s contribution is either
ignored or rejected, and an exposed correction sequence is initiated. The repair
trajectory employed here is one apparently unique to classroom interactions
(Seedhouse, 2004), teacher-initiated-peer-repair, where the teacher fails to
receive the required response and nominates a third party to provide repair. In
Line 24, the teacher seemingly accepts the previous turn with a positive
evaluation, but then nominates another learner to provide the answer the teacher
is seeking. A bald, unmitigated ‘no’ or ‘wrong’ would act as a disaffiliative social
action, whereas the avoidance of this, in the use of the ‘yeah’, followed by the
third-repair serves to assuage the dispreferred response, that is the rejection of
the learner’s second part turn. The ‘yeah eh’ also can be seen to allow for time
to find alternative answers to the request, in a further mitigating action. In Line
24, T then grants L1, following the self-initiated-self-repair of the learner’s name
(“sei sean?”), the interactional space to attempt the provide the sought after
linguistic item. This L1 does in Line 25, as evidenced by the teacher’s orientation
to the L1’s turn in Line 26, giving a positive evaluation without extending the
sequence any further, and repeating the item while noting it on the blackboard.

4.1.1 Other repair trajectories identified in the focus-andaccuracy context
Seedhouse (2004) argues that in the form-and-accuracy contexts, repair is
usually initiated by the teacher, as seen in the example above. Self-initiated-selfrepair occurs relatively infrequently, as learner utterances are subject to the
teacher’s evaluation. In the data set presented here, as well as the teacherinitiated-peer repair described above, there are several other examples of
teacher-initiated (other-initiated) repair. I will give examples of these below.

4.1.2 Other-initiated-other-repair
124

L12:

[reading from handout into microphone] the work can be quite [strex] at times.

125

T:

>good okay< let’s listen. stress: (4.5) ((writes ‘stressful’ on BB))ful is the

126

adjective. okay stressful. it's <easy> job or difficult job

In Line 124, L12 reads out what she wrote in the cloze exercise. She gives an
inaccurate pronunciation of the target word, as well as giving an incorrect
linguistic form. We note here that the teacher avoids giving an unmitigated
negative evaluation of the student’s contribution in Line 25. Rather, he displays a
preference for strategies that conduct repair without using direct negative
evaluation, accepting the erroneous forms, both with relation to the student’s
pronunciation and proposed linguistic form. He accepts L12’s contribution with a
positive evaluation (‘>good okay<’), and then proceeds with modeling the
correct pronunciation and giving a correct linguistic version. Although the
trajectory for the repair is the same for both corrections, being other-initiatedother-repair, the teacher does attend to each repair in a different way. In offering
help to the student’s pronunciation of the word ‘stress’, T performing an
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embedded correction by not drawing attention to the inaccuracy. In conducting
repair on the linguistic form, however, he performs an exposed correction,
highlighting the error, noting it on the board and explaining the repair. It is
possible that the differences in repair strategies correlate with what the teacher
identifies as the pedagogical focus at this particular moment, or that the nature
of the required repair dictates for this teacher and this context which strategy to
invoke, with the pronunciation repair treated as a by-the-way matter. In an earlier
example (Lines 77-80, see below), the teacher conducts a similar embedded
correction on another pronunciation inaccuracy in Line 78. Again, in Line 79, the
teacher follows the same course of action, accepting the learner’s contribution
with a positive evaluation (“excellent, okay?”), and then performs an embedded
correction in the form of producing a correct pronunciation. In this instance,
though, the teacher then embarks on a sequence of verbal drilling of the target
language (Lines 80-81).

77

T:

what about number two::? (2.0) Irris Iris have you got that number two?

78

L6:

tell me about your [kalifications].

79

T:

excellent, okay? tell me about your qualifications.

80

okay, listen to my intonation. tell me about your qualifications. together

4.1.3 Other-initiated-self-repair
In this data set, there were no instances of other-initiated-self-repair. However,
there was one instance of where the organizational properties of this trajectory
were oriented to, even though, on closer inspection of the handout materials, the
sequence proved to show a shift in pedagogical focus instead.
In the above extract, the pedagogical focus is the full-class check and feedback
of the completed listening task. L7 reads out an item of her completed cloze
exercise (Line 83/84). After ascertaining that the rest of the class has heard and
understood L7’s utterance, T offers a positive evaluation, and then repeats the
linguistic sequence required of the cloze exercise, sequencing each word visually
across four fingers that he holds up for demonstration purposes. Initially he
places a 0.2 second pause between each word, then repeats the sequence with
0.1 second pauses between each word, indicating a speeding up of the full
sequence. Finally he prompts a contraction of the items ‘you’ and ‘have’ into
‘you’ve’, and expands this into an extended drilling exercise for the entire class
(Lines 88-98). It is interesting, here, that the teacher actually shifts the
pedagogical focus away from the oriented-to form-and-accuracy requirements
of the cloze exercise, which requires that the items are not contracted, to a
different pedagogical focus, namely the contraction of linguistic items in quickly
spoken English. Without signposting to the learners that the focus has
temporarily shifted, the sequence could, however, read as a mitigated rejection
of L7’s contribution, and Line 87 as an other-initiated-self-repair. This then could
be a cause for confusion, as the teacher’s and learners’ understanding of the
sequences’ pedagogical focus may differ.
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4.1.4 Self-initiated-repair
Self-initiated-self-repair (SISR) and self-initiated-other-repair (SIOR) trajectories
were also absent from the form-and-accuracy context in this lesson. There were
two instances of SISR with an orientation to form-and-accuracy, but these were
produced by learners in the meaning-and-fluency context (see Lines 237-238
and 252-253, discussed below). There were also instances of SIOR, but these
related to trouble encountered in procedural contexts, such as forgetting
students’ names:

194

T

195
196

(0.5) I’m gonna ask er::: (1) I’m china bank er:::m (1) what’s her name (.)
what’s your name

L14:

Maiki

One sequence that uses the organization of SIOR, but in a move specifically
designed to invoke the trajectory for a pedagogical purpose, involves an
incomplete utterance, with an embedded request for completion:

((adds on board: ‘experience’; ’qual’))
28

T:

qual::: (2) ((looks round at the students))

29

LL:

qualifications

30

T:

qualifications

In Line 28, T has initiated a correction turn by the students, in a first turn that
leaves a linguistic item incomplete. The LL turn in Line 29 demonstrates the
learners’ implicit understanding of this classroom interactional convention by
giving the complete word as response, while the teacher turn in Line 30 again
acts as an evaluative move. This then is not a genuine SIOR sequence, but a
pedagogical practice designed to elicit a process of self-correction in the
learners on a point of potential trouble, for example, a difficult word or sequence
of word.

4.2 Meaning-and-fluency-context
In meaning-and-fluency contexts, the pedagogical focus is on generating
opportunities for language practice, optimizing learner opportunities for
interaction and for their employment of their L2 skills to communicate personal
perspectives. This shift in pedagogical focus occasions a shift in classroom
interactional organization, introducing more space for learner contributions,
especially in pair- and group-work, and reducing the strictly controlled accuracy
demands associated with the teacher in more form-and-accuracy contexts.
In the present data, there is a general move from an over-arching form-andaccuracy context in the first part of the lesson, to a meaning-and-fluency focus

62

during the latter part. The video recording seems, however, to have edited a
number of sequences where students are orienting to meaning-and-fluency
work, perhaps for reasons of audio quality (the learners are only equipped with a
handheld microphone, which is passed around for recording purposes), or due
to the DVD being a part of a teacher training series, therefore focusing more
heavily on the teacher’s contributions to the class. There are two sections
however, where interactional aspects of the meaning-and-fluency context are
demonstrated, in a short pairwork sequence between Lines 220 and 228, and in
a full-class feedback following the pairwork task, from Line 229 to 257.

231

T

232
233

and um:m- you were the boss (1) um te- wi- tell m- tell us about Candy
(0.5) is she good or bad (0.5) wha- was the job

L14:

[using microphone] uh:: she want to be a teacher of (syll syll) high school
(0.5)

234

and ur I think she is good

235

T:

okay. why?

236

L14:

[using microphone] uh because uh she has lots of patience? (.) and (0.5) uh

237

she knew what to do to: make her make her students interested in her c- in

238

her lessons?

239

T:

240

bravo. well done. >maybe< uh can I have boss? who was a boss. (1.5) who
was a boss (.) Shaya you were you a boss?

A brief glance at this section of data shows he teacher to be in control of the
procedural organization of the interaction, with the right to nominate and allocate
interactional space to learners (Line 231 and Line 240). However, T is less
controlling of which specific linguistic forms he will or will not accept, though
does still control the topic. In Line 232, T grants L14 interactional space to talk
about another learners desired job (“wha- as the job”), and then again in Line
235 constrains L14’s next-turn by asking “why?”. The learners are given more
freedom here to self-select what forms to use in their speech, and the turns are
more extended than witnessed earlier in the form-and-accuracy context. In Lines
326 to 238, L14 also makes two correction invitations, raising the tone of the
utterance at the end of the statements. The teacher’s next turn in Line 239 offers
positive evaluation of L14’s turn, without orienting to any linguistic trouble, either
in pronunciation or form (Line 237).
In the following sequence, students work in pairs, while the teacher moves
around the classroom, monitoring the pairwork.

4.3 Task-oriented context
220

L14:

[using microphone] …your students

221

L15:

wha:t

222

L14:

[using microphone] how can you get on with your students (0.5) do you

223

have any special ideas?

63

224

L15:

(

) [using microphone] uh::: [video edit] if they made a mistake for the

225

second time I will (0.5) I will teach them again I I will warn them (.) if they

226

made a mistake th-se- the thi:rd time (.) I will be angry and er hh (.) ah hh ah

227

eh- I will be angry hh(.) and er ah told her not to (.) make it (.) the

228

fourth ti- hhh

We can see in this extract how the learners manage the interaction themselves
in the absence of the teacher, although topic selection is still very much teachercontrolled. The data starts towards the end of L14’s turn in Line 220. In Line
221, L15 makes a clarification request, which L15 replies to in the next turn, in
what seems like a more heavily articulated repeat of the turn in 220. With the
decline in uptake by L15 indicated by the pause at the initiated TRP, L14
modifies the question, constraining the topic. L15 takes up the second part with
an extended turn (Lines224-228). Compared to the data constituting the formand-accuracy context described elsewhere, the data here shows a marked
difference in the length of the turns produced by the learners. Instances of repair
focus less on linguistic accuracy. In Line 221, L15 employs a next-turn repair
initiator to signal trouble with comprehension of the previous turn’s meaning,
instigating an other-initiated-self-repair by L14 in Line 222. A little later, there is
evidence of self-initiated-self-repair in Line 226. Again, however, the item
attended to is sequentially erroneous, rather than linguistically inaccurate.
In a later sequence, there is evidence of form-focused repair within a meaningand-fluency context. In Line 253, L16 conducts repair of an erroneous linguistic
sequence.

252

L16

253
254

ah: I ask him what uh (0.5) uh did he know the price of [de] oi(l) (0.5) and he uh
don’t know (.)

T:

[he didn’t know!]
[hah hah

]

In Line 252, there are a number of linguistic items that could be attended to,
using the present simple form to describe a past action (“ah: I ask him what uh”),
article use (“the price of [de] oi[l]”, and pronunciation (“[de] oi[l]”). As the
pedagogical focus of this context is not, however, one of accuracy or
grammatical or structural focus, but rather speech production, the teacher lets
the inaccuracies pass. Nevertheless, L16 recognizes a sequence of linguistic
trouble in Line 253, and initiates self-correction herself, demonstrating a brief
shift in pedagogical focus on the student’s part, and a split-focus in perspectives
between the teacher and the learner.

5 Final comments: a call for expansion
Conversation Analysis is a useful tool for explicating normative patterns of
interaction, both in ordinary conversation, and with ordinary conversation as a
baseline system, in other institutional varieties of spoken interaction. In the above

64

extracts, the methodology helped achieve, for this researcher and one-time
teacher, a deeper understanding of social management and patterns of
interaction in an L2 classroom context. Illuminating not only normative systems
of interaction identified elsewhere by more etically-situated approaches such as
discourse analysis (for example the Initiation-Response – Feedback / Evaluation
sequences (IRF/E)), but also a much more immediate and dynamic engagement
by interactants in their moment-to-moment interpretation and social expediency.
A final observation centres on detail in CA transcription. During the undertaking
of the above analysis of the DVD data, I became aware of how much the
classroom teacher engaged other systems of communication or contextual
support through the use of non-verbal, though not necessarily non-vocal,
features. It struck me that a in methodology such as CA, which has called for a
more ‘holistic’ approach to analysis, there are currently limitations in the
transcription process with regards to semiotic and communicative work done in
interaction. If such paralinguistic features as auditory-vocal, stance, gestural,
mimic, facial and specified external indicators are included in the data and
considered in analysis, we may be in the position to further explicate how social
action is interpreted, managed and accomplished.
In APPENDIX 2, I present an extended transcript of some of the above data,
where I have started to map gestural features to the linguistic interaction. The
recorded data shows an extremely active teacher, both physically, facially and in
the employment of tonal patterns, using a wide variety of communicative support
to the students, a point further emphasized by the absence of many of these
features in the subsequent listening task.
It could be argued that where the development of audio recording facilitated the
development of Conversation Analysis, that the relative ease with which
researchers can now access video recording equipment might occasion another
move, toward a more holistic methodology of interaction analysis.
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Learning English through Film Studies
- A course within the approach of
Content and Language Integrated Learning (CLIL)
Spencer Hazel
2007

1 Introduction - setting the scene
Up until now Dallas hasn’t been afraid of you, and they should be because you have a
powerful weapon working for you. There is no tomorrow for you, and that makes you
all very dangerous people!
(Gene Hackman in The Replacements 2000)

It’s the stuff of Busby Berkeley musicals, of Ratatouille. Michelle Pfeiffer walks
into an underachieving Brooklyn high school and before you know it, students
are standing on their desks shouting “Captain! My Captain!” It’s 2003 and the
newly installed management team at the YMCA School of Languages in
Hiroshima, Japan, are handed an ultimatum by the suits upstairs: turn the failing
school’s fortunes round or face closure. As per convention, there’s a deadline to
achieve this insurmountable task and it’s only a year away. They’re up against
the odds, and the clock’s ticking.
The new team coordinator decides that in a heavily populated market of EFL
language schools, new approaches to teaching conversation classes to adults
could be trialled, to set the school apart from the more heavily commercial
private sector dominated by the likes of NOVA, Geos and Aeon. With their far
larger marketing budgets, sexier profiles and their more up-to-date image than
this, the first language school in Hiroshima shortly after the Second World War,
we were given a free hand to improvise and experiment.
I was invited to be part of this makeover on the basis of my background in the
creative arts, and was asked to start up and develop a number of Special
Interest courses, classes which combined the format of the adult conversation
class with a more content-driven approach and syllabus. Initial courses included
a weekly Drama class, a Film Studies class, a News Discussion class and a
Creative Writing Class. In subsequent years, the Special Interest courses on offer
were extended to include the likes of Greek Mythology, Art History, Bible Studies,
Pronunciation through Music, Musical Theatre, Cross Cultural Issues, Gospel
singing, Murder Mystery, British Culture and Impressionism.
The courses were taught by a range of teachers, all with different interests and/
or areas of expertise. They varied in length from a short summer or winter
programme between terms, and open-ended roll-on-roll-off courses which
operated on a 90 minute once or twice a week basis. Mirroring regular
conversation classes, there was a maximum of 6 students to each class, though
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extra participants could join at the discretion of the teacher and other students.
The institutional concept behind the Special Interest programme, as opposed to
the regular adult conversation programme, exam preparation classes and other
more language focused classes such as interpreter and translation classes, was:
-to allow for students to learn English through the study of some area of
their own particular interest.
-to allow for teachers bring to the classroom their own interests and / or
expertise, and to enable them to be unshackled from the constraints of textbook
or regular materials, and more motivated in their teaching
-to trial the concept of Special Interest classes in order to discover to
what extent this type of curriculum would catch the general public’s imagination,
and offer another dimension of motivation to engage in studying English through
a CLIL model.

2 Content Language Integrated Learning
Skehan (Skehan, 2003b) discusses Content-Based Language Learning
alongside Task-based Language Teaching, as outflowings of the more
communicatively oriented language teaching paradigm promoted over recent
decades as Communicative Language Teaching (CLT). The potential for content
in the language classroom was given a huge boost with the publication of
Mohan’s (1986) framework for the merger of the two areas of learning in the
same classroom, as well as arguments elsewhere for more inclusion of
meaningful activity and mediation (Widdowson, 1990). Pedagogical
methodologies have consequently also undergone explorations of reorientation,
away from the acquisition of skills and the learning of content, to the interaction
with the content and one’s environment, a more process oriented approach
which sits more comfortably with CLT (Chun and Plass, 2000).
In the mid-1990s, the European Network of Administrators, Researchers and
Practitioners (EUROCLIC) adopted the term Content and Language Integrated
Learning and its now ubiquitous acronym CLIL (Coyle, 2007). A broad definition,
it encompassed,
“any activity in which a foreign language is used as a tool in the
learning of a non-language subject in which both language and
subject have a joint role (March, 2002, in Coyle, 2007)
The acronym’s reach seems to be extended at every turn, as practitioners from
all related backgrounds, educational contexts, and opinions seem to appropriate
the term to include their own particular perspective, forefronting, for instance, the
inter-disciplinary, professional collaborative nature (see, for, example (Arkoudis,
2005) or the importance of a cross-cultural aspect (Malinovska and Zeidmane).
In a paper titled Terminological Considerations Regarding Content and Language
Integrated Learning (Nikula and Marsh, 1998), Marsh sets out the reasoning
behind the championing of this particular term, and from this it appears it is
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designed to be able to be used in as varied a set of contexts as possible, and
able to accommodate its many acronym brothers and sisters1, allowing
provisions for what he describes elsewhere as “the myriad variations” (2002, in
Coyle, 2007). It a similar vein, Coyle (2007) goes on to include `”project work,
examination courses, drama, puppets, chemistry practicals and mathematical
investigations”, for all ages and levels of commitment. The two towering
elements around which these ‘myriad variations’ exist are, naturally, the dual
focus areas of language, and content, though simply teaching a subject in a
foreign language does not suffice. Integral to the approach is that language and
content operate in an integrated framework, where no one side of the coin
dominates the other, and where the coming together of the two can provide
learners with an improved quality of learning experience.
The version of Content Integrated Language Acquisition that I will be turning to
here is at the softer edges of the CLIL empire. A once weekly 90 minute class in
Film Studies.

3 Film class - context
Over the 4 years that I ran the Film course at the YMCA, a wide range of
students attended this class. Some students remained in the class for several
years, some for shorter periods.
All students were aged between their early 20s to late 60s, most were in work or
in fulltime education and from a wide vista of professional backgrounds. Office
workers, students, teachers (including several from the YMCA language school
itself), doctors, representatives from the publishing and public sector. The malefemale ratio was usually evenly matched, which was in contrast to regular
conversation classes where female students greatly outnumbered the male
students, especially in weekday daytime classes, where female home-makers
were the predominant attendees.
English levels in the Film class were mixed, ranging from Pre-Intermediate to
Advanced. In the school literature, the course was recommended for UpperIntermediate and higher skilled students. Again, at the discretion of the teacher
and other students, less advanced students were usually accepted, as linguistic
competence was not the sole focus of such a dual focus content-based course.
A system at the language school, whereby students were unable to attend one
of their regular classes were allowed to choose another class to make up for
their absence, further supplied the Film class with less regular attendees. Indeed,
students reported that attending the Film class - or one of the other Special
Interest classes - was a kind of treat, the regular classes seen to be less ‘fun’,
and more focused on synthetic syllabi.
All students had two things in common: 1. an interest in film, and 2. the desire to
improve or maintain their English language abilities.
CBLL (Content Based Language Learning), DBLI Discipline Based Language Instruction), CORI (Concept
Oriented Reading Instruction) and CBI (Content Based Instruction).
1
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Cinema-going is a huge industry in Japan, with especially Japanese and
Hollywood productions faring well. The Japanese cinema going market for
American movies is second only to the US itself, generating 10-15% of sales. In
recent times, this has led to major studios opting to release new films in Japan
prior to their general international release in recognition of the popularity and fanbase the products enjoy (in 2007 alone, major films such as the latest Harry
Potter installment and M.I.3. saw their release in Japan before their general
release worldwide).
By tapping into this base, the opportunity arose for explorations into film content,
through the medium of a developing English language competence.

4 Opportunities for linguistic development in a film contentbased EFL class.
4.1 FILM LANGUAGE
Kaufman
Or characters learning profound life lessons. Or characters growing or characters
changing or characters learning to like each other or characters overcoming ostacles
to succeed in the end. Y’know? Movie shit.
(Adaptation, 2002)

Film language is constrained in varying degrees by thematic context, narrative
demands, conversation parameters, and characterization. This offers up
opportunities for student exposure to a wide variety of registers, genres, as well
as to dialect, national and regional uses of English, both in terms of accent and
variations of pronunciation, vocabulary, idiomatic usage and interactional
variables between regions, nations and socio-economic determined cultures,
generational difference and period2 .
Dramatic dialogue goes on to offer exposure to language use in a range of
contexts not normally explored in traditional textbook materials, including more
emotive language involved in argument, love, strife and upset (Dewaele and
Marc, 2005)3.
Though constrained by contextual factors such as mentioned above, dialogue in
films of a naturalistic genre strive for a sufficient level of perceived authenticity
that enables audiences to suspend their disbelief (Monaco, 1981).
For this to be achieved, dialogue must, in all its artifice, at least resemble
language uses audiences could accept as being spoken in real life in a context
pertaining to the one being depicted in the drama. Ironically, where dialogue
actually resembles the disjointed structures of real conversation, i.e. structures
they are not accustomed to encountering in film drama, their attention is drawn
to the perceived realism of the dialogue, which in turn goes to overshoot the
2

Although this latter aspect is only of interest for those L2 users interested in literary historical exploration.

3

Indeed, in a Drama class I ran, it was the more highly emotive scenes the students enjoyed the most.
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expectations of the constraints of the genre, in turn working against the strivedfor suspension of disbelief by focusing the viewer on a specific artistic aspect of
the film production.
In this sense, film language offers learners a range of opportunities for ‘authentic’
linguistic input.
4.2 L2 LANGUAGE EXPOSURE
4.2.1. Lexical development opportunities

John Laroche
Darwin hypothesized a moth with a nose twelve inches long to pollinate it. Everyone
thought he was a loon! Then, sure enough, they found this moth with a twelve-inch
proboscis. Proboscis means ‘nose’, by the way.
Susan Orlean
I know what proboscis means.
John Laroche
Yeah, let’s not get oﬀ the subject. This isn’t a pissing contest!
(Adaptation, 2002)

As demonstrated in Appendix 1, printed handouts of sections of film scripts,
drafts of film scripts, or film transcripts, all sourced from the Internet, can be
complemented with vocabulary lists of glossed items within the screenplays.
Items are chosen from the language judged to be more challenging to have
meaning be able to be inferred from the multiple contextual levels of narrative
discourse, conversation, situational appropriacy, provided by the context of the
scene (Widdowson, 1990).
Lexical items are provided with synonym or definition comparatives, definitions
taken from an online dictionary, which, in addition, often supplies examples of
their use in other contexts for the students’ further reference.

PEG
Today I've come to show you our exquisite new line of soft colors in shadows,
blushes and lipstick. Everything you need to accent and highlight your changing
looks.
HELEN
My changing looks? That's good.

(Edward Scissorhands)

exquisite very beautiful; delicate
accent to emphasize
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highlight to attract attention to or emphasize something important

The accentuating of various lexical items in the script further serves to raise
awareness of the language, to maintain a sense of balance between the dual
areas of focus: film content and English language focus.
A disadvantage, however, to this system of materials design is that the filmcontent material dictates what vocabulary is addressed in any offered course. As
a result, vocabulary that may be more useful for students’ language
development may unfortunately be neglected.

4.2.2. Reading opportunities.

I’m sorry. I am not able to read.
(Harvey Keitel, The Piano 1993)

Reading practice is provided in the use of the aforementioned printed handouts
(see Appendix 1). Sometimes as preparation for a class, as follow-up to a class
or as an in-class activity, learners are provided with screenplays and film
transcripts for reading focus.
In-class reading activity involves group reading, with students rotating the various
film roles and stage directions, or the students providing the dialogue with the
teacher reading the stage-directions aloud.

BONASERA
What do you want of me? I'll give you anything you want, but do what I ask!
DON CORLEONE
And what is that Bonasera?
BONASERA whispers into the DON's ear.
DON CORLEONE
No. That I cannot do.
(The Godfather, 1972)

Occasionally, stage-directions are left unread, as in where the task focus is more
on dialogue or conversation flow. In such a case, the stage directions can
distract from the coherence or rhythms of the dialogue. There are, however,
times, that the stage directions themselves offer a wealth of interesting language
in the form of descriptive passages, use of metaphor, semiotic inclusions and
semantic hints. All these can serve to locate other layers of meaning
construction within the film, which can in turn, for example, allow for the
development of discussion topics, can give contextual support for the spoken
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language, or simply encourage a deeper appreciation of the material.

Rose gasps. There is nothing in her field of vision but water. It's like there is no
ship under them at all, just the two of them soaring. The Atlantic unrolls toward
her, a hammered copper shield under a dusk sky.
There is only the wind, and the hiss of the water 50 feel below.
(Titanic, 1997)
Readings are further utilized to preview selected scenes, or as a means to assist
in the analysis thereof following a viewing. Scenes may be watched once or
twice, but as many as 6 or 7 times, depending on a given segment’s multilayering and scope for exploration of content. Following each time, participants
are able to peruse the script for reference, or as a source for examination.
Focusing on the language during the reading of a scene as a pre-task to
watching it also acts to prime the students to the task of watching a scene in
providing support in listening to L1 English users’ speech, and affording students
both exposure to potentially useful language and processing time prior to class
discussion about the material. Where such authentic texts are overly challenging
for the level of a particular student (as discussed above, students’ competence
levels varied widely within the class), narrative context and the use of the movie
itself gives support in the overall comprehension of the material(Widdowson,
1990).
Further support through reading presents itself in the use of English subtitles
when offering support for listening comprehension.
In-class group reading activity rarely involves some reading strategies promoted
elsewhere in L2 reading literature (for an overview of these, see(Hedge, 2000)).
Skim reading, scanning for information, reading for gist are rarely employed in
this context, being more directed at reading for comprehension, summarizing of
sections, or in order to direct students’ attention to what language is employed
both in on-screen dialogue and, in terms of the screenplay, the ways a
screenwriter evokes the non-spoken elements within a film. This does not
necessarily imply that other reading skills cannot also be included. Simply, that in
this context they have been considered the types of exercise that oriented the
class too much to language practice, rather than language use, as a tool for
studying the content area.
A further disadvantage is in the limitations of genres available to the learner.
Unless the teacher makes an extra effort to include other styles of written
material, the students will, in this class at least, receive little exposure to
potentially more useful reading matter, while failing to address a potentially useful
skills development.

4.2.3 Listening opportunities
You talkin' to me? You talkin' to me? You talkin' to me? Then who the hell else are
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you talking... you talking to me?
(Robert de Niro, Taxi Driver 1976)

The use of dramatic film content in L2 classes highlights how limited an
application there is in addressing listening comprehension in L2 task setting in
conventional ELT materials. In conventional L2 classrooms around the world,
recorded speech is too often presented in a form in which the spoken language
is stripped of those contextual markers which signpost an utterance’s
communicative intent, register and social origin and interpersonal conditions.
Everyday situations in which speech happens in the absence of other
accompanying communicative paralinguistic indicators, i.e. facial expression,
body language and physical-spatial positioning, are few and far between and are
confined to very specific situations or contexts (listening to the radio, for
example, or to a song, or to a public announcement). One could argue that
telephone communications are central practices in modern society (though
under threat from more recent developments in text messaging and online
communications), but for most other forms of aural / verbal communication there
are other aspects to the communication beyond the realms of sound.
In referring to listening skills practice in the context of a film content class, I am
really dicussing more multi-faceted receptive comprehension skills, which include
the ability to interpret non-uttered aspects of communicative practices such as
body language, facial expression and the context in which a given portrayed
communication takes place.
“Communication can only be achieved by relating language with
context: grammar simply makes it easier to establish the relationship
by setting, as it were, more exact coordinates” (Widdowson, in
(Rutherford and Sharwood Smith, 1988)
All non-linguistic aspects of comprehension in watching an excerpt of a film
dialogue offer relevant schema support in enabling students higher levels of
discernment of what is being communicated by the spoken words (pragmatic
competence), or what meaning is being co-constructed by involved parties
during an exchange. Furthermore, these frameworks offer the kinds of
compensatory strategies available and utilized by people in real situations where
comprehension can rely on a range of inferential faculties and mechanisms
(Hedge, 2000).
With dialogue being rooted in and routed through a wide sweep of social,
emotional, cultural and psychological contexts, students are provided with a
wealth of exposure to different types of language usage not often demonstrated
in ‘conventional’ L2 materials (Dewaele). The varieties of discourse, language
“organized to lament, rejoice, beseech, admonish, aphorize, inveigh" (Burke,
1966) for the many varied forms of persuasion, direction, expression, and
symbolic play”(Hymes, 1972).
A narrative framework can include many or all of these, and can further include
shifts in pragmatic discourse varieties in interpersonal power relationships, levels
of intimacy and familiarity, register and gradients of formality with all the linguistic
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modifications and fluctuations that accompany them.
Exposure to “a heterogeneity of speech communities” (Gumperz, 1964 in
(Hymes, 1972) and “the priority of social relationships… and the set of varieties,
codes, or sub codes, commanded by the individual, together with the types of
switching that occurs among them” advances the students’ awareness of the
sheer depth and breadth of the paradigm that is a language, rather than limits
them to what Hymes (1972)describes as “looking at the feature by purely
distributional means”:

“…Given this ‘unmarked’ (presupposed) usage, an actor is able to
insult, to flatter, color discourse as comic or elevated etc. by
‘marked’ use of the feature (code, routine, level of address,
whatever) in other contexts. Given that ‘tacit’ knowledge of the
nature and degree of markedness of the use.”(Hymes, 1972) p290

Finally, through film, a student can enjoy exposure to L1 language users with
varying levels of linguistic competence, “different systems of competency” and
“continuing socialization and change of competence through life” (Hymes). In
turn, this can allow for L2 users to become aware of the false ideal of a striving
to achieve 'native' competency in the single perfect model of the language in the
Chomskyian sense, rather than as competent L2-users in their own right. Further
enforcing this, film often offers up L2-user role-models, both actors and
characters, providing learners with more achievable goals to strive for.
Note: Such role-models come both in the shape of actors and the characters
they portray. Examples of such role-models would be offered up, for example, by
Julie Delpy's eloquent performances in the heavily conversation-based movies
Before Sunrise and Before Sunset:
Jesse:
Do you have any idea what they were arguing about?
(Céline glances up at him, looks over)
Jesse:
Do you - Do you speak English?
Céline:
Yeah. No, I'm sorry, my German is not very good.

To sum up, this section describes the many opportunities for exposure to the
target language in all its facets and glory; contextual support for tackling
meaning, while offering feasible role models. There are, as touched on above,
areas of language study that would be incorporated into conventional language
learning environments that this context fails to include to any great degree.
In a shift in focus from an L2-learner to L2-user perspective, I'd like now to turn
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to a brief discussion of interactional opportunities for the development of
communicative competencies that are presented by the content- language
integrated classroom. It is here where I will discuss opportunities for L2 speaking
development.

4.3 INTERACTIONAL OPPORTUNITIES
Only when someone has taken the time to truly understand its potential,l can Pinot be
coaxed into its fullest expression. And when that happens, its flavors are the most
haunting and brilliant and subtle and thrilling and ancient on the planet.

(Sideways, 2004)
Kramsch (1993) argues that second language acquisition and opportunities for
applying the target language in the classroom are governed by what patterns of
communication are established. Whereas the above-mentioned reading and
listening practice affords students potential opportunities for comprehensible
input and intake (van Lier, 1984), especially where engagement in the contentarea of the materials brings about an increase in cognitive processing, an
implementation of a more content-based integrated syllabus can further help
realize circumstances ideal for acquisition through interactional negotiation. As
Kramsch goes on to argue, a classroom "offers a range of contextual
possibilities - linguistic, situational, interactional, cultural - that can all be made
available to the language user" (p76), and the content-language integrated
classroom adds an extra dimension of complexity into that mix.
Much has been argued elsewhere for the advantages of language 'use' in
authentic, i.e. non-instructed contexts, as opposed to the 'practice' of language
forms offered by conventional L2 textbook-based classrooms, where language is
both the vehicle and the object of the study (Allwright, 1984). However authentic
a social situation a classroom is in its own right (Breen and Candlin, 1980),
opportunities for the actual use of the L2-target in interaction can often be
limited by the available class materials; impeded by the expectations instilled
through prior experiences of traditional patterns of communication in the
classroom; or hindered by the choices a teacher makes in what classroom
interactional patterns to allow or to neglect (Cullen, 1998, Johnson, 1995,
Kramsch, 1993, Swain and Lapkin, 1995, Walsh, 2006).
Content-based language instruction operates within a different set of
communicational paradigms, which from moment to moment can orient learners
more - or less - to aspects of content or to linguistic features; can optimize
opportunities for L2 language use - and arguably for acquisition - ; but can also
fail to sufficiently take into account the linguistic needs of the learners
(Musumeci, 1996, Pica, 1987).

4.3.1 General interactional features of content-language integrated
classes
With a re-orientation away from a sole language focus in the classroom, a
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diversification of interactional roles is occasioned, as the central positions of
language learner and language teacher become only one interactional possibility
of many. Vygotsky's socio-cultural theories argue that learning, i.e. skills
acquisition and appropriations of meaning, is realized in social interaction, a
Zone of Proximal Development (ZPD), with more experienced members of one's
community (Lantolf and Thorne, 2006, Vygotskii and Kozulin, 1986). With the
inclusion of students from a wider range of language abilities, accepted into the
class on the basis of their shared interest in the content-matter, sequences of
peer-assistance in addressing language issues come to be featured more and
more prominently in class interactions, with all the beneficial opportunities for
negotiation that that makes available (Johnson, 1995, Sjolie, 2003). Added to
this, too, is the way a broadening of syllabus content into areas that are nonlanguage related, areas which include explorations of ideas, opinions and
experiences, gives rise to the possibility for each member of the class to
participate at times as a more experienced member. Positioned in a situation
where there are a range of discourse communities at work (Gee, 1990),
participants can offer their own points of 'expertise' in exchange for
apprenticeship in other personal target areas, and thus, in a Vygotskian sense,
increasing one's membership in a designated community. For Gee, discourse
embodies such positioning as “saying (writing)-doing-being-valuing-believing
combinations”. Members may bring a higher level of expertise in linguistic
knowledge, or inject experience or aptitude from a wide range of other areas:
popular culture, for example, life experience, genre knowledge, worldliness,
sociability, warmth.
A further leveling effect is extended to include the role of the teacher, who now
no longer assumes the position of sole keeper of knowledge, but can align himor herself with the other members of the class, taking on similar roles of
apprentice vis-a-vis their areas of input. Moreover, the class-orientation towards
the content-material, in this case film material, with all its visual, aural, stylistic,
symbolic and multi-textual vocabularies, narrative complexities and historicalcultural roots and references, positions the teacher in much the same place as
the rest of the class. In his seminal work on task based language teaching,
Prabhu (1987) argues that a tasks, with its own inherent sets of rules, constitute
the real source of authority in the classroom. A similar claim could be made for
content-based explorations:
"Such equality before the rules of the task imposed a common frame
of constraints which creates a form of teacher-learner rapport that is
not available either when the activity is a form-focused and
outcomes are assessed in terms of right or wrong linguistic forms,
with the authority inevitably lying with the teacher, or when it involves
opinion and there is no recognized source of authority on what is
right and wrong” (p51)
Having established a more interchanging, equal, fluctuating interactional context,
away from the strictures of conventional classroom positioning (Seedhouse,
1996), patterns of communication can become more inclusive, allowing access
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to other types of discourse, with the subsequent “training in real life conversation
techniques, rather than "training... to interact verbally with their caretakers and
for directing their attention to what it is they should learn (Holzman 1972, quoted
in (Brice-Heath, 1986)).
Participants can explore the pragmatic possibilities and restraints involved in
shifting patterns on conversation they are used to elsewhere as L1 users. The
dynamic situation of a conversation or discussion, where roles and relationships
may shift even on a turn by turn basis, offers scope to use the L2 in symmetrical
dyad and group identity work such as participation in a community of shared
interests; acquaintanceship or friendship; fellow hobbyist or learners; or in
asymmetrical interactional contexts, such as apprentice-expert; senior-junior;
investigator-subject (for extensive further suggestions, see (Munby, 1981).
The host of opportunities for the stimulating of communicative competence and
conversation strategies can invigorate the classroom context with more lively and
fluent languages use (Johnson, 1995). However, echoing a concern noted earlier,
again this could lead to a bias in favour of one area of acquisition, and without
attention to form, the continued use of grammatical discrepancies may cause
unwanted fossilization to occur (Sheen, 2003). To choose a particular task type
may well mean that learners are being pushed to advantage some areas of
language performance and disadvantage others” (Skehan, 2003a). In this
instance, patterns of classroom management tend to orient the learners away
from linguistic form and more to the application of language in the pursuit of
content-understanding. As such, this context is aligned to one aspect of
Prabhu’s model:
The development of competence in the second language requires
not systemization of language inputs or maximization of planned
practice, but rather the creation of conditions in which learners
engage in an effort to cope with communication. (1987, p1)
This may, however, lead to an under-development of ‘analyzed dimension’ of
linguistic knowledge’ (Bialystok, 1988) in favour of the development of the
‘automatic dimension’. It has, furthermore, been argued elsewhere that how
teacher elicitations and feedback in content-based language classrooms are not
unproblematic, choosing to focus on certain types of question above others, (for
example (Musumeci, 1996, Pica, 2002)), or offering repair for very limited areas
of linguistic content (Short 2002 in (Stoller, 2004) or with very limited success
(Carpenter et al., 2006).
It is in maintaining a balance, identifying and attending to student linguistic
needs, without causing the levels of motivation or interest to recede and the
classroom dynamic to weaken, where the true quality in learning experience can
be achieved.

INCLUDED MATERIALS
The appended materials aim to give a flavour of materials developed for the
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classroom. Included are:
a. an example of film screenplay material
b. an example of film transcript material
Both these would be used for reading practice, dialogue study, and for
vocabulary focus. In addition they would to prepare students for the scene
viewing, thereby giving them support in listening / reception comprehension.
c. vocabulary list
Vocabulary lists were used to assist students with comprehension, both in
reading and listening, and in providing items that could be used for discussion or
in discussion. Furthermore, they would act to remind students of the language
purpose of the class.
d. question lists
The question lists served as catalysts for content exploration and accompanying
group discussions. They would aim to initiate processes of interpersonal and
intrapersonal engagement and negotiation and provided the central guiding
framework for the overall class progress. It is here, especially, that we fulfill our
goal of integration, where:
Language is a system which relates what is being talked about
(content) and the means used to talk about it (expression). Linguistic
content is inseparable from linguistic expression. In subject matter
learning we overlook the role of language as a medium of learning
and in language learning we overlook the fact that content is being
communicated.
(Mohan, 1986)
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APPENDIX 1

BEFORE SUNRISE
Richard Linklater, Kim Krizan, Julie Delpy and Ethan Hawke

(Eurail coach car. Man and woman argue in German. Woman slaps man, grabs
newspaper)
(Céline looks up from book, disturbed. Moves to another seat, across from
Jesse. They glance over at each other)
Jesse: Do you have any idea what they were arguing about?
(Céline glances up at him, looks over)
Jesse: Do you - Do you speak English?
Céline: Yeah. No, I'm sorry, my German is not very good.
Have you ever heard that as couples get older, they lose their ability to hear
each other?
Jesse: No.
Céline: Well, supposedly, men lose the ability to hear higher-pitched
sounds, and women eventually lose hearing in the low end. I guess they sort
of nullify each other, or something.
Jesse: I guess. Nature's way of allowing couples to grow old together
without killing each other.
(Céline smiles, small laugh, turns away)
Jesse: What are you reading? (she shows him) Oh, yeah.
Céline: How about you?
Jesse: Umm. (Looks down, then laughs as he shows her) Look, I was thinking
about going to the lounge car sometime soon. Would you like to come with
me?
Céline: Yeah.
Jesse: Okay.
(They go to lounge car. Upon entering the lounge car)
Jesse: So how do you speak such good English?
Céline: I went to school for a summer in Los Angeles. This fine here?
Jesse: Yeah, this is good.
Céline: Then I spent some time in London. How do you speak such good
English?
Jesse: Me? I'm American.
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Céline: You're American?
Jesse: Yeah.
Céline: Are you sure?
Jesse: Yeah.
Céline: (laughing) No, I'm joking. I knew you were American. And of course,
you don't speak any other language, right?
Jesse: Yeah, yeah, I get it. So I'm the crude, dumb, vulgar American who
has no culture, right? But, I tried. I took french for four years in high school.
When I first got to Paris, I stood in line at the Métro station. I was practicing.
'Un billet, s'il vous plaît. Un billet s'il vous plaît' you know -Céline: (interrupts him, corrects his pronunciation) un billet.
Jesse: 'Un'. Whatever. 'Un, Un.' 'Un billet s'il vous plaît, un billet s'il vous
plaît,' y'know, and I get up there, and, uh, I look at this woman, and my mind
goes completely blank. And I start saying, 'uh, listen, uh, I need a ticket to get
to... you know so anyway. So, where are you headed?
not prevent something from
happening; permit

VOCABULARY

lounge car
carriage

restaurant

get it understand

have any idea know

ability the physical or mental
power or skill needed to do
something

crude simple and not skillfully
done or made

vulgar

supposedly t o t h i n k t h a t
something is likely to be true

rude and likely to
upset or anger
people

higher-pitched

high sounds

pass
an oﬃcial document
or ticket which shows that you
have the right to go somewhere or
use a particular form of transport

nullify

cancel out

sucked

allowing
to make it possible
for someone to do something, or to

bad or unpleasant

consciousness

awareness
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Use
Do you have any idea of what he looks like?

She had the ability to explain things clearly and concisely.

Well, the tickets are supposedly in the mail.

All my hard work was nullified when I lost my notes.

Do you think Dad will allow you to go to Jamie's party?

I told that joke to Sophia, but she didn't get it.

Isn't it rather vulgar to talk about how much money you earn?

My guest pass allows me to use the club's facilities free of charge.

Man, this job sucks!

Her consciousness that she's diﬀerent makes her feel uneasy
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BEFORE SUNRISE:
some discussion questions
1 What landscape features are repeated
during the opening credits?
2 What does the music imply about their
destination?
3 What shots of people do we see in the
opening scene? Why do you think these
shots are there?
(Remember: even if a shot seems really
unimportant, it takes a lot of eﬀort to find
the actors, choose the shot, set it up, light it etc. So there is usually a pretty good reason, even for
the small shots.)
4 As a metaphor, why does the opening scene work so much better in a train than it would is, say
a café? Practically, why does it make more sense?
5 When they go to the lounge car, what strange thing happens on the way?
6 The whole dialogue between Jesse and Celine seems pretty natural, doesn’t it? Or does it?
What is going on in the background?

7 In Vienna, what is the first location
where they have an encounter? Can you
explain the location?
8 Can you explain the conversation? Is it a
normal conversation?
9 Again: let’s look at their names. Why
were these names chosen?
10 What bizarre reference to another work
is at the scene when they enter the
cemetery? (Why is there a rabbit?)

11 What is the name of the girl who lies there?
Can you figure out the anagram?
What then does this imply about
Celine’s character?
12 The title of the movie is Before
Sunrise. What usually happens at
this time
(think also about parallels with
Lost in Translation!)

85

APPENDIX II - THE PIANO

THE PIANO

What is strange about the first voice we hear in the movie?
What is the first thing we see in the movie? What is the character looking at?

When we see the little girl, what is strange about what she is doing?
What are on her back? What are her hands doing?
How does this connect with the movie’s title?
What strange thing does Ada do to the roller-skates?
What would be the equivalent for a piano-player?

When Ada gets up and walks, what do we see in the image?
If a tree’s trunk is its body, what would its branches be?

Many things work together in twos in the movie? Which can you spot? Why do you think this is?

Before Ada and her new husband meet, what seems to be an important thing they both do? What
does this symbolize?

The little girl tells a story. What could be significant about it?
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dark talent
a natural ability to be good at something,
especially without being taught

hark
hear

smack your puppy gob
hit you on the mouth

etched
If a feeling, emotion or shape is etched
somewhere, it can be seen there very clearly

riotous
very lively, loud and uncontrolled

make-shift
improvised

a sacrificial oﬀering
something that is sacrificed / killed to appease

shadow play

breakers

type of story-telling using shadows lit against
a surface

crashing waves on a shore
foliage
to keep their footing

the leaves of a plant or tree

not fall over
crockery
fern

cups, plates, bowls, etc

a green plant with long stems, feathery leaves
and no flowers

gravely
darkly serious

staggering
to walk or move with a lack of balance as if
you are going to fall

hovers
to stand somewhere, especially near another
person, eagerly or nervously waiting for their
attention

touchy
easily oﬀended or upset

Reverend
a title for a minister of the Christian church

puckered
vigorously

to tighten skin or cloth until small folds appear

very forceful or energetic
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The Piano

The story
Scottish woman Ada and her daughter Flora move to New Zealand. Ada is to marry Stewart, a man she has
as yet never met.
Ada hasn’t spoken for many years, but uses sign language, writing and her daughter as a translator, to
communicate with others.
She also possesses a piano, which she uses to express herself. In New Zealand, however, the piano is left
on the beach, too heavy to transport. When one of the local colonists, a man by the name of Baines, hears
it played, he bargains with Ada’s new husband for possession of it. They trade the piano for a patch of land,
and Ada is to give him piano lessons. It turns out he doesn’t want lessons, he only wants to hear her play,
and he goes on to bargain with her: she can earn the piano back, key by key, if she allows him certain
intimacies while she plays.
Eventually they start having feelings for one another, which in turn leads to them having a relationship.
When Stewart discovers this, he forbids her to see Baines anymore. When he intercepts a communication
between them, he flies in a rage and chops oﬀ one of her fingers.
She and her daughter leave the island to start a new life together elsewhere.

Songs in the movie
Oh, the grand old Duke of York he had ten
thousand men
He marched them up to the top of the hill
and he marched them down again.
When they were up, they were up
and when they were down, they were down
and when they were only halfway up
they were neither up nor down.
The origins of the lyrics to this nursery rhyme dates back
to the 15th century and refers mockingly to the defeat of
the Duke of York in the Wars of the Roses - which were
between the house of York (whose symbol was a white
rose) and the house of Lancaster (whose symbol was a
red rose. The Wars of the Roses were originally referred
to as the hundred year war. The Duke of York is a title
bestowed to the son of the reigning monarch of England.

1 The holly and the ivy
When they are both full grown
Of all the trees that are in the wood
The holly wears the crown
The rising of the sun
And the running of the deer
The playing of the merry organ
Sweet singing in the choir

The subject is probably of pagan origin, and
symbolized the masculine (holly) and the feminine
(ivy) elements, as the tribal chorus developed into
dialogue, all such songs being sung as a dance
between the lads and the maids. The fertility
symbolism of male/female and holly/ivy is ancient.
This is one of a series of medieval English carols on
the subject of the rivalry between the holly and ivy
vying for mastery in the forest. There have been
many theories as to why this carol should feature
holly and ivy. Some believe they are to represent
good and evil (for in medieval times it was mistletoe
which was seen to have evil pagan associations
and both holly and ivy were regarded as holy and
shunned by witches). Some believe there paring
represents the battle of the sexes, in many
medieval lyrics holly stands for maleness and ivy
for femaleness). Others suggest that they feature
because they were two common Christmas
decorations, being green in winter and easily
collected from woodlands.
Others suggest the
holly features simply because its leaf and berry
oﬀer so many possibilities for illustrating the life
and death of Christ. Whatever the reason, the
carol's imagery clearly goes back a long way. The
chorus has very medieval imagery, the expression
'merry organ' being found in Chaucer and the
'rising of the sun' having pre-Christian mid-winter
solstice overtones.
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The wolf let out a satisfied burp, and then poked through Granny's wardrobe to find a nightgown that he
liked. He added a frilly sleeping cap, and for good measure, dabbed some of Granny's perfume behind his
pointy ears.

A few minutes later, Red Riding Hood knocked on the door.
covers over his nose. "Who is it?" he called in a cackly voice.

The wolf jumped into bed and pulled the

"It's me, Little Red Riding Hood."
"Oh how lovely! Do come in, my dear," croaked the wolf.

Almost too late, Little Red Riding Hood realized that the person in the bed was not
her Grandmother, but a hungry wolf.
She ran across the room and through the door, shouting, "Help! Wolf!" as loudly as
she could.
A woodsman who was chopping logs nearby heard her cry and ran towards the
cottage as fast as he could.
He grabbed the wolf and made him spit out the poor Grandmother who was a bit
frazzled by the whole experience, but still in one piece.

"Oh Grandma, I was so scared!" sobbed Little Red Riding Hood, "I'll never speak to strangers or dawdle in
the forest again."
"There, there, child. You've learned an important lesson. Thank goodness you shouted loud enough for
this kind woodsman to hear you!"
The woodsman knocked out the wolf and carried him deep into the forest where he wouldn't bother people
any longer.
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CHARACTER NAMES

BAINES: from Wolf and Bane (troublesome thing)

Wolfsbane: a poisonous flower

FLORA (the plants of a particular region)

ADA: from Adam (in the bible, the first man made by God, living in the Garden of Eden)

STEWART: from Steward (a person employed to manage another’s property)
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Good morning Tokyo! Good evening New York! Good
afternoon London!”
- Discourse features in educational L2 podcast: pedagogical
implications and opportunities
1 Introduction
With a nod to earlier leaps in human communicational development along the likes of language,
writing and print, Warschauer et al (2000) argue that a similar period of change is upon us, claiming
“we are in the midst of another revolution in human communication, based on the development and
spread of computers and the Internet (2000, p1)”, with all the opportunities this offers for the
dissemination of educational information across the globe.
Although an increasingly vast amount of research into the potential benefits that computer mediated
educational opportunities for second language acquisition is being undertaken (see for example,
Chapelle, 2003; Stockwell, 2006; Warschauer & Kern, 2000), technological advances in computer
and Internet related fields have moved at such a pace, that academics are often found left behind by
developments elsewhere and the speed in which they are assimilated into everyday life (Thorne &
Payne, 2005).
1.1 Podcasts
One such introduction to the language learning ‘market’ is that of the podcast. Literature on the
subject is scarce, as the phenomenon of podcasting goes back only a few years, and is dominated by
articles promoting the relative ease with which podcast files can be created and distributed and the
potential benefits of the inclusion of such technology in educational contexts (see for example, Chan
et al, 2006; Godwin-Jones, 2005; Lee & Chan, 2007; Rowell et al, 2007; Stanley, 2006; Stoks, 2005;
Zychla, 2007). Although the New Oxford American English Dictionary elected the word ‘podcast’ as
its Word of the Year 2007, definitions in academic articles are still being drawn from Wikipedia, as
most dictionaries have not yet been able to include the word in it’s database (Shim et al, 2007).
Thorne and Payne, alluding to the combination of the words iPod and broadcast, offer the following:
“As the portmanteau suggests, podcasting is an approach for sharing and indexing mp3 audio
content on the Internet to be downloaded and listened to locally on a portable mp3 player … or
computer…. Making audio available on the Internet is nothing new; however, the combination of real
simple syndication (RSS) technology and applications together with portable mp3 players provides an
important twist that makes podcasting a highly effective means of communication. (Thorne & Payne,
2005, p385).
1.2 This study
“Podcasts do not differ fundamentally from texts spoken on cassettes or CDs. Teachers have
always recorded programmes from the radio or the internet onto a cassette or a CD. With
podcasts it’s just easier.” (Stoks, 2005: p46)
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The above quote forms the starting point for this paper, which will argue that although there are
similarities between podcasts and other forms of audio content available to language learners, there
are also fundamental differences. The current paper will aim to illuminate certain discoursal features
that have emerged particular to podcasting that differ from similar audio materials elsewhere. As the
podcasts reviewed here are created for non-institutional use, they are compared and contrasted with
audio materials produced for autonomous learners, as components of book-and-CD language
learning packages.
1.3 Aspects of production and distribution of podcast and publisher generated audio materials
Compared to the publication and distribution of traditional learning materials, podcasting could be
considered incredibly straightforward (see, for example, Zychla, 2007). With the bare minimum of
technical equipment, knowledge and expenditure, a podcast can be recorded, distributed and
marketed to as narrow an audience as one’s immediate circle (for example, one’s students or one’s
classmates) (Chinnery, 2006) or to as wide a public as a global market. Publishing houses can be
bypassed, editorial control can be kept in the hands of the writers and producers, and financial risks
involved are kept to a minimum. Depending on the required quality, podcast materials can be
accomplished with as little hardware as a computer with an mp3 recording facility and Internet
connection. There are no print costs incurred, no packaging needed, and distribution overheads are
minimal (depending on server costs). Costly research and development overheads are further
minimized, as the podcast-format allows for trial-and-error and improvement on an ongoing basis
(and with feedback from the users), rather than the need to eliminate any potential problems prior to
release.
The effect of this shift in production practice is that power may be wrested away from the established
publishing houses, empowering individual practitioners or local communities of practitioners to be
able to respond to the changing market and emerging technological developments more promptly
and in ways they see fit. Conversely, however, it opens the marketplace to any number of
“enthusiastic individuals” (Rosell-Aquilar, 2007) whose contributions may be of dubious quality, either
on a technical basis (see, for example, http://learn-japanese.podomatic.com/), pedagogical grounds,
or both. With publishing houses being obliged to invest an often considerable amount of money in the
release of their merchandise, more extensive product development and testing on their part may
guarantee a more satisfactory level of quality. In the sample of CD-offered audio materials, sound
quality was uniformly high.
From a consumer point of view, producer investment presents a somewhat double-edged sword, as
production costs are necessarily passed on to the client. The podcast marketplace, on the other
hand, offers the consumer similar trial-and-error opportunities afforded the producers, as most
podcasts are provided free of charge, or have at least a number of free trial options available. It should
be noted, however, that for potential consumers to be able to make use of the podcast market, they
must at least have access to a receiving device, an Internet enabled computer with mp3 capabilities.

2 Methodology
This study employs a qualitative approach through which to explore issues relating to podcast
pedagogy in general, and with a specific focus on single podcasts from a number of Japanese
language educational podcast providers.

92

Following research suggestions for emergent technologies offered in Lamy and Hampel (2007) myself
and an English teacher based in Japan, A.R., each listened to a small sample of podcast lessons,
selected opportunistically from a variety of educational podcasts currently freely available on the
Internet.
Having used both language learning podcast materials and traditional CD and cassette based audio
materials previously for personal reasons, it was agreed that each of us would listen to the agreed
upon sample of files in what for ourselves would be our natural settings for the use of such materials.
In both cases, this proved to be whilst commuting to and from work or college; riding the bicycle; in
the gym (A.R); in cafés or whilst shopping. As such, the materials were overwhelmingly used ‘on the
move’, as MALL (Mobile Assisted Language Learning, see Chinnery, 2006) applications, rather than in
stationary situations, as in, for example, sitting at a computer.
Impressions of the various programmes and formats were then collated in note form, and discussed
during a semi-structured video-meeting conducted over Skype. During this meeting, each participant
was able to explore similarities and differences of perspective on a number of salient points noted
following the listenings. These considerations were then organized into a list of some 31 points (see
Appendix F). Lack of space here precludes a thorough investigation of all these points of interest as
they relate to developments in educational podcast materials. However, a number of points of
salience not discussed elsewhere were earmarked and used to investigate the sample materials in a
more methodical manner. The points of interest identified here relate to the discursive features of
podcast audio materials. It is these which this preliminary study will present below.

3 Discursive features in podcast and CD-audio materials
3.1 Spatiotemporal contexts
3.1.1 Temporal contexts
Podcasts differ from the traditional audio packages in their temporal context. On the CD-based
recordings, there is no reference to the date, time or sequence of recording, situating the audio files
outside a real world temporal linearity. As such, there is little or no connection to the learner-listeners’
personal experience of time, as relating to the date or time of the recording, or to the temporal
sequentiality of the unfolding lessons. With regards to the former aspect, there are continuous
references in podcast materials to their temporal settings, as in following these:
B:
It’s quite busy today. Being a Saturday.
W:
Oh?
B:
Oh, did I let the secret out. It’s actually Saturday. In fact, what’s the time now?
W:
Ima.
B:
Ima nanji? Ichiji- So it’s 1.30, Saturday the 10th of May. …But it’s actually still Friday in America at the time of
recording, now.
W:
Sou. Dakara it’s Fun Friday
http://japanese.libsyn.com/index.php?post_id=337759 (3m17- 3m54)
S:

今何時ですか？日本で。

(What time is it now? In Japan?)

H:

今は午後２時１０分ですね。

(Now it’s 2.10 in the afternoon, isn’t it.)

S:

そうですか。こちらはもう夜の１０時１０分ですよ。(I guess. Here’s it’s already 10.10 in the evening.)
http://www.lingq.com/learn/ja/workdesk/154598/ (0m12-0m30)
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Further real world temporal reference appears in relation to real world current events effecting the
day of recording, as in:
N:

この台風は日本に来る可能性あります。

P:

kono taifuu wa nihon ni kuru kanou sei arimasu
There is a possibility that this typhoon will come to Japan.
Japanesepod101.com Int. Lesson 11

Audio materials created for non-podcast media studied for this paper displayed no such real-world
reference points.
Linking the temporality of the materials to the real-world temporal experience of the learner-listener
can act to help the materials seem more authentic and relevant, creating a sense of shared
experience between the podcaster and the receiver, a sense missing from the CD-materials.
However, this is not consistently so. By linking the material specifically to a registered time may
cause the podcast to ‘age’ in the eyes of the learner-listener, as for example in the above excerpt
from Japansepod101, which refers to a certain seasonal characteristic, and, specifically, to a point
in time in 2006.
3.1.2 Spatial context.
In a similar way to the temporal context described above, podcast materials often situate the
recordings in more recognizable spatial contexts. In the following extract, the podcasters make a
point of recording the materials in authentic, i.e. non-studio, settings, Here, for example, the
podcast is produced as an outside broadcast.
01

B:

02
03
04
05
06
07

W:
B:
W:
B:
W:
B:

Welcome to Fun Friday, with me and Waka-sensei and we’re getting on the train now to go to our
favourite sushi restaurant.
Yeah.
And eh we’ll be getting there… how long does it take?
Maybe twenty minutes?
Twenty minutes, okay.
On the train.
Right, so let’s get on the train now.
http://japanese.libsyn.com/index.php?post_id=337759 (0m04-0m20)

Again, such spatial references are absent from the CD-materials. In the grammar instruction,
vocabulary building and dramatized examples, attention is never drawn to the place where the
materials were recorded, or to the social space, as in the following podcast extract:
9

P:

今日任ずが多いですね

(Lots of people today)

10

N:

そうですね

(There are, aren’t there? It’s increased.)

11

P:

新しい人誰でしょうか？

(So, who are the new people?)

12

N:

誰ですか？紹介してください

(Who? Let’s find out, shall we?)

13

C:

（）また増えましたですね。

はい、初めましてちぐさです

(Yes, let me introduce myself. I’m Chigusa.)
Japanesepod101.com: Int. Lesson 10

Such features of podcast materials may again aid learner-listeners’ sense of real world relevance,
referencing a world shared by producer and receiver alike, one not located in a publishing house
studio.
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3.2 Personality and personableness
In a Newsweek article on the subject of language learning through the use of podcasting, journalist
Brad Stone describes his excitement on visiting the producers of Japanesepod101 in Tokyo:
“So we felt a bit star-struck when we spent a morning a few weeks ago with Galante and his
crew; it was like meeting your favorite radio DJ and finally attaching a face to a famous
voice.” (Newsweek, Aug 24, 2006)
Podcasts differ from the CD-based audio products in the level of personal investment allowed the
presenters heard on the sound programmes. Whereas the CD-based files make no allusion to the
generic presenters as real-life people in real relationship to one another, podcast shows place a heavy
emphasis on personal charisma and interpersonal relations. Peter Galante’s rapport with his Japanese
co-presenters includes a huge amount of repartee, teasing and apparent warmth, respect and
friendship, as in this excerpt from Appendix 1.
131

N:

たけいさん最近フレンチレストランに行きましたか。

132

T:

takei-san () recently () have you been to a French restaurant?
去年行ったきりですね。

133

N:

not since last year
そうでスカ。私も最近行ってないんです。

134

P:

Is that so? neither have I
大丈夫です。たけいさんがすれて行ってあげます。

135

N:

that's okay () takei-san can take you for a treat
ああすれて行ってくれるんですか。

136

P:

aa you’ll take me for a treat? that’s wonderful
私もお願いしまう。

137

C:

me too please
私もお願いしまう。

138

P:

me too please
ありがとうございます。ごちそうさまでした

139

T:

[thank you
いい

[thanks for treating me
いや

[uhh]

[no:

140

N:

141

P:

ごちそうさまです。

142

T:

[thanks for treating me]
ええと

143

P/N:

[ummm
heh

144

T:

お支払いはピイタさんまで。

[ごちそうさまです]。
[thanks for treating me]

I’ll pay for everyone except Peter
145

P/N:

hah hah hah hah hah
Japanesepod101.com Int. Lesson 10

The interactional features illustrated here by Galante and his team share more with talk radio (see, for
example, Hutchby, 1991), than traditional language learning audio materials, and are the type of
hallmark features of many podcast presenters which may act to facilitate identification between
learner-listeners and the material. In other Japanese study podcasts, we encounter language-gurus
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(for example, Steve Kaufman at http://www.japaneselingq.com/); husband-wife partnerships (Paul and
Hitomi Griswold at http://japancast.net/); romantic-partnerships (Beb and Alex at http://
japanese.libsyn.com); and even a father and son co-presenter team (Richard Pav and 10-year-old
Tony at http://www.japlishpodcast.com). Besides the resemblance to popular broadcasting formats
elsewhere, this characteristic feature roots the material very much in the realm of the real world, in
tandem with the spatiotemporal context discussed above, and may support learner engagement in
the study matter.
A cautionary note must, however, be sounded at this point. A shift in focus lending increased
importance to associated personalities may also occasion a swing in attention away from the learning
material at hand. The levels of informality, the addition of presenter-teachers’ personal lives into the
mix and the lure of their rapport can all combine to distract learners away from the very reason they
chose to dedicate time to the materials. Furthermore, presenters themselves, who may have started
out with the best of intentions, may lose track of the point for making the programmes in the first
place, demonstrating at best a drop in commitment to the creating opportunities for the learning of
the language, and at worst a genre of what could be described as ‘social exhibitionism’:
01
02
03
04
04
05

A:

W:
A:

so, let’s do a recap on what we’ve eaten so far (2.0) so far we’ve had a we’ve had salmon (1.0)
I’ve had tamago which is egg (2.0)
we’ve had kappa which is cucumber rolled in rice and seaweed (1.0)
aa sumimasen arigatou (1.5) kore wa nani? a:ndaburi toro
and aburi toro we’ve eaten flambéed salmon on rice and now we’ve just got flambéed tuna… (continues)
https://gpodder.net/podcast/learn-japanese-with-beb-and-alex/beer-and-sushi (11m50-12m25)

3.3 The presenter as role model
An additional potential benefit of the personalization of the presenters comes in the form of offering
language learners not only a range of voices to model their language on, but also variety of suitable
role models. The CD-based materials offer native-speaker models for learners to listen to, as well as
to emulate in the drill sections of the materials. Japanese presenters speak the Japanese, and where
English is used for example in instruction giving or translation), native-speakers of English provide the
voice. This extends the model of idealized native speaker, currently an increasingly controversial
concept in much SLA debate (for overview, see Lafford, 2007).
In contrast, the podcasts reviewed here occasion a shift somewhat away from this elusive end goal,
and toward more suitable role models. Native speakers (NS) of Japanese are still utilized as the
ultimate experts on the language, with their non-native speaker (NNS)counterparts deferring to them
in what manifests as student-teacher, or probably more closely, conventional Japanese sempaikoohai (senior-junior) relationships. However, the NNS presenters are, in their own right, themselves
accomplished communicators in the L2, and display the levels of communicative competence the
learner-listeners aspire to (Steve Kaufmann at Lingq.com even claims to speak 9 languages fluently).
Furthermore, the NS Japanese co-presenters also show themselves to be highly capable multi-lingual
communicators with a firm command of English.
As can be expected from relatively informal interactional settings, code-switching In podcasts is
frequent, with both Japanese and non-Japanese presenters crossing freely back and forth between
their L1 and L2. In Appendix 1, evidence of this can be seen in such sequences as lines 171-197 and
lines 231-243. It is a matter of debate whether such code-switching is counter-productive to learner
progress, however, and more research could be undertaken on what effects such liberties have on
listener engagement.
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3.4 Forms of Address
A final consequence of the personalization of presenters in podcast materials is that of a shift in the
terms of address. Podcasters not only converse with one another, they also address their audience
directly. This differs entirely from the CD-materials included in this study. There, presenters speak for
the benefit of the listeners. They detail instructions, model language items and enact examples of the
pedagogical target focus. The language is, aside from the inclusion of instructions, entirely void of
‘meaning content’ (Widdowson, 1995). Podcasting programmes, on the other hand, precipitate many
more windows of opportunity for meaningful communication: in the authentic interactions between
co-presenters or between hosts and guests; sections of audience address; grammar exposition
(usually confined to the printed matter in the corresponding packages that form the core of the CD
materials) and their example extensions. In Appendix 1, we see examples of this in lines 9-22
(authentic interaction between hosts and guest presenters), line 166 (direct audience address), line
215 (grammar explanation) and lines 201-206 (example extensions). The occurrence of all such
communicative features in podcast material shifts the sense of connection experienced by the user to
a more inclusive mode, in much the same way the experience of listening to a music CD diverges
from a radio broadcast, where a listener experiences a sense of being a member of an audience,
rather than simply a listener.
One adverse inclusion that should be noted is that, as in commercial broadcasting, podcast users
may also be subjected to less welcome types of direct address in the shape of advertising. The
Japancast.com podcast included in the current paper’s sample incorporated over 5 minutes of
‘advertising talk’ during a 14 minute podcast. This form of personal address can be both frustrating
and off-putting, and may lead to a drop in motivation on the part of the user to engage with the
podcast, or to return to a following episode. The absence of authentic interactional features in the CD
materials may further suit learners with a preference for more didactic approach to their learning, by
economizing on any extraneous stylistic components. As discussed by Rosell-Aguilar, “what the
students always request is more grammar drilling.”(2007, p485)

3.5 Levels of formality
Podcast materials investigated here show distinctly stronger elements of informality in comparison
with recordings typical of the CD materials. With less hi-tech production values, the freer style of
recording coupled with the more personality emphasized interactions appear to occasion greater
scope for occurrences of ad-libbing, personal, off-topic, contributions and with that, more instances
of informal language. Whereas the CD materials offer primarily teinei, that is polite, linguistic forms,
tightly controlling even the more informal forms occasionally included, podcasts seem more at liberty
to use casual language.

170

N:

the next keyword is?

171

T:

yawai

172

P:

really bad (..) trouble (..) dangerous (.) lots and lots of meaning here (.) and recently I heard this word has the
meaning of (.3) really good

173

N:

oh yes yes (.2) kind of s- y'know slangy way (.2) uh

174

P:

yeah
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175

N:

it's used (.2) waa mecha yawai

176

P:

Huh huh hoh hoh hoh Natsuko

177

N:

it comes to me like that

178

P:

somewhere a japanese teacher is crying:

179

N:

:I know

180

P:

mecha yawai (.) [can we teach people that]

181

N:

182

P:

hah hah hah Chigusa? yawai, anything you want to add about yawai?

183

C:

yawai, like (.) it could be used as (.) really? like is you say like yawai oishii

184

P:

[really?!

185

C:

[like really delicious]

186

P:

wow (..) so we have bad (.) good and really.

187

N:

mm hmn so it's kind of an (.) exaggerating word

188

P:

yeah, but plea::se don't use this if you go to your host family's house

190

N/C:

huh huh huh huh huh

191

P:

please don't use this if you go to meet in-laws

192

N:

yes, I don't recommend them heh heh heh

193

P:

even putting a desu on the end I don't think it's gonna help

194

N/C/P: hah hah hah hah hah

195

N:

[hah hah hah hah hah] not in classrooms

yawai desu! mmmm not very preferable
Japanesepod101.com Int. Lesson 10

Here we note the introduction of a vocabulary item in line 171, the use of which is then expanded into
various degrees of slang use in lines 175 and 183, with caveats in line 183 for appropriacy of
application, and acknowledgements in lines 178, 180 and 181 of the markedness of such informality
in a language lesson, accompanied with laughter tokens in lines 176, 181, 190, 192 and 194. Here,
though the more formal uses of the word yawai are introduced by P and T in lines 171 and 172
(correlating with the Lesson Notes, see Appendix D), it’s N and C who proffer the semantic extensions
to the item, of the type of contribution which is entirely absent from the CD materials elsewhere.
Exposure to informal registers in a target language is arguably an essential element for the
development of communicative competence and confidence in a target language. Especially if a
learner’s ultimate goal may be to interact with members of that target language speech community (as
opposed to the acquisition of the language for lingua franca purposes), awareness of informal
linguistic strata may be of immense benefit.
In other instances, it is not only discrete informal linguistic forms that are addressed in podcast
materials, but due to the more freestyle nature of the production procedures, informal talk is allowed
to have a place.

13

C:

14

yes, let me introduce myself, I’m Chigusa
umm, I’ve taken part in a culture lesson before but doing dialogue is a first for me so please be kind to me

15

P/N:

please be kind to us!

16

P:

takei?

17

T:

I was late for that, wasn’t I
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18

P/N/C: hah hah hah hah

19

T:

one more time

20

P:

here we go

21

ALL:

please be kind to us

22

P:

right shall we start?
Japanesepod101.com Int. Lesson 10

On this occasion, C introduces herself in lines 13 and 14, concluding with the Japanese phrase よろし
くお願いします

(“please be kind to me”), which works as a first part adjacency pair in Japanese, one

which in turn requires a second part return of the same phrase. P and N complete the adjacency pair
in line 15, though T was caught off guard and failed to return the response. He is then given a lighthearted reprimand in line 16, and offers an acknowledgement in line 17, which is met by laughter
tokens from all in line 18. A rerun is then suggested, and the group response is then finally completed
in line 21.
Mistakes and their resolution, such as the one observed in the above sequence are entirely absent
from the CD materials. The CD tracks are well rehearsed and editorially streamlined, and recording
errors or mishaps are removed at the pre-release stage (and arguably would give rise to censure if
that were not the case). The podcast administrators in the data studied show few qualms about the
often more ragged corners of the recordings, though it could be argued that this is not altogether
disadvantageous to the language learner. As this more closely resembles features of natural
conversation, and furthermore allows exposure to negotiation toward resolution of communicative
trouble in the target language, valuable input can be garnered from precisely such sequences.

Discussion
However entertaining and engaging educational podcast materials can develop to be, both users and
producers alike would arguably benefit from keeping at the forefront of their minds of the primacy of
pedagogical practices and goals. A final point discussed by the participants following their use of the
podcast materials was to what extent they felt language learning was actually achieved.
The view from both participants in this limited study was that however engaging the podcast episodes
are (and they were judged this to varying degrees), it was inconclusive whether the participants had
come away with any additional language ‘knowledge’. The programmes had provided entertaining
and authentic listening practice in the L2 and exposure to various linguistic registers, pragmatic
features of the target community, and strong role models. However, the key target vocabulary and
grammar items identified by the programmes failed to be learnt on first listening. This could result from
a number of factors.
On the learner’s part, the effects of the public setting for the use of the audio material may provide too
much in the way of visual distraction; the same may be the case for activities undertaken whilst
listening to the podcasts; or the particular learning styles of the participants, neither of whom identified
himself as an ‘auditory’ learner. In terms of the production side, we may consider the embedding of
target items too much within the other interactional ‘business’; the structuring of the lessons, for
example, not including review of the important linguistic forms targeted; or unclear pedagogical foci.
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These may all affect the potential for acquisition. And finally, technological limitations, as in the inability
to preview, easily review or scan the material for key points may work against the learner goals.
Some podcast providers are now expanding their services (often for subscription charges),
supplementing the audio core with other download features (pdf files, additional language learning
materials such as lesson plans), and interactive possibilities (peer communities and personal tuition).
Though such features necessarily reduce the ability to ‘learn on the go’, further research may
demonstrate the potential benefits of these package developments. The development of podcasting
in the L2 language learning market offers a potentially useful additional to language earning resources
for autonomous learners. However, more research is needed, both on behalf of the learners and
producers, to maximise this potential for the future.
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APPENDIX E Studied materials
CD materials
Japanese for Busy People Vol.2, AJALT, ISBN 4-7700-2136-4
Living Language Japanese Coursebook CDs, Random House, ISBN 1-4000-2020-4\
Now You’re Talking, 3A Corporation, ISBN 978-4-88319-273-1
Podcast materials
http://www.japanesepod101.com/ Intermediate lesson 10. April, 2006
Learn Japanese Pod.com http://cdn4.libsyn.com/japanese/ff080509.mp3?
nvb=20080526231541&nva=20080527231541&t=0997541b929b5cdd0ffeb May 9, 2008
http://www.japaneselingq.com/2008/05/16-politics.html, May 5, 2008
http://learn-japanese.podomatic.com/ March 6, 2008
http://www.japlishpodcast.com/podcasts/Episode_026-ElephantBoogers.mp3, December 8, 2007
http://japancast.net/ Intermediate Lesson No.74, May 10, 2008

APPENDIX F
Notes on salient points in comparing and contrasting CD and podcast
based language learning audio materials, based on participant meeting.
1-ease of production and distribution
2-temporal context
3-cost to user
4-informality
5-broadcast versus print
6-rss delivery to act as reminder; but conversely, missing a few episodes may lead to drop-out
7-no end-target; continued learning (book last page); motivation
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8-direct address
9-trial possibilities
10-sense of fun and playfulness
11-broadcast not released (extra directness / relevance)
12-assist auditory learners
13-assist listening skills
14-portable (hanging off the pegs)
15-authentic materials
16-direct address (reserved in book packages for written grammar instruction)
17-creates sense of shared world
18-podcast primary focus auditory hub; traditionally an add-on
19-book / audio programme is full package (you can do as much as you like and work
through at own pace (not reliant on waiting for next episode)
20-autonomous learning (book package better for setting pace)
21-book / audio package not time-limited (2-30 minutes)
22-less editing (less editorially tight / more authenticity)
23-sound quality
24-variety of voices / natural voices allowed
25-personality versus non-personality: relationships (potential friends); authentic
26-advertising inclusion (waste of time); advertising budget
27-browsing possibilities
28-opportunities for interaction and networking in online packages
29-unfolding throughline (drama)
30-discover own level
31-Code switching
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L2 and L3 integrated learning
– lingua franca use in learning an additional language in the classroom
(2015)
Spencer Hazel
Roskilde university
Johannes Wagner
University of Southern Denmark

1. Introduction
This study offers an empirical account of the use of English in Danish-as-a-foreign-language
classroom settings. We will refer to English as the lingua franca - which in itself is a second language
for the majority of the participants in the data - and to Danish as the target language. We consider
implications of lingua franca interaction in target language classroom interactions, and show how in
sequences where participants orient to linguistic issues in the target language, for example
grammatical forms or lexical items, they often do this with reference to the lingua franca.
Foreign and second language classroom settings where English is used as a lingua franca have been
described for other target languages and other geographic areas. For example, Lee & Ogi (2013) have
studied the use of English in Japanese-as-a-foreign-language courses in Australia, where a growing
proportion of students attend from countries where English is not a first or official language.
Elsewhere, Wang (2013) describes how with the burgeoning demand for Chinese-as-a-foreignlanguage, one basic requirement in the recruitment of qualified teachers to the profession is a
command of English (or one of the other major languages). Both these studies use interview data to
investigate teacher and learner attitudes to the use of a lingua franca in these language classroom
settings. In yet another part of the world, and combining discourse analysis with an autoethnographic
approach, Kirkebæk (2013) explores a Danish FL teacher’s use of English in the classroom. He
suggests that in addition to English here being used for pedagogical purposes, including scaffolding
and topic development, it also allows teachers to better develop interpersonal relations with their
students. In the current study, we follow a Conversation Analytic (CA) approach to a collection of
similar action sequences drawn from a data set of Danish FL classrooms at a university in Denmark.
CA studies of L2 classroom interaction have sought to identify practices whereby the organisational
make-up of particular interactional sequences allows for language development opportunities in the
target language (for example, Hellerman, 2008; Kasper, 2004; Markee 1995, 2000; Markee & Seo
2009, Eskildsen & Wagner 2013, forthcoming, Mondada & Pekarek Doehler, 2004; Mori, 2004;
Seedhouse, 2004). Many of these studies have focused on language learning, interaction and
competences in the curricular target language of the course. English has in most of these studies
either been the target language or the native language of the students. Typically, no other languages
were involved. In the current study, we explore a different type of classroom scenario, namely where
another language than English is the target language and where a lingua franca is used as a resource
in a language classroom. The students in our study come from widely differing sociocultural and
linguistic backgrounds, and participants orient to both the target language and the classroom lingua
franca as accepted and relevant resources for learning.
The setting featured in the data for the current chapter is a Danish L2 classroom at a Danish
university. English is adopted as a lingua franca for much of the interaction, especially in lower level
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classes (see also Kirkebæk, 2013, for further discussion of this setting). This is similar to other
university settings, where students are required to study their curricular subjects through the adoption
of English as the medium-of-instruction or medium-of-classroom-interaction (Bonacina & Gafaranga,
2011). What is different here is that we note an increased presence of sequences that focus on
linguistic issues of the target language, that often are negotiated in the lingua franca. This leads to the
intriguing question whether the Danish L2 language classrooms are settings where the students not
only develop their English language competences with regard usage (focus-on-fluency), but where in
addition they are required to attend to their explicit knowledge of English, especially relating to formfocused competences.
In the data, the teachers cross-reference between Danish and English in order to facilitate sequences
where there is a focus on form, accuracy and/or meaning in the target language (see Seedhouse,
2004), in addition to assisting in classroom interaction management, and promoting teacher-student
rapport (Kirkebæk, 2013). English offers the participants an alternative medium-for-classroominteraction and instruction (Bonacina & Gafaranga, 2011), and is employed as a resource for clarifying
linguistic forms in the target language. To do so, however, classroom participants must have, and
demonstrate, sufficient competence in the lingua franca to fruitfully draw out such linguistic
associations, or utilize the lingua franca in facilitating interaction. This involves teachers being sensitive
to their students’ varying levels of proficiency in the lingua franca to sufficiently utilize it as such a
resource. In addition, we hope to present enough evidence to argue that these practices, occasioned
to aid comprehension of the target language, also offer students opportunities for developing their
proficiency in the lingua franca.
A growing body of educational research has investigated the implications of studying curriculum
subjects in or through an additional language. Here, educational programmes adopt a joint
pedagogical focus, one which allows students to develop their competences in a target language
while at the same time carrying out their regular curricular course work. The majority of research into
this type of classroom has featured overwhelmingly non-language subjects such as history, computer
science, religion, geography and technology (for one overview, see Lasagabaster, 2008) as the
curriculum content part of the course. The research reported in the current chapter draws on a
different type of content topic: Danish-as-an-additional-language, as offered to non-Danish students
at a Danish tertiary level institution. Here, although the language to be learned constitutes both the
topic and often also medium of instruction, teachers and students from a wide range of linguistic
backgrounds also draw on English lingua franca competences.

1.1 Background to the study
The current study reports from a Northern European, and more specifically a Danish context, and was
carried out under the auspices of the Research Centre for Cultural and Linguistic Practices in the
International University (CALPIU). CALPIU was established to investigate the processes of
internationalization to which Higher Education institutions and the actors in these communities are
subject (see Knight, 2004; Haberland et al., 2008; Preisler et al, 2008). The research network
constitutes a ‘convergent diversity’ of researchers (Goodwin, 1995) interested in examining the issues
and processes connected with such transnational student and staff mobility, with researchers
representing different strands of social scientific research, including various (applied) linguistic fields,
sociology, ethnomethodological conversation analysis, and ethnography. The collaboration has sought
to explore four areas of practice within internationalizing university settings: 1. the communicative
practices and self-conception of the university as an actor in the multilingual world; 2. student-teacher
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interactions; 3. student-student interactions; and 4. student-administrative staff interactions. The
current study focuses on classroom interaction in L2 Danish instruction.
Transnational student mobility has gained strongly in momentum in the last couple of decades. OECD
(2012) has reported a fivefold increase since 1975, with more than 4 million tertiary level students
enrolled in courses outside of their home countries in 2010. This growth has accelerated over the
course of this period, reflecting both the processes of social and economic globalization, as well as
levels of tertiary level enrolment. Between the years 2000 and 2010, for example, the numbers of
students enrolled at institutions away from their home countries doubled. Although students have
been seen traditionally to mostly follow what has been described as historical, post-colonial paths
from ‘East’ to ‘West’ and also from non-English speaking to English-speaking nations (Waters &
Brooks, 2012), recent developments point to shifts in the direction of the flow of movement, with
evidence of an emergent differentiation in the Higher Education market (Brooks, Fuller & Waters,
2012). For example, the most popular destination for students travelling on the EU-run ERASMUS
programme for European students in 2010-2011 was Spain, followed by France, Germany, the United
Kingdom and Italy (European Commission, 2012a).
Within the European Union (EU), transnational student mobility has received a great deal of
institutional support at national and international levels since the 1980s. Students may choose to
pursue their entire tertiary education at a foreign institution, or may alternatively choose to participate
in shorter exchange programmes, such as the EU-sponsored ERASMUS programme, a flagship of
the EU’s lifelong learning programme. Figures show that in excess of 2.5 million students have
travelled to one of 4000 institutions in 33 countries since 1987 on this exchange programme, with the
length of a student’s sojourn on an Erasmus exchange being between 3-12 months (European
Commission, 2012a). The institutional aims of the ERASMUS framework relate to supporting the
development of a “well-qualified, open-minded and internationally experienced” pool of future
professionals (European Commission, 2012a: 3), in turn contributing to EU citizens’ personal
development, and supporting European economic and societal well-being (ibid.). In addition, crossborder inter-institutional co-operation is promoted, with the resulting enrichment of the education
environments at these institutions. At a more personal level, such study periods abroad are
increasingly considered important opportunities for promoting knowledge of other cultures and
languages, providing students with vital experience for further career opportunities (European
Commission, 2012b).
Regarding this final point, the promotion of knowledge of other cultures and languages, it may appear
somewhat ironic that the waves of internationalisation that have been implemented across Higher
Education have been premised on the widespread adoption of a single language, English, to serve as
a lingua franca, not least in non-Anglophone countries such as those in Scandinavia (see Mortensen &
Haberland, 2012). Indeed, the opportunity to improve one’s English competences is trumpeted as a
core benefit afforded students on such study exchange periods. In line with this, institutions have
increasingly opted to offer English-medium courses to attract non-local students; marketing materials
have are produced in combinations of local language and English versions; and administrative support
is being increasingly also offered in English (see Hazel, 2012). As a result, institutional requirements
themselves now stipulate minimum levels of English proficiency as prerequisites for enrolment in study
programmes. Increased internationalisation of the make-up of these tertiary level education
communities then suggests that it may not lead to increased linguistic diversity in these settings.
Indeed, that there is a danger of it resulting in reduced linguistic diversity, as English is afforded an
exclusive lingua franca position.
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A closer look at the picture, however, allows us to see that this is not uncontested. Any suggestion
that a. English is the only additional language international students hope to develop competence in,
and b. English is the only language a student needs to live and study in a non-Anglophone country,
would be misleading. Many international students indeed demonstrate a keen desire to take up the
challenge to engage with the local language, for example taking up language classes, or utilising their
new found skills in curricula (see for example, Mortensen, 2014) and non-curricula (Hazel &
Mortensen, 2013) activities and settings. The result of this is that these communities of transnational
students, made up of cohorts of students from different parts of the world and diverse linguistic
backgrounds, may use a variety of linguistic – and indeed non-linguistic - resources as they navigate a
path from through constantly fluctuating participation frameworks, their contingent language scenarios
(Mortensen, 2010) and situated activities. These may feature, interchangeably, the local language, a
lingua franca, be it English or another (for example a Romance or Scandinavian language), one’s first
language, or any combination of the above.

1.2 Data and method
The data for the study is drawn from the CALPIU data storehouse, a large depository of audio and
audio-visual data that was recorded in a range of university settings in Denmark. The sub-set of
Danish L2 classrooms data include recordings from four levels, ranging from beginner to advanced
classes, and included 3 teachers. For the data set, lessons were recorded during the first two weeks
of a course module, and again the last two weeks leading up to a module test. The data included in
the current chapter is taken from the recordings of a beginner module 1 (equivalent to the
Breakthrough (A1) level of The Common European Framework of Reference for Languages), the
combined module 2/3 (Waystage/Waystage-Threshold (A2)), and module 4 (Threshold (B21) level in
CEFR terms).
The recordings were produced using 3 stationary cameras, in order to cover as large an area as
possible in the classroom. One camera was positioned at the back of the space, with two others
placed at angles above the blackboard at the front of the class. Additional table-top microphones
were placed on each table, and these were supplemented with an extra audio recorder at the front of
the class. The data were processed using ELAN as a digital annotation tool, with a collection of
illustrative extracts subsequently transcribed in CLAN. Transcription conventions are based on those
developed by Gail Jefferson (e.g., 2004). Some are used here in modified form for the benefit of the
CLAN software tool (further explanation provided at the end of the text). The resulting data
representations were subsequently analysed using methodological practices developed for
Conversation Analysis (Sacks, Schegloff & Jefferson, 1974).

2. Data analysis
In what follows, we will discuss a number of cases that are part of a collection of comparable cases
observed in the dataset. The collection is drawn from different modules within the Danish teaching
programme, and these will be referred to in the text. In the first section, we focus of how the students’
English competences become a resource to facilitate understanding of particular target structures in
Danish. This will be followed by a section where we look at the seamlessly produced and highly
ordered shifting between target language and lingua franca. Before concluding our argument, we will
in a third analytic section we how students are recruited to provide explanations of particular
equivalent linguistic forms in English. We will present a number of examples of sequences where
participants orient to linguistic issues in the classroom.
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2.1 The relation between target language and lingua franca
Excerpt 1 is taken from the latter stages of a beginner Module 1 course. The teacher has just
announced that they will start looking at past tense forms of verbs. As an example, he introduces the
verb at blive ‘to become’. The medium of instruction at this point is English, which is common in this
beginner-level module. In Excerpt 1, the talk is still concerned with he infinitive and present tense
forms of the verb.
Excerpt 1 Level: Module 1; TEA teacher; MAR Martin
54
55
56
57
58
59
60

TEA:
%com:
TEA:
%com:
TEA:

61

%com:
MAR:

62
63
64
65

TEA:
MAR:
TEA:
MAR:

66

TEA:

first we should have it in the present tense↘
we have the (0.3) we have the infinitive here
(2.3)
TEA cleans board
so let me take the (0.5) infinitive
(4.5)
writes "at blive" on the board, large gap between at and blive
at blive↗
to become
(0.6)
Martin looks up from textbook, as the teacher turns to the class
°bli⌈ver°⌉
°become°
⌊an- ⌋ so:: (.) Martin↗ (.) the present tense (0.2)
m⌈n::⌉
⌊will⌋ be:
bliver↗
become↗
yeah→

In line 55, the teacher projects to write the verb in its infinitive form, and proceeds to write at blive on
the board (lines 57-58). The manner in which he produces the inscription appears to emphasize the
shape of the infinitive form, with the at ‘to’ separated from the blive ‘become’ with what measures as
the equivalent of 3 spaces, rather than a conventional single space separating them. As he finishes
writing this, he turns back to the students, at which point Martin looks up from his text book, orients
his gaze towards the teacher and produces, in low volume, the correct present tense form bliver
‘become(s)’. In overlap the teacher begins what can be heard as an extension of his previous turn, but
suspends this and asks Martin to provide the present tense form (line 62 & 64). This, Martin does in
next position, with a rising intonation contour, and which is subsequently accepted by the teacher.
As mentioned earlier, this extract is recorded in the first module. The classroom interaction on
grammar is held in English, so obviously the expectations for the students’ command of English are
high - while they are low with respect to the command of the target language. Danish is not used as a
language proper (i.e. in practices of communication) but is the object of teaching. In other words,
there is no code switching between the target language and the lingua franca in this extract. The
sequence brings to mind traditional language teaching where languages are taught as objects and
where rules - not use - are in focus. We see here clearly very different use and learning environments
for the two languages involved. English is learned in and through use – as fitting with the pedagogical
history of English in the Danish school system - any other language, however, is taught through
grammar instruction and even translation.
We observe that from the teacher’s production of the verb in its infinitive form, Martin has been able to
project what the required next request will be: the present tense form for the verb at blive. And Martin
shows a faster pace to get to this next activity than the teacher. He takes the teacher’s rising
intonation in line 59 and the following silence as an implicit environment to produce the past tense
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form. Martin hereby shows that he is well aware of the ways in which grammar oriented teaching runs
off: the teacher gives the stimulus and the student produces the revised grammatical derivation.
When not accepting Martin’s suggestion as a relevant next, the teacher makes obvious that he is in
charge of the order of talk in the classroom. It is not Martin’s correct answer which counts but the
appropriate sequential place of the correct answer in the order controlled by the teacher. Only
following an addressed request in line 62 is Martin allowed to reproduce the grammatical form.
In Excerpt 1, we witness a rather traditional type of language teaching where the target language is
the object of instruction. It is pedagogically traditional as well in the way the teacher enforces the
order of talk and hereby makes the institutional character of this interaction visible: the teacher has the
institutional right to set tasks and allocate answering slots to the students. Martin challenges this
order, which the teacher subsequently re-instantiates. What is not traditional, however, is that the
language of instruction is not the first language of the students or the target language, but – at least
for most of them - a lingua franca of which competence is taken for granted.
In the following extract, from an upper-intermediate class (Module 4) the medium-of-interaction is
Danish. In the data set, there is an overall tendency for the increased use of Danish in the more
advanced classes than what we witness in the lower level classes. However, as illustrated by this
example, English has not been banished altogether. In the excerpt, a student draws on his knowledge
of the English infinitive verb form, to ascertain the correct Danish usage in a line from his completed
homework. In this case, it is the student who introduces the equivalent English form, rather than the
teacher.
Excerpt 2 Level: Module 4; TEA teacher; WEI Wei
16

WEI:

17
18

TEA:

19

WEI:

20

TEA:

21
22

TEA:

23

WEI:

24
25

WEI:

26

TEA:

27
28

WEI:

29
30

TEA:

31

WEI:

32

TEA:

33
34

WEI:
TEA:

35
36

WEI:
WEI:

38

ja også det her
yes, also this here
jeg: (.) er glad for at se dig→
I (.) am happy to see you
j⌈a⌉→
yes
⌊∆øh⌋ kan man siger∆ jeg er glad for (0.3) se dig↘
er can you say I am happy see you
nej→
no
(1.0)
⌈det-⌉
it
⌊for⌋ at→
to
(1.0)
⌈fordi↘⌉
because
⌊ ja
⌋ ja ·hhh men når du hører det→
yes
yes
but whenever you hear it
⌈så⌉ hører du er glad for a'se dig→
then you hear you are happy see you
⌊ja⌋
yes
ja→
yes
jeg er glad f::or ⌈a':⌉ se dig→
I am happy to see you
⌊ja ⌋
yes
så ⌈ud⌉taler du ⌈ik'⌉ at→
so you don’t pronounce to
⌊ja⌋
⌊ja ⌋
xxx xxx ⌈xxx⌉ du ⌈siger⌉ for a' for a'se dig↗
xxx xxx xxx you say (to) see you
⌊ja⌋
⌊ja⌋
hvorfor det skal (0.4)
why does it have to
hvis man siger for se dig↘
why do you say to see you
det her at det bare betyder→ (.)
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39 →
40 TEA:
41
42

WEI:
TEA:

43

WEI:

this here ’to’ it it means
to:↘ (0.2) to see you↘
ja det er infi⌈nitiv⌉→
yes it’s an infinitive
⌊ mn ⌋
men ⌈at⌉ nogle gange har vi heller ik' at→
but ’to’ some times we don’t have ’to either
⌊ja⌋

The sequence concerns the student Wei seeking to clarify a particular Danish construction, glad for +
infinitive, (‘happy + infinitive’). After having answered the grammatical exercise correctly (line 17) he
questions whether the infinitive marker at can be dropped from the construction (here: glad for se dig
‘happy see you’). The teacher responds negatively (line 20) and embarks after a second’s silence on
what might be an account, i.e. an explanation why this is not possible. In overlap, Wei delivers the
corrected element (for at, line 23), demonstrating again that he has understood and is able to produce
the correct version. The teacher acknowledges the correction (line 26) but proceeds into an account
(line 26-27) that the at is uttered in a contracted form in spoken Danish, and therefore difficult or
impossible to hear. The teacher goes on to demonstrate the way it would be produced in speech (in
line 30 and again in 34), with further elaboration on the absence of the uttering of at in spoken Danish
in line 32. However, the student returns to the initial focus introduced in line 19 and relates to the
parameters of appropriate usage of the grammatical construct, rather than to a concern of spoken
Danish. In line 36, he starts to formulate a request for explanation, before producing a conditional
clause, with a candidate answer (lines 38, 39). The resource that he draws on here involves the
introduction of a candidate equivalent construct in English (line 39), as he asks whether the at in the
construct at hand equates with the English ‘to’ in ‘to see you’. The teacher subsequently confirms this
understanding. We notice that the change into English is in no way accounted for by the participants.
The lingua franca is treated as a resource at hand which can be used for all practical purposes.
While in Excerpt 1 the target language was talked about in the lingua franca, now Danish is the
language of the talk about Danish. The role of the lingua franca as a resource for sense-making has
shifted radically. In Excerpt 1, English is such an overwhelming resource that the language of the
interaction changes. In Excerpt 2, Danish has replaced English, but for the purpose of comparing for
understanding, the lingua franca is still a preferred resource.

2.2. Seamless code switching between target language and lingua franca
In the following section, we turn our attention to sequences where participants shift between the
lingua franca and target language . The excerpts included are drawn from a lower intermediate level
class. Compared to the levels featured in 2.1, it appears to be more common that English and Danish
are used interchangeably as both medium-of-instruction-and-interaction. The following example
illustrates this:
Excerpt 3 Level: Module 2/3; TEA teacher; AGN Agnes; BEN Benjamin; CEC Cecily; DIN Dina
96

TEA:

97
98
99
100 BEN:
101 TEA:
102 DIN:
103 TEA:
104
105
106

så (.) er der nogen:: (0.3) nogen nogen ↑adjektiver↘
sp (.) are there any (0.3) any any adjectives
vi forventer med↘
we expect with
(1.9)
people expect certain (.) adjectives↘
s::muk↗
beautiful
☺smuk↗☺ smuἩk ⌈yeah/ja⌉ smuk↗ (0.5)
beautiful beautiful yeah beautiful
⌊smart↘⌋
smart
↑well for instance that could be the princess couldn't it↘
ja ja also hng hng hun er smuk
yeah yeah well
she is beautiful
and then we have (0.4) one more characteristic of the fairy-tales
we will have these opposites↘ yeah↗
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107 BEN:
108 TEA:
109 AGN:
110
111 CEC:
112 BEN:
113 DIN:
114 TEA:
115 BEN:
116

yeah
så vi har smuk og
so we have beautiful and
er: sm- nej erm
(2.5)
dårlig
bad
yeah dårlig
yeah bad
yeah
dårlig it's er:⌈m it's but it's not the⌉ opposite to
bad
⌊ du se dårlig ud
⌋
you’re looking bad
no you can say du se dårlig ud
you’re looking bad

When no student responds to the teacher’s rather implicit task formulation (line 96), the teacher
pursues an answer by shifting into English. In the next turns, the students deliver Danish adjectives
which are received by the teacher in Danish. Especially interesting are lines 103 and 104. In 103, the
teacher talks about what the adjective smuk ‘beautiful’ could refer to and then delivers the example in
Danish in line 104. In his next contribution (105, 106) he shifts back to English to shift again to Danish
in line 108.
The shift between target language and lingua franca is seamlessly and clearly ordered. The first shift
happens when the students do not respond to the task formulation in the target language. Then the
teacher pursues the answer in the lingua franca, indicating that he expects no problems of
understanding when using English. The examples delivered by the students are obviously Danish
adjectives and they are received and contextualized in Danish while the introduction is in English c.f.
for example lines 103 and 104. In lines 105 and 106 the teacher adds to the task. Now he expands
the task to not only looking for adjectives but for pairs of opposite adjectives. The choice of English in
lines 105/106 ties to the earlier task formulation in line 99. The environment for the expected next
adjective is then delivered in Danish again (line 108) while the negative evaluation of the candidate
task solution dårlig ‘bad’ is delivered in English again. The students follow the pattern of language shift
demonstrated by the teacher. In line 116 we note that Benjamin frames the suggested Danish target
form with a clarification in English.
Language choice and alternation are dynamic and emergent properties of the interactional setting,
and the languages do different local ‘jobs’. The long silence in line 98 is a crucial trigger here. We see
the teacher understanding the students’ lack of response as their difficulty to comprehend the task
formulation, and then shifting into the lingua franca while the objects of the talk are words and phrases
of the target language. The teacher appears to be sensitive to possible problems of understanding
and seems to follow the maxim to use as much Danish as possible and as much English as necessary
to drive the work in the classroom. So the shift has its root in plain epistemic conditions. When the
students do not respond to the task, the teacher orients to this as a problem of understanding and
switches into the lingua franca, which is expected to provide a solution. The situation brings to mind
what we have observed in Excerpt 1. The difference is that the teacher, depending on his assessment
of the students’ understanding in Extract 3, can shift into or out of the lingua franca.
The participants can make sense of the language shifts since they are orderly and bound to
recognisable action sequences. Drawing on Seedhouse (2004), these practices are normative and
reflexive frameworks, available to participants in interaction as “action template[s] for the production of
their social actions and as a point of reference for the interpretation of their actions” (2004, p17).
Kidwell (2000) argues that a recognizable framework of a projected course of action provides a
blueprint within which interlocutors are able to co-construct understanding. Drawing on these insights,
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we turn now to a recurrent action sequence type, where students’ lingua franca competences are
activated by the teacher in the pursuit of Danish understanding.

2.3 Clarifying Danish items through the lingua franca
In this section, we turn to a sequence where the classroom participants produce a particularly
recurrent action sequence, where the lingua franca is employed to clarify issues in the target
language.
Excerpt 4 occurs towards the end of a classroom break as teacher and students are waiting for some
of the other students to return. Christina is sitting at a table making notes, when in line 57, she looks
up to the teacher and asks for the meaning of the Danish word ‘emne’ (Eng.: subject or topic), a word
that was introduced a short time prior to the sequence. At the time, the teacher glossed the word
‘emne’ as ‘topic’ in English, orienting to the projected task of preparing a short presentation.
Excerpt 4 Level: Module 2/3; TEA teacher; ANT Antony; BAB Babette; CHR Christina
53

TEA:

54
55
56

ANT:
BAB:
TEA:

57

CHR:

58
59
60

TEA:

61
62
63
64
65

gaze:
PPP:
ANT:
CHR:
com :
TEA:
gest:
gaze:

så ((clears throat)) men vi skal have øh Magrit på plads
so
but we have to have er Margit here
mhm
⌈Birgitte⌉
⌊ og:
⌋ Bi- Bi- Birgitte ja
and
Bi- Bi- Birgitta yeah
hvad betyder emne→
what does ‘emne’ mean
(0.7)
øh igen huhu⌈huhuh⌉
er again huhuhuhuh
⌊et em⌋ne↗ (0.2)
’et emne’
hvad betyder emne→
what does ‘emne’ mean
[turns gaze to Antony
(0.8)
subje-↘ ⌈topic⌉
⌊ aw ⌋
[Christina looks down to the notebook and writes
topic or xxx xxx xxx emne↗
[TEA starts nodding
[shifts to Christina, monitors her writing

In line 57 Christina asks for the meaning of emne ‘topic’. As no response is forthcoming, she adds øh
igen ‘uhm again’ and laughter to her utterance. By igen she connects her turn to the preceding
classroom interaction and indicates as well that she is supposed to have learned the word. The
teacher’s response is delayed and treats the question as answerable by the other students. Antony
provides a candidate answer in English, first with the interrupted term ‘subject’, a perfectly good
translation of the term, but then repairing this to ‘topic’, the English term that was used earlier by the
teacher, when the Danish word was initially introduced and subsequently translated to English. As
Antony produces the term, Christina acknowledges this with the change-of-state token ‘aw’, and
subsequently continues writing in her notepad. At the same time, the teacher also confirms Antony’s
answer, here with a head nod, following which he repeats the word in English, and follows this up with
restating it in Danish. He then redirects his gaze to Christina, and monitors her as she makes a note
on the paper in front of her.
In delivering the English translation, Antony – as Wei in Extract 2 – clarifies the meaning by using the
lingua franca. Providing an equivalent form in English is treated here as an unproblematic strategy for
offering a solution. However, there are some other aspects which surface in this extract.
Firstly, the restricted use of the lingua franca indicates again an orientation of the participants to
maximise the use of the target language and minimize the use of the lingua franca. The participants
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create shifts between both languages which are locally sensitive to how the interactional competence
of ‘the other’ is assessed.
Secondly, several different orders manifest themselves in these extracts. We already referred in the
discussion of Excerpt 1 to the order of the classroom which was upheld and re-created by the
teacher. In Excerpt 4, Christina asks for a gloss of a Danish word that had been in the focus of the
talk a short time before. Her laughter when referring back to this earlier use of emne indicates that
here is more at stake here than just a vocabulary question. Christina embellishes her increment to the
question (line 59) with laughter - which indicates that not remembering what as just had been the
focus of the class is a sensitive issue which touches on what Garfinkel (1964:225) has referred to as
the moral order.
A society's members encounter and know the moral order as perceivedly normal courses of action familiar scenes of everyday affairs, the world of daily life known in common with others and with others
taken for granted.

Breaching normality necessitates more than accounting. It attracts attention, creates anxiety, even
moral and psychological evaluations, and may threaten the status of the breacher. Christina's laughter
reflects this. Not remembering an item which just has been taught is sensitive and it is marked as that.
This is notably different from the situation where students and teacher shift in and out of the lingua
franca. Here we see no laughter or accounting for the shifts, it is just done. Just doing things are the
normality created by the moral order in interaction. Drawing attention to potentially sensitive issues
points at the underlying moral order and at what is handled as normal. In other words, in all our
extracts in the collection, using the lingua franca does appear to be a ‘natural fact of life’.
The Extract shows one particular pattern of action sequence evidenced in this data set. Here, where a
particular Danish linguistic form is flagged up as problematic, the teacher subsequently enlists the
students in attending to the form; a student produces a candidate equivalent form in English; the
teacher ratifies this, restates the English form, and returns to the Danish. The class then resumes
where it left off at the outset of the side sequence. What is pertinent to this study is that these
sequences involve the teacher not only triggering the students’ L2 English language competences in
negotiating meaning in Danish language learning, but that the teacher indeed treats the Englishlanguage resource as the de facto means to secure understanding in the classroom. Furthermore, this
requires the students to access English terms and grammatical forms by utilizing the contextual
elements provided in the target Danish in order to locate the correct equivalent. The next and final
extract follows the same overall structure, but is slightly different in outcome, as students here operate
in the lingua franca on finding the meaning of a target language word.
Excerpt 5 Level: Module 2/3; TEA teacher; BOB Bob; CEC Cecily; DIN Dina (simplied)
63

TEA:

64
65
66
67
68
69
70
71
72

BOB:
CEC:
TEA:

73

BOB:

74
75

CEC:

en præsentation det er første dagspunkt
a presentation that’s the first point on the agenda
(0.6)
øhm (0.2) og så er der noget der hedder (0.2) forskningsprojekt→
erm (0.2) and then there is something called (0.2) research project→
(1.6)
projekt kender i→
project you know→
(0.5)
⌈mhm⌉
⌊mhm⌋
(0.5)
kender i forskning↗
do you know ‘forskning’↗
nej→
no→
(0.3)
mhm
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76
77
78
79
80
81
82
83
84
85
86

87
88

DIN:
BOB:
TEA:
CEC:
CEC:
TEA:
CEC:
TEA:

(0.8)
⌈insurance↗⌉
⌊ hmm
⌋
øh Cecily hvad betyder forskning
er Cecily what does ’forskning’ mean
erm it's (1.0) what is it in engli:sh→
(2.0)
it's like study:→
(0.7)
research↗
it's called research ye⌈ah right⌉
⌊så
for⌋skningsprojekt det er→ (0.8)
so ‘forskningsprojekt’ that is→ (0.8)
research project↘
research project↘
(0.2) og og der (.) der kommer (0.2) Marcus
and and Marcus will be coming
han står herude han kommer og (0.4) og fortæller om lidt
he’s outside he’ll come and (0.4) tell a little

Again, as in the earlier examples, we see that this sequence follows a similar pattern, with a
problematic Danish term requiring resolution in the locating of an English equivalent. The term
forskningsprojekt ’research project’ is introduced in line 65, and again the format in which this turn is
produced projects that there is trouble involved with the term. The item is preceded by the existential
construction så er der noget der hedder ‘there is something called’, which acts to project that the
upcoming element may be unfamiliar to the recipient (for discussion, see Svennevig, 2010), and a 0.2
pause immediately prior to the term. The teacher produces a pointing gesture to one lexical
component in the term, projekt, and suggests it is unproblematic, which is ratified in next position by
both Bob and Cecily. He subsequently turns to the initial component in the lexical construction,
forskning ‘research’, producing a second finger point at the centre of the word, and asking kender i
forskning ‘do you know research.’ This is done again with rising intonation, upon which he redirects
his gaze to the students.
In response to the teacher’s question, several students respond, albeit each different in nature. Bob
answers in the negative (line 73); Cecily, in contrast, answers in the affirmative, while Dorothea
produces a candidate term in English, ‘insurance’. Cecily’s response leads to the teacher selecting her
to shed light on the term in line 79, and she proceeds to attempt to do so. Interestingly Cecily
switches immediately into the lingua franca and produces her reasoning work in English (‘what is it in
English’). As in the earlier examples, English seems to be a generally good resource for sense-making,
here demonstrably the default resource for Cecily. She prefaces the response with a hesitation marker
(‘erm’), which appears to project at this point already upcoming trouble, and suspends the
subsequent turn almost immediately. The English equivalent appears to not be readily at hand, and
Cecily initiates a word search activity (Goodwin & Goodwin, 1986, Brouwer 2003). Interestingly, her
request for assistance (“what is it in English”, line 80) is not only formulated in English, but refers
specifically to English being the relevant language through which to respond to the teacher’s question.
When no help is forthcoming from the teacher or the other students (note the 2 second pause in line
81), Cecily pursues the word search with a turn extension when she introduces a synonymous word,
while marking it as not constituting the target item (“it’s like study”). Following another 0.7 second
pause, the teacher offers ‘research’ as a candidate for the term she is looking for, produced with rising
intonation, and Cecily confirms this in next position. The manner in which the teacher gets Cecily to
provide confirmation of the candidate term, rather than simply providing the term itself (for example by
formatting it with falling intonation) appears to orient to the organization of this type of action
sequence, where it should be the students who ultimately provide the answer, with the teacher then
confirming then this. Following Cecily’s confirmation of the ratification of his suggested term, the
teacher then reconstitutes the full term “forskningsprojekt” (line 86), and subsequently provides the
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English equivalent for the full noun phrase. Once this has been done, he returns to where they left off,
discussing the agenda for the class (line 87 & 88).
This sequence differs from the ones described earlier in that it requires the student(s) to draw on other
competences than ‘simply’ accessing their L2 English vocabulary or knowledge of English grammar
and retrieving equivalent linguistic forms in English. They are here required to engage in negotiation
sequences, projecting word search sequences, enlisting the help of others, proposing synonymous
terms, contextualizing the target referent, and rejecting or confirming others’ suggestions. One
language choice available to them is to do this in the designated classroom lingua franca.

3. Discussion
Although L2 classrooms have been studied extensively as settings where language learning is
occasioned, the focus has been overwhelmingly on language learning, interaction and competences
in the target language of the course (for example, Seedhouse, 2004; Mori, 2004; Mondada & Pekarek
Doehler, 2004; Cekaite, 2007). The student cohorts in these studies often also share similar
sociocultural backgrounds and a shared first language. What is different in the current study is that
both the target language, here Danish, and the lingua franca medium through which the pedagogical
activities are carried out, here English, are foreign languages for the overwhelming majority of the
students. As a result, the students are often required to attend to two additional languages
concurrently, across different types of activity sequences in the classroom, including classroom
management, task-focused activities, and form-focused instruction.
That students in a Danish second language class both use their lingua franca, English, to conduct
interactions, and locate equivalent target forms in that language also, suggests that these settings
offer students not only opportunities for language development in the target language, but also further
opportunities for incidental development in the lingua franca. The analysis demonstrated how
students’ competences in their lingua franca English are drawn on as a resource through which to
pursue understanding of particular target structures in Danish. Participants here bring their knowledge
of grammatical forms of English to bear on the pursuit of securing and/or displaying understanding of
equivalent structures in the target language, Danish (Excerpts 1 & 2). The data evidences how English
is treated, by teachers and students alike, as a legitimate resource in the Danish language classroom,
for negotiating understanding of equivalent, or divergent, formal linguistic structures in Danish.
We observed also how classroom participants orient to the production of a particular recurrent action
sequence, where English is treated as the de facto solution sought after in side sequences where a
form-focused activity is occasioned. These sequences are initiated by either student or teacher, and
involve the pursuit of equivalent Danish forms in English. The teacher can nominate students to
provide explanations of particular formal linguistic target items through recourse to their knowledge of
equivalent forms in the designated classroom lingua franca, English (Excerpts 3 & 4), as well as further
interactional competences where the target form cannot be immediately accessed (Excerpt 5).
Finally, in the introduction we discussed how a student mobility programme such as the EU’s
ERASMUS framework aims for the development of “well-qualified, open-minded and internationally
experienced” future professionals (European Commission, 2012a:3), with knowledge of other cultures
and languages, deemed vital experience for further career opportunities (European Commission,
2012b). Transnational mobility is not of course limited to students, and in an increasingly globalized
professional marketplace, the likelihood of these students encountering in their professional lives
equally international, and linguistically dynamic workplace settings has never been greater. These may
feature equivalent lingua franca engagements and, even though English is often heralded as a one
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size fits all solution, other languages in the overall mix. In such a case, the idealized monolingual native
speaker model so popularized across large swathes of L2 education (e.g. Firth & Wagner 1997) would
play second fiddle to a competent multilingual model associated with a transnational identity, of
someone able to operate across a number of languages. We would suggest that this latter model is
developed much more strongly in the classroom practices described for this particular transnational
setting, where members’ different linguistic repertoires give rise to the use of a lingua franca. The
teacher here provides the students with a role model of being a competent multilingual, and
legitimates the student’s drawing on her or his alternative linguistic repertoires in the pursuit of
understanding. An ability to operate in more than one language is here a key feature.
CA studies of L2 interaction suggest that where participants do not share the same linguistic
background or resources, we see evidence of competent interlocutors not so much re-specifying
normative interactional practice, but at least adopting more flexible orientations to what may be
treated as orderliness (for example, Firth, 1996; Wong, 2004). Hazel & Mortensen (2013: 27) argue
that this requires of participants that they develop the interactional competences to be able to adapt
to the local, international, make-up of the particular engagement frameworks to which they are party:
The sensitivities involved in managing such emergent engagement frameworks require of members that they
develop interactional competencies which enable them to recognize and respond appropriately to shifting
patterns of normativity, not least as far as language choice is concerned.

These inquiries demonstrate that ‘membership’ may also be displayed in an ability to adapt to
dynamically emergent, ever-fluctuating norms and practices as socially situated activities are
negotiated by participants-in-interaction. In the case at hand, membership in this particular classroom
setting, the interactional competences to manage ongoing fluctuations in language choice are
contingent features of the social identity construct doing-being-a-competent-multilingual.
APPENDIX Transcription conventions
The transcription conventions are based on those developed by Gail Jefferson (e.g. 2004). Some are
used in modified form for use in the CLAN software tool (MacWhinney & Wagner 2011).
Identifier

TEA:

Pause

(0.2)

Overlap markers top
Overlap markers bottom
↗

Intonation: rising
continuing

→

falling

↘

Pitch shift

↑

Latched turns

≈

Smiley voice
Unsure

⁇Unsure⁇

Within word laughter

Ἡ

Inbreath

·hhhh

Stress

now

Accelerated speech

∆and you∆

Translation

In italics
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INITIATING ROUND ROBINS IN THE L2 CLASSROOM – PRELIMINARY
OBSERVATIONS
Kristian MORTENSEN* & Spencer HAZEL**
Abstract: Complementing recent interactional research on the contingent operation of online task
accomplishment, this paper deals with a specific way of organizing and managing tasks in plenary L2
classrooms – namely the round robin. This may seem like a “traditional” and rigid form of classroom
organization that reduces students’ contributions to responses to the teacher’s elicitations. This paper shows that
although the round robin puts certain interactional features out of play, it is nonetheless done in and through
participants’ mutual orientation to the ongoing activity. The paper describes the sequential position in which
round robins are initiated and how this is talked and embodied into being by the participants as well as the
design of the turn that initiates the round robin activity. Relevant to the initiation and further development of the
round robin are the physical arrangement of the classroom and artefacts and graphic structures that are used not
only as mediating tools in the (supposed) learning relevant activity, but also as structurally relevant features to
organize the ongoing interaction, in which these activities emerge.
Keywords: Conversation Analysis, L2 Classroom interaction, Round Robin, pre-allocation of turns, classroom
management, turn-taking organization
Özet: Süreç içi gerçekleşen aktivite tamamlamanın bağımlı işleyişi üzerine son zamanlardaki etkileşimsel
araştırmanın devamı olarak bu makale yabancı dil sınıflarında aktivitelerin organizasyonu ve yönetimine özgü
olan çevrimsel sırayı incelemektedir. Bu, öğretmen söyletimlerini takip eden öğrenci katılımını kısıtlayan,
geleneksel ve kalıplaşmış bir sınıf organizasyonu şekli olarak görülebilir. Bu makale göstermektedir ki,
çevrimsel sıra uygulaması bazı etkileşimsel özellikleri devre dışı bıraksa da, sözkonusu yöntem yine de
katılımcıların sürmekte olan aktiviteye karşılıklı yönelimleri neticesinde gerçekleşmektedir. Çalışmamız
çevrimsel sıranın başlatıldığı ardışık pozisyonu, bunun katılımcıların konuşmaları ve fiziksel aktiviteleriyle nasil
gerçekleştiğini, ve çevrimsel sıra aktivitesini başlatan söz sırasının nasıl tasarlandığını tasvir etmektedir.
Çevrimsel sıra aktivitesinin başlatılması ve devam ettirilmesiyle bağlantılı olarak; sınıfın fiziksel düzenlemesi,
yapıtlar ve grafik yapılar, öğrenmeye ilişkin aktivitede sadece bağdaştırıcı araçlar olarak değil, aynı zamanda bu
(farzedilen) öğrenme aktivitelerinin ortaya çıktığı sürmekte olan etkileşimin organizasyonuna yapı bakımından
bağıntılı özellikler olarak da kullanılmaktadır.
Anahtar sözcükler: Konuşma Çözümlemesi, ikinci dil sınıfı etkileşimi, çevrimsel sıra, söz sırasının öndağıtımı, sınıf yönetimi, konuşma sırası organizasyonu

Introduction
Within the last 10 years, a new line of research, primarily departing in conversation analysis
(CA), has addressed various aspects of classroom task accomplishment in the second or
foreign language classroom (e.g., Hellermann, 2008; Markee & Kasper, 2004; Mondada &
Pekarek Doehler, 2004; Mori, 2002). Following Breen’s (1989) distinction between tasks as
teacher prepared activities and tasks as interactional accomplishments, this research highlights
the co-constructed emergence of classroom tasks as a sequentially unfolding process and as
an independent social practice. Although the (teacher’s) intended task indeed provides a
“behavioural blueprint” (Coughlan & Duff, 1994: 175) for how the lesson proceeds, CA
based classroom research provides two analytic arguments for focusing the attention on the
task-in-process. First of all, the teacher’s plan is often not made available to the students
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(although see Mortensen, 2008), but is assumed to transfer directly into actual classroom
lessons (Seedhouse, 1999, 2004) and assumed to lead to certain types of interaction. Tasks, as
the teacher’s workplan, are in this way based on a certain degree of intentionality –from the
teacher’s perspective– which can not directly be described in interactional terms (Duranti,
1993, 2006; Jones & Zimmerman, 2003). Secondly, although plans provide a framework in
which the task is accomplished it nonetheless has to be carried out in and through interaction
(cf. Suchman, 2007) and this includes negotiating how the task is to be performed. Mori
(2002), for instance, shows how two students engage in a very different type of interaction
(‘interview’) than the one elicited by the teacher (‘discussion’). As a result, CA studies have
primarily looked a how students accomplish tasks with a peer or in groups (Hellermann,
2007; Mori, 2004), how a task is managed during plenary lesson (Mortensen, 2008, 2009),
and how students orient to the teacher’s activities during their task accomplishment (Koole,
2007; Markee, 2005). Besides analysing the interactional process of the assumed pedagogical
aim of the activity, these studies have highlighted the interactional (and supposedly learning
relevant) work being done in initiating tasks (Hellermann, 2007), in managing tasks
(Mondada & Pekarek Doehler, 2004; Mori, 2004), and in ending them (Hellermann & Cole,
2009). Hellermann (2008) has in this respect used the term task occasioned interaction to
enclose the various contingencies that have to be managed during social interaction in
general. This line of study adds to the description of the complexity of classroom interaction
by focusing on the interactional work being accomplished as socio-interactional necessities
during micro-moments of interaction, but which is typically not of the teacher’s pedagogical
concern when planning the lesson. Indeed, it is social practices such as these that are the very
object of language learning (see e.g., Hellermann, 2008; Pekarek Doehler, 2010).
The majority of this work has focused on how pedagogical tasks are accomplished
interactionally and the socio-interactional contingencies within which the task is embedded.
Here, on the other hand, we want to look at a specific way of organizing and managing
pedagogical tasks. Our focus is the round robin, in which students, one after the other, are
required to provide responses to the teacher’s elicitations. Round robins seem to be a frequent
way of organizing tasks in our corpora – English as a foreign language classrooms and Danish
as a second language classrooms.i What characterises a round robin is a certain degree of preallocation of turns, which often is associated with the projection of the pedagogical task.
However, this paper will show that a pre-allocation of turns does not mean that this
organizational type is less interactional, but that “local management and party administration
may still be of primary importance to the accomplishment of turn-transition at the local level”
(Hauser, 2009: 215-216). From a pedagogical perspective, although round robins may appear
to be a quite rigid type of classroom organization, our analyses suggest that they allow all
students an opportunity to contribute to the ongoing activity even in classrooms where there
are a larger number of students, but at the same time restrict students’ opportunities to offer
contributions “out of turn” so to speak (cf. Heritage & Clayman, 2010: 37-38).
The description of how turn-taking in the classroom is organized has formed a steady research
topic in the classroom literature since McHoul’s (1978) initial ‘application’ and modification
of Sacks, Schegloff and Jefferson’s (1974) empirically based description of turn-taking in
ordinary conversation. The reason of this focus is based on two general assumptions: first of
all, that getting access to turns-at-talk is essential for language learning, and secondly, that the
teacher and the way (s)he organizes classroom activities both facilitates and constrains turntaking in different ways. Paoletti and Fele (2004) describe this as the teacher’s (pedagogical)
challenge between the simultaneous management of turn-taking and ‘order’ in the classroom.
Seedhouse (2004), in detail, shows how turn-taking and the pedagogical focus are reflexively
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organized: as the pedagogical focus changes so do turn-taking practices. Similarly, several
studies have reported on turn-taking in different pedagogical settings (e.g., Hauser, 2009;
Hellermann & Pekarek Doehler, 2010; Mondada & Pekarek Doehler, 2004). Recently, several
studies have documented how visual resources, such as gaze, gesture and body posture, as
well as material artefacts are relevant semiotic resources in the contingent operation of
organizing turn-taking (e.g., Käänta, 2010; Mori & Hasegawa, 2009; Pitsch, 2006; Sahlström,
2002). The present paper adds to the description by analyzing a specific ‘type’ of turn-taking,
which, as we will show, despite a certain degree of pre-allocation, is employed and managed
on a moment-to-moment basis by the participants.
In this paper we will provide some initial observations on a number of practices employed in
the initiation of round robin sequences. We will look at how round robins are initiated and
how the specific organizational feature of the speakership allocation is talked and embodied
into being. Among other things, we will look at the incipient recognisability of a round robinin-progress, the role played by the physical organization of the classroom environment, and
the use of material and graphic structures such as textbooks and drawings on the board. Prior
to this, we start by looking at the sequential position in which round robins appear to be
initiated.
Sequential boundary
The initiation of a round robin is commonly preceded by a sequential boundary, which
indicates a transition into a new activity and, where appropriate, a procedural management of
the class. To this end, sequential boundary markers, in particular ‘okay’, are frequently found
in our data. The round robin organization seems to be particularly frequent in what Gourlay
(2005) calls checking episodes, such as checking homework or group work, and an explicit
mentioning of the incipient activity is common (see example 1 below). Additionally, the
transition phase into the round robin often includes a procedural management of the class.
Here, there may be a (re-)arrangement of books, writing utensils and even the participants'
bodies, a call to silence and a focusing of participants’ shared attention on the projected
activity. In sum, round robins are overwhelmingly initiated following an orchestrated
transition phase, which marks a shift in pedagogical activity:
!
Ex. 1ii LI-ode520U1,5:20
!
1

Te:

godt vi ska::: arbejde med mellem li:njerne
good we are going to work with between the
lines ((book title))

2

Ps:

(4.1) ((te gazes into textbook))

3

Te:

å je:res ehh lektier det va::r=ehh: hundredeti
and your homework that was eh hundred and ten

4

Te:

å hundredeelleve
and hundred and eleven

5

Ps:

(28.0) ((students re-organize books etc))

6

Te:

ssssssssssy::::::::
ssssssssssy::::::::

7

Ps:

(1.5)

8

Te:

michel vil du starte med den første sætning

!
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michel do you want to start with the first sentence
9

Te:

!

i nummer hundredeti
in number hundred and ten

In this sequence, the teacher projects a next activity (line 1). In line 2 she gazes into the
textbook and hence orients to it as relevant to the upcoming activity. Through the
characterization of the upcoming activity as ‘correcting homework’ (line 3), the teacher
projects the upcoming or incipient activity as relating to a task that the teacher can assume to
be known to the students. Following her inclusion of the homework, in lines 3-4, the students
orient to the necessary steps prior to initiating the activity, i.e. reorganizing the participation
framework and preparing the necessary steps accordingly (e.g. opening the textbook, finding
a pencil, disengaging from prior activities or interactions etc.). The incipient activity includes
a projection of the different subtasks or task elements that constitute the pedagogical task.
This often becomes even more explicit during the instruction that initiates the incipient task
(see below).
The elicitation: turn design
Overwhelmingly in this data, the teacher prompt in the unfolding round robin activity is
designed with the next-turn-selected speaker’s name in TCU-initial position:!
!
Ex. 2 Lux-pl090608D1
!
96 ->
97
98
99
100

Te:
Ps:
Te:
Ps:
Ca:

er:::: (0.5) camilla can you read question one?
(0.7)
and the anoswer pleaseo
(0.6)
what do you do. (0.5) i am? (.) artist.

!
!
Ex. 3 (fragment of example 1)
!!
8 -> Te:

michel vil du starte med den første
michel will you start with the first

9

Te:

sætning i nummer hundredeti
sentence in number hundred and ten

10

Ps:

(0.7)

11

Te:

som er øvelser me:: adjektiver
which is exercises with adjectives

!

The address term is followed by the instruction or prompt, which refers the studentparticipant to the relevant sub-task. This referring action, constituted as a request, then makes
up the remainder of the turn construction unit (TCU). The address term is produced here as
being one element in the same intonation unit that constitutes the entire elicitation, produced
with a continuing or falling intonation contour and without any gap or prosodic shift between
the address term and the rest of the prompt. As such there is no place for the selected speaker
to respond to the address term with some form of verbal go-ahead response, such as “yeah”
(cf. Schegloff, 1997), as in summons sequences, where availability for further talk were being
checked. Where elsewhere such a summons is usually responded to with some overt, vocal or
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embodied, display of attention (Eriksson, 2009; Schegloff, 1968), here such displays, where
produced, are indeed not treated as sequentially constitutive to the ongoing activity. Students
may direct their attention, or continue to direct their attention, to the referent alluded to in the
remainder of the task-elicitation (for example “question one” in Ex 2 line 96). Where we do
see instances of a student orienting his or her gaze to the speaker, suggested elsewhere by
Eriksson (2009) as a preferred way of displaying attention in response to a summons when
participants are co-present, there is no consistency in whether mutual gaze is established with
the teacher, who for example may have his or her gaze directed at the whiteboard, the handout
or textbook containing the task at hand, or even at other members of the class. Invariably in
these instances, the student’s gaze orientation then follows that of the teacher, either to the
artifact to which the teacher has directed his or her gaze, or to the corresponding graphic in
the student’s own textbook or handout. On the occasions when mutual gaze is established
between teacher and student, it may then be promptly followed by a gaze shift to the relevant
task materials, as participants co-jointly establish the specific contextual configuration
(Goodwin, 2000) relevant to the task engagement.
It appears then that the turn initial summons follows the practice of preparing a selected coparticipant for the action of referring to a sub-task in the pedagogical activity to be completed,
and thereby to “provide the necessary conditions, e.g. recipient’s attention, for a successful
outcome of the referring action” (Eriksson, 2009: 246). However, by not orienting to postsummons displays of recipiency, and indeed by designing the turn to forestall uptake on the
part of the recipient, the teacher thereby shows that students’ attention is already deemed a
requisite of the task enactment. This presupposition may be a constitutive feature of the
organization of the incipient task. This is further displayed by the absence of any receipt
token on the part of the selected-student, acknowledging the teacher’s prompt, prior to him or
her engaging in producing the requested action.
Pertinent to the discussion of this particular institutional speech-exchange system, the turn
design described here, with the address term in turn initial position, may constitute an
efficient tool in the managing of the round robin activity. Elsewhere, a question or prompt
followed by the to-be-selected speaker’s name engages the students in a different way. There,
all students must be prepared to answer the question or follow the prompt, in case they are
selected (see Mortensen, 2008) or indicate that they are available as next-speaker.
Ex. 4 LI-ode620U1, 11:55, simplified transcript
6

Te:

7

Ps:
-> Ay:

8

Te:

9 -> Ay:

å:: eh den næste
and eh the next one
{(0.9)
{turns the gaze towards the teacher
hvem vil [ta::] ↑den ja ayaan
who wants to take that one yeah ayaan
[ojao ]
[oyeaho]

!
In example 4, we see that the teacher projects the next sub-task in the checking activity (line
6), and makes it relevant for the students to project whether or not they are available to be
!
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selected as next-speaker. Although Ayaan turns the gaze towards the teacher during the pause
in line 7 and by that indicates that she is willing to be selected as next-speaker, the teacher
initiates an explicit request for a next-speaker, to which Ayaan promptly responds with a
verbal acknowledgement in line 9.
Where the selected speaker’s name is placed at the beginning of the elicitation, however, the
non-selected students are able to take a different role in the participation framework, as for
example potential support providers, or as next-to-be-selected-speakers in the unfolding task
(cf. McHoul, 1978). It also allows for differentiation between prompts which are part of the
progression of the round robin sequence, and others ‘within’ each sub-task, for example
opening topics up to the whole group, or in selecting willing next-speakers to provide support
when the current turn-holder is unable to complete the set task.
Instruction
The prompts produced by the teacher in initiating a round robin sequence are characterized by
being the most explicit in how much instruction is provided on how to engage in the task. As
the round robin progresses, the prompts tend to be increasingly less explicit, relying on
students to draw on knowledge of the regularity of the required task activity.
Ex. 5 Lux- pl090608D1
92
93
94
95
96 ->

Te:
Sa:
Te:
Te:

°↑good° (0.2) she ha:s two jobs.
she has two job≈
≈ okay
(0.8)
er::::? (0.5) camilla can you read question one?

(…)
112
113

Ca:
Te:

114
Ps:
115 -> Te:

≈ things≈
≈ careful with your pronunciation all (0.6) kinds (.) of
things
(1.2)
okay (0.6) andre what is: question: two::

(…)
118
An:
119
120
121
Te:
122
123 -> Te:

i work at home. (.) i have the room? (0.2) just for
working in
(0.2)
↑good (0.5) yeah
(1.3)
sabine (0.2) °question° three

(…)
137
138
139
140 ->

An:
Te:
Ps:
Te:

how many hours do you w[ork]
[h o]w many hours do you work
(5.0)
camilla (.) number four

Ca:
Te:
Ps:
Te:

and (.) i don’t ha:ve paid holiday.
good
(1.8)
andre number five

(…)
170
171
172
173 ->
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(…)
182
183
184
185
186
187 ->

Te:
Ca:
An:
Te:
Ps:
Te:

<ima[gination
]>
[imagination]
imagination
okay
(2.3)
sabine?

The first teacher turn in the sequence can be heard as containing explicit instruction,
establishing the set activity, whereas once the activity has been established, the teacher turns
are increasingly designed as prompts to follow the instruction given earlier. The initiating
prompt in line 96 is the most elaborate in how the turn is designed and the request is explicitly
formulated, but it also includes the onset of a list. A question can only be ‘question one’, if
there is at the very least also a ‘question two’, in much the same way as the ‘first sentence’ in
example 3 inherently implies that there is at least a ‘second sentence’ which will be attended
to at a later point. The inclusion of a numerical initial orientation can then be heard as
projecting a sequence of events – which incidentally we see featured in the prompts that
follow. In our data we observe that the use of a numeral in the prompt that initiates the round
robin is not obligatory. However, an orientation to a feature of the new activity which projects
further sequential steps does seem relevant. In example 6, for instance, we see the teacher
initiate a round robin by orienting to the title of the exercise in question.
Ex. 6 Lux-pl090608
40
41

Te:
Te:
Te:
Ps:
Te:

42
43

okay
{and (.) eh the ↑text (.) eh a double li:fe.
{points to place in the textbook (see fig. 1)
(.)
andre why:: (0.3) a double life

!

!Ex. 6, fig. 1!
In this sequence, we see the teacher display the relevant page from the textbook away from
himself, in the direction of the students, and with a deictic pointing gesture single out a
particular heading on the page. In printed matter, titles’ graphic qualities conventionally differ
from the typographical layout and appearance of their related text. However, they never stand
in isolation, but are a constituent feature of the larger body, i.e. the referent that they are the
title of. Without the artifact it points to, a title itself is functionally incomplete, and
unidentifiable as serving such a purpose as a spate of text. Such conventional affordances can
!
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be exploited by co-participants when the artifact is brought into play and made active as part
of the interaction. As we see in the instance described here, the orientation to a title positioned
at the head of, for example, a printed exercise, projects a further action, that of moving on to
the artifact which it indexes. In example 6, the teacher’s question regarding the title in lines
41 and 43 precedes a list of questions contained in the task, which then feature as steps in the
sequential organization of the projected round robin. The teacher is able to point to the section
of text in the textbook that can be identified as a title, and thereby initiate an orientation to
future sequential moves. The following prompt to the next elicited speaker, line 43, proceeds
then with the first question in the printed exercise.
Ex. 7 Lux-pl090608
Te:
Te:
Ps:
Te:
Ps:
Te:
Ps:
Te:

34
35
36
37
38
39

Ps:
Te:

40
41

Te:
Te:
Te:
Ps:
Te:

42
43

looks down at the textbook on the desk
.hhhh okay
(0.9)
homework
{(3.8)
{moves chair into position and sits
{(2.6)
{reaches and picks up textbook and holds it up to his
field of vision as if to read
{(2.4)
{turns the book and places it against his chest with
relevant page displayed to students
okay
{and (.) eh the ↑text (.) eh a double li:fe.
{points to place in the textbook
(.)
andre why:: (0.3) a double life

!
Finally, the elaborate choreography that the teacher performs at the start of the round robin
which features the textbook list of questions, seems to display the utility accorded such
material artifacts and their graphic structures for the initial move of a round robin activity, as
it occasions an orientation by the students towards the sequential layout of the exercise.
Indeed, he performs the action in spite of the fact that it makes the text more difficult to read
for himself, and without the text in his textbook being able to be utilized by the students.
Emergent graphic structures
Following on from the above discussion of the embedded characteristic of succession in the
instruction prompts, round robins do not necessarily rely on the deployment of artifacts to
facilitate this overall organization in this speech exchange system; but they very often do.
Artifacts embody certain affordances, proposed by Gibson (1977) as those features of
possible action the environment offers us. In the examples in this data where artifacts are used
during round robin activities, the affordances are not simply content, topic, or task relevant,
those affordances conventionally attributed to graphic structures as books and pictures; but
they afford the interaction an explicit orientation to sequentiality. A textbook may give a
numbered list of questions to answer; a handout may provide a series of images to describe.
As discussed earlier, initiating a round robin activity often includes a specific orientation to a
first item in the organization of this material. Although it is not a requirement that the
sequential pattern of the artifact is kept to, it seems very much to be the default, and a
deviation from the sequential pattern afforded by the artifact would be somewhat marked (in
the data at hand there is no such deviation).
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In some artifacts and graphic structures used in the examples here there is a ready-made
sequential element that can be brought to bear on the unfolding organization of the classroom
interaction (e.g. in the textbook example, and the handout example). There are other graphic
structures, however, that are created in situ as part of the unfolding task. In example 8, which
concerns a vocabulary exercise to review lexical items relating to family members, the teacher
develops a family tree graphic on the whiteboard, with the students taking turns adding the
lexical items to the emerging graphic. The teacher provides the verbal next prompt when the
on-task student in the round robin has provided the appropriate designation for the family
member, and the teacher has added the next part of the emerging family tree to the graphic.
The indexical labeling of the various figures in their respective places in the graphic layout is
a constitutive feature of the structure. Without the labels denoting the relative positions of the
category ‘family’, the structure remains incomplete. An understanding of what a family tree
represents and looks like can then act as a blueprint for an emerging graphic co-constructed
between the participants.
!

!Ex. 8 fig. 2!
Ex. 8 Lux-pl090610
30

Ps: {(4.8)
Te: {draws a stick-figure on the whiteboard, turns
Te: it’s {me
Te:
{points to stick-figure
Ps: {(5.1)
Te: {adds another 2 stick-people, female and male to the
graphic
Te: sabine who is (.) {that
Te:
{points to one of the stick
figures (fig.2)
Sa: {ohimo
Sa: {raises hand and points to andre, then returns it to desk
Ps: {(5.3)
Sa: {raises finger again, indicating andre and mouthing "him"
Te: that's {me? (0.5) who's {that.
Te:
{points to lower figure
Te:
{points to upper figure
Ps: {(5.4)
Sa: {points again to andre, then whispers something to
camilla, camilla whispers back
Te: let's start again (1.4) (°voila°)

31
32
33
34
35
36
37
38

!

!
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The teacher initially draws a stick-figure on the centre of the whiteboard, and adds his name
underneath it. He then turns to face the class and says ‘it’s me’, as he makes a brief pointing
gesture to the figure. He subsequently draws a line to a place above the figure, using a vertical
line, a horizontal line to the right, another vertical, and a horizontal to the left, and draws
another, this time female, stick-figure at the end of it, positioning the figure then directly
above the initial one which indicates himself. Another horizontal line of an equivalent length
is then drawn in the opposite direction, where a male stick-figure is added. At this point, the
teacher then prompts Sabine to identify this male figure, again accompanied by a pointing
gesture (see figure 2). Sabine responds with ‘him’ spoken in soft voice, and makes a deictic
gesture in the direction of one of the other students. The teacher orients his gaze back at the
board, and then towards Sabine, who again points to Andre, and is seen to mouth ‘him’. It
seems then apparent from this response that Sabine has not yet identified the graphic on the
board as constituting the beginnings of a family tree. The teacher initiates a repair sequence
by repeating the elicitation, this time without the nominal token at the beginning, but
preceding it with the initial orientation to the figure representing himself, ‘that's me? (0.5)
who's that.’, and accompanying the turn with two pointing gestures which single out the
figures the two pronouns refer to. This time, Sabine does not answer at all verbally, but
simply repeats her deictic gesture indicating Andre. At this point, the teacher announces that
they will start again, and he erases the graphic from the board, and redraws it lower down,
before adding the words ‘My family’ at the top of the board.
!
Ex. 8 Lux-pl090610 continued
39
40

Ps:
Te:
Te:
Ps:
Te:
Te:
Ps:
Sa:
Ps:
Te:
Te:
Ps:
Sa:
Ps:
Sa:
Te:
Sa:
Ps:
Ca:
Ps:
Te:

41
42
43
44
45
46
47
48
49
50
51
52
53
54
55

!

(11.8)
{remember this is my family uh?
{writes 'my family' at top of whiteboard
(4.0)
{okay (0.4) so (.) that's me?
{points to lower stick-figure
(0.5)
ye↑s:
(0.3)
{who's this?
{points to top right stick-figure
(1.3)
((boy?))
(1.3)
heh
no
huh huh
(3.5)
father
{(5.9)
{writes ‘father’ under the figure

By adding ‘My family’ as a header to the graphic, the teacher now allows for a more
contextually restricted reading of the drawing. Although Sabine is still unable to grasp the
significance of this, she is subsequently offered support by Camilla in line 54, who has been
able to identify the graphic structure as a family tree, and can provide a candidate response to
the teacher’s question.
By providing an initial representation of self and parents in a family tree drawing on the
whiteboard, the teacher is able to produce a ‘designedly incomplete graphic’. Koshik (2002)
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has described teacher utterances which enlist students’ participation in the completion of the
initiated language form ‘designedly incomplete utterances’. In our example, an incomplete
graphic generated by the teacher may act to prompt students to contribute to its development
and completion. The initial first section of the family tree projects a further development of
the graphic, as otherwise it would remain incomplete. As such, the students can follow and
contribute to the graphic on a step-by-step basis, while organizing the round robin sequence
accordingly.
‘Next-to-first’-position
A practical problem for participants in the classroom, and in particular for students, is the
recognition of when a certain activity is organized as a round robin as this gives them a
reasonable although not programmatic projection of when it will be their turn, and which subtask they will be expected to perform. The round robin in its most stereotypical and
recognizable design is to follow the physical seating of the students. As such, physical ending
positions, for instance when the classroom is organized as a U-shape the two students with
only a neighbouring student on one side, are critical positions not just for the student seating
in ‘an end’, but also for the other students. Although the selection of a student in an ending
position does not necessarily mean that the activity will be organized as a round robin with
one ‘end’ being the first sub-task to be performed, at least this is oriented to as a possible
organizational format. In this sense, the selection of a ‘next to first’ positioned student is not
only relevant, but the selection of ‘next to first’ following the ‘ending first’ constitutes the
organizational format as a round robin. Although the selection of students is often done by the
teacher, we do find cases in which the next-speaker relies on the projection of the task
organization and the sequential structure to project a relevant position for initiating a turn-attalk.
Ex. 9 LI-ode625U1, 49:25
1

Te:

hvis vi lige ta’r den (0.3) ↑eh::::rm::::::
if we just go through this one (0.3) eh::::rm::::

2

Te:

(1.4) vi s- ka starte over ved dig michel å så {gå rundt
(1.4) we mu- can start with you michel and then go around
{gazes
towards teacher

Wu:
3

Te:

å så ta’r vi bare en ad gangen (0.2) bare sig ordet
and then we just take one at a time (0.2) just say the word

4

Te:

så ka je høre om det rigtigt
so I can hear if it is right

5

Ps:
Wu:

{(0.5)
{->gazes into textbook

6

Mi:

apotekoeto
the pharmacy

7

Ps:

(0.4)

8

Te:

a[:
a:

9

Mi:

!

[tek
[tek
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10

Ps:

(.)

11

Te:

apoteket
the pharmacy

12

Ps:

(.)

13

Mi:

tek
tek

14

Ps:

(0.6)

15

Te:

husk å ha bestemt form apote:ket
remember the definite form the pharmacy

16

Ps:

(0.2)

17

Mi:

apotekoeto
the pharmacy

18

Te:

jaer (.) det rigtigt (.) der er (kun) (.) ehh
yeah (.) that’s right (.) there’s only (.) ehh

19

Te:

tr[yk på te (.) jaer
stress on te (.) yeah

20

Mi:

[te
[te

21

Ps:

(1.1)

22-> Wu:

eh[hh]hh tablet?
ehhhhh tablets

23

Te:

24

Ps:

(0.7)

25

Wu:

ehh på {let
ehh on let
{gazes to teacher

Wu:

[wu]
[wu

!
This exampleiii comes after a listening activity where the students were to mark the stressed
syllables of the words they hear. Although the teacher in lines 1-4 formulates the projected
organization format it is still an interactional job for the participants to negotiate transitions to
the next task item. Here we have Wu in a ‘next to first’ position – sitting adjacent to Michael
in an ending position in the U-shaped classroom. After Michael’s completed answer and the
teacher’s evaluation of it, Wu self-selects in line 22. Note that this is done before the teacher
selects him as next-speaker in line 23, and that his gaze is maintained towards the textbook in
front of him. He is thus able to project a relevant position to answer the question as well as
selecting a relevant next task item to be produced based on the teacher’s previous instructions
and Michael’s answer format.
In this case, mutual gaze between teacher and student is not a necessary resource in selecting
students in the round robin as found in other turn-taking systems (Mortensen, 2008).

66

!

Novitas-ROYAL (Research on Youth and Language), 2011, 5 (1), 55-70.

!
Although relevant next-speaking students frequently turn their gaze towards the teacher, the
teacher does not return the gaze prior to the next-speaker selection:
Ex. 10 Lux-pl090527, 1:58
1
2
3
4
5
6
7
8

An:
Te:
Ps:
Sa:
Ps:
Te:
An:
Te:
Te:
9
Ps:
10
Te:
11
Ps:
12
Te:
13
Ps:
14
Te:
-> Sa:
15
Sa:
16
Ps:
Te:
17
Sa:
18
Te:

he live: in a flat
careful he:
(1.2)
o
liveso
(.)
liv:e[s
[lives
he li{ves in flat
{gazes into textbook
(0.6)
perfec:te
(0.7)
okay
(0.2)
eh{rm:: >sabine what’s the} verb for number two:<
{turns the gaze towards the teacher}
hmm
{(7.1)
{gazes towards sabine
work,
good (.) in a sentence

Following the teacher’s evaluation of a first task-item and the sequential boundary ‘okay’
which projects a transition to the next task item, the only student to turn the gaze towards the
teacher is Sabine. She’s physically in a ‘next to first’ position, and therefore in a possible
next-speaker position. However, the teacher does not return the gaze but maintains the gaze
towards the handout in front of him around which the activity is organized. Organizing a
round robin is in this way not dependent on mutual gaze between teacher and the (possible)
next-speaking student. This is fundamentally different from other ways of organizing similar
tasks. Mortensen (2008) describes how the selection of a next-speaker in planned and
projectable activities, such as correcting homework, is based on interactional work between
teacher and students. He shows how students display whether or not they are willing to be
selected as next-speaker, and that the teacher orients to these displays are relevant before
selecting a next-speaker. In this way, although the teacher is managing turn-allocation it is
based on interactional work between teacher and students.
Concluding remarks
The social practice of the round robin is both an appropriate and useful means for organizing
certain types of classroom activities, primarily those that benefit from an efficient way to preallocate a series of rights and obligations to each member of a class to contribute to the
lesson. Employing such a system of pre-determined turn allocation occasions a shift from
other classroom interactional contexts where teacher and students are in the position of
deciding or negotiating the selection of next-speaker on an elicitation-by-elicitation basis.
Here, participants orient to a system of speaker-selection, which is not tied to the relative
level of language proficiency of individual students or to their level of confidence. Both
teacher and students then temporarily suspend interactional features found elsewhere for the
negotiation of next-speakership. These features may become operational again within a round
robin sequential step, should the participants’ choose to offer support or elaborate on the turnholder’s response, but participants then are able to skillfully return to the round robin when
!
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the next turn becomes relevant.
In this paper, we have discussed a number of observations relating to the resources that
participants draw on to occasion a shift in interactional context to a round robin, or display
understanding of it in its incipient progress. Our initial observations of the data have focused
on the talk, the embodied conduct, the seating arrangement and those artifacts and graphic
structures, which are utilized in the initiating of this particular social practice. From our data
the round robin organization seems to be frequently associated with two pedagogical
objectives: Firstly, it assumes a (relatively) rapid progression of the ongoing activity, i.e. the
overall time to be spent on the activity seems to be of the teacher’s concern. Each task item is
in its basic sequential organization limited to a basic adjacency pair, which may be expanded
typically in cases of trouble or as the classic IRF format. As such, the round robin
organization is like pearls on a necklace with each task item being completed before the next
one is initiated. Secondly, the activity often assumes a relatively low complexity level, for
instance producing a simple sentence, describing a picture etc. Often the activity is linked to
some prior activity, e.g. correcting homework, which assumes not only that the responses are
known to the students, but also that they are easily and rapidly accessible. This is further
ratified as the activity progresses as the first student to respond to the teacher’s first elicitation
sets up a framework for how the responses can be produced, and this serves as a background
for the responses to follow.
Round robins are by no means limited to classroom settings, but can also be found in various
types of meetings, such as live-TV political debates and panel discussions. It is a systematic
way of organizing activities in multi-party interactions to ensure that all participants get a
turn-at-talk, and this may even be controlled to the extent that all participants get
(approximately) the same speaking time. This organization sets certain interactional features
out of play, for instance the relevance of speaker-allocation following a possible TCU
completion, due to a constituent feature that is ‘external’ to the interactional organization
itself (e.g., a ‘chairman’ or a ‘teacher’). As such, our initial observations describe ‘an
alternative’ turn-taking organization (see e.g., Schegloff's (2009: 358-359) call for the
description of different speech-exchange systems as a contribution to comparative CA
studies), in which the order of speakers is not negotiated on a moment-by-moment basis,
although the timing of when a new speaker initiates his/her turn-at-talk may underlie the
contingencies of interactional work. On the other hand, as this paper has shown, the
organization of a round robin relies on participants’ continuous display of understanding of,
and participation in, the moment-to-moment progress of the round robin, and is indeed an
interactional accomplishment. A thorough description of the interactional features of this
turn-taking organization, however, is to follow.
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i!The

Danish second language corpus comes from the research project “Learning and Integration – Danish as a
L2 for adults”. The English foreign language data come from language centres in Luxembourg.
ii
Transcription symbols follow Jefferson (e.g., 2004). Visual information is described in curled brackets ‘{ }’. ‘>’ marks that the gaze/gesture is held throughout the fragment (or until otherwise indicated).
iii
In Danish, the definite article is included as a suffix to the root of the noun. Here, in line 6 it is marked through
–et, which is produced in a lower voice than the rest of the word, which is later treated as a trouble source (line
15).
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