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ABSTRACT

MANAGING MULTIPLE DEMANDS IN THE ADULT ESL CLASSROOM:

A CONVERSATION ANALYTIC STUDY OF TEACHERPRACTICES

Elizabeth Ann Reddington

While muchresearclon teachindhas focused on what teachkrnow less
attention has been devoted to understanding thiegtactuallydo. This empirical
absence can be felt in particular in the adultliBhgas a Second Langua@€SL)
instructional context, espitethe continued growth of thd.S.immigrant population.

The current studgddresses this gdqy examiningdiscursive practicesmployed
by experienced teacheas theymanage multiple deamds intheadult ESL classroom.
Data include over 25 hours of videecordings and transcripts of interaction in four
intactclassedaught by fouinstructorsattwo sites:an academi&SL program, housed at
a community college, and a communiitgsedESL program housed at a school of
education

Microanalysisof teacherstudeninteraction, conductedithin the framework of

(multimodal)conversation analysisncoveredhreeteacheipractices for managing



multiple demands. The first, voicing the student perspective, entails the teacher
verbalizing how students (mpperceive or experience a pedagogic topic or task; the
topic/task is framed in a way that acknowl
engagement with it. By employing this practice, teachers simultaneously affiliate with the
(potential) studetnperspective whil@reparingstudentdor explanations of challenging
topics or recruiting their participatiomhe secongractice, binding student contributions,
entails marking connections, verbally and/or svenbally, between one student
contributionand teacher explanation or the contributions or identities of other students.
Through binding, the teacher displays responsiveness to individual contributions while
promoting the engagement of (other individuals in) the class. The third practice, resource
splitting, entails the use of verbal amehbodied-esources to simultaneously pursue
different courses of action within a single turnfloe use of different embodiedsaurces
to do so. By “splitting” semiotadimsattkesour ce
same time: align as a recipient and validate one contribution while managirigKimg
or pursuing topittask shifts.

By providingempirically-groundedand finegraineddescriptions of actual teacher
practices, this study contributes tgpégatinghow the complex work of teaching is
accomplishedFindingsbring specificityto the conversation on what constitutes skillful

teaching and may benefit teacher educators and novice (ESL) teachers
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| —INTRODUCTION

| saw a lot of participation in your clad how did you do that® was a genuine
guestion, posed by the experienced teacher who had observed my class. She looked at me
intently, as if waiting for a secret to bevealed.As | attempted to replajed a ylésson
in my mind, Irealizedthat| was onlyable todescribewvhat I1thoughtl had done andhat
| believedthe impact on my students had beethat momentf coul d of fer no
only speculation.

As anEnglish as a Second Languages() teachewho has workedh adultand
higher education settindgsr over 10 yearsand more recentlygs a graduat@structor
who has workedvith novice teacherg have repeatedlyeenstruck by the difficulty of
articulating with clarity, my own practice$or managing classroom interactjandof
identifying, with certainty, relationships betwegarticularp r act i ces and my s
participation Through myresearclas agraduate student @pplied linguistics| have
come to see thalis is rot only a personal challengProviding pedagogically useful
descriptions ofctualteaching practice® r speci fying the “how” of
20149), remains ahallengen and forthe field ofteachereducatiorandthe (sub)field of
secondanguagdeacherreducation

The presenstudytakes up this challend®y examining how teachers the
understudieadontext of adult ESL instructiomccomplishthe® wor k of t eachi ng’

Forzani, 2009)n the momenby-moment unfolding of classroom interaction.



Spedfically, the studyseeks to identify and descridescursive practices through which
experiencednstructorsmanagehe multiple demands inherenttimeir work in the
classroomin this way | hope tocontibute to broadeninghe conversatioon what
constituteskillediskillful teaching(see, e.g.Ball & Forzani, 2009; Grossman,
Hammerness, & McDonald, 200Grossman & McDonald, 2008llas & Hlas, 2012

Lampert, 2001

Statement of the Problem

Complexityis a defining feature of all classroonts(npert, 2001Wright, 2005).
As Doyle (1990) writes:
Classrooms are crowded and busy places in which groups of students who vary
in interests and abilities must be organised and directed. Moreover these groups
assemble regularly for long periods of time to accomplish a wide variety of tasks.
Many events occur simultaneously, teachers must react often and immediately to
circumstances, and the course of events is highly unpredictable. (as cited in
Wright, 2005 p. 88)
When we sethe classroom as a multidimensiofedrningcontext, characterized
by such features as immediasymnultaneity and unpredictabilityDoyle, 1990 as cited
in Wright, 2005, we are confronted with the questioithow participantdace the
challenge of managing this complex{/right, 2005)in order to accomplish the work of
teaching and learning.
In recent years, researichboth generaand second/foreign language education
haswitnessed aawakeningo thefactthat teacherthemselvesre* a power f ul s ha
influence on what happensinttd as sr oo m” ( B oRather thad &trivig,to p . 28

discover ideaimethods of instructigraburgeoning literatureeekso understand

teachersknowledgeand beliefsabout their practicé.g.,Borg, 2003, 2006Calderhead,



1996;Verloop,Van Driel,& Meijer, 2003. While such work has offered insights into
teacher development and the nature of teacher expertise, it has often been conducted
withoutrecourseor referenceo data fromactualclassroomsThereis thusa riskthat in
terms of t e apdcteaswhathas bearsdscuneateMisions of how

things should be, rather thdescriptions of how things are (Borg, 2006, p. 278).

Il n fact, whil e “ whato nasnidd ennoestdpavetiahcen er s t
factorinst udent engagement and | earninghe ( Nati c
knowledge base amacher practices remains limited (Ball & Forzani, 20B8ssman,
Hammerness, & McDonald, 2009 his empirical absenaman be felin particularin the
adult ESL instructioal context Despite the continued growth of the U.S. immigrant
population (Camarota, 2012; Center for Applied Linguistics, 2808W Research Center,
2015, and the fact that adult ESL instructicpresents the largesbmponent othe
U.S.adult education syste(@hisman & Crandall, 20Q7/little researcthas been
addressed tthe question of how to sertiee needs of these stude(®suh-Ambe, 2011,
Center for Applied Linguistics, 2010; Chism&rCrandall, 2007 Raufman, Brathwaite,

& Kalamkarian, 2018

Whatmaybe said is thatin the adult ESL classroortie teacher is presented
with a unique set of challenges and affordances. Such classes are tyoicgiiged of
students who ardiverse n age, linguistic and cultural background, and life experiences.
Many juggle work and family responsibilities, amdonsistent attendanceagommon
concern(Center for Applied Linguistics, 201@arrish, 2019Raufman, Brathwaite, &

Kalamkarian, 201pP Given these circumstances, ihdze expected thatand is worth



investigating how-theadult ESLteacheemploys a varied set of practicédsr managing
classroom interactiofFagan 2013 Waring, Reddington, & Tadic, 2016

However merely“asking the exp¢s’ is nota“lifeline” f or addr essing
As a number of researchamsncerned witlieacher expertise (as wal the expertise of
practitionerdn other field havearguede x pert s’ own knowl edge of
how may belargely tacit(Elbaz, 1983; Olson, 1992; see also Dreyfus & Dreyfus, 1986)
andthus* | ess accessible in formally artimcul at e
addition, there is concern thiieemphasis omncoveringvh at expert teacher
haslimited resarchefforts,andresultingrecommendation®y bypassinghe question of
howteaching and learning aaetuallydone(Ball & Forzani, 2009Grossman,
Hammerness, & McDonald, 2009; Grossman & McDonald, 2008; Hall & Looneya2019
Waring,2014a,20140.

Considering such issues and the gaps in the existing literature, thisystwohygls
its investigation of the practices experiencedeachers irobservations ointactclasses
conducted inwo adult educational settingan academi&ESL progranoffered at a
community collegand a communitgpasedESL program housed at a graduate school of
education The contexbf adult ESL instructioms not only oneof personal significance
to me(most of my owrESL teachingexperiencénasinvolved working wit adults) it
alsoconstitutes the largeanhd fastesgrowing segment of the U.S. adult education

system(Chisman & Crandall, 2007



Purpose of the Study

The purpose of this study is to take a botigm discourse analytic approach to
identifying anddescribingthe multimodal resourcdbatteachers use managemultiple
demands in the momebi-momentunfolding of interaction imdultESL classroom In
approaching classroctrased research on teacher practices in this thisystudyadopts
aview of teaching and learning as situated, social activities (Firth & Waggaer,;Hall
& Looney, 2019; Walsh, 201} and ainsto contributein particularto recent efforts to
specify the components of classroom interactional competence (\2aG52011,
2012, or interactional competender teachingHall, 2014;Looney & Hall 2015, in

and for theadultESL context.

Research Question
What discursive practiceto experiencedeachersiseto manage multiple

demands iradultESL classrooms?

Definition of Terms
In this study,l use the terndliscursive practic¢o refer tothe use of one or more

interactional resources to accomplish a particular social attr@ve adopted this broad

term becausef my interesin capturingwhat are potentially compléxpackages” of
resourcesitilized byinstructorsto accomplisithe work of teachingAs Stivers and
Sidnell(2005)have put it, facéao-f ace i nteraction is, “by defi

i nt er actliInaherwordspl am i@tgrested not onlywhatis said butin when

andhow it is delivered(including prosodic features) amdhow embodiedconduct



(including facial expression, gazgesture and body positioningand aspects of the
physical environment are usby participantsn meaningmaking

As | am interested in observations that may ultimately be usetebdoher
educationmy aimin this study $to documenthe practices oéxperienced teacherk
therefore reliedn years oEnglish languageaching experiencas well as the
recommendationsf program supervisors and faculty as the primary criteria
identifying teacher participants. More than five years of experience has often been used
as an indicator of expertise in studies of expert teachers (Tsui, 2003). However, | am
avoiding the mae loaded and perhaps more problematic texpertgiven the
exploratory, bottorrup nature of the research and the continued lack of agreement on
what constitutes teaching expertise (Ball & Forzani, 2@@9eiter & Scardamalia,

1993.

A preliminaryexplicationof the multiple demand®& which teacherattend in
classroom interactiois also in orderEducationalists and classrodrased researchers
frequently make referencdirectly or indirectly to the complexity of the classroom
environment and ahetask ofclassroom manageme(igall & Forzani, 2009 Grossman,
Hammerness, & McDonald, 200Bampert, 200 For example, Hall and Smotrova
(2013) articulate the nature of the teache

In their interactions with students, teachers nmabage multiplactivities and

goals simultaneously. At the very least, they must coordinate their actions in ways

that maintain order abey instruct, ensure that students are attending to the
instructional task, aneéncourage student participation. 7p)

Reviewing a variety ofargelytheoretical discussions ofassroom management
primarily in elementary and secondary school setfifgsght (2005)identifies three

concerns that are consistently present for the teactecernghatechoHall and



Smotrova’'s ( 200f1 3t)h ed etsecanairttpeting oster,\pviding

learning opportunitiess n d ¢ r e@nteit of garéae., ‘attending to interpersonal
relationships antl e a r emetiorgl needAs Wright (2005) concludes, navigatitige

complexity of classroom life requires both teachers and stutteatssistentlynanage

di scourses of order, opportunity, and care
move in the classroom is likely to affect either what is learnt or theitomms under

whichlear ni ng 1 s t a)kin arsigilapveirg Warihg (Z036) hasinade a

compelling argument for understanding teacher talk agenkig complex or

““mul t i "vAsiogielutte@ance or practice, for instanoay besimultaneosly

addressed to multiple purpos@$iese concerns includerder, equity, learning,

participation, progressivity, and inclusiyv
competing demands that teachers manage on a méoyjemdb me nt basi s” ( War |
2016, p.95).

That such concerrere indeedelevant to teachers has been demonstrated through
discourse analytiwork on classroonmteraction Managing multiple demands may thus
includebalancinghe pursuit of gre-plannednstructional agendwaith the pursuiof
learner initiativege.g.,Emanuelsson & Sahlgim, 2008; Paoletti & Fele, 2004; Waring,
Reddington, & Tadic, 20)6equalizinglearner access to the floor (Waring, 2@)%3and
managingnterpersonatelationshipge.g.,Hall & Smotrova, 2013t.0, 2019 Nguyen,
2007;van Dam, 2002)This prior workinformsmy identification of specifidemands

thataremanaged by the teacher in tdult ESL classoomsetting.



Il -REVIEW OF THE LITERATURE

Introduction

Classroom interaction has been widely discusseddfasm ofinstitutional
interaction. In other wordscholars of language and social interaction generally
approach the study of classrooms with the assumption thetaehers and students
orientto institutional goals, tasks, and identitiéiseir discursive practices are shaped by
contextspecificconstraintn what may appropriately be saiddone by whom, and
how (Drew & Heritage, 199Heritage & Clayman, 2030In thischapter |
contextualize theurrent studyoy briefly reviewing work othe management ofiultiple
demands innstitutional setting®ther than classroomkthen narrow my focus to
theoretical and empirical work on teacher discursive pradiicegsanaging classroom
interaction with an emphasis on work most relevant to the prgseject namely,work
thatutilizesdiscourse analytic approachesthe study of naturaltgccurringinteraction
While thesecondanguage I(2) classroonrepreserga unique context, given that the
instructional content-thelanguage—is also the medium of stud$$éedhouse, 20)3he
concernglescribedy Wright (2005)—order, learning opportunityand care—offer a
useful framework fodiscussingvhat has been learnathout teachediscursive practices

and whatmay warrant further research



Managing Multiple Demands in Institutional Interaction

Institutional interactior-in settings such adassroomsgourtroomsandd oct or ' s
offices—hasoftenbeendescribed and understood in terms of how it differs from
everyday oordinary conversatign t he “basel i ne” (Sapkeech exché

Schegloff, & Jefferson, 1974 attempting to document such differencehaarsof
language and social interactibave contributed to specifying fine-grained detajlhow
institutional representatives in a variety of fields accomplish their work. For instance, as
they interact with witnesses, attornesygtlydesign theiturnsin ways that position
jurors agheintendedrecipientsof their talk(Heritage, 1985; Heritage & Clayman,
2010). Doctordhave been shown froduce different kinds of questions to facilitate
different typesand phasesf medical visits (e.g., Boyd & Heritage, 2006; Heritage, 2010;
Stivers,2007). And in calls to customer service centers, when a customer request cannot
be granted, agentsayactivelys hape t he speci ficantableon of t h
direction”.1dlee, 2011, p
Such work has often served to revigat andhowinstitutional representatives
manage multiple, and sometimes compett@mandss they conduct their work.
Clayman and Heritage (2002) have shown how journatigtsviewing public figures
varythe design of their questions to balancedbeflicting demands of holding
interviewees accountabta behalf of the publievhile appearing to remain neutréh
health visits to new mothers, Raymond (2010) has argued that question design is an
important component of thasitingn ur se’ s e f f or mnskipbuildinglwithl ance r

the objective of obtaining information on the health of mother and baby; some of the
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nur se’ s gquest i owhieothenswaie preduckdito be heard astara | k
institutional formality (see also Heritag#002). In reviewing studs of advising
encounters in academic and career training contexts, Waring and Song (2018) write of the
tension between the advisor’”s concern for
agenda of seeking helgehvilainen (2003), fomstance showshow careercounselors
manage client requests for solutions to problems by, in some wéitd®mIding advice
and shaping the interaeti into a questioning sequence; as a result, advice can be given
as a reaction to t he.lcdostabsentvdtian comferencepwithb p os e d
studentteachers, Box (2017) reveals how supervisors balance the competing demands of
promoting teacher reflectiandcompleting required performance assessments by
engaging in multiple activitiesimultaneouslye.g., posg a question while collecting
notes)andmaking connections betwe#imestudeniteacher s al k and t he supe:i
opinion.

In short, how practitioners manage multiple demands withigc#vity, sequence,
or even turrat-talk has been of recurrent interest to scholars investigatstgutional
interaction ina variety of professional fields. The following sectiorilef literature
review will focus orthe profession of teaching, examinimgw instructorsdiscursively

managevarious concerns and demandsha classroom

Managing Order, Learning Opportunities, and Care in Classroom Interaction

As much work on classroom interaction has addressed issues related to teacher
control, | begin thisectionof the literature reviewy examining work on the

management of ordel then discuss the sometimes overlapping body of work that deals
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with management of learning opportunitiésnally, | address the lesser studied topic of

management of care

TeacherDiscursive Practices forManaging Order

Early studiesbased primarily on datollectedfrom elementary and secondary
content(as opposed teecond/foreigmanguageklasses, helpet specify the nature of
the institutionakonstraintghat shape classroom interactiddotably,control is
concentrated in the hands of the teacher, dsultimate authority over topic initiation,
topic development, and speaking rights (Cazden, /2888, Lemke, 1990; McHoul,

1978; Mehanl1979. Teacher control is embodied in the prevalent IRF/IRE participation
structure (Mehan, 1979; Sinclair & Coulthard, 1975), consisting of a teacher (I)nitiation,
which may be aisplay question that predicts a particular student (R)esponse, and
subsequenetcher (F)eedback or (E)valuation. This patteas at one timestimated to
account for as much as 50 to 70 percent of talk in tedobwtied interaction (van Lier,
1996; Wells, 1993).

A number of educationalists haki@hlightedthetension between teher control
and studenagency arguingthatopportunities for learning atenited when it is teachers,
rather than students, who ask the majority of questions; when student participation is
restricted to answers toi n a u t (hee displaytquesti@)andwhen student
contributions are constantly subject to evaluation (Barnes/1998% Cazden
19882001, Lemke, 1990; Nystrand, 1993huy, 1988Tharp & Gallimore, 1988).

However, recent microanalyses, particularly ofd&@ssroom interactigrhave
challenged the static portrahat hasftenbeenpainted of classroom talk. Seedhouse

(2004) and Walsh?2006,2011 2012 have demonstratdatboth teacher and student
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talk in L2 classroomsariesin accordance withow participants orient to the natwe
theirwork in the momentSeedhouse (2004pund differinginteractional patterns in
meaningandfluency-focused episodesrsus formandaccuracyfocused episode
the former, for instance, students exercised greater control oves aopi¢urntaking.
Walsh @006,2011, 2012 has mada similarobservationdistinguishingoetweerthe
kinds of practices that teachers use (and, he argheslduse)in facilitating different
“modes$ of classroom interactiorsuch axlassroom context modm whichthe
objective is to promote fluency) as#lills and systems mog¢ie which theobjective is to
promote accuracysee also Seedhouse & Walsh, 20Qtherreevaluations of IRF
exchanges in L2 classroorosnducted within the framework of conversation analys
(CA) highlight the complex management work that may be undertaken by teachers in the
third turnof theIRF sequencéLee, 2007; Park, 2014In light of suchfindings some
have calledor a reconceptualization of classroom talk not as a single sprelchnge
system but as consisting of multiple systems with differing fegtpotentiallyserving
differentpedagogicapurposegMarkee, 2000; Markee & Kasper, 2004; Seedhouse,
2004 2015;Walsh,2006,2011, 2012. Ultimately, it may be valuable tapproach the
topic of teackr control from thestandpointrticulatedyears earlier bjviehan (1979)
whonotedthatthet e a ¢ h e r * sorderm the raultipartyfinberactional context of
the classroons® mor e of a rhéhais,S a t winnastancdamopted for the
practical purposes of achieving educationa
How preciselyteachergxercise this control in managiagcess to the flodras
been a topic of recurringterest toclassroonresearchersvicHoul (1978) offeredhe

first comprehensive CAccount of the classroom tutaking system, drawing fromhata
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collected fromBritish and Australian high school content classesummarizing the
differences between the more symmetrical system that goveraskimg in ordnary
conversationand the asymmetrical system that governs-taking in the classroom,
McHoul (198) observedhat the right tonanagedurn allocationt* i n any cr eati ve
restsultimatelywith the teacher (p. 188). Mehan (1979) also described teacher
allocation practices in a U.S. elementachool classroom, documenting when and how
teacher utilizedndividual nominatios, invitatiors to bid,andinvitations to reply.More
recently, Ka&nté (2012), examining Finnish elementary and secondary school classes
conduced in English has shown that teacher turn allocations may be accomplished
entirely through embodied means, such as gaze and gesture, enabling the teacher to
simultaneously performtber work through talk, such as responding to a prior answer.
Inadditont o examining the practices that <cor
turntaking system, researchers suchviehan (1979havedescribed teacher practices
for dealing withinevitablev i ol at i ons of suchasprogtizingettmg s nor m:
through adifficult spot in the lesson gcceptingaresponsdérom an unselected student
or opening the floor to othewhen a nominated student fails to reglgmke (1990), in
his study of &J.S.high school science clagfiscussedowthe teacher dealt withther
unsanctionedorms ofstudent talksuch as side conversatiohy interrupting students
and softemg admonitionswith humot
Mehan’' s ( 19whathetermateeraechteri i mpr ovi sati on
for dealing with departures frotarn-taking norms has been taken up by some
researcherexaminingthe adult ESlinstructionalcontext.Waring (2013), for instance,

showedhow teachers managéuations in whichmultipl e competesporgio voi C e s
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teacher elicitationby maintaining and/or restoring order whileverthelessontinuing to
encouragetudent participatiorin a case study conducted in the same context, Waring
(2013) identified oneteacher s s y sptaetioes forimanaging a particular student
who repeatedlyockeyedfor a greater share of the flo@equentially deleting interruptive
contributions or offeringninimal acknowledgemesibefore redirecting talkAlso in an
adult ESL instructional setting) a study that examined a wider range of studetiated
departures, includindeviationsfrom turn allocations made by the teacher, Waring,
Reddington, and Tadic (2016) showed how teachers used humorous teasang toe
deviation and stay their ceein ways that ultimately promoted participation

Existing researclhusoutlinesa baseline systemriented to by participants
classroom interactigrthatplaces turn-takingunder the control of the teachearticularly
in wholeclass interactiorHowever, thigurn-takingsystemdoes not always operate
smoothly. In such circumstances, teachers deploy a variety of practices to maintain order
for the sake of pursuingtherobjectives In the case of the adult ESL classroom, these
objectives may inclde providing speaking opportunities tifferentstudents—a vital
componenbf thelanguagdearningexperience, as will beiscussedn the following

section.

TeacherDiscursive Practices forManaging Learning Opportunities

As teachers arcd oofst’en n“ lcdadkismgpom i nter a
“i mportant agents to facilitate | earning o
54).Much attention hashusbeen paid tthnow teachers utilize the first and third tumns

threepartIRF/IRE sequenceto elicit contributionsfrom students and subsequently

provide feedback othose contributionsA number of researchers have been critical of
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the teacher practice of eliciting student participation by asking questions to which they
already knowtie answers, i.e., knowamswer or display questigrarguing that it is
authentic questions that truly advance learri@igristoph & Nystrand, 2001; Wells &
Aruaz, 2006 see also Boyd & Rubin, 20PR6An eloquentargument for such a position
can be found ithe work ofeducatiorresearcheBarnes {9761992), who distinguished
between the kind of presetitmal or finatdraft talkencouraged by display questions and
thetentativeexploratory talkhat isrequired to work outnderstandin@f subject matter.
Barnes (19784992 argued thastudentsnust havespaceo engage in the latter eaity

thar learning pr@ess. Nevertheless, Barnes (1AP82 also acknowledgkthat
presentational talk has a role to play in the classrodher® havenade a case faaking

a more nuanced view of teacher initiations, suggestingtietelicitationstargeting
content already known to the teacher can perform important, weplending omow

they are designeaind how the teacher subsequently works with student resp@uwsek (
2012;Boyd & Rubin, 2006Chapell, 202; Wells, 1993.

Bames (19761992 was alscritical of teacher responses to studaitik that
prioritize assessing what students knower replyingto what they have said.
Hellermann &003) and Waring €2008) CA studies of adult ESL classroom contexts
have shown how teacher responsestudent contributionsay curtail learning
opportunities. Theylustratehow elements of teacher response turns, including
respectivelyprosody and the use of exptipositive assessments (e \gry good can
shut down furtheparticipation and prevestudent speakefsom expanding on their
turns, includingoy asking questions (see also Waring, 2009kontrast, baskon their

discourseanalysis of EFL classroodata, Jarvis and Robinson (1997) argue that teacher
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responseto student talkhat involve arappropriate balanoaf focusing,building, and
summarizingnaybest support learning.

In his discussion of classroom interactional competence, W20§l6 (2011,

2012 takes a nuanced viewf the question of practices for promoting learning
opportunitiesframingthe challengeasommef cr eati ng “"#g@adingtof or
Walsh @006,2011, 2012 see also Seedhouse & Walsh, 20%pace for learning occsr
when teacherand learners interact in ways tlaaé consistent with, or align witthe
current pedagogical objectivAs Walshis careful to point out, however, this does not
meanthat teachers hand oveontrol to learnesto achieve every goalathe, they must
vary their use of languagd interactional patterns tacilitatedifferentgoak. Fagan
(2015),for instancedocuments aaxpertt e a ¢ h e r methodsoa respanding to
errors in an adult ESL classroom, arguing that her practices yleplarientation both to
theneeds andompetencies of the individual winoadethe error ando the competencies
of the group(see also Fagan, 2013)

A not unproblematigoalfor teachersn manyL2 classroomss to create and
facilitate opportunities fosstudents to partipate in conversational practi@annink,
2002) or toengagen themore symmetrical and contingeqnds of interactiorthatthey
will encounter outside the classroom (van Lier, 1998D). Several researchers have
taken up theuestionof how this challenge may be addres3aflsh (2002)for
examplejllustrates how a complexix of moreconversatiodike practices (e.g.,
responding to turn content) and less conversdikenpractices (e.g., providing extended
wait time) creatd space for students in an EFL class to participate in interaction

characterized by suadonversationaleatures as seBelection, overlap, and latching of
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turns. Richards (2006) documented hoamversationainteraction emerged in EFL
classooms when teachers brought aspects of their personafistitutionalidentities
into discussionsWaring (2014) traces the complex series of moves undertakesnby
adultESL teacher to blentheconverséonal and institutional franssby asking persoal
guestions and responditg studentsvith appreciations instead of assessmetgpicting
the teacher’s work as navigati ng@ullenhe tensi
(2002) and Walsh and Li (2013), examining EFL contebt$h describenow teachers
work to shape student contributions to ensure group comprehension and gh@mote
coninued involvement of thevholeclasg ¢ f . Jar v i E99& suRmarizings on’ s
see also Can Bhin, 2015.

Despite the prevalence of teaclimminated sequreesin whole-class interaction
in manycontexts it is important to note that not all student contributions are responses to
teacher initiationsStudents, including adult learners in ESL and EFL classraaitiate
courses of actioto pursue goals irhe classrooncreating their own opportunities for
learning(Garton, 2012; Jacknick, 2011; Waring, 20JR¢@sponding tsuch initiatives or
unexpectedearner contributiong1 ways that promote learning may praeebe a
challengdor novice teachers (Faga2012).Yet, as Fagan (2013) demonstrated in his
case study of aexpertESL instructor an experienceteacher may develop strategies
that enable her to delweto and explordifficult learner questions

A pair of recent studies highlights the subtle, multimodal work that teachers
undertake as they work to ensure that the whole-elassgl not onlya prior student
speaker—canengage with thenstructional content or task at hand. In responding to

student qustions about task instructions, St. John and Cromdal (2016) observed that



18

teachers in a Swedish secondary school skillfully engage the practice of dual
addressivity—alternately, or even simultaneously, addressing the questioner and other
students tdoetterprepare the whole clagsr successful participation the pedagogic
activity. Similarly, Waring and Carpenter (2019) found that an experienced adult ESL
instructorroutinelyshifted his gaze from an individual student speaker to the class while
acceptigy t he i ndividual ' s r enp@tantisfegmatdonor&a means
engaging the grouin the participation framework.

The literaturdo datethushighlights the complexity of the demand of creating and
managing learning opportunitiesd the corplex means through which teachers may
strive to address this demarfs the research suggests, this work requires drawing
carefully from a toolkit of varied, coext-sensitive, and goairientedpractices, a toolkit
which researchers have only begun toagkpSimilar to Waring (2014), who discusses
the tension between control and connectiRemletti and Fele (2004) aishanuelsson
and Sahlstim (2008 have written eloquentlgnd sensitively of theension between the
often competing demana$ maintainirg control andcovering specific contemn the one
hand, and solicitingtudent participatioand pursuing learner initiatives the otherlt
is thus worth further investigatingacher practices addressed to achietheghecessary
balancing actln a recent CA study, Creider (2016), for instance, describes how teachers
in a bilingual elementary school classroom create routines, employ framing and focusing
cues, and use displagésurprise or uncertainty to facilitate involvement and promote
student agencypffering a promising perspective by showcading® ki nds of contr

[thattact ual |l y support student participation a
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TeacherDiscursive Practices forManaging Care

As Wright (2005) puts it, the classroom is an emotionally charged context; as
instructorsandstudentsngage in thedemandingvork of teaching and learningnd
navigatethe unpredictabilityf classroom eventghey arealsoconfronted with the
challengeof managingheir relationshipswith each otherAllwright and Bailey (1991)
have written of the special difficulty inherent in the work of learning a new language in
the public setting of the classroom, with the ewegsent rislof loss of faceOn theother
hand, teacher efforte promote a sense of class cohesion and develop relationships may
reduce learner anxiety and may ultimatelyédna positive impact omotivationto learn
(Dornyei, 1994)How do teachers manage the demand of attending to sutehtyal
learner concerns-of managing the affective aspect of classrdibe?

Perhaps becauseisteasier to observand documerthan other practices, some
L2 classroom researchers have focused on the role of humor and play in creating a
positive classroom environment . Wafimst Dam’
day ofan Englishclassat a Dutchhigh schooldentified ways in which the teacher used
playful forms of practice to encourage both lower and highergieaty studentso
participate On asubsequent visit to the clasgnvDam(2002)concluded that the high
level of participatiorwas due in part to the facevkathat begarn that first classand
contributel to asupportiveclassroom culture.

Examining a Finnish as a Second Language high school class, Lehtimaja (2011)

usedCA to trace how teachers respond to playful student reproach turns in ways that

accomplislpbedagogi cal work while neverthel ess

S
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students. Reddington and Waring (2015) also @&#&do captureESL teachers laughing
and playing along with studemtitiated humor sequenceSorman (2011), in a discourse
analyticstudy of teacher ni t i at ed humor i n an EFL cont ex
friendly teasing reduced social distance and created solidarity in the class, ultimately
encouraging students to initiate humor themseMNgsiyen (2007) highlights the
contribut ons of an ESL teacher’ s-vatbalaueshul use of
facework andelationshipbuilding. Yet, as Forman (2011) and others have noted,
teachers must initiate and respond to humor with care, given its power to offend as well
as amuse ([b62).

Aside from engaging in humorous and playful interaction with studertandful
of otherdiscursivepractices for managing care have bdenumentedHall and
Smotrova (2013) di stakusnanagesoments eftraible (eigs,e of s
with classroom technology) in a way that elicits empathic and cooperative responses from
students. Luk (2004)aswritten of the value of engaging in small talk with students
between official activities in buildingapport.In his discussion odrror corection
practices, Fagan (2015) illustrates howeapertadult ESLteacher, in addition to
foregrounding achievement or offering appreciation of student efforts, shifts her gaze to
avoid putting thdearnewh o made t he ‘Br b eafldvessengicortedtien s p ot
(see also Fagan, 201&xamining the practices of another experienosttuctor Lo
(2019) documents how the teacher attends to affiliation and instrirctioe adult ESL
classroonby either simultaneously or consecutively perforgrerror correction and
story appreciation as she responds to learner tellings about their personal experiences.

Finally, Reddington (208) has argued that the delicacy with which an adult ESL teacher
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closesexchangesvith studentsby validatingtheir participation before subtly preempting
furthertalk, displaysan orientation to care.

To date, however, teacher metbdar practicing care in the classroammain
understudied (Hall &motrova, 2018 While this mayspeak to the difficulty of
identifying such practices, further studyaearlywarranted, given thieecognition of the
centralityof the teachestudent relationship ipromotinglearning (Grossman &

McDonald, 2008)

Summary of the Literature Review

As this review of the literature has shown, educasmlarsandresearchers in
language and social interactibave been concerned with documenting how teachers
manage order and manage learning opportunities in the classroom, and to a lesser extent,
howthey manage affective variables. A small but growing body of work dedicated to the
microanalysis of interaction in L2 and adult ESL classroomsévaesaleda number of
specific practices for managing these demands. Further study is needed to determine the
extent to which such practices are utilized in otl@ssroonctontexts.The role of
embodied condugs a relatively recent intereandonethat warrarg additional
investigation Creider, 2016Hall & Looney, 2019a

It is alsoworth noting thamanyof thestudies reviewed here foreground practices
for managing aingledemand or concer@lthough how professionals manage the
multiple demands associated with their work has been of interest to scholars of
institutional interaction generally, relativefigw studiesof teachinghaveattempted to

identify and specifyhediscursivepractices, or combinations of practices, that may be
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addressed to managingultiple demandsn the classroonisee howeverCreider, 2016;

Fagan, 2015; Hall & Smotrova, 2013, 2019;Nguyen, 2007Reddington, 2018

Waring, Reddington, & Tadic, 261 Similarly, there has bedassdiscussion of what a

single teacher practice may do thfferentlearnersat a given momer{though see

Fagan, 2015; Reddington, &)55t. John & romdal, 2016Walsh & Li, 2013 Waring &

Carpenter, 2009As Schwab (2011) reminds us, in the multiparty interactional setting of

the classroom, all studentsust, in fact, be regarded psssible interlocutors at all times

(p. 7—by both the teacher arde analystDiscussinghe findings of his study on

teacher error correction practices and possible implications for leaFs@ggn (2015)

called forfuture workto take into consideratidtthe multiple factors teachers attend to in

reaktime, for withaut this information such research would not only diminish what

teachers do accomplish but also potentially overlook learning opportunities set up

el sewhere in the interaction” (p. 83).
In responding to this call antdking a comprehensive approach to eixeamg

teacher management of multiple demamdsntribution this study can maketo

uncover previously undocumented teacher practisesell agpracticeghatmay

simultaneouslgerve multiple purposd8varing, 2016). In this way, ihay also

contribue to refining and expanding currg@rbposals for understandimtassroom

interactional competencillowingWa | s h ' srecgnmizn@ntigigfor continued

research in svider variety of contexts.
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I —-METHODOLOGY

Research Site and Participants

In order to captura range of discursive practicesiployed by experienced
teacherstwo research sitegereincluded inthis study.Thefirst is a community college
locatedin asuburlan settingn the Northeast U.Although community colleges across
thecountry serve a large number of English language learners, research on the
experiences of these students remains limited (Raufman, Brathwaite, & Kalamkarian,
2019).Having workedas an adjunct instructor at thgarticularcollege, | was familiar
with its ESL programAccording to the programwebsiteat the time this study was
conducted, the program serv&ddents from more than 40untries. is mission is to
provide studentwith thelanguage skillsequired to reactheiracademic, pfessional,
and pesonal goals

The program offers nedegree credit courses in reading, writing, grammar, and
speech at the beginner through advanced leMels-nativeEnglishspeakers who wish
to studyESL or other subjectst the college takaplacementest and, baseoh the
resultsmay be placed into the ESL prograBtudents must complete the ESL program
and pasgxamsn reading and writig in order to enroll icreditbearingcourseghat
count toward a degree

Within this program]| identified potential teacher participanttio had more than

five years of teaching experience amere held in high regard by fellow faculty and
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students based on the recommendations of the departmentcloader to ensure that
instructors consentddeely to participating in the research, | only approacheetifak
faculty, whose positions at the collegre moresecureghan those of the adjuniaculty
who are hired on a semest®r-semester basigVith the input of the teachers, | idennid
particular classet approach and invited their students to participathe study

As a result of this processyer the course aine academigear,a convenience
sample of two instructors and two classesidentified for inclusion in the studigee
Table 3.1,List of Teacher Participants and Classéw an overview)Both of the
instructors were fultime employee®f the college and held advanced degrees related to
their work (i.e., a master’'s degrebador abo
over 30 years of ESL teaching experiencdn e f i r s tadvanted teading dlassr ' s
agreedo participate in the studghewill subsequently be identified by the pseudonym
TR shorthand foteacher of the reading class he objective of thadvanced reading
course was to prepare students for colleyel reading through instruction in
vocabulary, reading strategies, and reseskdls. The class met twice a week in the
morning forone hour and 15 minutesich timeand was attended, on asge during the
time of the study, by 18 studenthesecond n s t r adeahcedyramsnar class agreed
to participatan the studyhewill subsequently be identified by the pseudonry®
shorthand foteacher of thggrammarclass The objective of thadvanced grammar
course was to prepare students for colllegeel reading, writing, speaking, and listening

through instruction igrammatical topics and structurgsch as verb tensesd clauses.

| adopted this approach to assigning pseudonyms to the teachers in an effort to facilitate reading of

transcript excerpts in the analysis chapters. Teacher talk in each excerpt should be easily identifiable as a

result of the consistent designation ofddaer parti ci pants as “T.” The ¢l as:
taken can be identified by the following abbreviat:i
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The class met twice a week in the morningdoe hour and3 minuteseach timeand
was attended, on average, by 16 studeris. Farticular course was a hybrid course and
also required students to participate in online learning actiatiesde of their fac¢o-
face class meetings

The second research site véeasommunitybasedESL programhoused aa
graduate school of education in@rban setting in the Nitheast U.SBecause of this
affiliation, the progranalso serves assite at which graduatestudents irapplied
linguistics orTeaching English t&peakers oDther Languages (TESOL) teach and
conduct researchwasfamiliar with the program as a result of observing novice teachers
duringtheir studenteachingexperiencesAccording to its website, the program aims to
provide quality and lowcost laaguage instruction to serve the needs of the community.
At the time of the study, th@rogram offerechon-credit, general EStoursesat the
beginner through advanced levatswell as specialized coursegapics such as
convesation, writing, andtandadizedexampreparation

Similar to the college program, this communiigsedorogram caters to a diverse
group of students, ranging from immigrants to international students and visiting
scholars, who are studying English for a variety of persagaldenic, and professional
reasonsAt the time of the study, according to program data, students from more than 14
different language backgroundiended classelkstructorschangdrom semester to
semester but typically includgdudentsvh o ar e af filiated with
programsMany arenovice teachergsheyarec ur r ent 'y enr ol |l ed i n
andareevaluatedasedntheir studenteachingexperienceln order to ensure that

instructors consented freely to papiating in the researchyecruitedteacher

t

h ¢

a
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participantfromamong he program’s fellows. Fell ows a
at least three years tdaching experiencand work partime for the programrhey
commit to a multiyear position, duringvhich their responsibilities include teaching,
openng their classrooms to others for observatiand providing guidancetna st er ' s
students| identified potentialstudyparticipantsvho had more than five years of
teaching experience amere held inhigh regard byheir professordellow instructors
and studentbased on the recommendations ofghegram directoand graduate
program facultyWith the input of the teachers, I identified particular classes to approach
and invited their students t@gicipate.
As a result of this process, over the course of one semester, a convenience sample
of two instructors and two classessidentified for inclusion in the studigeeTable 3.1,
List of Teacher Participants and Classé&s an overview)Both instructorswere
doctoral studentsarfde | | ows who hel d advanced degrees
higher in education or applied linguistics) and beehht in both ESL and EFL contexts.
The firstinstructorhad over 10 years of teaching experiemtie lower-intermediate
integrated skillslass agreed to participate in the study; this instructor will subsequently
be identified by the pseudonyfh, shorthand foteacher of thentermediate skillglass
The objective of the courseas to help lowemtermediate students develop listening,
speaking, reading, and writing skills needed for everydayTte.class followe an
intensive summer schedylmeeting four times a week in the evening for three haiuas
time, and was attendedn average during the time of the study, by six studéhts.
second instructdnadmore than five years of teaching experiertder advanced

integratedskills class agreed to participate in the study; this instructor will subsequently
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be identified bythe pseudonymA, shorthand foteacher of thedvanced skillglass

The objective of the course was to help advanced students develop listening, speaking,
reading, and writing skills needed for everyday [ifhis class also followed an intensive
summerschedule, meeting four times a week in the morning for three hours, and was

attended, on average during the time of the study, by six students.

Data Collection

Prior to the start of data collectiacgpnsenwasobtained fronteacher and student
participans (see Appendix B for copies of consent formis)order to document
potentially multimodal discursive practicésreeconsecutiveelasses taught by each
instructorwerevideorecorded. A schedule for recordimgs workedut with each
instructor in accordance witheir preferences and avoiditegting or student
presentation day#s the quality of recordings key to ensuring the validity and
reliability of the findings, | usétwo handheld high-definition digital cameras mounted
on tripods for each scheduled filmind\fter consulting with the teacheasd taking into
consideration the layowtf each classroonwhich typically changed from one class
meeting to the nektl positioredone camera on a tripddcing theteacherig a back
corner of the roonand a second camera on a tripod facing the @liassfront corner of
the room) Althoughthis setupdid not allow me tacapture all participants at all times, it
allowedgood coverage of wholelass interaction whe allowing space for studentsho
chose to participate in the study loid not wish tobe videer e c or d e dcatmevd si t

With the permission of the instructors, | remaimethe classroom to manage the video

cameras and take field noteshelp contextualizegsticipant behavior capturemh
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cameraln total, approximately 25 hours of videerecordings were obtained:
approximately 5 hours from the community colledSL classes, which met for fewer
hours at a time, anapproximatelyl8 hours from the communitgasedESL program
classes, which met for more hours at a tiireble 3.1 provides a list hrticipating
teachers andlassesindindicatesthe number of class sessions and the hours of class

time included in the data analysis.

Table 3.1List of teachelparticipants andlasses

Research Teacher | Class Average | Number Approx.
Site Class Size| of Class Hours
Sessions | Recorded
Recorded
Academic | TR Advanced |18 3 3.75
ESL Reading
program
TG Advanced |16 3 3.75
Grammar
Community | Tl Intermediate 6 3 9
basedESL Skills
program
TA Advanced |6 3 9
Skills
Data Analysis

Given the view of teaching and learning as scatdivitiesadopted in this study,
andmy interest in multimodal resources for communicatermalysisof video-recorded
teachesstudent interactiowasconducted withirthe conversation analytic (CA)
framework WithitsrootsinGa r f i n k edthna@netfollobogg/n)d Gof f man’ s
(1967)work ontheinteraction ordercorversation analysis aims to uncover the tacit

methods and practices through which participants in natewatiyrring interaction
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understand and make themselves undergeeelten Have, 200.1n keeping withits
ethnometbdological rootsCA takesan emicperspectivestrivingto uncover
participants’ own under sthraughclosexqmsinatofof i nt er a
when and howwurns argroducedreceived and acted upofSeedhouse, 20p4n other
words, CA i s concer nethodsvor makingpsansd of what theynt s’
are doing when t hey tAady&s’focused amrhkvweaspectsd0 1 5, p
participant conduct, observable botlthe participants themselvesd to the analyst
enable the accomplishment of social actions, ranging inakingrequess, to telling
stories to enacting identities and relationships (Pomerantz & Fehr, 2011). Put another
way,inCA,i nt eracti on i s a nasintgraceod (ethpbasisnithe s own t
original) (Sidnell, 2010, p. 18).

In contrast to other approaches to discourse analysisitplatbeginwith
classifying individual utterances accordingpredeterminedategoriesCA takes a
rigorouslybottomup approach to identifyingatternsexamining verbal and neverbal
conduct in itdocal, sequential contex{Waring[2014 aptly describes doing CA as
“codreacki ng” r at)Adoptingtsicch amapproach dffes anglysts a
measure of protection frothe influence otheir own preconceptions and biases, which
may colorinterpretations of the data andscurgphenomena that ane factrelevant to
the participants (seéec heg!l of f, 1991) . I n addition, CA’
2015), its interest not only in taitself but in changes in pace and intonation, shifts in
gaze, and the use of gesture, has the potential to offer a richer, fuller picture of how social
actions are accomplisheldue at least in part tihesestrengths CA has beeemployed

in the study binstitutional settings ranging frotelevisionnews interviewstal o ct or s
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offices to courtrooms (see, e.gntaki, 2011;Heritage & Clayman, 2010) to gain a better
understanding of professional practice as well as offer recommendations for improving
practice.ln recent years, the approach hobeen used productively in the study of
teaching and learning in L2 classrooms (see, dall,& Looney, 2019; Markee, 2015;
Sert, 2015; Waring, 2016).

Data analysis for the present stuzbganwith the prodgtion ofdetailed written
transcripts ofvhole-class interaction captured Hyerecordings. Transcription aimed to
documennot only the talk produced by participants but also such/eatealinguistic
features as volume, pace, intonation, silencespaad t i @mbodied tosduct,
includingfacial expressions, gaze, gestures, and other body movements. | falleved
transcriptionconventiongleveloped by Jefferson (2004y CA but introduced several
adaptationgn an effortto more precisely capture embodied conduct, drawing inspiration
from Mo (@L8)doak ors multimodal transcription and recent studies of
classroom interaction that adopt a multimodal perspective, in particular Creider (2016)
and Sert (2015).

A full description of the conventionssedcan be found in Appendix A, but a few
explanatory notes are included hére.avoid emphasizing either verbal or embodied
conduct, both are transcribed in-f@int font. However, to enable the reader to focus on
one mode bcommunicatioror the other, if desired, descriptions of embodied conduct
are italicized and presented itighterf ont . Whi |l e Jef ferson’s
include the use of square brackets to nthgdsimultaneougonduct ofdifferent
participants, iere is as yet nwidely-agreedstandard for representing simultaneous talk

and embodied conduct producedtbg sameparticipant. Inattempting tdoalance the

(2
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need for accuracy and readability, | opted to describe embodied conehmtuwroing
witha part ¢ i pspeeth’orsa line below the talk and to use plus signs (+) to mark the
onset and end of the gaze, gesture, or movermbatdlipsissign( ...) was wused to
indicateembodiedconduct that continued across multiple lines of the transttrigt.
worth noting that transcript excerpts includescriptionof embodied conduanly when
it is relevant to théinal analysis All references tdhe names ohdividual teachers,
students, and specific locations in the transcripts have been anonynikesdse, the
figures provided to illustrate the complex embodied conduct highlighted in some of the
excerpts have also been anonymized while retaining a representation of focal participant
conduct (e.g., the direction of gazeabia pointing gesture).

As transcrption was in progress, | began to conduct-liydine analysif one
classtaught by eacimstructor focusing on approximately one hour of whaolass
interaction in eachin accordance with the principles ated¢hniques of CA as outlined
above Initially, | endeavoretb engage inhe CA practiceof un mot i vated | ooKki
(Psathas, 1995 other words, khough my resarch questionrpvideda focuson
managing multiple demandsdid not approach the data witlypotheses or prdefined
conceptimsof the specific practices that | would find. Instead, | made a consistent effort
to understand how participants themselves were understanding the unfolding interaction
to describe thactions that they were trying to accompliahdto identifythe meaning-
making resources th#tey were using to accomplish those actidslysis wasa
recursive process thetvolved rewatching recordings multiple timgspdating

transcrips, and revisingny observationaccordingly
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While conducting an initial analysis tife datgrom a given classl flagged
potentialphenomena of interesAfter reviewingmy “ not i ci n gbkstarchedr one
for related instancas my analyses afhedata from other classeghis process enadd
me to begin makingollections of similar caseghat is, compiling transcript excerkat
included the focal phenomenon and the sequential context in which it oc&yred
individually analyzing, and thecomparingthe cases within a collection,developed
tentativedescriptiono f s ever al “ ¢ @arithged2011jer mamagingt i c e s ”
multiple demandsAnalysis of theest of the datasebntinued with a view toward
building theinitial collections andefining and specifyinghe descriptionf the
practicesCaseby-case andamparative analysis within each collection, and the addition
and elimination opossible examplegsontinueduntil | arrived at a characterization @f
teachepractice that was applicable to all caaad had identifid relevant sub
categoriessuch as the different sequential possiamwhichthe practice might ocur
(see Sidnell, 2010, for a detailed discussiohaw collections are used @A). The
practiceghat will bedescribed in the subsequent chapters represent the most robust
collections in terms ahenumber of cases identifiethdthe inclusion oimultiple
teachers.

In conducting the analysigyy familiarity with the research sites ati# context
of adult ESLinstrudcion, my o wn r o | wasadapful’ gode nabtlee rsgme
time, lendeavoredio continuouslyreflect on howmy personal experiences wiglach
programmightinfluence my identification and interpretation of patteinghe dataln an
effort to ensurehevalidity and reliabilityof findings, Inot onlyworkedto produce

faithful transcripts but alssharedindingsin-progress with otheCA-trainedanalysts in
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forums such as doctoral seminarsllaborativedataanalysissessions, and confarcesn
order to obtain feedbacks the writeup of the analysis began, additional revisions were
made to refine the descriptions of the focal practitesdescriptions of theub
categories, and the analyses of the supporting examples based onrréaselvack.

Although the aim of thistudy is to contribute to the ongoing discussion on what
constitutes skilled/skillful teaching in adult E8istruction, Icannotclaim thatthe
practices observed are generalizablalktsuchsimilar settingsin fact, it is importanhot
to lose sight othe distinct features of theontexts analassesepresenteavithin the
datasettself. As noted earlier fte classes at the two research sites had different curricular
objectives and content: the commurgttlege program classes had an academic focus,
while the communitypbased program emphasized communication skills for daily life. The
community college classes were also approximately three times the size of the
communitybased program classd®rhapss aresultof these differenceshe latter
tended to includenore wholeclass discussionsndividual teachers appeared to differ as
well in terms ofaspects ofheir teaching styke for instance] observed thasome used
more humoior shared more details of their personal lives with studéftde it would
be interesting to explore the possible effects of such differemckpth the present
study is an effort to identify e a ¢ h e r s—&commernt practices employed by
(experiencejiteachers.

Ultimately, practices uncovered throu@A are best viewed dpossibilities
(Peikyla, 2004), or as Pomerantz (1990) has putibr oposal s regarding

that interactants use and their methodaefc o mp | i s hi n @p.284).dheal act i

(

strengthof CAliesim dent i fying “features of interact:
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ot herwi se are undef i n etideseprdpesalsretherofiededforndi f f e
further study through otheesearchmethodswhich may béetter suied toascertaimg
the frequency with which such phenomena o¢P@merantz, 1990, p. 234elatedly,
the aim of the study isot toevaluatehow successfudr reliablea certain practice is in
achievinga particulamutcome such as promotingtudentengagement. Rather, thgoal
is to document patterns owteachersctuallyendeavor tananage various aspects of
their agendas the first placeandhow students respond the moment tohose efforts

To that end,le followingchapters willpresenthree teachepracticesfor
managing multiple demands, identify tfeatures of these practicesrdexplore how
they are utilizedClaims will be supported throughe analysis of specific examples of
eachpractice intheir interactionatontext thesecasesvereselectedor inclusionin
orderto document the variety of forms a given practice may taldthe variety of
functionsit can serve.

It is, of course, my hope that theactices documented may be found informative,
relevant, and useful for tea@ts and classrooms beyond those studied. As Erickson
(2012) has eloquently written of the value of qualitative inquiry in educational research:
“Discovering the particulars of what | ocal
perspectives are thatfarm and frame their doings can support decisiaking that is
prudential” (p. 688). Il n other words, the
sizefits-al | » prescri pti ons shodddam butrathergas dethiladk a | |
exemplar®f what teachers in a particular instructional contaxtdo, and can consider

doing, depending on their specific circumstances and goals.
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IV —VOICING THE STUDENT PERSPECTIVE

Introduction

Teacherst udent rapport has at times been r e
phenomenon, given that it can be hard not only to défimeonceptbut also to go
beyond general recommendations regarding how teachers might build and maintain
rapport wth their stdents (Brown, 20Q0MNguyen 200Y. Yet, recentmicroanalyses of
classroom interaction have begun to show in detail how relational comeaynise
addressed within, or interwoven with, the main instructionalnassi of the classroom
(Lo, 2019;Nguyen, 2007; Tadic & Box, 2019; Waring, 2014a). This chapter will
illustrate one practice through which teachers simultaneously attend to fostering positive
relationshipsandpromoting engagement wigfedagogic contentvoicing thestudent
perspectivel use the term to refer to different kinds of teacher formulations of the
(potential) student perspective on an aspect of the lesson. These can take tid Jorm
assessments pedagogidopics ortasks that acknowledge difficultfe.g.,i t 6 s)ot r i c ky
2) attributions of negative attitudes or feelings related to a topic/task directly to students
(e.g.,you guys are probably sick of this

By employing the practice in various contexts, teachers are able to attend to
multiple demands. On the one hahg,voicing what might otherwise be unarticulated

viewpoints and experiences, teachers affiliate with their students, clainseng see this
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from your perspectiveOn the other hand, by acknowledging difficulties and potential
problems, teachers also prota engagement with topiesd tasks. Specifically, voicing
the student perspective may enable the teachmepare studentwior to explanations
of challenging topics or recruit participation when taggeadaunting or students
appear disengaged.

The following analysis will present nine extracts that exemplify the practice of
voicing the potential) student perspectifrem a larger collectionf 17 casesThe
extracts come from all four classes in the datdlsetgrammaand reading class@s the
academic ESL program and timermediateskills and advanceskills classes in the
communitybasedESL program (see Chapter Il for additional background). First, three
extracts in which teachers voice the student perspective via topic/task assessments i
order toprepare students for teacher explanatiidhbe presented. Then, six extracts in
which teachers voice the student perspective in order to recruit verbal participation will
be presented, illustrating the use of both task assessments and@tsibtit
attitudes/feelings for this purpose. As will be argued, making the student perspective
“ p u bthrough’the practice of voicirgjso creates an opportunity to respond-&md
counter—that perspective; doing so enables the teacher to further prengdagement
by assuring the class of the topic’s | earn

acknowledged difficulties or problems.

Voicing in Preparing for Teacher Explanation

Teachersnayevaluate (aspects of) topiostasksasdifficult or problematicprior

to launching explanation. Such assessmemigathize with the (potential) student
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perspective; they are also designegrepare students fdine presentation of complex
material. Three examples, from a collectionsik cases, will be @sented in this section.
As will be shown,m mostof theseinstances (and ifive cases in total), teachers
subsequently revaluate the topic or task in order to offer encouragement, thereby
promoting student engagement with challenging topics and tasks.
The firstexamplecomes from the grammar class. Prior to the start of Extract 4.
the teachefTG) and studentbadreviewed previousintroduced rules and examples in
the textbook related to punctuating identifying and-rd@mtifying adjectivérelative
clauses (i.e., if the noun modified by the adjective clause is a proper noun, and thus
already “identified,” -esseatialantbjmatiortandvskould | aus e
be set off with commas). In line 01, the teacher solgusstions abouthefirst part, the
rules just reviewed. At least some students indicate their readiness to move on by
answering in the negative (line 04). The next section of the textbook illustrates the point
that use of commas can change the meaning of a sentence cgraaimidjective clause.
As he introduces the topi®G voices the potential student perspective (line®6p
producing an assessment of the topic’s dif
(i.e., a potentially ambiguous sentence containing arctaggeclauselast weekhe class
who passed the test were really hapfiyes 0710).

Extract 41 (Grammar SessiorB)

01 TG: >any questions about the first part?<

02 ... Qgazesto Ss

03 (0.3)

04 Ss: n::[(0)

05 TG: A [o:kay. the second part  maybe
06 is a little bit more confusing. u::h (0.8)

! When commas aneot used, only some of a group is referred to. In the textbook exampée gagen,
2016),We took some children on a picnic. The children who wanted to play soccer ran to an opémefield
lack of commas around the adjective clawgkq wanted to play socgeindicates that some of the children
wanted to play soccer whiletwrs did not.
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08
09
10
11
12
13
14
15
16
17
18

TG:

TG:

JA:
MA

TG:

yso metimes we might

the cla:ss. last

who::: (.)

really  yhappy.

(0.3)
o::kay.
(0.2)
is that a
=hap[py
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- (.) think about (.)

week (0.2) the cla:ss (0.2)
passed the test (.) were

happy story: o:ra: (.)

[happy stor((y) ()
[>well i don&now. i dond

know< until

get the commas.

sad story,=

After asequencelosingokayin line 05 instead of referringtudents back to the

textbook or immediately launching explanatmfithe next rule TG first comments on

thegrammarpoint to be presentethe second part maybe is a little bit more confusing

(lines 0506). Althoughthe assessmentl®dgedwith the advebialsmaybeanda little

bit, the adjectiveonfusingcharacterizes thirthcomingpoint asdifficult to understand

In producing such an assessmefithe topi¢ TG displayshis awareness that students

may experience trouble with By anticipating, vebalizing, and thugegitimizing (see

also Boblett, 2020) or validating a potential leanperspective on the topithe teache

affiliates with his students.

In addition to expressing affiliatiod, G 'v@icing of the student perspective in

this sequendl environment is also designadalert students to the challenge that lies

ahead, i.e., understanding the forthcoming explanafi@confusingiopic. The

contrastive structuref the utterancé& h e

second

p ar) strésees thageveno n f u s

if students found the first part clear and straightforwtmel second part may require

additional effort to understanth fact, having given students tlish e-apd s wi t h r egar

to topic difficulty, TG proceeds to take an inductiygeoach to explanation, which may

in and of itself demand additional effort to comprehend than a stfaigixrd, deductive

explanation After some hesitation (line 08)jthin the same muHunit turn, TG
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introducesa subjec{the clas} andprovidesanexample sentencéast weekhe class
who passed the test were really hafipyes (07-10). He then asks the students a choice
guestion about the meaning of thentenceis that a happy story or a sad st@nA few
studentsselecthappy storylines 1516), after whichTG reveals thathe question cannot
be answered yetnot without knowing if the sentence contains commas (linek3}.7
TG then proceeds to give a deductive explanaifahe rule(not shown)

In this stretch of interaction, the teaclhesnot only introduced a complex
grammarpoint but has done so in a complex manner, usmpnductive approach ard
“tr i ck?” hoyaver,hdroceedsmfter alerting students to the difficulty that lies
ahead, setting up a problem for which the explanation of the grammar point will become
a solution. In this way, he accounts for the extended explanation and alerts students to
pay closer attention to it (note that at least two students regponuptly toT G’ s
guestionin lines 1516). Voicing the student perspective via an assessment of topic
difficulty can thus be seearot only as a means of empathizing with students but also as a
means of preparing students to engage with challenging pedagogic content.

In mostcases, aftgproducing an assessméhatframes an upcoming topic or
task as difficult the teachereevaluates the topic/task before launching explanation. In
other words, after voicing the student perspective, the teacher often responds to and
counters that perspective, pursuing engagement by assuring students that problems are in
fact solveable and tasks dable. Twosuchexampleswill be presentedExtract 4.2
comesfrom theintermediateskills clasgaught by TI.Prior to the start of the &act,

studentshad workedn smallgroups on a textbook exercise that involved changing direct

2 |n the subsequent explanation, TG chartgesclasgo the studentswhich may illustrate the point more
clearly: With commas, the sentence suggests that all of the students passed, and the story is a happy one;
without commas, the sentenseggests that only some of the students passed, and the story is a sad one.
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to indirect, orreported speechltem number seven turnedit to be a problematmnefor

both groups as it involveddditionalgrammaticatransformations tshift froma direct to

indirect question. Tl provided assistance to the groups, as some students asked questions
or assessed the taiskm as difficult or difficult to explain (not shown). Several minutes

later, when the class is checking the exercise ttogrand arrives at item number seyen

TI voices the student perspective via an assessment of the item that acknowledges its
difficulty (line 08)}—before downgrading that assessment and announcing his intention to
tackle the challenge with the class (lidds14).

Extract 4.2 (Intermediate Skills, Session 2 )

01 TI: y: es.. very good.

02 +nods +

03 +gazes to KE +gazes to book

04 >ok ay and then number seven.

05 +gazes to Ss

06 +extends rt arm out to side

07 +extends It arm and puts book down +
08 A the crazy one.

09 [ circles each arm over head and smiles

10 Ss: [( (light laughter) )

11 T itdéds not thaz <crazy

12 +gazes down and begins to stand

13 but: uh (0.2) |l etbds talk about it.
14 +stands and walks to board

15 ((T1 reviews rules for changing direct to

16 indirect questions and direct to reported

17 speech))

In lines 0103, Tl confirms the answer given by a studenitiem number six. He
then announcebe next itempumberseven gesturing out to the side with one arm (lines
04-07), perhaps already o r e s h a d o wi n gthat willderegreddo’deabwitd o r t
it. He abandonshe currenparticipation structuref selecting students tarovide
answes and instead produs@an assessment of the task iteéhe crazy ongline 08). Tl
could have used an adjective lifkard or tricky here, but the choice of a more extreme

characterization seems to mark the x-a@ m ci wchallengé presented by the item. Tl
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emphasizes this enacterization with the antircling gesture in line 09. Higlayful

verbal and embodied productiontbe assessment is an affiliative move that elicits an

aligning and affiliative response lfht laughter fromstudents (line 10). In voicing the

studentperspective at this juncture, tteacher acknowledges and validatesstiaace

that students had previously expressed toward the itemthéeassessment of task

difficulty is also designed to prepare students for the challenge that lies ahead,

specifially, understanding a lengthy explanation of how to tackle the item and the

multiple rules involved (partly indicated in lines-13). The teacher thus preemptively

accounts for supplying that extended expl a
Having voiced the studeperspective, the teacher has the option to respond to it,

and in this case, he does so in a Wagigned to promotengagementNotethatbefore

launching his explanatioff)] produces a second assessment, one that may be more

indcative of his own perspeictdsen¢®lisd bpapocead

11). Thetaskitem is still evaluated as problematic, but as less problematictthaght

appear at first glaneea reassuring moveé\s Tl stands anavalksto the boardhe

continues his turn witthe contrastivediscourse markdvut, and after brief hesitation,

announceshat the class will discuss the itéogetherl et 6 s t dihek13Mpout it

Rather than dwelling longerdnh e i t e m’,’sTl nfowes farwad with exglaining

therules involved at times eliciting contributions from the students (not shoiving

announcemerit et 6 s t andylsuggest thelirteedifot extended discussion, but it also

implies that a solution can be arrived at as a resultatfdiscussionin other words, the

i t e m -able” BY rdowing forwardand shifting to explaining and eliciirthe relevant
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rules the teacheindicatesthat even therazy onehas @ answer—a more optimistic
stance that servdss agendaf promoting continued engagement
The final extract in this sectishowcases a more elaborate reframing of a topic
foll owing the teacher’' s voi ciomgsfronithet he st u
grammar clas<rior to the start of the extradi was introducing theewtopic of
punctuating adjective clauses. After responding to a student question in H82shel
continueswith the introduction in line 0@nd producesraassessment that indicates his
awareness of the difficulty that studentay experience. However, before actually
launching into explanation, he seeks to promote engagement by reassuring students of the
t o p i analslity,Ibeginning in line 19

Extract 43 (Grammar SessiorR)

01 TG: we:ll which and that weob6re ogquonna talk a
02 in thi_ s section.

03 S?: oh.

04 TG: gazes to book okay.

05 (0.3)

06 TG: .HHH

07 +gazes to Ss

08 (0.3)

09 TG: A one of the hardest things about adjective

10 +rolls chair away from desk toward Ss

11 clauses for a imerticans, for native

12 ... rolls chair +

13 speakers, is knowi:ng (.) which adjective

14 clauses need a comma, and which adjective

15 clauses (donot. even some americans who
16 are very tsmart, have trouble with

17 this. my dad was a writ _er. he wrote (.)

18 many books, (.) he owned a magazine, he

19 had trouble with this. but to 1day, (.)

20 wedre gonna teach this and after
21 todayods cl| awosdtyoluave troubl e.

22 Ss: ((light laug[hter))

23 TG: [promise.

24 +smiles

25 Ss: [((light laughter))

26 JA: lya:ly, 1

27 TG: [o: ikaily.
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28 because (.) ités actually
29 +stands up +picks up marker from desk

30 a tpretty simple id ea when to use them

31 +walks slowly toward Ss

32 and when not.

33 ((TG proceeds to give a demonstration

34 to illustrate the concept))

In lines09-17, TG resumes his introduction thfe new topic byoicing the
potential student perspective via an assessrienhighlights h e tddfipuityc ' s
noting thatone of the hardest things about adjective clais&sowing which ones need
a comma and which ones do not. Note that the assessment is qualified; thedopiofis
the hardest things.for Americans, for native speakerseven som@mericans who are
very smart The invocation of these categor{es., Americans and native speakers of
English)strengthens thportrayalof the topicas challengingif a languageelated topic
is hard forAmericans and native speakersvenvery smarbnes—by extension, it could
be even harder for nemativespeaketearners of the languagei ke TG’ s st udent
Indeed, TG goes on to provide evidence of the difficulty experienced by native speakers,
giving the example of his father, a writer and magaaineer who had trouble with
punctuding adjective clauses (lines-IB). By anticipating, and in this case, elaborating
on, the difficulty that students may experience with the topic, TG legitimizes that
difficulty and affiliates with his students. At tlsame time, he accounts for his
explanatiorto-come angrepares students ftre challengahead, that of
comprehendingne of the hardest things about adjective clauses

Note, however, that T@oes not allowone of thehardest thingto stand as a
“ f i asaeksiment of the topldaving voiced the potential student perspective, TG is
now in a position to respond to and counter &.déntinues his muHinit turn, indicating

a contrast with the discourse markeit (line 19, and proceeds to offer reasswa: He
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announcethatwe 6 r e g o0 n raad ptedichtitata f tt reirs t gstument8 s c | as s

wonot ha(ines 1821)oHere,|IT@ addresses the students directiyoaswith

stress onw 0 n Dhe disjunction between tlaeknowledgediifficulty of the topic and the

strong predictiorf success magrompt thdaughter from students (line22 TG smiles,

affiliating with students, but upgrades his prediction of success byrmwsing

students that they wibbe successfulines 23-24). This promise isecaved with more

laughter (line 2pband at least one playful expression of enthusiasm $tadentlay, the

elongatedjayin line 26 Although produced inalighte ar t ed manner, TG’ s

success carries the serious implication that, in spitieeodifficulty students may

experience with the topic overconteoday’' s cl ass
Before beginning his explanation, TG produoas moreassessmerdf the topic,

which now appears to convey his own perspeciivigs assessment soducedas an

account fofT G’'pmise of succeseiecause itodés actually a pre

use thenjcommas]and when noflines 2832). In other words, despite the difficulty that

users of the languagend tohave with the topic, the concept urigang the rule ispretty

simple In offering this contrasting perspective just before launching into demonstration

and exphnation (partly shown in lie83-34), TG further assurest udent s of t he

learnability. Voicing the student perspectiveiinga | | y, and “playing up”

ultimately contributes to conveying a sense of intrigue around the forthcoming

explanation and promoting engagement; it is as if the teacher is about to let students in on

a “secret” to whi cédntoh, hseyret thdtis all thd mgoeargiualilel o s e

in light of the difficulty of the topic.
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As thethreeextracts discussad this section havaelustrated, a teacher may
anticipate and give voice to (potential) student concerns with (aspects of) a topic
(Extracts 4.1 and 4.3) or task (Extract 4.2) through assessments that highlight difficulty.
By acknowledgindlifficulties that language learners may experience, teaciBliate
with their students whilsimultaneouslalerting them to, and preparing thenn,fo
challenging topics and complex explanatiohs shown, in most cases, in pursuit of
student engagement, the teacher subsequentiyaleates the topic or task to convey the
positive perspective that problems are solvable and success achievableah spite

acknowledged difficulties.

Voicing in Recruiting Participation

In addition topreparing forchallengingoedagogic contenteachersnay also
voice the (potential) student perspective to affiliate with students and recruit their verbal
participation. Specifically, teachers employ the practice as they produce prompts that
may be difficult to respond to or as they address apparent task disengagement. From a
collection of 11 cases, this section of the analysis will first present threeatsirawhich
assessments of (aspects of) tasks are employed to pursue responses to difficult items or
delicate questions. It will then present three extracts in which attributions of a negative
perspective to students are used to pursue participatiowiiofsigns of task
disengagement. In most of these cases (aBik tases in totalfeachers undertake
additional work to pursue engagement, countering the potentially negative perspectives

that they voice by subsequently assuring students of the Vialeirowork in class.
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Voicing via Task Assessments

Teachers may produce assessments that highlight the difficulty of (aspects of)
tasks from the student perspective as they elicit responses to challemgotentially
delicate, questions and promExtract 44, from thesame session of tlggammar class
asExtract4.3 | | ust r agd mept itvhe” “ypge of -itanmdiffcdtyste s s me n't
both affiliate wth students and recruit their particijga in an answechecking activity
Prior to the start of the extract, students worlkegroupson a textbook exercigelated
to using commas with adjective clauSesd the class is now checking the answers
together. Thus far, the teacher e theactivity by referring to item numbers and
eliciting chord responses. In lines @3, TG confirms the correct answer to number four
He then producesn assessment of the remaining it€hme 05) that not only
acknowledges the potential learner perspedbivt also challenges students to respond in
spite of the difficulty.

Extract 44 (Grammar Sessior?)

01 TG: the villagers comma a: |l of them who
02 ... gazes to book

03 received a warning of the impending flood.
04 S?: (mm hm.)

05 TG: A five and six (is) a little bit tricky.

06 +gazes to Ss +gazes to book

07 JA: i did [it. |

08 TG: [ gazesto JA | oka:y.

09 +gazes to book
10 gazes to JA go for it.

11 +nods and gazes to book
12 (1.0)

13 JA: five?

14 TG: fi §:2ve.

® The exercis¢Azar & Hagen, 2016)equired students to read a sentence containing an adjelatise
which may or may not contain commasgd then select a sentence that esgge the€orrect meaning. For
instance, item number five provides the pronatasha reached down and picked up the grammar book,
which was lying on the flooStudents have to decide whettiere wanly one grammar book near
Natasha(letter a, the caect answer) owhethertherewas more than one grammar baodétter b).
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19
20
21
22
23

JA:

TG:

JA:
TG:

u:h

b. there was more than one

°° (book near syl)

.tch

+tilts head
+gazes to JA
[ steps back and gazes
[you disagree,
oka:y.((TG initiates demonstration
with textbooks to illustrate answer))

yi

oo

disagree:.
+ + steps back
+gazes to Ss

to

desk
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° grammar °

In line 05,the point in the sequence at which €&uld be expected to refer to

item number five and elicit theextanswer, he produces assessmerthatcharacterizes

the final two items, numbers five and six,aalittle bit tricky. By notingthe difficulty, or

“tr i c lofitherestismsthat the class will tackle togeth@iG gives voice t@

perspective that mayell align with that oflearners who are new to the topic and seeing

the task for the first time. In this wathye teacher affiliates withis students

Given its sequential positiong., following teacher confirmation of the previous

answer), the assessmaigofunctionsas aspecial kind oglicitation, one that both

identifies the items as ext@dinary and mitigateface threatassociated with

responding (i.e.fithe items are tricky, then mistakes are to be expected). By pre

emptively acknowledgingifficulty, that is, before students themselves display trouble in

answering, the assessmanbne challenges students to respend d

makes it “sa

them to do so. In facfayimmediatelytakes ughe challenge, announcing in line 07,

did it. TGinitially receipts this announcement with akayin line 08, and in line 10,

givesJaythegeca h e a d

t

(0]

answer ,

i ndi vgotbuitacontinges t h e

to convey the perspective that thext itemrequires special effort. In factJayprovides

the wrong answer to the tricky question, and TG respbpdsatingl disagreeand

proceedingvith a demonstration for the whole class to address the misunderstarsding, a

partly shown in lines 120 and 223. I

n

t

hi

S

case,

of thskitemmse ac her
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asa little bit tricky compactly expresses solidarity with students wiatuiting their
participation, encouraging them to take the risk of responding.

An assessment of task difficulty can also be founxtract 45, which comes
from the reading class taught by TR. In this case, the teacher voices the student
perspective in response to signs that students themselves are currently treating the item as
difficult. Prior to the start of the extrastudents worked indivigally on a textbook
exercise in which they completéhe blanks in a table with different forrathe same
word (i.e., noun, verb, adjective, and/or adverb). The class then began checking the
exercise together, withR providing prompts andliciting chorl responses. In lines 01
13, TR elicits, receives, and confirms the responsgoipas the verb form dhe given
noun,equipmentin lines 14-17, she moves to elicit the next item, the adjective form. For
this item, howevemote thatstudents are nats quick to respondn line 24, TR will
producean assessment that both affiliates with the student perspective and redoes her
elicitation to recruit participation.

Extract 45 (ReadingSessiorB)

01 TR: the equipment li::ne, 4
02 +gazes to Ss

03 howbés that,

04 +gazes to book

05 Ss: equip ((staggered responses))
06 TR: [e: qui:[p(h) .

07 +gazes to SO/nods

08 SQ [(equip.)

09 +nods

10 S?: [the verb.

11 TR: equi p.

12 +nods

13 +gazes to Ss/nods

14 nods okay, (.) u:m (.) and the
15 +gazes to book

16 adjecti:ve,

17 +gazes to Ss

*In line 01 of the transcript, the teacher appears to be referring to a row in the table, in which the word
equipments provided, ashe equipment line
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18 (0.2)

19 S?: equip(ped.)

20 (0.2)

21 TR: whadda you have for th at. smiles
22 (0.2)

23 BI : i donodt [ know ]

24 TR: A [itodsricyyky:,
25 +tilts head

26 SQ yeah,

27 EL: maybe with e d? °(or [no)°

28 TR: [maybe with
29 +nods

30 e d.=whaddayou th ink.=is that a

31 +turns to Ssonrt

32 good gue[ss?]

33 +turns to projector screen

As TR produces generatlicitationto the classand the adjectiveshe shifts her
gaze from the textbook to students (liidsl?), inviting responss. After a brief gap in
line 18 one student produces a form of the wegdip(line 19 that is not quite clear in
the recordingsbut TR does not orient to a response having been {ghenmay not have
heard it) Instead, daér another brief gap in line 26heproduces a secordicitation, this
time awh- questionwhadda you have for théline 21). Her smile after the question may
be an earl y r e gouslawihthemegnNof est hbdenobretrast
responseto her elicitation of the previous answer (lir@s04); several respond correctly
(line 05). Following a third short gap in line 22, one student offers not an answer but a
claim of insufficient knowledgéSert & Walsh, 2013) in line 23.

In line 24, TRnow produces aassessment of the item:t 6 s . Herevialgakon
of the item as difficuladdressethe lack of correct responses up to this point; it
verbalizeshow studentsppear to bexperiencing the item and thus affiliategh their
perspectiveln a singleutterance, the teacher both acknowledged provides a

reasonable account for the minimal participation.

w
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At the same time, similar to Extracti4in characterizing the itefto-be-answered
astricky, the teacheboth challenges students to respond madtes it safer forthem to
doso T Riked prosady, including a very high pitch raise on the second syllable of
tricky, and the accompanying head tilt (linesZ5), add to the characterization of this
item asan extraordinaryoneF o |l | owi ng t hi prodticasian ageeméent Sop hi e
token emwlorsing the assessment; Blenself-selects and proposas answermaybe
with e d(lines 2627). The use afnaybeand the rising intonation at the end of the
utterance mark | | saggestion as tentative, a stance that is in line witbvhkiationof
the item adgricky. TR takes up this response: She nods and repeats the proposal before
inviting the rest of the class to consider it and comment (lin€328By mitigating face
threats attendant with respondingattask item that students are cuthgitreating as
problematict he teacher’ s voi ci msthusadsigrnedterecsuit uden't
participation while performing affiliative work.

In the following example, the teacher invites students themselves to comment on
their experience of mst-completed task; her subsequent voicing of the student
perspective is designed to facilitate their participation in what could be a delicate
undertaking. Extract 4.6omes from the advance#ills classtaught by TA Prior to the
start of the extracstudents had completedpeakingask in which they debated a topic
in pars. After each partner argued for one position, they switched sides and repeated the
task, arguing for the opposing position. As the extract begins, TA is transitioning from
the pdr activity to a wholeclass debrief, and she invites studeatsomment on the

experiencedf participating in the tasiines 0:02). Although this operended question

allowsforavari ety of correct or apprdemed ate r
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exercise items in Extracts 4.4 and 4.5), evaluating a teptinened task and/or their own
performance are potentially delicate actions for students to undertake on the main
classroom floor. As student s’ challenging a l resp
nature of the task, tteacheiproducesaassessments that affiliate with and validate the

student perspectivebefore ultimately highlighting the importance of the task.

Extract 46 (Advanced Rills, SessiorB)

01 TA: how was the u::m when you switched.

02 +walks to head of table +sits

03 EM itbds (a) greah) [ (i

04 Ss: [((laughter))

05 [((laughter )

06 EM c )

07 TA: [ leans forward, smiles and laughs

08 [nods

09 Ss: [((laughter quieting down))

10 MA [( (talking to Gl )

11 TA: A [ i t 6hard right?

12 ... nods

13 HE [ nods and smiles

14 TA: [because you have

15 tgazes toward HEOGs side of tabl
16 to::

17 +gazes toward EM

18 HE confusing.

19 ... smiling

20 [heh [heh heh heh

21 TA: A [gazestoHE it d&ds [confusing

22 +raises brows  +

23 +nods +

24 SA&MI?: [((laughter))

25 HE [ nods and smiles

26 [nods and smiles through TAGs turn
27 TA: [right? (one side youdre here) 1ike
28 +smiles

29 almost like hypocritical right?=

30 +gazes to Ss

31 ... smiles

32 HE =yeah.

33 ... hods and smiles

34 TA: but it does get you: (0.2) you know

35 ... Smiles +

36 not only to be in the other personds
37 +air quotes +

38 right= i 6 m not tal ki rygu =simb ut

39 +gazes and gestures to HE +

40 you personally beli eve (but) in general
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41 itds a good practiande [right?

42 +gaze toward EM

43 EM [mm- hm. yeah.

44 +nods

45 TA: to kind of like fo rce yourself to: (0.2)

46 make the argument for the ot her side.

47 tgazes toward HEG6s side of tabl e
Inline01,TAsol i cits comment s withithe mslitidaavhrt s’ e x

guestion, askinpow was..when you switchefsides of thelebate] Emmaresponds
with what seem#o be a positive assessmegtgal, although it is unclear from the
recordings how she completes it (lines 03 and Other students respond with laughter,
beginning in overlap witlemmd s t u r nr05,(09).iTA a&igns dnhd affiliates,
smiling, noddng, and joining in the laughter (lines-08). Through the joint laughter, all
participants appear to be treatiihgs aspect of the tagls somehow out of the ordinary.

TA’ s roéthedstuderg respongeevident inher next utterance in line 11.:
i thard right? With theassessenti t 0 s, shh aicedheasyetunarticulated student
perspective (i.e., that switching sides as part of completing the task is hard),
acknowledginglifficulty and affiliating with students. Note that the utterangeresluced
as a confirmatiorseeking questigrendingwith the tagright and rising intonation; the
designpresupposeagreement and could invite a confirming response from students
Although TA does continue her turn heregcstudentiHelena responds by adding and
smiling (line 13). TAbegins tooffer an account for why the taskhard (lines 14.7), but
sherelinquishes the floor in the middle of her ttaonstruction unit (TCUWwhenHelena
selfselects and offer@nassessment in line 18&nfusingr.a cond assessment
first (Pomerantz, 1984This studenassessmeme nabl ed by t he teacher
of task difficulty and affiliates with the stance that TA has given voice to; it could even

f orm par tprogréss acobunis(i.el thaspect of the task is hard because it is
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confusing to switch sides). In addition to affiliating with students, then, TA has recruited
further participation by making it “safe”
themselves. Note thaftar deivering herassessmenmtf confusing Helenalaughs and
other students laugh as well (I;7:20 and24). The laughter here may be associated not
only with marking the challenging nature of the task but also with the delicacy of the
action of evaluating a tagkannedby the teacher or admitting their owlifficulty with
it; student assessments of topacsl tasks are, in fact, less common than teacher
assessments in this dsg¢d @lthough seéhe discussion of Extracts 4.2 ah@).

TA continues to align and affiliate with students. She refg¢alsna s as s es s men
inclausalformj t 6 s ¢, with Bnodandcagimated facial expression (line23),
here validating the student perspective through heoigng of it. Sheappendsnother
right to the assessmemiroduced with final rising intonatiofine 27), which again
conveys the assumption of laased perspectiv€€ontinuing her turnn lines 2731, TA
starts, or restarts, accounting for the difficult/confusing nature of the task, reterthney
challenge involved in arguing for two opposing sided having to balmost like
hypocritical She hus provides further support for the student perspective. Helena
responds with an agreement token while nodding and smiling (lin88)32

T A 'tvg assessments haeaabled her to communicate an understanding of the
studentpoint of viewon the previousaskwhile simultaneouslyecruitingparticipationin
the current wholelass discussioaof that task However it is also worth noting thatA
does not allow thperspective that the task is difficultdot and as the “fi nal
Following the contrastivediscourse markdsutin line 34, shédegins to respond to that

perspective by offer i ng’ Thetaslrhay ediffialt, buv e one
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it enables studentsbei n t he ot h e (linep338%whichhisagond o e s
practice(line 41) as students must challengefarcethemselveso make the argument
for the other sid€lines 4546). Although TA appears to be expressing her own
perspective here (as the teacher who planned the taskighteat theend of each of
these utterancesay again convey an assumptibat studentéshould) agree with this
perspectivaas well At least one student, Emma, nods and produge=eanent tokens in
lines 4344.Thus, whileacknowledging the difficulty of the task and validating stuslent
initial responses to it in an affiliative mann&A undertakes additional work toticulate

t h e breadeibénsfts. Similar to the teachers in Extracts 4.2 and 4.3, who reassured
their students of success in the face of difficult topics or tasks, TA ressures students
of the value of their classwork. In this way, the teacher endeavors to promote their

continued engagement with challengirbut valuable—pedagogic tasks.

Voicing via Attributions of Attitudes/Feelings

Thus far, this section has presentedes in which teachers voice the (potential)
student perspective by producing assessments ofliffiskilty . In another set ofases,
rather tharevaluating tasks viauchmatterof-fact characterizationsast 6 s, t r i c ky
teacherwsoice the(potential)student perspective by attributimgnegative attitude or
feeling related to the topic or task at halwekctly to studentshemselvesusing structures
such agou are/think/wanK. Notably,theseutterancesre produced not in response to
signs that studds are treating a task as difficult or delicate, but rather in response to
signs of disengagement from the topic or td3tus, whilethese attributions
acknowledge and affiliate with the (potential) student perspective, they are also designed

to reenga@ students by recruiting their participation. In all instances, teachers also take
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the opportunity to respond to the negative perspectives that they voice, making the case
for continued engagement by assuring students of the value of pedagogic tasks.

Extract 4.7presents an example in which the teacher responds to signs of
disengagement at the end of a tadkeintermediate skill€lass has been checking
homework exercises on reported speech together, for about 15 minutes in total, with the
teacher radingboththe items and thanswersAlthough a few items led to discussion,
for the most part, studentsive not participatederbally during the homewor&hecking;
prior to the start of this extract, as Tl provided the answers for the last exeraieststu
did notask questions at alAs Tl announces the end of the homework checking in line
01, note thembodiedconductof several students visibleoncameral t i s t he st u
apparentack of engagement that &tldresses with higerbalizing of thei apparent
attitude toward the topic/task limes 0912. Ultimately, however, this voicing of the
student perspective serves TIl’' s broader ag
and highlighting the value of the task.

Extract 4.7 [ntermediateSkills, SessiorB)

01 TI: [ °$done. ° >guestions?<

02 +gazes to Ss

03 +open palms + + closes palms and frowns
04 SA [... hand covers face, rubs nose

05 HA [... rests forehead against hand

06 ER [... gazes down to papers

07 (0.2) -SA, HA, ERcont. embodied conduct
08 ER [ shakes head while gazing down

09 Tl A [okay. you guys are probably

10 +shakes head +

11 sick of this,

12 +flicks wrists out with palms facing down

13 HA?: “(yeah.)

14 Tl but now you know it very we:ll,

15 (0.2)

16 TI: [so idm very hafpyw] [for
17 +two thumbs up and smiles

18 HA [ raises eyebrows 1[ smiles
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19 SA hhh

20 +smiles at T

21 Tl yes?

22 ... two thumbs up and smiles
23 +raises eyebrows at SA?

24 (0.3)

25 SA ‘yes.

26 ... Smiles at Tl

27 Tl nods, points two index fingers at SA
28 “very good.

29 +turns to laptop screen

After Tl announces the end of homework checking, he asks if students have
guestions (lines B03). Given the quick delivery @fuestion8, it seems that Tl does not
anticipate receivingny. There is no immediate resporfsem studentsMost do not
meet his gazeHanna for instancehas been resting her forehead on her handEakd
is still gazing at her materials (lines-08). After a brief gap in line O'Erikadoes shake
her head (line 08) while continuing to look down; at 8ame point, Tl utters a
seqienceclosingokay, accompanied by a head shake, that treats the lack of respsnse

signaling no questions” (line 09).

In the same turn, Tlext addresses, and accounts$ot, ud e nt s apparent
engagementy voicing the student perspectiyauguys are probably sick of thfnes

09-12). Although there is some mitigation (the use of the adveslaalably), the

expressiorsick ofis strongly negative anddicatesthat students ateored withthe

topicltask a poi nt r ei nf ewrstiickinglyestur@ (line $2); dyi s mi s si v
implication, the pedagogic material itself maytberepetitive. B/ attributing this

perspectivedo studentgi.e.,youguysareX) , Tl signals that he 1is
thathe s “ t u rmewdstudentsire exp@riencing the material, thus affiliating with

them In the space before Tl continuésereseemso be a quiet confirmation frowne

student(line 13.
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However,in this taskclosing environrmenff | ° s agenda appears to
positive perspective on the work that the
continued engagement. Thus, rattieamn simply initiating the next task, Tl takes the
opportunity to counter the negative perspecthat he has articulatewith abut, Tl
marks a contrast withis prior utterancandpresenta “ b r i ghbowtyousknoa/ g 7 :
very well(line 14).In other words, though studerst may feel tired of the tasind the
repetition,it has been valuable to théearning of the topic. Tl pursues an aligning
response from students by adding a playfully exaggerated formutditiosown positive
stances o | 6 m v er y(inbsd@lp).yThefsmiling and doubkumbsup
gesture convey gartthatstudentseiba ardmbodiedcdnducts
does not currently matciklowever thiscommentary on the task does elicit ®student
responses, including an eyebrow raise and smile Hanma(line 18) and laughter and
smiling fromSamanthdlines 1920).

It is theoverall positive perspectiven the topic/taskvith which Tl seeks
agreement. He appedcsfix his attention ofsamanthand pursuga response with a
confirmationseekingyes producedwith final rising intonation(lines 2%23). After a
brief gap,Samanthaffers a quietyesas she continues to smile (lines2%). Tl
acknowledgeSamanthand her response with a nod and pointing gesture before uttering
a closingimplicativeassessment ekry goodand turning toward his laptoppw
orienting to moving on to the next task (lines2® ) . T h evoiding af théstederit s
perspective is thus part opaojectthat involves acknowledgingnd accounting for
student disengagememésponding to it by articulating a positive perspeabive just

completed task, and recruitisgmeverbalparticipation.The teacher pursues
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participation in the moment but arguably also attends to promoting engagement with
future classwork by emphasizing the value of (seemingly tiresome) tasks.

In Extract4.8, from the reading clasthe teacher responds to apparentack of
engagement with a task-progressThe class has been reviewing strategies for using a
dictionarywhile readingandis currentlyworking on defining thevord sophisticated
from a textbookpassageTR has opened an online dictionary entry for the word, which is
displayed on the projector screen. As the extract begins, she is attempting to elicit next
steps such as evaluating the definitions to determine which one fits the meanimgy of t
word in the context of the readingjttshedoes not appear to receive the verbal response
that she is looking foiShe then produces two descriptions of the student perspective that
account for the@pparentack of enggement (lines 1-18 and 2223), recruit verbal
participation, and create an opening for

Extract 4.8 (ReadingsessiorR)

01 TR: y- Y- you need to go to your dictionary,

02 ... gazesand gestures to projector screen

03 u: m, and fhatn da Worrdor a definition
04 +turns toward Ss

05 [that fit s, what.

06 +gestures toward Ss

07 Ll : [ nods

08 (0.7) - LI continues nodding

09 TR: the,

10 (0.5)

11 HE circling gesture over book

12 TR: °co:n te xt, °

13 +extends arms out to sides +

14 smiles and walks toward Ss ‘°uhkay. °

15 ... walking
16 do youwanna try to participate a little bit

17 A more?=0r - or are you nervous because

18 of the cameras? smiles

19 SQ shakes head

20 Ss: no. ((staggered))

21 ((light laughter))

22 TR: A or are you giving up because itos
23 of the semester?

24 S?: end of the semester.

t
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25 TR: [huh huh huh

26 +smiles

27 +turns toward screen

28 Ss: [((light laughter))

29 TR: >t his is this i s natanlythdend s
30 +turns toward Ss

31 of the semester ilatsd shancgour
32 +points +
33 Ss: ((light laug[hten))]

34 TR: [ ri_ght?] this is your la st chance
35 to learn this. no: bo:dy else is gonna teach

36 +shakes hands +

37 you this. [ walks toward Ss, turns to screen

38 Ss: [((light laughter))

40 TR: [ walks to front of room

41 S?: [thatds [true:: heh heh
42 oL i r )

43 +gazesto TR

44 TR: [ turns toward OL , Smiles
45 oL (tell) something with details

46 ( [ ) ]

47 TR: [ gazes to screen ] oka: y.=may tbe.
48 quick nod  maybe. um thi sone

49 +points to screen

50 this first definition says, (0.8)

51 +walks toward screen

In lines 0104, TR provides part of the strategy to studeyus: need to go tgour
dictionaryumand find what. a word or a definition that fits whhtis with the second
whatthat Tl signals that students should respond; rather than continuing the turn, she
leaves space and gestures toward the students, inviting them to suppihathe
However, no verbal response is immediately forthcoming. Lily, who has begun nodding
during TI’' s t ur—mota fatedmesponsaite an informatispekimg
guestion. After a 0-8econd gap (line 08), Tl produces a further prompt in line 09,
supplying the beginning of the phrase that students will need in order to reippnd,
although she does not provide a contetdted clue. Another gap ensues (line 10). Heidi
responds nowerbally, making a circling gesture over her textbook that retgr to the

soughtafter termcontext(line 11). TR finally supplies the term herself in brie-13,
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lowering her voice while employing exaggerated stress and sound stretching, as she
opens her arms out to the sides. The prosody and accompanying gestar® suggest

that this is an answer that students should have found obvious and verbalized quickly; the
class had, in fact, discusseghtextas they tackled the previous focal word (not shown).

I n her following utterances, TR address
(in spite of the question having a4l7,“easy”
do you wannary to participate a little bit more After noting and problematizing ¢h
lack of verbal participation, TR attributes two negative perspectives to students. TR first
asks,or are you nervous because of the came(éises 1718), offering one potential
characterization of students’ ckourrent feel
participation (i.e., they may feel inhibited by the presence of the cameras for the purposes
of the research). Her smile at the end of the question has a mitigating effect and may
suggest that she does not take this to be the most likely reasorthaekas, she does
acknowledge and validate a potential concern for students. Several students reject this
suggestion, and some laugh (lines2A). Having formatted the utterance as a question,
and having left space for students to respdmalicits sone verbal participation.

In lines 22-23, TR attributes a second possible perspective to students, also in the
form of a questionorar e you giving up beca?2use itds th
Characterizing st wiiegrupissmore peganisticegiventhet t i t ud e
finality of the description, yet the additionlofe cause it 6s t ho#ersend of
an account for such an attitude. Here again, TR affiliates with students by displaying that

she is able to imagine their perspective. At least student verbally confirms by
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repeatingend of the semestéime 24), at which point TR laughs and smiles (lines 25
26); other students laugh as well (line 28).

After acknowledging perspectives that may underlie topic/task disengagement,
and elicitingsome patrticipation, TR proceeds to respond (to one or bgtbiffering an
alternative perspective on the importance of engaging with theAldkkugh there is no
contrastive discourse marker here, as seen in earlier extracts (e.g., Extract 4.7¢, note th
markedly different prosody:H initiates her turn in line 29 with higher pitch and greater
speed, setting it off from her prior taBhereframes thend of the semestaot as a time
t o “gi ve laspchadhcadleatn, emghasainghancewith marked stress and by
pointing toward students (lines-3R). She elaborates on this point in lines33¥4 This is
the last chance for students to learn the current toplpdy elseavill teach it to them
(the course is, in fact, the last reading seunefore students complébe ESL program).
Although some light laughter can still be heard, perhaps in respon®te T pr osodi c al
and gesturally marked delivery and extreme case formulations (Pomerantz, F086% T
delivered an urgent reminder dfetimportance of engaging with the material. This elicits
at least one aligning assessmeént) a t ¢ feom & studlent in line 41. It also prompts talk
relevant to the pedagogic task (i.e., understanding the meaning of the target vocabulary
word sophisti@tedin context), as Olivia sefelects to suggest a possible definition for
the word (lines 4243,lines44 6) . TR receipts Olivia s resftg
possibility before inviting the class to consider all definitions on screen and cogtinuin
the wholeclass discussion (lines %/). Thus, in this extract, the teacher is able to
respond to lack of engagement with a current task, acknowledgingunting forand

validating what students may currently be feeling, while at the same timetiregrui
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verbal participation and encouraging them to continue to view the task (and perhaps, the
remainder of their classwork at the end of this semester) as valuable.

The last case to be presented reflects ardiftérajectory as the teachexsponds
to sudent disengagement whileatipting to initiate a new taska tontrast to the prior
two extractsi n whi c h usk ef voiciaggecvés éarlict participation thaaligns
with their own current agendaihe teachein Extract 4.9modifies his ageda in light of
the“actual student perspectiibat he uncoverdrior to the starof the extrac(from the
same class session as Extract 4.7), the intermediate skills class had worked with useful
expressions for giving a presentation. Tl then annouti@dstudents would be giving
their own presentations in class that day. This announcement elicited some displays of
surprise from students (not shown). Tl attempted to reassure students by assessing the
task asotdifficult, and proceeded to read ttextbook instructions to convince them;
the instructions ask students to present to a partner about a historical place that they have
visited. As Extract 4.9a begins, Tl continues to face resistance from students, prompting

him to revise his own initial a@ssment to match the student perspective (lin&22hd

lines 2829).
Extract 4.9a (Intermediate Skills, Session 3)
01 Tl it's very ea: sy.=ri[ght?
02 +opens palms
03 MI?: [(syD) (hh)
04 (1.0) - Tl holds open palms; Ss gazeto b ooks
05 Tl dchr  #ight?
06 ...open palms
07 (0.5) - TI holds open palms
08 MA [ frowns
09 MI?: [h #istorical,
10 ER histori(h)c [pla(hh)ce (syl syl)
11 +gazes to Tl +gazes down, hand to head
12 +smiles
13 T [gazesto ER?
14 it's so wha:t?

15 ... open palms
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16 (0.5) -TI holds open palms

17 MI: ytopic [is not (.) easy. (hh)

18 TI: [ gazes to Ml

19 (1.5) - Tl gazes to book with palms open
20 Tl A >you #don't think this is ea #sy?
21 +gazes to Ss

22 ... open palms

23 MI: (not topic)

24 (1.0) - Tl gazes to book then Ss with open
25 palms; Ss gaze to books

26 MA gazesto Tl

27 (0.2)

28 Tl A you guys don't wanna give a presentation?
29 +shakes head

30 SA gazesto TI

31 (0.5)

32 MA shakes head slightly

33 TI: <#what about [if it's just more of like a

34 +extends arms, moves hands back and forth
35 MA [hh

36 TI: conversation with your partner.

37 +open palms

38 (2.8) - gazes to Ss with open palms;

39 Ss gaze at Tl or books

40 TI: o: $hguys.co me onn.

41 +smiles and drops hands to bookin lap
42 SA hh hh hh .hh

43 +smiles

44 (1.0) - Tl gazes to book

In line 01, Tl produces the assessmient 6 s vas past obec@nBriation
seeking question; thiagright at the enddelivered with final rising intonatiorwonveys
the assumptiothat students share this perspectaad the utterance is designectlioit
agreementHowever, no aligning response is forthcoming. Tl continues to gaze at the
students with open palms (line 04) before repeatingigi tag (lines 0506). Instead of
affiliating wi ask howeversonestuden cae be gaen ftovanang, while
two others repeat versions of the phrais¢orical placef r om t he pr ompt ; Eri
production is interspersed with laughter as she touches her forehead to her hand-(lines 08
12). Here are the first sigrthat students are treating a particular aspect of the next task as

problematie—the requirement to present on a historical place, which could be particularly
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difficult without advance preparation. Tl initiates repair and waits for a response (lines
14-16), which he finally receives in the form of an assessment from Mina, who states that
thetopic is not easfline 17),c hal | engi ng TI1 ' s gl ovbrpdasyev al ua

In response, Tl appears to refer back to the prompt in the textbook (libeftg
voicing the stance that students have actuallyconvgyedu donot think t hi s
(lines 2622). Tl attributes the perspective that the task is not easy directly to the students
(youd o n 6 t). Althbugmthe negative structure and the questipintonation convey
some surprise at this perspective, the description acknowledges the fact that students are
treating the task as problematic and invit
seeming to repeat her earlier assessment that the sdpacd (line 23); however, no other
students produce a clear response, and tho
(lines 2425).

Addressing the lack of response, Tl produces a second voicing of the student
perspective in lines 289:y o u g u ywannadyiwvenadpresentati@mlthough only the
topic had been explicitly problematized by
want to give a presentation at all is responsive to the ongoing lack of verbal participation
and resistance to startingettask. By abandoning his own original assessment of the task
asvery easyTl performsthe affl at i ve wor k of r&udengni zi ng th
perspective on the task. Similanfoud o n 6t t h i nthe uttetancgou gugs e a sy
dondt wa n rsentatphisyoematted gs B guestion with final rising intonation
andis designed to recruit (some) verbal participatieat the very least, an answer to the
guestion. However, it receives only one delayed response from Muatiee form of

slight headshaking(line 32). Declining to participate in a pedagogic task is a delicate
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action for students to under&akn the classroom, a fact thraty account for the
indirectness and minimal verbal participation at this point.

Tl again treats the neresponseas a sign of unwillingness to engage in the task
by redefining it asnore of like a conversationith a partner—a seemingly less daunting
task than giving a presentation (lines3®8 3637). While Tl continues to pursue his
agenda of recruiting verbal pigipation and securing agreement to complete the task,
students produce no verbal or aeerbal acknowledgement; they continue to gaze at Tl
or their textbooks (lines 389). In lines 4041, Tl produces a display of exasperatiam,
guys. come gmmitigaed with a smile.

At this point, it is clear that TI’'s ag
version of the task is in conflict with st
response to the lack of alignment, TI could continue toyautisis original agenda and
instruct students to begin the task, in spite of their resistance to it. Instead, Tl pursues a
middle road, first offering a count@erspective stressing the value of the task (as shown
in Extracts 4.9b and 4.9c) and then posipg the task to another day (as shown in
Extract 4.9c). Extract 4.9b is a continuation of Extract 4.9a.

Extract 4.9b

49 (( 5 lines omitted:; Tl gazes to students )

50 Tl uxm. < #whydontwe - okay.=<wew #on'tgive a
51 presentation. okay?

52 (0.4)

53 Tl al | right?

54 (0.8) -TI gazes down, thento Ss

55 Tl <we won't give a presentation.

56 (0.3)

57 Tl BU:t. (1.2) - gazes dow n you should | #ea:rn
58 +gazes to Ss

59 +taps page in book

60 these things for the test.

61 +turns book to face Ss while pointing to page

62 yhh hh hh hh hh okay?

63 +smiles
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67
68
69
70
71
72
73
74
75
76
77
78
79
80
81
82
83
84

In lines 5051, Tl announcesv e

SA

MA
SA

TI:

SA

TI:

TI:

ma(h)ybe we [should pre(h)sen|ta:
+gazes to Ss

+gazes to Tl
[hh

hh hh=

+gazes to TI, smiling

yeah.=i mean you need to know these for the
+turns book to face him and lowers

test.
hhh o(h)kay.
gazesto TI

+points to page

that's why: i wanted you to practice using
them.=so that you would remember them for the

°test. ° u:m, (0.5) .tch bu:t if you

wanna do it.=that's fine. just at ho:me, (0.5)

+points to page

study these and >you know i'm gonna give you<

+points + + nods
homework.
(0.3)

and remember them.=okay?

wonot

#tion? guys,

#don't

+
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andall right, ending in rising intonation (lines 51 and 53), could elicit agreement from

students, but none is forthcoming, and Tl repeats his announcement in line 55. However,

whi |l

e

TI

has

changed

hi

S

current

agenda,

on the task to stand as the last word. With a contrastive and prosodically roatKed

proceeds to offer a countperspective, asserting the value of the task by advising

students that they should still learn the expressions that they would haveneed fo

upcoming test (lines 581). Although the advice is mitigated with laughaed smiling

(lines @-63), Tl stresses the importance of the task content. Samantha responds by

jokingly suggesting to other students that they should do the task (giveneimaaterial

will be tested) (lines 645). No one, including TI, takes up this suggestion, however. TI

proceeds with his revised agenda: He stresses again the importance of learning the

material for the test (lines 6&2), which becomes an account for digginal intention of

g i v.éis subspquestkag nt at i o

h
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doing the task i4i7),amddvises dudents ta stugly af Homenaadsto 7 5
expect homework (lines 782).

As shown in Extract 4.9c (a continuation of Extract 4.9b), after a final directive to
remember the expressigid goes on to produce another contrashivebefore he
announces that he woustill like to do the task (lines 838). Tl proceeds to articulate
the value of the activity from another perspective, pointing out that students are from
different countriesnd have visited interesting places that the class could benefit from
learning about (partly shown in lines $443). After accounting for the value of the task

in this way, Tl presents a new solution: postponing the task to enable students to prepare.

Extract 4.9c
85 TI: u:m BU:t what iw - istill
86 +gazes to book +points to book
87 #would like to do: number f #ive.
88 +gazes to Ss
89 HA “o:kay.
90 +gazes down

((49 lines omitted; Tl explains the value of learning
about different countries))

141 TI: “u:m” soithink it - it'd be great to sh #are (.)
142 ... Qgazesto Ss

143 some of $these things.=o #kay? (0.2) u:m -
144 <maybe we can do that for homework ins $tead.
145 SA (much) better.= “(you know?)

146 T because the:n you can find some

147 pictu:[:res, and

148 HA [>yela:h.<

149 SA [yeah,

150 Tl things like that?

151 SA? >m[#hm.<

152 Tl [and we'll do tha:t on like monday?=after the
153 t #est?

154 HA oh.[ yyeah.

155 +gazes to Tl

156 +nods

157 SA [ (okay)

158 +nods

159 ER [ym. gm.

160 +nods
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In lines 141144, Tl arrives at the logical conclusion of his assertion of the value
of the task and proposes an alternatiaaybe we can do that for homework insteEuke
suggestion is immediately responded to in a positive manner by Samantha, whtesvalua
it as(much)better(line 145). Tl continues to account for his revised plan, in line with
Samant ha’' s betterandtingahatistadentsonill be able to undertake
preparation at home such as finding pictures to enhance their presentatiob4@ids,
150). This elicits agreement from Samantha and Hanna (lines 48 ) , as does TI
announcement (lines 1853) of a specific, later time for the presentation (see lines 154
160 for student responses) -yespomdseotheinital cont r
proposal of conducting the presentation in
again participating verbally, and teacher and students are in alignment with regard to the
current and future pedagogic agenda.

Considering Extacts 4.9a4.9ct oget her, we observe TI res
disengagement from or resistance to a new task by acknowledging it and eliciting some
verbal participation, articulating the importance of the task, and proposing a new plan for
completing theask that the class agrees to implement. Voitwegstudenperspective is
thus a stefn modifyingt he t e a c h e rakirg inta gceontd as taundde ntt s° act
concerns in a responsive manner. The teacher ultinratehages to frame the task as
valuable, even though he postponesitn d s e ¢ u rverbaledmmithentto s ’
engaging with it in the near future.

As the extracts discussed in this section have illustrated, teachers may voice the
(potential) student perspective to both affiliate with stusland recruit their verbal

participation. The practice may be employed@mgptively or responsively to recruit
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participation in the context of prompts that may be difficult for students to respond to
(Extracts 4.44.5) or in cases where responding maylag some delicacy (Extract 4.6);

the practice may also be employed responsively to manage task disengagement, with
teachers attributing perspectives directly to students (Extracts9).as they pursue
participation. As shown, in an effort to recruitf@pation—and perhaps promote
continuing/future engagementeachers oftenndertake additional work to reframe

tasks. Once made public, a potentially negative student perspective can be countered in

service of the teacher Sthbeadaptedh.da (even if

Discussion

This chapter has illustrated one practice through which teachers simultaneously
attend to fostering positive relationships with students while recruiting their attention and
participation, in particular whetopics or tasks e a challenge or when students appear
disengagedrirst and foremost, voicing the student perspective is an affiliative practice:
By producing assessments of topic/task difficulty, or attributing negative
attitudes/feelings related to topics/tagik®ctly to students, teachers acknowledge
student viewpoints and concerns, thus legitimizing or validating perspectives that
students may be hesitant to verbalize. In some cases, teachers anticipate these

perspectives, practively placing themselvesihte i r st udent s shoes.
teachers respond to signs that students themselves are treating a topic/task as problematic,
such as delayed or absent answers, laughter, or occasionally, assessments of task

difficulty, displaying to studentthat thér concerns have been heard.
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In addition to affiliating with students, voicing the student perspective can enable
teachers to pursue engagement in spite of the acknowledged difficulties. Prior to
launching complicated explanations of complex topics, produen assessment of
topic/task difficulty (e.g.the second part maybe is a little bit more confusingumber
seven. the crazy opencourages and prepares students to devote the attention necessary
to understand the topic. In addition, when teachek seEsponses to difficult or delicate
guestions, assessments of task difficulty (¢.g.,6 s ort t i6 6 K )W dcamdbothi ght ?
challenge students to participate and make it safer for them to do so. Finally, attributing
negative attitudes/feelings to sards (e.g.you guys are probably sick of theasyou guys
dondt wanna gi)vemaay pfroersne nptaartti oonf? t he teache
task disengagement, enabling the teacher to recruit participation-andage the class.

Whet her tshimisto@rapark studénts for a challenging topic or recruit
participation, giving voice to the student perspective creates space for teachers to respond
to that perspective, as they do in a number of the extracts presented (i.e., Extra&s 4.2
and4.6-4.9). Teachers routinely present contrasting perspectives that assure students of
the topic’ s iltebasr naacbtiulailtlyy )(aeo.pgr.eh eyt as kmps ev a
itds your | asi.natcalatogeoth tiee studerd peestive dnd as
countetfper spective, teachers essentially enact
students themselves had verbalized that a topic or task was hard, boring, or that they felt
l' i ke “giving up.” I n thomowaystoeacher sc w0
future engagement by pivoting to a more positive perspective, but they also arguably
perform further affiliative work. Because the teachers in these cases first acknowledge

difficulties and potential problems, their subsequastieances may be heard not as
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platitudes or disconnected lectures but as useful suggestions grounded in real insight into
the student perspective.

In sum, what | hope to have illustrated in this chapter is one small way in which
relational concerns are dessed within, or interwoven with, the regular instructional
business of the classroom (see also Lo, 2019; Nguyen, 2007; Tadic & Box, 2019;
Waring, 2014a). Teachers are routinely advised to frame lessons for students (and
particularly for adult student®y informing them of the objectives of pedagogic tasks in
order to promote and facilitate engagement (Center for Applied Linguistics, 2015). This
chapter suggests an additional aspect that may be part of framing instruction, namely,
teacher talk about thexperienceof engaging with a topic or task, or what/how students
(might) think/feel about it. Voicing the student perspective can be an efficient means of
not only connecting with students but also preparing them for, and promoting their

engagement witlgurrent challenges and challenges to come.
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V —BINDING STUDENT CONTRIBUTIONS

Introduction

Teachers are advised to carefully plan lesson objectives, content, and activities,
and even to script their instructions and
needs and potential responses. Yet, even when student contributions are eohisjrain
particular task type or participation structure (for example, during what Seedhouse [2004]
terms formandaccuracyfocused episodes in the language classroom), the teacher can
never entirely predict who will say what, or precisely how an individeal cont r i but i
mi ght relate to the instructional agenda o
in the moment-working with what students actually say and-€e undoubtedly a
challenge in pedagogic interaction but also an opportunity for pgrsmgagement and
facilitating understanding, for the individuahdfor the group (Waring, 2016). In this
vein, research on classroom interaction has seen a growing interest in the question of how
teachers might respond to student participation in waygytheeyond mere assessments
of the accuracy or quality of that participation (eBpyd, 2012,Can Dgkin, 2015;
Creider, 2016; Fagan, 2015; Walsh, 2002; Walsh & Li, 2013; Waring, 2014a).
Thischapter presents one t eacmbarparticipgtionact i ce
in the classroom-binding student contributions use the ternbindingto refer to
marking a connection, using verbal and/or embodied resources, between talk produced by

a student anteacher explanatigotherstudent contribution®rothers t udent s’
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identities.By employing the practice of bindinthe teachetan attend to multiple
demands, including acknowledgittte contribution ban individual speakepromoting
the understandingnd engagemeif others, and advancing their pedgg agenda

In the following analysisnine extractsfeaturing the practice, drawn from a larger
collection of23 cases, will be presented. The focal extracts come tihoeeclasses
represented in the dataset: the gramefessin the academic ESL pragm and the
intermediateskills and advanceskills classes in the communityasedESL program (see
Chapterll for additional background)Theanalysis will demonstrate how teachers bind
student contributions and 1) teacher explanatwr®y other student contributions or
aspects of other students’ identities. I w
bet ween one student’'s talk and the discour

work toengageboth the individual and (o#1s in) the group.

Binding Student Contributions and Teacher Explanations

The most commualy observed form of binding (1&ases) involves marking a
connection between a student contribution and teacher explanation. In this section, four
such examples Wibe presented, revealing how teachers interweave references to student
talk within their own explications of pedagogicatglevant topics and themes. Binding
may occur as teachers link their explanations to agust student contribution; as they
embed references to student contributions within their explanations; or as they reference
student contributions following their explanatory talk. By highlighting such connections,
the teacher is able to acknowledge an indi

coherence and promoting the whole group’s

! Only one instance of this practice was identified indhta from the fourth clas#)e reading class.
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pedagogic focus. In addition,rfaling may also serve as a resource for moving the lesson
forward, helping the teacher to complete pedagogic topics and tasks anal séft t

ones.

Binding Following Student Talk
Teachers may employ binding as they respond to gjust student turn, linking
the student contribution to further explication of pedagogiaalgvant content. Extract
5.1, from the grammar class taughtT, provides such an example while also
hi ghlighting anot h-unctioha potential-enabling thentdacherg ' s
to resume a shift to a new phase of a pedagogic task.
Prior to the start of the extract, the class had been reviewing ansveers t
grammar exercise aefinite and indefinitarticles. During the review, TG had initiated
a discussion of the tergap year which appeared in one of the exercise items, and asked
if any students had taken one. While some students shared negatiwes refvikeir
experiences, Christina offered a positive perspective on taking time away from studying
(not shown). At the start of the extract, TG appears to be attempting to close down the
discussion and move forward with the anseleecking—note his gazingnd reaching
for the handout as early as line 05. Ultimately, TG will engage in binding to connect a
further contrbution from Christina (lines 14,6, and 20) to information about American
culture—a frequent topic of teacher informings in this class ke moves to resume his
prior agenda.
Extract 5.1 (Grammar, Session 1)
01 TG: yeah. itds |ikegdbkfiOwI3)wher ed
02 going to be working if you dondét go t
03 RI: nods

04 TG: y(y[eah.)
05 +gazes/reaches to handout on table

re 'y
(0] S C

<

0
h

mu



06
07
08
09
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
40

KA:
TG:

RI:

TG:
CH
TG:
CH
Gl:

TG:
CH
TG:

GI?:

TG:

S?:
TG:

75

[Zmc d o nal dt@shehhehheh
[yeah. mcdonal [d 6 s .
+smiles/gazes to KA
[ ( mcdonal dbs)
+mimes flipping
[(flipping burgers)
mimes flipping burgers
[ picks up handout from table, gazes to paper

at least [ i think [ i app]reciate this class
[gazeto CH [w- |
a lot more than i did twenty years [ago. ]
[oh yes.]
me too.

YEA:H. [.hhwel -]
[i took ]twenty years gap yea(hhh)r.
you took a twenty year gap year.
+nods

heh heh heh [heh ]

[very cool. J u::h,

+gazes down

i think that 6s alsoore ofdhe
+gazesto Ss
great things about anerica:n colleges,
especially community colleges, when

you take your regular classes, youor e

gonna see that you have (.) eighteen

nineteen twenty, a:nd (.) thirty: forty:

fifty: sixty: . (.) seventy year olds all

in the same class. we believe in | ife | ong

| earning. in the u s.

right.

so, yb6bknow, youdre never too old
(.) college. youbre never too ol

+gazes to handout
>a new career.<=part th:. ((continues))

In lines 07 and 08, TG brieflgbandons his move to resume ansafecking to

address students who had responded to his rhetorical questioe(r e 6 r e y o u

wor ki

ng

f

y 0 U lines01102):tKarg amswerklcDe rt d |aadRsck

enacts burgerifpping (lines 06 antines 0912). As Rick continues to mime burger

flipping,

and picks up the exercise handout. However, Christingsskdtts again to expand on her

prior point, notingabenefa f t aking a “break” (althou

d

goi

TG's embodied conduct suggests

gh

t o:
t

(o]

n

a

n
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school. She states that she appreciates the currenadtdisaorenow than she did, or
would have, twenty years ago (lines 14 and 16). As she produces this turn, TG gazes to
her; he produces a aff but does not otherwise attempt to reclaim the floor (line 15).
After another student expresses agreement with Christina in link8, 1ffe teacher
utters a loudeahthat endorses this more positive perspediive 19) He takes an in
breath but again cuts himself off as Christina continues with a humorous comment on her
experience that directly references the topic that TG had originally introduced:
twenty years gap yedline 20).

Thus far, TG has allowed fstudents to continue talk on the gap year topic. In
lines 21 and 2425, he may again be moving toward closing the topic and resuming the
answerc hecking as he responds to Christina. H
smile, followed by arery cool While uttering this positive assessment that aligns with
Christina’s own st anc edvidimgedrbal aridimaverbah e al s o
resources to simultaneously attendl,to resp
Resource Splitting When e gazes up, it i®© address the class, yet his initial TCU
remai ns r esponstpuoetalk:lo tChirn ks tualsnane @&fihe queat a
things aboutAmerican collegegspecially community collegéses 2629). The
pronounthatrefersdb Chr i sti na’ s ¢ ontalsoildicatesthaign whi | e
additional, related point will be forthcoming. While thus continuing to acknowledge
Christina’s contribution, TG al sothastabl i s
she described aralpositive featuréone of the great thing®f college education in the
U.S., and in particular, the type of college where the class is taking place. TG goes on to

provide information about this aspect of American culture. He notes that when students
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take theirregular, or norESL classes, they will encounter students of all ages (lines 29
34), and he ties this feature to an American beli¢énvalue ofifelong learning(lines
3435). Christina’s per son alaterieadyirmodisthusc e of r
characterized-for the benefit of the whole classasrepresentative of a more general
and positive feature of the American education system and American.values

In addition to responding to Christina and informing the class, one could say that
TG also leverages the connection to resume his agenda of moving on with-answer
checking. By binding Christina’ s contribut
relevant  the whole clasgG also reclaims the floor with a mulinit turn. As he brings
this turn to aclose by illustrating the concept of lifelong learningwitto u 6 r e never t
old to start colleger a new careerhe also gazes down to thandout in his had (lines
37-40). He speeds up at the end of the turn, and then announces the rpaxtebtwith
marked prosod{line 40) Thus rather than closing the topic abruptly after a student
contribution, the teacher further validates that contribution by lmgjldn it before
proceeding with his agenda. This extrilastrates the multfunctional potential of
binding as a practice not only for responding to an individual contribution and tying it to
explanatiorof relevance to the whole group but also for sthiyoadvancing to the next

phase of a pedagogic task.

Binding Embedded in Teacher Explanation

I n addition to forming p-priortstudenttalk, he t eac
references to previous student contributions may also be embedded in teacher
explanatory turns related to the pedagogic focus. Two examples of binding in such a

context wil/ be presented. In the first, t
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concept to a specific student example also mitigates the closing down of angongoi

student contribution. Extraét2 comes from the advanced skills class taught byABA.

the extract begins, the class is engaged in whiadap discussion about the artwork that
serves as “ dextbhoskchamer that thefy wilt work threugh the lesson.

Mayais in the midst of a telling/informing about artists who copy other works or pictures

but do not create ®“original” works. TA eng
works to make a new vocabulary item available to the whabksahd launch further

explanation, in part through the use of bindif®ee also Chapt&fl for a discussion of

the practice of resource splitting within this stretch of interaction.)

Extract 5.2 (Advanced Skills, Session 1)

01 MA: what they're doing is not crea ting their own

02 piece of a:rt.=but just >(you know)< they have

03 a- .hh () >you know< [y- if you give your

04 TA: [ gazesto  MA picks up

05 marker

06 MA: picture?=and they can paint your (0.2) .hh

07 they can -

08 (0.5) - TA gaze down, opens marker, gaze to MA
09 MA .hh <take a [ pic ture. [you know? (0.2)

10 TA: [ nods [ nods / turns to board

11 MA [but u:h (syl syl syl) ]

12 TA: [.hh so what y #ou're seeing here::, ]

13 +t urns toward Ss with It arm out/palm up

14 MA [exactly. ]

15 TA: A [ glance /nodto MA that maya pointed ou:t it's

16 +turns to board

17 actually a <replication?> right? so:: -

18 +writes 'replication’ on board

((9 lines omitted ;7 TA writes/says o6replicati)ondé/ orepl:.
19 TA: a:nd #that's a type of a:rt to:0?=

20 +turns/gazes to Ss

21 EM?2 =>m[#hm<

22 TA: [right? taki::ng u:m - (0.3) .tch you know

23 some art schools tea:ch - teach art in that wa:y

24 as well , =you try different, .hh (0.2) you take -
25 .hh you try to: replicate a picasso:, u::m or a

26 van go:: ghor amone:t, >right?< these famous

27 p#ainte :rs, marycassatt , .hh um- ((swallows) )
28 (0.2) - gestures painting with brush

29 a:nd you try: tomimic  (0.2) their <sty le,>

30 ... gestures painting +
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31 .hh and in doing so some people believe that

32 .hh you know you'll:: - () kind o:f

33 +tilts head

34 +moves open

35 palms back and forth (0.5)  >figure out< what

36 your style [#is too.#

37 Ss: [ nod

In lines 010 3, Maya continues her description

original art. She adds that if you provide a picture, theypeamt your, which she repairs
to, they can take your pictuigines 0607 and 09). She appears to be describing
producing a painting from a photograph (which would require skill but might not be
considered an original work of art). Note that as early as (4®5, TA prepares to
initiate a shift in pedagogic focus by picking up her marker to write on the board;
howe\er, she simultaneously remains an engaged recipient in the telling through, for
example, keeping her gaze directed to Maya (line 04) and nodding even as she turns to
the board in line 10.
As TA turns back to face the class, she does not respond diregtly May-a’ s | us
prior turn but launches pedagogicatblevant explanation. Sgoduces a framing
phrase to set up for her introduction of a new term for the dass: what youbr e sc¢
here(line 12). Theso-prefacing, along with the use of the vedeand the deictitere
seems to direct the whole group to return focus to the cover art ohaptgemhandout,
the starting point of the discussion. Maya, however, does continue her turn in overlap in
l'ines 11 and 14 with T Aaddressitbewholetclass.r ec| ai m
Orienting to this talk in overlap, TA returns her gaze to Maya, acknowledging her
contribution once more with a nod, before turning back to the board and adding an
explicit, verbal [ i n thatMaya pMreeg¢ aut(lises ¥516). or cont

The insertion of this relative claugei t hi n t he teacher’s explana
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the example that she has provided and the general concept tiaabdut to introduce
By using a thireperson reference form, the studest name, TA de®ri gns th
the whole group. In this way, she is able to both acknowledge an individual speaker for
supplying an informative description as well as alert the whole group that a pedagogic
point related to earlier talk is forthcongt-in this case, a general termeplication, that
applies to the example provided by the student as well as the cover art for the textbook
chapter.

TA proceeds to write on the board and pronounce two forms of the focal word
(partly shown in lines 118). She then offers further, detailed explanation, characterizing
replication as type of art todline 19)and a method for teaching new artists (lines 22
24). She uses another form of the focal word, the vepbcate as she gives examples of
famous artists whose styles might be copied (line8®%o that new artists can find
their own styles (lines 336). Her explanation is followed Wyrther discussion of the
concept of “replicat i ousé€ofhbindingthusiserniesingultiglen ot s
functions, including continuing to acknowledge an individual contribution, mitigating
TA"s disengagement from that individual,6 a
whole group. The teacher here links a detaileskcription and example offered by a
student to a general, pedagogicalyevant term, which is further linked to additional
examples and contextualizimgformation.

In thisnextexample of binding within a teacher explanatory turn, the teacher
highlights a connection to an earlier student contribution while also managgeg of
verbal participation, thus moving the task forward. The extract comes from the

intermediate skills class, taught by TI. The class has been discussing questions from the
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textbook related to why presentatioare givenn various contexts (students had

previously discussed the questions in pairs). At the start of the extract, Hanna is providing
a personal example of a type of presentdianshe has given at work (lines-02, line

05, and lines 0:D9). The group also discusses giving presentations in class (not shown).
After Tl asks the final question in line4-16 about the purpose of giving a presentation

at the meeting of a local club or town couneite the lack of aliging responses from
students. Tl wultimately moves past this
contribution.

Extract 5.3 (Intermediate Skills, Session 3)

01 HA =soif #ou::nd the pro:blems, a::nd te:ll to

02 everybody, (0.2) .hh how i - (u: n)(0.8) n:
03 SA “how you solved it. N

04 (3.0) - HA gazes down

05 HA (it was almost -) (1.0) presentation.

06 (0.4)

07 HA m#y: - (0.2) my duty wa::s .hh to find

08 problems. a::nd make decisions.

09 +gazesto Tl

10 T (1.0) - nods

((32 lines of discussion omitted))

11 T U:m, - (0.2) < #okay.= #why dowe gi veu:h
12 ... gazes to book

13 presentatio:::ns, <why would we give a

14 presentation at a meeti:ng of at a local clu:b
15 oratownc  #ouncil.

16 +gazes to Ss

17 (1.0) -Tlgazesto Ss; HA ER are gazing down
18 SA (i go(h)t no idea(h)) HH

19 +smiles

20 (0.8 )-Tlgazesto Ss;  SA gazes down

21 SA?: hhh

22 ... gazes down

23 (0.7) -Tlgazesto Ss

24 TI: A <i #think it's the sa:me thi:ng that - gazes,
25 extends arm toward HA .tch  u:h

26 +gazesto Ss
27 [ >#hanna was talking about.<= [ usually

28 ER/SA: [ gaze to TI

29 HA: [ gazes to TI
30 Tl it's some kind of problem? <and you're

31 proposing some kind of solution?=
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32 SA =>yeah.<

33 HA ye[ah.

34 Tl [u:m a::nd u::m you want people to hea: r
35 what (.) >your po ssible solution is.< u::m,=so:

36 again.=i think i t's a distri  bution of

37 informa  $tion. (.h) okay.=good. u:m,

38 ((continues))

As Tl reads the last question, he shifts his gaze from the book to the students,
awaiting responses but not selecting any particular student to answer (libéys Al1.0
second gap ensues, and some students continue to gazeatdbheir books (line 17).

Samantha selelects, but appears to produce a-answer, interspersed with laughter
(possibly,l got no idea (lines 1819). Further gaps ensue (lines 20 and 23). The lack of
substantive responses from students may be deiatihe unfamiliarity of the context

(e.g., a town council meeting versus the workplace or school) and/or the fact that this is
the last in a series of similar questions with similar answers.

What ever the cause of the ftaokubtofoalipgas
provide an explanation himsgbut notably, he does so by referencing an earlier student
contribution. In line 24, he begins his answer by marking a similariggrticer talk |
t h i ntke sanedhsgHe then gazes and gestures toward Hanna before shifting his
gaze to other students and adding the relative cléhetetHanna was talking abogiines
24-27). Similar to TA in Extract 5.2, Tl gives a student (Hanna) credit for forthcoming
teacher explid#gon, once again aclowledging her earlier contribution while indicating
its relevance to the textbook question at
name, a thirgperson reference form, indicates that the utterance is addressed to the whole
class. The explication is thus marked as r

earlier contribution, and relevant for-alerbally and nosverbally.
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During TIl's turn, note that the student
to him (lines 2829). Tl proceeds to elaborate on the connection, incorporating language
previously used by Hanna in her examenje kind of problemnd youdr e propo
some kind of solutigriines 27 and 3@31). (The concept cfolvingthe problems first
swgested by another student, S amakent h a, i n
decisiongn line 08 is semantically related.) This elicits aligning and confirming
responses from both Hanna and Samantha (Iin&3B2T'1 provides some further
explication ofthe rationale for giving such a presentatipou want people to hear what
your possible solution jéines 3435), connecting to a more general point (presentations
involve distribution of informationlines 3537) that he had made earlier (not shown)
before moving to initiate a new pedagogic task (partly shown iis Bi#e88). Through
the use of binding, Tl succeeds in furthering his current agenda and eliciting at least brief
verbal participation from students. He does so by referencing a prior stodénbwtion,
essentially inserting a “student answer” |
order tomove the task forward. At the same time, use of binding cdigugional
acknowledgement to an individual student and makes the connection between student

talk and the pedagogic focus salient forwiele class.

Binding Following Teacher Explanation

The final example in this section will show that, in addition to being dadx
within teacher explanation, references to student contributions may also follow teacher
explanation. In this environment, binding may facilitate summarizing and moving on.
Extract 5.4 comes from the intermediate skills class taught by TI. The cthbséa

reviewing rules for changing direct to indirect, or reported, speech. TI, with input from
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the students, had changed an example of reported speech written on the board into direct
speech. The reported speech example (Dummet, Hughes, & Stephen&yny&01
Obama told an audience that by the f2@B0s, the U.Swould senchumans to Marsthe
class rewrote itin direct speech@b ama t ol d an audi2@30sctee t hat ,
U.S.willsendh u ma n's t Nwote tat this example does not involvehange in
verb tense (e.g., from simple present to simple past) as most examples have but rather a
change in the modal verb.

After acknowledging that the direct speech example uses the simple future tense,
atthe start of the extract (line 03), Tl encages students to see the verb in a different
way, based not on its tense but orcasnponents (beginning in line 06). As Tl begins to
wrap up his explanation, he refers to a formulation used by a student, Hanna, about 30
minutes earlier to descrilveouldsend past futurg(not shown). At the time, Tl said that
he did not agree (there is, in fact, no such tense label) but would explain. By re
connecting in this moment t o Huaroontdlutisn ear | i
and offers another persgec ve t hat may benefit the whol e
complex grammatical topic.

Extract 5.4 (Intermediate Skills, Session 2)

01 Tl i t s s omet hthimkgbott bere.

02 ... moves open palms back and forth +

03 turns  to board  yes thisis future simple,

04 +points to board +

05 +gazes Ss
06 but really what wed6re | ooking at here
07 +gazes to board

08 +points to board

09 is the present modal [ ypl us the base.

10 +gazesto Ss

11 MI: [ nods

12 Tl so when we go::: (0.2) to:: reported

13 +gazes to board

14 +points to reported speech example
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15 yspeech webére gonna put this present
16 +points to direct speech example

17 +walks to end of board

18 A modal into the past modal. so:,

19 ... walks partly off camera

20 +points to reported ex. ++turnsto Ss

21 it 6s st ikiinddflkke>(0.2) f utu:re

22 MI: [ nods

23 TI: A but < Zin the past.>

24 (0.2)

25 HA nods slightly

26 (0.2)

27 Tl A °>right?2< ° >and i t hink thatodéds what you sai
28 +points to HA

29 (0.4) - HA nods/smiles slightly

30 TI: °yeah. u:m ° oka:y? [do you understand that?

31 MI: [ nods

32 °yeah.®

33 ... nods

34 Tl o:kay.

35 +gazes to board

36 (0.4)

37 Tl .hh all right:.

Inlines0t1 0, TI seeks to ensure the whole gr

forthcoming talk asomething to think aboute then notes that whiteill sendis in the

simple future tense, it is composed of pinesent modal plus the baserb].

Charactezing the verb in structural terms enables him to account for the transformation
of will to wouldin reported speech, which he does sogrefaced utterancen..we 6 r e
gonna put this present modal into the past m@ltads 1218). Following his detailed
explanation, Tl produces anotrsarin line 18 and a more general description of the
reported speech example: stllskind of like futurgline 21) Note the hedgingk{nd of

like), sound stretching, and brief pause, all of which suggest hesitation to fully commit to
the description. He completes the utterance with a coninatsin the pasfline 23). This
characterization now echoes the language used by Hanna earlier, although T
formulation does not capastfuturea s a tense | abel. Given wha

discourse markesoin line 18 can be seen as signaling a resumption of an earlier topic
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and a “del ayed” c our—shatispaddreasing Haoan s( Buosled eonf, t
termpast future

T1 thus marks a connection between his current explanation of pedagogic content
and Hanna’' s e ar lsapefaceccuttenance bothuespormsito thaHi s
contribution, now accepting (with hesitation) a modifiecssveron of Hanna’' s f o
At the same time, produced near the end of
class a way of seeing the examples as connected at a more general level. (In both direct
and reported speech, the verb indicates a fi@weat, one that has not happened at the
time of speaking.)

T  wi || undertake further work to bind
explanation. After Hanna responds with a slight nod in line 25, and following a brief gap,
Tl utters a quietight? (line 27). He then quickly continues with and-prefaced
utterancea nd | t hi n k saidgires 2#23). Mahkadtby thealiscourse marker
andas a continuation of his explication, this utterance explicitly credits Hanna for a
concept that Tl hascorporated into a summarybfi s own expl anation. /
use ofyouindicates Hanna as the primary addressee, his embodied marking of the

connectior—the simultaneous pointing to her (line 2&nakes the connection between

the current explanatomad Hanna’' s earl i er talk more sal |
it is not possible to see the direction of
does nod and smile slightl y folmulationeTit®e® ), not

producesan understandirgheck question directed to the whole class (line 30), which
elicits verbal and nemerbal confirmation from at least one student, Mina (line831

T1 will subsequently move on from these two examples, but his use of binding at the
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conclsion of his grammar explanation provides an opportunity to acknowledsgeleer
individual contribution while promoting coherence across separate spates of talk and
making complex pedagogic content comprehensible.
This section has shown hdeacherdind student contributions and their own
explanations of pedagogicaliglevant topics and themes. This linking work occurs in
several environment$ollowing, and in respaseto, justprior student turns (Extract 5.1);
embeddedvithin teacher explanatory turns (Extracts-5.3); and following teacher
explanatory turns (Extract 5.4). To mat@nections salient, and discourse
comprehensible, teachers recurrently use verbal resources including discourse markers
(such asoandand), expressions of relatedness/similarity (suchlasandthe same
thing), pronouns referring to prior student talk, and student names or the gesnd
reference form, as well as embodied conduct (such as gaze direction and gesture). In
marking connetons, teachers not only attend to thelationships with individual
students, validating active verbal participation, but &dsbeir responsibility for
promoting coherence and making the pedagogic focus comprehduosithle whole
class. Inadditon bi ndi ng may function as part of al
lesson forward and smoothing over potential interactianagement challenges, such as
addressing “too much” or *“too little” stud
especially Extrast5.15.3; see also Reddington, 2018). Thesetionswill be further
explored in the following section on binding student contributions and the talk and

identities of others.
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Binding Student Contributions and the Contributions or Identities of Others

In addition to binding student contributions with their own explanations, teachers
also use binding to mark connections between students: connections between the
contributions of different students, and connections between student contributiohs and t
identities of others. In this section, five examples (from a collection of eight cases) will
be presented, revealing how binding not only acknowledges individual contributions but
may also create opportunities for engagement with other students rotipe 4s will be
shown, binding may occur with differekinds of teacher elicitations to expand
opportunities for verbal participation in the moment; it may also occur as the teacher

attends to keeping students engaged as recipients. Such work can adaacet e ac her

«
.

agenda of shifting to new speakers or new pedagogic tapdisisks.

Binding in Eliciting Student Talk

Binding may enable the teacher to expand opportunities for verbal participation in
various ways by capitalizing on (apparent) conn@éctioetween student contributions or
between student contributions and the identities of others, as will be shown in the
following three extracts. Extraét5, from thesame session of tleelvanced skills classs
Extract 5.2 comes from a stretch of interaction in which students are sharing with the
whole group about discussiotigtthey had had in pairs on the topic of creativity in
education. As the extract begins, Maya is in the midst of a telling/informing about a non
traditional school that sHenows ofthat appears to promote creativity (see also Chapter

VI for a discussion of resource splitting in the context of this stretch of interaction). In
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lines 0102, Maya adds théetail that students at this school even haedrdgedom to

choose whether or not to wear clothes (pronouncetbdy .

As

Maya’'s

extent

informing appears to be winding down in ling @he teacher marks a topical connection

between her contribution and earlier talk by other students (Miriam aajldgamg the

pair discussion to create space for them to engage in extended talk.

Extract 5.5 (Advanced Skills, Session 1)

01
02
03
04

MA

Ss:

((13 lines omitted
choose not to wear clothes))

05
06
07
08
09
10
11
12
13
14
15
16
17

18
19
20
21
22
23
24
25
26
27
28

MA
TA:

SA
MA
TA:

SA
MI:
SA

MI:

A

itos

you want you don't have to wear cloth

(0. 2)
((laughter))

;. MA states that even adolescents can

brea k the ethics.=and

nods . h but -

+gazes to Ml

was u:m- .tch

+points to
wha:t

+palm toward MI+

miriam a:nd

+walks toward he

of school uni
+gazes to

ad of table
#forms?

Ss +gazes to

+gestures to self, up and down
+furrows brows

[ nods

[ "exactly.
[ opens palms to
you wanna share
+retracts arms
your thoughts?
oo (
H[h h

[(syl syl syl)

+smiles

=(all  yright.
((continues))

Ml

SA and Ml/gazesto

>a li ttleb
+nods

) °° ((to M)

)< (0.2) (

#it?<

) uth

SA

- >you know? "<
i - re #lated to that in a wa:y

- and sara talked about in terms

alternat i v eeeavandhoyglo=

if

(Awearingo)

“about —

Ml

The new information that Maya provides about the alternative school in lines 01

02 is received with laughter from otheudénts (line 04), and she goes on to assert that

even adolescent students can choose not to wear clothes (not shown), which she

characterizes in a problematic waybasaHing] the ethicqline 05 .

n

ne

05, I
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andmay signal additional, related katio come, but she addsyau knowthat ends in
rising intonation, whichnvitesacknowledgement of or agreement with her prior point.
TA provides this acknowledgement, nodding in line 06. After dor@ath, TA then
produces dut-prefaced utterancéuti- related to that in a way wasmwhat Miriam
and and Sara talked about in terms of school unifo(limes 0616). The discourse
markerbutr el at es what TA i s about to say to whe
while suggesting a disjunctive action to come; TA is in fact moving to close down
Maya’' s ext end erdparingofselectm new gpeaker.drirst, however, she
explictlymar ks the connection bet wee-hesdlkatgda’ s t o
speakers with the phraselated to thatinawayr el at ed to Maya’'s cont
pronounthat suggests, and perhaps more specifically, to dress policies at schools and
theirrelationshiptcc r eat i vi t y. Note that the connecti
embodied conduct: TA shifts her gaze and gestures toward Sara and Miriar@i0&s
and10) as she informs the class of the topic that the two had discussed during thei
pairwork (which TA had likely overheard while circulatiagrliel).

On the one hand, by continuingtoreferente y a’ s pri or tal k, TA
acknowledgement of her contribution. At the same timith this preelicitation,she
prepares to broadeopportunities for participation. By claiming the relevance of a
topic—school uniforms-discussed by Miriam and Sara during their pairwork, TA
accounts for selecting them as next speakers. She alsotbésesstudents a (brief)
opportunity to prepare toe next speakers: In announcing the connection between
Maya’'s contribution and their pair discuss

selectchem next. Fol lug’wiinng 122hhikfegazesliy@gstardssand nods
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toward Sara and Miriam drproduces the explicit elicitatiogpu wanna share a little bit

about your thoughtsA&fter some apparent negotiation between the two regarding who
should take a turn in lines 2%, Miriam begins to share (lines-28) and proceeds to

talk at length abduestrictive school uniform policies (not shown). Through binding the
contributions of these student speakers, the teacher is able to attend to multiple demands:
acknowledging the contribution of a prior, individual speaker while accounting and
preparingfor the selection of a new speaker, thus broadening opportunities for
participation.

Teachers may make connections not only between stretches of talk produced by
different students, but also between talk produced by one student and aspects of another
studmt ' s identity. Such connections can al so
participation. Extract 5.6 comes from tkeme session of ttaelvanced skills classs
Extracts 5.2and5.5 The <c¢l ass has been discusossi ng a
“I'ive i1 n their headestsahdoffens ah dppaent Codnfer May a s e
example: a professor at her home university who is also an athlete (lines 0:@G%d 03
While TA acknowledges this contribution, note that in lineslé5she makes a
connection to another student’s identity a

Extract 5.6 (Advanced Skills, Session 1)

01 MA #well. [ but one of [the: (0.3) professo::r,
02 TA: [ gazesto MA [ sits down

03 MA (0.2)  at my home university , =he's doing
04 marathon.

05 (0.3)

06 TA: “o:h. — #good.

07 +nods +shrugs

08 MA he's very ath #letic.

09 TA: “#great. (.) #yeah. =

10 +gazes down

11 MA =sports. [(including)



12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28

n

TA:

EM
TA:

EM

TA:

SA:
EM:

nes

and your husband is

92

[< #i mean this is o: ne,
+gazesto MA EM?

[ gazes/nods to TA, palm to self

(as [well)/( what),]

+gazes / palm toward EM

[my husband is ]

+nods +

a: - a professor and then he's a: avid rock
climber.= so (i -) the first thing what he -
.hh if you ask him uh what does he #do he's
i'm aclimber.
UH [HH hh |
+smiles

[((laughs)) ]

[and by the way i a:llso ] happento: ()
>uh< earn some money with being a teacher

((continues))

06

and 09, TA offers positive

contribution, but no further development of the topic. Maya extends the topic herself,

perhapsprear i ng

does

not

or

t

(0]

ent

l i st other examples of the

to the cl| osiyealings@Gaadht i al

09). In line 12, TA launches a new turn with quickened pace and in overlap with Maya.

Although she is reclaiming the floor from Maya, she refers to what Maya has just shared

with the groupthis is onema y

0]

F

begin to frame Maya’'s contr.i

possible counteexamples. At the same time, note that Emma bidsvedpally for the

floor by gazing and nodding at TA and gesturing to he(el 14). TA abandons her

TCU but nevertheless proceeds to mark a connection: Gazing and gesturing toward

Emma, she produces eitrard your husband is what and your husband as well

(lines 1516). T A 'embodied orientation to Emma and useuwd-prefacing (and

potentially a turdinal as wel)

mar k Emma’s wupcoming t;al k

in addition, either form of the utterance could itsgfve as an elicitation.

as
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With her use of binding in line 15, T&husr ef er s t o one student’
moving the interaction forwardon to a new speaker and a relgpetht The teacher
seems to draw on prior knowledge of one as
toang ademi c who is also an athlete. Emma’s j
makes relevant TA' s selection of Emma to t
turn even before TA completes the elicitat
professor and rock climber (beginning in lines22). TA thus marks a connection
betweentworedl i f e *excaunptlers” opposing the claimt
their heads” and | everages her knowl edge o
opportunityfor that student to share personaievant information. Through binding,
the teacher both continues to reference an
while simultaneously creating space for another student to participate.

In addition to seleting particular individuals as next speakers, binding may also
facilitate opening the floor to the whole group, as is the case foltbwing extract, in
which the teachenmakesa connection between tlearliercontributions of two speakers.
Extract 5.7comes from theame session of thetermediate skills classs Extract 5.4
Students have been reporting back to the class on interviews they had conducted with
partners. The topic was things that your partner would like to do in their lifetime, and
stidents were instructed to use reported spe
the extract begins, Samantha shares that her partner, Erika, wants to go skydiving (line

01). Notably, a few minutes earlier in the activity, Erika had reported thatrfiizena



want s

t o

go skydi vi n gempatiedmarkiry ofihe donnection’ s

between the responses creates opportunities for further participation.

Extract 5.7 (Intermediate Skills, Session 2)

01
02
03
04
05
06
07
08
09
10
11
12

13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30

SA:
TI:

SA

TI:
ER

SA?:

TI:

ER:

TI:

HA

ER

TI:
HA

SA?:

she said that she wanted to do skydivin  g.
nods go.
+points to SA

go. [ ((laughter/inaudible talk) )]
+gazes to ER

[go skydiving. ]

[ nods/smiles at SA
heh [heh ]

[gazestoER ] (0.5) -nods

A skydiving.
+gazesto ER +gazesto  SA/points rt index

finger to SA and It index finger to ER*

Figure 5.1 Teacher points to Samantha and Erika

[ °yeah.
[(itds same)°yeah.
+gazes down
[gazesto ER
who do you think will do it first.
+points index fingers to SA ERt+
+gazesto  SA +gazes to
she:.
+gazesto ER
gazesto  HA maybe [(me.) ne. ]
+smiles +gazesto Tl  /raises
hand next to face
[ gazesto HA
[(eh) not she and not]

+points to ER with rt hand

+points to
with It hand
heh heh heh heh

both of you wanna go [skydiving.

94

SA

2 For extractghat feature complex descriptions of teacher embodied corahmymized illustrations are

provided.

vV e
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31 HA nobody. °([ ) °

32 Tl [$n(hh)eithe(r)=[ neither of them,$
33 +smiles

34 +points to SA ER

35 SA [(oh) she (has

36 +smiles

37 +gestures to
38 ER

39 better) hh hh hh

40 TI: $n(yeah)=uh -huh.uh -huh.$ WH, (0.6)

41 ... smiles +

42 it doesndét mat t ecarefpl.yntinubsy

Tl initially responds to Samantha with an acknowledging nod and a quick
correction (ofdo skydivingo go skydiviny (lines 0203 and 06), a correction taken up by
the student (line 04). In line 09, Tl turns his gaze from Samantha to Erika and nods, now
“responding” to the student whose future
brief gap, he repeats tletivity, skydiving topicalizing it (line 10). He then makes a
connection between the contributions of Samantha and Erika, highlighéimghared
interest both of you wanna go skydiviligne 10). The pronoubothlinks the two
contributions (and twestudents). While the use bbth ofyoumakes Samantha and Erika
the primary addressees of the utterance, the connection is a reminder to all students in the
group of earlier talk. As he produces this noticing, Tl also marks the connection non
verbally. Heshifts his gaze from Erika to Samantha and points one index finger toward
each studenta visual marking of the shared interest (linesl20see Figure 5)1 This
elicits further talk from Erika, who confirms (lines-13). The binding utterance is thus
bot h r esponsi v epriorcontdbatioraand ahmaansof gxtanslihg topical
talk.

Tl proceeds to elicit further verbal participation. He shifts his gaze back to Erika
(line 16). Then, while continuing to point to both students and shift hishgdeeen

them, he asksvho do you think will do it firsflines 1719). Through gaze and the use of
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you, Tl appears talirect this elicitation to Samantlaad Erika; however, the design of

the question leaves open the possibility of other respondertglasalyoucould refer

to all students, and any student is capabl
future activities. In fact, Hanna is the first to respond, answering that Erika will be first

(lines 2621). Erika responds next, choosing hdrfgles 2224) . During Erika’ s
response, Tl shifts his gaze to Hanna, who continues. Hanna now changes her answer,
chall enging the premise of TIlI’'s question b
skydiving (lines 2629 and 31) and eliciting lautgr from at least one other student (line
30).Inlines323 4, Tl responds with a r eéditeeranul ati on
them), produced in smiley voice and with laughter. Samantha then makes her prediction,
seemingly selecting Erikalig as themore likely skydiver, also with a smile and

laughter (lines 389). Having elicited several responses, Tl begins summing up the

discussion in lines 4@2, offering general advice to Samantha and Erilgasiobe

careful Through binding, the teacher hepkaowledges the contribution of the reporting

student while creating space for extended talk on the &mldor others to participate

verbally What could have been an | RF exchange

student becomes a brief myaity discussion.

Binding in Acknowledging Recipient Relevance
Binding a contribution to other student contributions or identities is not always
aimed at eliciting immediate verbaérticipation. As the final two extracts will show, at
times, theteachenay use binding to attend to the re
continued engagement as listeners/recipieptacknowledging connections without

eliciting talkfrom a new speakei he folloving extract comes from thetermediate
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skills clasgfrom the same class session as Extract &i8))illustrates a subtle form of
binding—conducted entirely through embodied condutth at connect s one s
to an aspect of anot herHamaisahgaget inanyextended t he
telling alout an autistic boy that she knew and his achievements, including teaching

himself several languages. As the extract begins, she is listing languages that the boy

l earned (line 01). No t e -08, whick attenasb anathere d c on d
studen Mi na, in the midst(seoHgurélm3ina’ s conti nt

Extract 5.8 (Intermediate Skills, Session 3)

01 HA and he knew chine:se,
02 TI: wo: [w.

03 ... gazesto HA
04 +raises eyebrows

05 HA [ korea:n, *

Figure 5.2 Teacher gazesHanna

06 A Tl turns/gazes/ points to MI (( off camera )) ,
07 with eyes wide and eyebrows raised, *

Figure 5.3 Bacher gazegoints to Minawith eyes wide

08 then gazes back to HA smiling -(0.5)
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09 HA y#ea:h. [.hhh

10 +gazesto Ml

11 T A [ gazes /smiles at Ml

12 HA: [ serbian  with  [(kyrillits ),

13 TI: [ gazes to HA [ nods

14 HA: and he ylearned everything from computer.

In line 05, Hanna adds Korean to the list of languages that she has been building.
Her continuing intonatiosuggests that there may be more items to add. However, at this
point, Tl, who has been gazing toward and redpanto Hanna (lines 0@4; see Figure
5.2), directs his attention to the Korean student in the group, Mina: He turns and gazes

toward her, witthis eyes open wide and eyebrows raised, and points (lin@8; @ée

Figure53 . The embodied conduct mar ks a connec
telling and an adpectudfdeMinea’ss offdemtei t gac
exaggeratedfacid x pr essi on seem to suggest—a “happy
nonver bal version of, “did you get that, t o

On the one hand, noting this connection

background and his continuing concern for other students in th® alad not only for

the current student speaker. Although it is not possible to see her reaction in the
recordings, it can be s aidbsigndi@engagetMea,t eac he
who, like Tl, has been in the more passive role of telleugpient. At the same time, by

marking this connection through entirely embodied means, Tl avoids overtly

“Ii nterrupting” Hanna’'s ongoing tkdadheri ng; n o
with a smile in line 08In fact, it may be possible to viduns brief engagement with Mina

as support i ve—anoveHosensora thescontinedd htientian of other

members of the audience taaiés of the telling. In lines 020, Hanna also attends to her

wider audience: She briefly shifts her gaze tm&las she produces a prosodically
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markedyeah acknowledginganother recipient of her telling (not only TI) and the
connection that the teacher traghlighted As Hanna takes an-toreath and prepares to
continue her telling, Tlances at Mina agabriefly, with a smile (line 1}, before
returning his attention to Hanna (lin8)1who goes on to add more languages to her list

(line 12) and complete the telling (line 14). In this case, then, we see a teacher continuing

to alignwithandrespondtmes t udent’' s extended contribut.i

nonverbally binding this contributiontana s pect of anot her student

teachelacknowledges anattends to engaging other recipients.

In this last example, binding is again accompliskabtly, through embodied
means, as the teacher continues to engage verbally with one student spdeaker
acknowledging anotheAdditionally, in this case, binding enables the teacher to resume
his prior agenda of initiating a shift in pedagogic taste extract comes from tlsame
class session of thetermediate skills classs Extracts 5.4 and 5.Following a
discussion of items that students would bring if they were going to live on Mars, TI
appears to be summing up, partly shown in lineydliguys are ready to go live in
space Samanthaéhenselfselects and initiates a playful exchange, extending the
hypothetical scenario to include the teacher by asking if he plans to stay on Earth (line
04). Tl responds emphatically that he will stay (li6€é€8 and line 10). As he elaborates
on this response and indicateseadiness to move on in lines-18, Samantha expands
the sequence with a followp questionbutEar t héds gonna be better
(lines 1617). Though produced with laughterdain the context of playful imagining

about space travel, the question may be a delicate one for Tl to answer. Note how TI

W
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manages, beginning in line 21, to respond to Samantha while making a connection to
anot her —Hda o e-aarliercantribution.

Extract 5.9 (Intermediate Skills, Session 2)

01 Tl you guys are ready to go live in space.

02 SA? ((laughter))

03 TI: u::m,

04 SA are you [gonna ystay he::re(hhh)?

05 TI: [gazesto SA

06 no no. [.tch u:m, (hh hh) iomiém staying
07 +shakes head +

08 +smiles

09 Ss: [ (( laugh ter))

10 TI: on ear th,

11 SA yeah[( ) ]

12 TI: [ Zyeah yeah (syl).] i feel very good here,

13 ... Smiles

14 ymaybe not  ((hames city)) but u:::h somewhere.
15 on earth. Zu(hh)m, [ gazes to board

16 SA: [ but earthds gonna be
17 [ better (.) [without us yri(hh)ght?

18 TI: [ gazes to SA

19 HA [gazes down

20 SA: [ (( laughs ))

21 T [uh gyouknow, i donét Kk mulo justt:

22 +gazes down/smiles

23 A iol 1 jusitoll wat c hdocurheatary.

24 +gazesto HA

25 +gestures to HA +

26 [okay. [about life. [on mars. i61 1 wat ch
27 +gestures to HA+

28 +smiles

29 HA [ gazes to TI

30 SA [o::h, [eh heh heh heh

31 HA [ smiles  hhhh

32 Tl i 611 watch the momi e.Zthath(hdl)be
33 +gazes down +gazesto MA
34 very interesting. u:::m, yeathso: - shakes head
35 +gazesto Ss +gazes down

36 itds very i nt érthenkthatthigidea

37 of li vingin space. u:::m, so:: ((continues))

38 +gazesto Ss +gazes toward laptop

Samant ha’ s @ u-&7% dnding with the tagght, is designédao elicit
a confirming response. If Tl produces the preferred response, however, he will be

agreeing with a negative assessment of his studdhtg Earth will be better if they
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|l eave for outer space. Nbdkedownrardutteeskhay i n T
andyou know signs thahe is treating responding to the question as somewhat
problematic (lines 2P22), in spite of the playful contexAfter a noncommittall d on 6t
know TI produces an utter anc einitiallgwestions eems t o
about whether TI would stay on Earth (line
guestion of what Earth would be like without the students. Rather than travel to dpace, T
claims instead that he wilatch the documentagline 23).

On one level, Tl thus remains responsive to a stuiddtidted course of action,
even in the face of a potentially problematic question, and in spite of his earlier move to
close the activityAt the same time, however, note how he attendsvedpally to
another student who has been in the role of an unaddressed recipient of the exchange
between Samantha and TI: He shifts his gaze and gestures toward Hanna as he references
watching the docurmgary (lines22 5) . What i s noteworthy abolt
conduct is that Hanna had previously shared about a documentary she had seen about
people interested in living on Mars, about 15 minutes earlier in the riaeddition,
aboutoneminute earlie during the current activity, she had also suggested that students
use a camera to make a documentary for people who remain or{ricaarshown). After
the worddocumentarywhich is also emphasized via stress, Hanna looks up at TlI,
perhaps in recognitioaf that connection to her earlier talk (line 29). As Tl continues his
turn, adding further specificity (a documentatyout life onMars), he smiles and
gestures again to Hanna (lines2®), who responds with a smile and laughter (line 31).

Tl managesa briefly acknowledge atudent recipient angromoteher continued

engagement as he responds to the participation of another student. At the same time, he
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subtly disengages from the playful sequence initiated by Samantha; he produces another,
more generdlormulation of his hypothetical plah (6 | | wa t pbefor¢otieengano v i e
summative assessmenefy interestinywhile shifting his gaze away from Samantha

down, or to other students (lines-32). In lines 36-38, he produces another assessment,

I tvérg interestingthis time linking to the broader lesson topas idea of living in

space Tl thus reclaims the floor and resumes his prior agenda of closing one task and
initiating another, partly shown imes 3738; binding a more recent studeonntribution

to an earlier one is a step in advancing this agenda.

This section of the analysis has shown how teachers make connections between
students themselves, specifically, connections between the contributions of different
students within the sanatass session (Extracts 5.5, 5.7, and 5.9) and connections to the
identities of others, likely revealed or discussed at earlier points in the course (Extracts
5.6 and 5.8). These connections may occur with elicitations that immediately invite other
studentdo contribute in topicallyrelevant ways (Extracts 5%&7) or without such
elicitations (Extracts 5-8.9); in the latter case, studemi8ose identities or earlier
contributions are relevantto currenttalk e i nvi ted to “participat
ergagingas active listeners. To makennections salient and comprehensible for all,
teachers recurrently use verbal resources including discourse markers (@ndharas
buf), expressions of relatedness/similarity (sucheteted tg, pronouns referring to prior
student talk, and student names or other reference forms (sbothas$ you, as well as
embodied conduct (such as gaze direction, gesture, and even facial expression). Notably,
as Extracts 5.8 and 5.9 illustrate, connewioan be marked entirely througimbodied

conduct—and thus subtly, without significantly alteriag ongoingcourse of actionAs
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discussed in the previous section, through binding, teachers may attend on the one hand
to a particular studentvalidating heir active verbal participation. At the same tinhe,
teachercan also attend to other individuals, and to their responsibility to the group as a
whole, by promoting coherence in the discourse, acknowledging others and promoting
their continued engagenmerand creating opportunities for others to participate. In

addition, as shown most clearly in Extract 5.9, binding may also function to move the

| esson forward in |ine with the teacher’s
Discussion
Schwab (2011) has argued for viewingwholas s i nt er acti on as a

the term recognizes that even when the teacher engages in what appear to be dyadic
exchanges with individuals, all students remain ratified participants and potential
addressees. This chapter has showcased one teacheipcae f or “wor ki ng wi
contributions that attends to multiple dem
the individual contributor and other studeimshe class

Binding student contributions is the practiceradking explict—and incases
whereembodiednarkers are employed, making visisteonnections between student
contributions and teacher explanations of pedagogicalévant information, or the
contributions and identities of other students. As teachers refer to and acknowledge
student contributions, links are established via linguistic resources including discourse
markersexpressions of similarity, pronouns and other reference forms, and at times via

embodi ed resources, including gamying and ¢
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Whether a connection is made to teadhérated explanations or to the
contributions or identities of other students, binding ultimately serves similar functions. It
is, on the one hand, a means of acknowledging an individual student. As teachers
highlight connections, individuals are given credit for introducing or explicating
information related to the pedagogic focus or for stzarelevant (personal) information.
Their active verbal participation, including sharing about thekoduiass idetfities, is
thus “spotlighted” and validated. On the o
the needs of others. At whakihgcomhegtiots be ter m
between prior and upcoming tgskomotes discourse coherence; by makingsal
connections between separate stretches of talk, binding may fatillae wh ol e gr ou
understanding dboth theongoing interactiomnd the topic or pedagogic focus of the
moment. Yet, as specific cases demonstranelifng canalsoenable teachets pursue
such aims apromoting more even participation (Extracts-5.3), promoting
engagement on the part of students (currently) cast in the role of listeners/recipients
(Extracts 5.85.9), and/or moving the lesson forwasg completing and shiftinth new
topics and tasks in | ine ¥WwhAand59 he teacher’
In his discussions of classroom interactional competence, Walsh (2006, 2011,
2012) enumerates the forms that t e a ¢ h e Joriestedrespamding may tpke,
referringt o ways in which teachers can “shape”
clarification, repairing utterances, modeling correct language use, paraphrasing, and
summarizing. Binding, or making connections, could be viewed as a potential addition to

this list, apractice addressed to both instructional and relational concerns.
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Through binding, teachers show themselves to be attentive listeners, interested in
and able to recall what their students have shared just prior, @atherclass sessipor
perhaps several classes ago. Examining a practice like binding over time may provide
insight into how teachers accomplish such vital but elusive aims as establishing rapport
and building classroom community.inThese “Db
micro-moments of interaction like those examined in this chapter (see also Reddington,
2018). As Hall and Smotrova (2013) write:
The ways [teachers] make use of the multiple semiotic resources available to
them are influential to shaping the formd st udent s’ participat
classroom interaction. They can turn a classroom into either a jointly
accomplished enterprise or a lonely pursuit of separate individuals physically
sharing a single space. (90)

Binding may be seen as one small meardiggflaying responsiveness to learners

and of working toward a classroom that is
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VI —RESOURCE SPLITTING

Introduction

It is a welkdocumented feature of classroom interaction that teaottzia
ultimatecontrol over topis andturn-taking .g.,Cazden, 1982001 McHoul, 1978;

Mehan, 1979)Y et , a f ocus on “teacher control ma

the contingent management of this interaction (see Lee, 2007), particularly in classroom

contexts where students are allowed and encouraged-setesit, initiate topics, and

take extended turns at talk. How, specifically, does the teacher enact the role of

“manager ” qdrtyisteractton? Whdt gractices, beyond previously

documeted methods of turn allocation (e.gaantd 2012; McHoul, 1978; Mehan, 1979;

van Lier, 1996), might be involved? I n par

on” to new topics, tasks, and speakers wit

conveyng a lack of interest in learner initiativesspecially in the adult ESL classroom,

where | earners’ verbal participation is hi
One solution to this problem may be found in the practicesiurce splittingl

use the termesource splitting o r ef er t o the teacher’ s wuse
resources to simultaneously pursue different courses of action within a single turn, or the
use of different embodied resources (e.g., gaze and head nods) to do so. By utilizing

different sets of semimt resources during moments of potential topic, taslspeaker

transition,the teacher is able to manage the potentially competing demands of aligning as
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a recipient and validating the contributionaofe student speaker while at gane time
maintainirg order, promoting even participation, and mouimgjr pedagogic agenda
forward (see also Paoletti & Fele, 2004).

In the following analysis, 10 segments of wholass interaction featuring the
practice, drawn from a larger collection df &ses, will I presented. The focal extracts
come from all four classes represented in the dataset: the grammar and reading classes in
the academic ESL program and theermediateskills and advanceskills classes in the
communitybasedESL program (see Chaptil for additional background). The analysis
will demonstrate how teachers use resource splitting to 1) manage stud¢akingrand
2) manage (potential) shifis pedagogic topic or task. | will argue that the practice of
resource splitting facilitates ttke | i cat e i nteractional work of

following complex or personal student responses or stidgiatted talk.

Resource Splitting inManaging Turn-Taking

The first section of this analysis will examine resource splitting as aqe 4ot
managing student tutaking. More specifically, this section will examine five instances
(from a collection of b cases)n which the teacher utilizes resource splitting to align as a
recipient in one dyadic exchange while allocating a turn tthenspeaker, opening the
floor for next speaker seffelection, or managing competing contributions. By utilizing
this practice, the teacher may simultaneously attend to multiple concerns, including
validating an i ndi vi dufarlothess tocparticipateiandit i on, ¢

maintaining order in turtaking on the main classroom floor.
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The first extract illustrates the use of resource splitting in the accomplishment of

turn allocation during an answehecking activityThe intermediate skillslass has been

reviewing answers to a comprehension exercise based on a reading about Jane Goodall in

the textbook (Dummett, Hughes, & Stephenson, 20h5hitiating the answechecking,

the teacher (TI) had given the instruction that students shoutdambfrom the text but

provide the answer in their own words, and he proceeded to select a student to respond to

each item, moving down the single row in which the students were seated. As the extract

begins, Samantha is responding to her assigned quégstwall theforeigners

including Janeleave the region?No t e

embodiedesources (in this case, gaze and geSterables the teacher to

how t he

“splitting”

of

simultaneously address two different students as he transititmes next item.

Extract 6.1 (Intermediate Skills, Session 3)

01 SA
02 TI:
03 SA
04 TI:
05 SA
06

07 TI:
08

09 HA
10 TI: A
11

[all for #eigners? left [but (no

[ gazes to book [ nods
[didn't.
[ gazesto  SAnods

[ “she: stayed there.
+gazes to pen in hand

[ Zwo:w very  [good.°
+gazes to book +gazes to

[ gazesto Tl

°very good. %

+gazes to book/points to HA

-) jane

SAnhods

Figure 6.1Teachemgazes to book/points tdanna

! For extracts in which the focatgctice features the use of multiple embodied resources, anonymized

il lustrations

are provided along

wi t h

descriptions
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12 [.hh u:m, #why were there

13 +retracts arm

14 ... gazes to book

15 HA [ gazes to rt side

16 Tl only about [a hundred chimpanzees

17 +extends arm toward HA

18 HA [ gazes ahead, to TI?
19 Tl living in gombe by the end of the eighties?
20 HA u:h - (0.8) because ((continues))

As Samantha produces her answer in line 01, Tl keeps his gaze directed to the
textbook (line 02), probably to confirm the accuracy of the response.3dtaantha
produces a partly correct responak the foreigners lejt the teacher begins to give Ron
verbal feedback in the form of head nods (line 02). He gazes up at Samantha (line 04) as
she produces the second part of the ansiver (i e , dnesdObabdt03. The answer is
now complete and accurate, and Tl responds with verbal positive assessments, first a
wow, which may orient to the complexity of the question and its answer (i.e., all
foreignersbut Jane left), and thenveery goodline 07). As hautters thewowand begins
thevery good Tl also gazes down to the textbook, perhaps in preparation for moving to
the next item (line 08). Samantha also orients to her own turn as coming to completion.
As she quietly adds a (shedsaped tm)ygshea withdraws of J an
her gaze from the teacher, looking to the pen in her hands (lif@8)05

As Tl completes thgerygoodin line 07, he gazes up to Samantha once more and
nods(line 08) reinforcing the positive feedback. He then prodwicescondiery goodn
line 10. As he repeats this positive evalugtimontinuing to addresSamanthand
validate her contribution, note that he also shifts his gaze to the textbook and points to the
next student in the rotjanna(line 11; see Figure @). Tl here performs whafaanta
(2012) has termed an embodied allocation to select Hanna to answer: The turn allocation

is accomplished entirely througimbodiedconduct, specifically, the pointing gesture.
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UnlikeinKaantda s (2012) d a toaafion imthi& easeasrdone fribr ® tha | |
teacher initiation, the reading of the question, and without an accompanying gaze shift to
the selected next speaker; the teacher instead looks to the textbook to prepare to read the
guestion. The teacher is thalde to simultaneously accomplish several actions within a
single turn, including positivelg v al uat i ng the pri oKaadgpeaker’
2012, allocating the next student turn, and preparing to produce the next prompt. By
splitting resources tattend to different addressees and different coursastioh, the
teacher efficiently manages relational concerns while moving the lesson forward and
ensuring even participation.

It is worth noting that although an answatrecking activity like thatn Extract
6.1 is often associated with constrained student participation (Seedhouse, 2004; Walsh,
2011, 2012), in this casenottotrdieetothexrboodser ' s i
heightens the challenge level, requiring extended talk thaaitsvedy spontaneous. As
Extracts 6.2 and 6.3 will further illustrate, teachers in the dataset engage in the practice of
resource splitting as they balance “respon
t hat exhibit some ki nGhrpenter, 2019)pTairos treal parfersns (W
complex tasks, express personal meanings, and/or are siuitiated.

Extract 6.2 comes from the grammar class. Prior to the start of the extract, the
teacher (TG) had initiateddascussion of the provei®eople whb live in glass houses
shoul dnodt ,whichappsaresl asam i in a grammar exercise on punctuating
adjective or relative clauses. After ascertaining that most students were not familiar with
the proverb, TG asked the class to guess its meardmglso displayed the proverb with

an illustration of a figure inside a glass house on the projector screen. As the extract
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begins, Kara is responding to the teacher’
articulating the precise meaning of the pmvén this case, there is a split not only in the
teacher’ s usmbodedesourees luhalso imhmsdiseeohbodiedesources:

In a single turn, the teacher responds verbally anevedpally (via gesture) tBarabut

also initiatesare-openingof the floor via gaze shift.

Extract 6.2 (Grammar, Session 3)

01 TG: [ gazesat KA

02 KA [yi think (.) ités Iike (2.0) hm:.

03 (1.0) - TG gazes to screen

04 JA: people who live [( ysyl 1 [syl) house dondt (h
05 KA [(like)]

06 TG: [ gazesto KA

07 KA [they donét need tnena?i ke judg

08 [(if) they dondét want to be] i ke (O
09 +gesture to chest

10 TG: [ nods ]

11 KA [ ju dged.]

12 TG: A [.Lhh  ]yo - youéiw ou b enthe

13 +points repeatedly to KA +holds point

14 +gazesto Ss

Figure 6.2Teachelgazes tstudentfpoints toKara

15 right tra:ck. holds point/gazes to screen
16 u:m ydo a:ll people live in glass houses?
17 +lowers hand/retracts point

18 +gazesto Ss

19 Ss: no[: ]

20 TG: [only]  some. o:kay,

21 +points to MA

22 MA i was gonna say ((continues))
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Il n I'ine 02, Kara begi ns Ihhenkbutpausepmidh s e t o
TCU for 2.0 seconds before producingraand stopping again. TG gazes to the screen,
perhaps signaling to Kara (and others) to refer to the text and illustration as agdeour
answering (line 03). Another student, Jay,-selects and begins a response in line 04,
but Kara also attempts to continue her turn in overlap (line 05), and it is to her
continuation that TG attends, returning his gaze to her (Bhe<@ra nowproduces a
complete TCUt hey dondét n e e(ineO07 buttheki®gng intandtigmae nt a |
the end of the turn suggests unadeitta TG begins nodding (line J@s Kara continues,
of fering acknowl edgement and eemapnotr agement
clearly paraphrase the proverb (it contains an error in grammatical form anteadds
whereshouldwould be more appropriate), the concept of being judgmental is key to its
meaning. Kara continues her explanation in liBevih (if) theydmm 6t want t o be
but breaks off miedfCU again and gestures toward herself. After ase®nd pause, she
ultimately completes this TCU with another form of the key word that she had introduced
previously,judged(line 11). The addition seems to suggastonditional relationship
(i.e., do not judge others if you do not want to be judged yourself).

TG has oriented to Kara’'s troubl e parap
the floor: Inlines 2-13, i n o v e r | jadged theé teabherKakas an-breath and
begins pointing toward her. He continues, after two restarts, with an evaluation of her
multi-unit turn responsgy,oud6r e on t hwhirclghhi ghlaicght s Kar
“cl ose” to t breartally correztcBoth thenpatingeand,the verbal
feedback are directed Karaand acknowledge her effort in undertaking the complex

work of explaining the proverb. Ngteowever, that as TG delivers this feedback and
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continues to point to Kara, he shifts his gaze to the groupldingee Figure 6)2he
simultaneously attends to and validates the resportbe gfior student speaker while
preparing to invite others to contribut¢ée continues to point to Kara even as he shifts his
gaze briefly to the screen (lin&)l(again, perhas directing students to consult the
text/image). He finally lowers his hand and turns with his gaze to the group as he
produces another, more narrow question that connects with the grammadioalis,
people live in glass houseines16-18) . Thi s “ e & a geeeraleliciiptioa st i on
(van Lier, 1996 designed to engage the whole group once more, and it does elicit several
responses afo (line 19. TG confirms the negative response is correct before selecting
another student with a pding gesture (thekaymay also be a gahead) (lines 2@1) to
attempt an explnation (partly shown in line 22
Thus, in Extract 6.2, we can obsetlie teacher aligning as a recipient of one
student ' s cafferingrvalidation as densimal@alsly begins to repen the
discussion to the whole growgall within a single turn. In this case, there is a complex
“di vi si o Kaawg2012 seb also Rayrfiond & Lerner, 201t only between
verbal ancembodiedesources but also between diffistembodied e sour ces: TG’ s
and pointing gesture offer acknowledgement to one addressee, while his gaze shift is a
first step in opening the floor to a new student speaker (see also Waring, forthcoming, for
a similar case o t8Wdring&&<arpenter,2018, ppedifitalyiom g, ” an

teacher gaze shifts @mccurring with response acceptance as a meansaoigaging the

group).

2 The relevant rule is that the proverb does not use commas because the #gjatitreelause refes only
to some people, those who live ilags houses, and not to all people.
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In Extract 6.3, the teacher (TI) must respond to a more extended informing
produced by a student as he moves {open the floor to the whole group. The class has
been discussing important historical events and individuals based on prompts in the
textbook Students initially discussed their ideas in small groups, and the teacher began
inviting individuals to share witthe whole group, primarily using general elicitations
(e.g.,anyothersy . Al t hough the acti-ehéegkisgjh BsBDME:
i n common with See ddndfluensfocsed itdda@tibr): meani ng
Responses are opended and basein st udent s’ per sonal opi ni
the teacher cannot predict in advance what students will talk about, or how long they
mi ght talk for in explaining a choice. Pri
elicitation of importantndividuals in the area of culture and the arts, Hannasséticted
and suggested Leonardo da Vinci. TI prompt
contributions, and Hanna went on to produce a rumiiii turn in which she described his
unique styleTheextract beginsadanna s t urn nears its end. Not
management of speaker transition via resource splitting, in particular how he responds
verbally toHannawhile disengaging nemerbally (via gaze withdrawal).

Extract 6.3 (Intermediate SkillSession 1)

01 HA we ¢ an 6p ainehis (.) pictures,

02 (0.7)

03 HA [ sci_entists [are explain(ing) [(um)

04 T [gazesto HA [nods [ gazes down
05 HA [his pictures.]

06 TI: [yea:h. ] °yea:h.yeah. ° ijust

07 +gazesto HA +gazes down

08 watched a:[  documentary about (him).

09 +gazesto HA

10 HA [itds | ike t-he reli
11 [>yeah.< re ligious: u:[::h ] (syl)

12 Tl [ slight nods [°(yeah.)) “]

13 HA [(of) - axnd art]
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14 Tl [ slight nods ] right.  right.

15 +nods +

16 +gazes down +gazesto HA
17 yeah. .tch um °h e & $0.7) very unique.

18 +gazes down +gazesto HA

19 +nods

20 HA [ yeah. ]

21 Tl [very un]ique.

22 +glances at LE, then gazesat HA

23 A gazes down um artist.

24 +gazes to side, toward laptop

25 >okay.=any others::?

26 +gazesto Ss

27 (0.2)

28 TI: culture, gazes/nods to ER

29 ER picasso?

As the extract begins, Hanna is reitera

for people to explain (lines 01, 03, and 05). Tl continues to align as a recipient in the
exchange, nodding and gazing primarily at Hanna (line 04). After producing a series of
affrmingyean s in | ine 06, TI <c¢claims some indepe
familiarity with what Hanna has been describing, noting that he had seen a documentary
abodu the artist (lines 0®9). He does not elaborate further, as Hanna continues in
overlap (line 10). After she completes the TCU in line 13, Tl produces several verbal
acknowledgements and affirmations, taght's and a/eah gazing down from time to
time (lines 4-18). He then begins a more substantive TCU, producing a kind of summary
of Hanna’s contribution, in the form of an
Hanna’' s ohwend ss tvaenfloye 17y The apsessment is directed tanHa, via
gaze and nods (lines 1B9), and Hanna responds with the agreement tgkah(line 20)
as Tl repeats the key phrasery uniqueand glances briefly at another student (lines 21
22).

Tl ' s ¢ aaway frenklanmaageement tokens, and summative assessm

may all project closing, but note that the closingdlahna s ext ended sharing
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opinion is not enacted abruptly by the teacher; instead, resource splitting is employed. In

line 23, Tl gazes down again, and is still gazing down as he produdes fiadk, the

filler um He then produces ancrementSchegloff, 1996jo his prior utterance,

specifying that da Vinciis a uniqaetist. The i ncrement remains r e
contribution, yet Tl simultaneously shifts his gaze toward aolged of focus—away

from students and toward his laptop (line 24). The orientation to the laptop, where TI
consults materials for the | esson, may sig
also Reddington, 2018yVhen Tl returns his gaze to the class]doks not at Hanna but

at the group. He produces a transitiosledyand anothegeneral invitation for any

member of the class to contribuggty othersi.e., any other important figures in culture

and the arts (lines 286). Thus, verbally, the teaaheontinues to respond to and validate

one student’s extended, personathisgagent ri but
withdrawal and orientation to the laptesignals disengagement and preparation for re

opening the floor.

The extracts presented thias have showcased the use of resource splitting as the
teacher responds to a contribution elicited from one student and prepares to move on by
eliciting a contribution from another. The next extract will illustrate the use of resource
splittingasthe®c her responds to a cont thefaatthat on wh
it is not invitedby a prior teacher turri.e., it is a learner initiative (Waring, 2011).

Extract 6.4 comes from the advanatalls class.The class has been reviewing
answers t@omprehension questions based on their viewing of a TED talk. As the extract
begins, we see the teacher (TA) confirming and expanding on responses provided by

Maya and Emma to a question regarding which subjects are at the top and bottom of a



117

“ hi er & schoblgubjects, according to the TED speaker (line@3)lines 0506).

As TA prepares to move to the next questMayaself-selects to offer her own

elaboration on the answer (line 09). TA ultimately engages in resource splitting, verbally
attendingoMayd s i ni ti ation of a newrballyevipgazernce as
shift, to reopen the floor.

Extract 6.4 (Advanced Skills, Session 1)

01 TA: #obviousLy?# .hh u::m but then ARt

02 ...gazes down

03 gazesto  Ss #is at the bottom.#

04 MA “mhm?=

05 TA: =right?

06 +gazes down

07 (0.2)

08 TA: mkay.

09 MA even he [said with #in_ a:rt=there - thereis
10 TA: [gazesto MA

11 MA [a category [o:f=uh ] [hierarch - hierarchic]
12 TA: [ nods [ri:ght.] [ nods ]
13 MA cl[ategory.

14 TA: [gazesto MI, Gl

15 [ MI, GI, HE gaze to handout

16 TA: A “yeah. ~ .tch  [okay?=<what about

17 ... gazesto Ml, Gl

18 this side of the - thero:om.

19 +palm toward Ml/gazes to handout

20 can i hear: “something ~ for number  #three?
21 (3.0) - TA gazes down

22 (0.5) -TA gazesto MI/ Gl

23 MA didyou[ #said,

24 TA: [gazesto MAEM

25 EM which s - on this side?

26 +points to Gl

27 TA: gazes/smiles/gestures to MI6s si de
28 EM >oh yeah.< [°(yeah. you.)®

29 +points to Gl

30 HE [ gazesto TA

31 TA: smiles/gazes toward HE

32 HE uh he said dance is also important?

33 +gazes to handout

After TA summarizes a key pdiof the TED talk relevant to the question at hand

(art is at the bottom of the hierarchy of school subjects), her gaze shift down to the
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handout and thekay(lines 06 and08) signal that the answer is complete and that it is
time to move to the next question (see also Extract@ldya however, sefselects and
elaborates on the topic, going beyond the scope of this particular question but still
referringtothecontedf t he TED speaker’ s pMayasse nttaaltki on
draws TA's gaze to her (line 1Madgyg sand TA a
contribution verbally and newerbally, with nods and aght (line 12) followingMaya s
intimation thateven within art, there is a hierarchy. Adayacompletes a seihitiated
selfrepair withhierarchic categorylines 11 and.3), potentially bringing the TCU to
completion, TA withdraws her gaze fravayaand shifts it to students seated on the
opposite sidef the table (line 14). She then engages in resource splitting: While gazing
at potential next speakers and disengagingveshally fromMaya, she utters the quiet
agreement tokeyeah responding to and validatiddayd s contri buti on i n
(lines 1617).
After producing a click.tch)and a transitionadkay(line 16), TA then opens the
floor to a subset of the group witlwhat about thiside of thethe room with this side
made clear via her gaze and an accompanying gesture before shbestyfaze again to
the handout (lines 169). That the selected group of students is not gazing toward TA
(line 15) as she produces these-+werbal cues may account for the delay and negotiation
over who exactlylsould take a turn next (lines 2B). Ne\ertheless, we can observe TA
receiving and acknowledginrdayd s t al k (verbally) while sub
responses for the next item from another speakeryadally, via gaze). By pre

selecting a particular group of speakers to respond to annosie open elicitationfA
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attends to ensuring even participatieaven as she remains attentive togher,
unsolicited contribution of an individual speaker.

The final extract in this section deals not with the more routine business of
disengagindrom one student speaker to transfer the floor to another, but rather, the
teacher’s management of competing contribu
2013a}—in this case, when twstudents begin speaking in response to a teacher
elicitation at the same tie Similar to the other cases in this section, verbal and
embodiedesources are split to attend to different courses of action; however, in this
case, splitting is engaged specifically to acknowledge the contributions of two different
students and to rese order. Extract 6.8omes from the reading class. The teacher (TR)
had asked students to share what topic they were reading and writing about for their final
project. Although responses are relatively short, students are able to share their interests
adoutof-c| ass wor k. I n response to the teacher
line 01, two students take the floor at the same time. Note how the teacher manages to
respond to both by continuing to orient aogrbally (via a pointing gestur&) the
selected student while verballyandmore r bal | 'y putting the ot her
“on hol d."”

Extract 6.5 (Reading, Session 1)

01 TR: anybody el se [wanna - (.) share

02 +gazes to front row +glances to ANP
03 HE [ raises hand

04 AM [ gazesto TR

05 TR: what they fou[nd.

06 +gazes ahead to HE

07 +walks forward

08 +nods/points to HE with rt hand
09 AM [juicing can

10 HE (@)

11 AM [(be harmful)

12 HE [i choose ()
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13 TR: A [(ho -)/(okay -)* one second.**

14 ... walking/pointing toward HE with rt hand
15 +points toward AM with It hand

16 +gazesto AM +gazesto HE

Heidi Amanda

off
camera

Heidi
off
camera
Figure 64 Teacher gazegobintsto Heidi
17 (0.2) - TR nods and walks
18 HE i choose uh [low carb di:et.
19 TR: [ leans toward HE

Af t e ranybdrly edséline 01), both Heidi and Amanda appear to make bids
for TR’ s at 104.RAlthougmTR (ayiglaneesbriefly3at Amanda, or at least,
toward the front row where Amadralsae isimere seat e
recognizable as such (Amanda only appears to look up from her materials to TR). As TR
extends her own turn with a more complete directivenpa share what they found

lines 01 and 05), she shifts her gaze toward Heidi, walks forwasatdovhere Heidi is
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seated, and nods and points to her with her right hand, performing an embodied turn
allocation (K&aénta, 2012) (lines 098). Note, however, that Heidi is seated behind
Amanda, so Amanda does not see the competing bidder whom the tezchefact
selected. Both Amanda and Heidi begpeakingat the same time (lines 4D).

In overlap, TR begins to respond to these competing contributions. She
acknowledges Amanda, the-galected speaker, verbally, producing eitheokayor
what maybe the start ofiold, as inhold on(line 13). She also gazes and points toward
Amanda with her left hand, acknowledging the studentveshally as well (lines 146;
see Figure 6)3 TR then produces or completes the directive to wag:secondine
13). As she responds verbally to Amanda, note, however, that she is once again gazing
toward Heidi, whom she has continuegtont toward with heright hand and walk
toward (lines 14 and16; see Figure 6)4 By splitting resources in this compl&shion
(i.e., splitting verbal/notverbal resources, and splitting different types of-uerbal
resources), TR is able to put one student
for another, the speaker she had originally selected, who shatepiken line 18. The
teacher later returns her attentiorAtmandato receive her contribution (not shown).
Ultimately, TR engages in what Waring (2013a) has termed sequential attending, or the
practice ofbyvanhe&ntongompe ghoweger, shebriefly i but i on
engages in what might be callsidhultaneousttending—aligning as recipient of two
differentspeakersvithin a single turn. The teacher thus manages to acknowledge and
vali date one student’ s t aftakdpbintiegmestare)l vy, and
whil e acknowl edgi ng a-vewally bylcontthairtgtopantamnd ot her

walk toward the student, and returnimgr gaze to the studgnthe teacher attends to
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restoring order in turtaking while also attending taterpersonal concerns, marking the
willingness to participate that both students disptay equitable approach (Waring,
2013a) that evidencesconcern for ensuring that both students will be willing to
participate in the future (see also Reddington, 2Wi&;ing, Reddington, & Tadic,

2016).

As shown in this section of the analysis, teachers employ resource splitting in
turn-taking management to attend to multiple, and potentially conflicting, demands. By
devoting verbal andmbodiedesources, or differekinds ofembodiedesources, to
different courses of action, a teacher may recognize a student contribution, in particular
one that tackles a complex task, launches an initiative, and/or aims to share personally
relevant information while simultaneoudigginning to disengage and pursue speaker
transition. Wi thin a single turn, a teache
allocate a turn to a new speaker (Extract 6.1ppen the floor for speaker salélection
(Extracts 6.26.4), or acknowledgand put a competing contri bu
6.5). In this way, teachers may simultaneously attend to maintaining positive
relationships with active participants, create opportunities for multiple students to

participate verbally, andchaintain ordeon the main classroom floor.

Resource Splitting in Managing Potential Shifts in Pedagogic Task or Topic

In addition to serving as a resource for managing studentalimg, specifically
bal ancing “responding” andrs'tepracticegf on” t o
resource splitting can also serve as a res

on” to new pedagogic tasks and td¢rmpmas. Thi
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collection of 16cases)n which the teacher utilizes resoarsplitting to align as a
recipient in a dyadic exchange while simultaneously attempting to move the lesson
forward by initiating a new task or pedagogic activity or a new topical focus within the
current task/activity. In this way, the teacher may sinmelbaisly attend to multiple
concerns, including validating individual contributions and advarbiegpedagogic

agenda.

Managing Potential Shifts in Pedagogic Task

This section will examine three cases in which the teacher responds to an
individual contribution while simultaneously endeavoring to transition to a new
pedagogic task or activity, which may also involve a new participation structure (e.g., a
shift from smalgroup discussions to whe@group discussion, or from whelgoup
discussion todcture). In all cases, the individual contribution exhibits some sort of
“special ness” i n tinitigdd, andtor addsessedaapprsoraly, st ude
relevant topics.

Il n Extract 6.6, the *“ dngigedinguirythatcaurst r i but
at a possible point of task or activity transitidine grammar class had completed
exercises that involved working with adjective/relative clauses in an informational text
about three -lsupwm™sealspectsseadf Ameromcan | i f e
chicken wings, and Amish culture). After the class completed the exercise, the teacher led
a discussion about these topics, with some questions and observations contributed by
students. Ashe extract begins, the teacher is wrapping up an infortanmgabout the

Amish. He is beginning to initiate a transition to a new task when a studestlssifs

and initiates repair. Note how the teacher is able to respond to the student verbally while
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proceeding with activity transition nererbally (via gazelirection and body

movements).

Extract 6.6 (Grammar, Session 2)

01

02
03
04
05
06
07
08
09
10

11
12
13
14
15

TG:

RI?:
TG:

JA:
TG:
JA:
TG:

TG:

they donét go into the

Figure 6.5 Teacher sits on desk facing students

stands from seated position on front of desk
ywhat?
okay:. [= yyeah.]

stands +steps back

[ )l

[ gazes to materials on desk/steps around desk
[ where they dondét go?
they donét go into the

gazes to desk/steps around

Figure 6.6 Teacher gaztssdesk/steps arourtesk

(0.5) - TG steps around desk

u: h even if therebs a

+ steps toward desk

they dono6t f kayht. o:
+moves bag on desk

military

ar my. *

dr aft or

+ + reaches to desk

+

(.

)
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16 SO >anyway, < certainly really interesting,

17 +gazesto Ss

18 and if you guys want to look up something about
19 the amish, ~ Zor Zchicken wings or the prom
20 and bring it back, [ smiles

21 +gazes to desk

22 Gl: [hh hh hh

23 TG: .hh u::h that would be great. o:: kay.
24 +flips pages in book +touches handouts
25 ykeep your books closed for a moment.

26 +picks up, places handouts down

After noting that the Amish do ngb into the militaryline 01), TG, who has
been sitting on the front edsgeFigad6.5) he t each
begins to stand (line 02), a possible sign of the closing of the informing sequence and the
larger activity of discussing the topics in tieet. There is an audible nemark from one
student, the higipitchedwhatin line 03; by treating the information as surprising, this
student turn has the potential to expand the sequence (Jefferson, 1981; Schegloff, 2007).
As TG stands, however, he uttersaiaywhich also seems &ignal closing (lines 04
05). He then responds to the student initiation in minimal fashion, wittotifemation
tokenyeah(line 04). As he utters thgeah the teacher also steps back (li68),
preparing to move to the other side of the desk, on wiigtextbook and other materials
are placed. At the same time, another student, Jaysedelfts, although the beginning of
his talk is notclearly audible in the recordisgline 06). As TG directs his gaze to the
materials on his desk and steps arotinreddesk to face them (line 0dgycontinues and
produces a more extended turn, a repair initiation indicative not of surprise but of trouble
with hearing or understaheéregth@imre®Bpadt go
By physically moving away from students, and orienting to his materials, the
teacher continues to signal his intention to leave the cultural discussion/informing behind

and shift to a new task. However, while TG pursues this course of actierertmaily, he
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al so aligns as recipient of Jay’s question
student, he responds verbally with a repair of his earlier utterance, repfakiagy with
army (lines 0910). After a brief gapduring which TG continues toawe to the other
side of the desk (line 11), he further elaborates inlines41®@ ven i f t har eds a
war they)domnbtobghbut this elaboration, wh
guestion, TG moves closer to his desk and reaches fotavard materials, consistently
orienting to moving on. Hiskaymay signal closing of this repair sequence.

That TG is effecting a transition becomes even clearer in his subsequent talk and
nonverbal behavior: When he begins a new TCU in line 16 witis so anywayand he
looks up to the class, not to Jay. He produces a summative assessment of the topic(s)
(really interesting (lines 1617) and suggests that students look up something about the
topics and bring the infornian to a future class (lines3-21, 23). He begins flipping
through his textbdoand moving handouts (lir) and finally delivers instructions for
the next task (partially shown in line 25). By splitting resources such that he is able to
verbally respond to a question while regrbally preparing to initiate a new task, the
teacher thus attends, within the same turn(s), to validating the student contribution while
keeping the lesson moving forward and advancing his instructional agenda.

In the following extract, from theame sessioof thegrammar clasas Extract
6.2, the teacher responds to a different kind of student initiatevgoke or tease-while
simultaneously proceeding to introduce a new task. The teacher had initially asked
students to suggest gifts that he could givessignificant otheusing a sentence starter
with an adjective/relative Agdiftahatshewoudhe | es

love would be__.). He then solicited opposite suggestions with the profngift that she



127

would hate would be . Asthe extract begins, a few students respond, suggesting a
grammar book (lines 6@3). Although there are signs that TGpreparing to end this
pedagogic task, he-sengages with students regarding this suggestion, ultimately splitting
verbal ancembodiedesources (gaze direction and body movement) to align and respond
while moving forward with his agenda.

Extract 6.7 (Grammar, Session 3)

01 MA [(a) grammar book.]

02 CA [ she would (.) ] h:ate would be a

03 grammar [book.

04 TG: [a graZmmar [book. |

05 +turns to board

06 Ss: [heh heh] heh heh

07 TG: she always tells me she like s grammar. smiles
08 +turns to Ss +opens arms

09 MA oh she does?=

10 NI?: =no:,

11 TG: t hat a&vbat[shetellsme. ]

12 NI: [but she likes ( )] ((off camera))

13 (O]

14 Gl [the] profes sor who teach[es grammar ]

15 ((off camera))

16 TG: A [ yheh $heh $heh]yheh
17 +turns, walks to board

18 gheh $that could [be. $

19 ... walks to board

20 Ss: [((light laughing))]

21 S?: [ § NO. ]

22 Ss: [((light ] laughing))

23 TG: so, (0.3) S0, toda:y, (.) we:o0re
24 +steps toward board +turns to Ss

25 continuing on with adjective clauses,

26 w e 0 r going to do adjective clauses

27 for one more class, (.) ((continues))

Given that TG is a grammar teacher and has previously expressed his enthusiasm
for the subject (not shown in the transcripthen students suggest that his significant
otherwould hate to receive a grammar book as a gift, the proposal can be taken as a
payful tease or “dig.” Tégranmemarpookwitha i n | i ne

noticeable pitch drop on the wogdammar which may convey both a feeling of
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disappointment as well as a sense of finality, i.e., this is the last suggestion to be
acceptedindeed, as TG completes the TCU, he turns away from students to face the
board (line 05), a sign that he is preparing to move on from the current task. Students
continue to laugh, treating the exchange as humorous (line 06). TG turns back to face the
students and initiates a new, related sequence, playfully challengimgythe d e nt s’
characterizationofhisi gni f i ca#titude:she alvagsrtellssne she likes grammar
(lines 0708). Two students can be heard respondintgitochallenge, one with a
newsmark expressing surprisel she doeg7and one with an unmitigated rejectigmo)
(lines 0910). TG reiterates that this is what kignificant othetells him (line 11). As he
responds, Nina seffelects in line 12, beginning her turn in overlap wig ¢ontrastive
discoursamarkerbut, which both connects her point to prior talk and highlights the
introduction of a possible new perspective on the mditgrshe likesAlthough Nina
appears to continue this TCU (lines12), Gina selselects and prduces an
anticipatory completion (Lerner, 2004), grammatically fitted to folbaw she likesthe
professor who teaches gramn{éine 14). By stressing the woptofessoy Gina places
special emphasis omi grhief i daffecion.”Wittothig re’'cs o f t
unsolicited observation, which completes t
i mplicitly r ej ec tsignifida btlseis desng teuthful iabmut likincth at hi s
grammar, tying her statement instead to a general truth thatusGhave overlooked
i.e., people may liabout shared interedts please a partner.

Nina and Gina thus take the initiative to extend the playful teagiggence. In
lines 1619, TG responds with higpitched laughter, aligning as the recipient of ajok

and displayingecognition of the humor. As he responds verbally, however, non
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verbally, he resumes preparation to initiate a new activity by physically turning away
from students once again and beginning to walk toward the board. He produces a further
val i dation of the jointly produced tease, a
conclusion may be righthat could beAs he utters two transitionat s and turns
face the class again (lines-23), the teacher initiates a new sequence anidbéee task
of informing students of the plan for the day and the subsequent class (partly shown in
lines 2527). Similar to Extract 6.6, TG respondsatstudent(s) without meeting their
gaze; simultaneously, he is able to pursue;verbally, a separatourse of action.
Within the same turn, the teacher can both show appreciation for siniieted humor
and proceed with his pedagogic agenda.
In the following extract from theame session of tleelvanced skills classs
Extract 6.4, the teacher atempting to transition to different phase of a pedagogic task.
Students had been discussihg topic of images thagpresent creativity in small groups.
Prior to the start of the extract, TA had attempted to call the class back together to initiate
whole-group sharing of ideas by walking to the head of the table and producing the
general elicitationvhat other imagegot shown in the transcript). However, one of the
small groups draws her into a side conversation aboutanimdgamad s phone, whi
she must walk to the side of the table to view, while the other group continues talking
among themselves. As TA attempissubsequently disengage from the side
conversation, she uses resource splitting to remain aligned as a recipient primarily
through verbal means while resuming her agenda of initiating a wlade discussion
through embodied conduct (including gazehdiawal and body movement).

Extract 6.8 (Advanced Skills, Session 1)
01 TA: leans forward/gazes to EMs phone
02 EM in >seventeen hundred<
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04
05
06
07
08
09
10
11
12
13

14
15
16
17

18

TA:
EM

TA:
EM

TA:

EM
MA

TA:

A
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“yeah.
u::h, the creations that [(god created)=it's a
[ o:h . =
[(symbolist) u:h -
[= woiw.
(0.4)

just (syl syl [syl)
[but  #to tally >(you know)< make it
[upside [do:wn (they) say ( “it's like - ) the
[ Zwo:w. ~ [ walks to head of table/gazes to MA
+gazes to MA

Maya
off
camera

Figure 6.7 Teacher wallte head of tablgazes taViaya

MA
TA:

MA

[ con[ ventional wa:y (.) to paint a
[ raises eyebrows  / walks
[ wo:w. *
+gazes ahead and away from MAwalks

Maya
off
camera

Figure 6.8 Teacher walks/gazes ahead

[areg - religious art.=you know?=
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19 TA: [ turns toward Ss/gazes to MA

20 EM =>mhm?<=

21 MA =christian [a:rt.(.) you see always[angels and

22 TA: [ gazes rt/moves laptop [gazeto MA
23 MA [hh (itbéds) about peacefu:l,=[and
24 SA [ yeah.yeahyes [victory

25 +nods +raises/opens arms
26 ... gazes to MA

27 yeah.=

28 MA =idylli[c (syl syl)

29 TA: [yea:h.

30 (0.4)

31 TA: so[: -

32 MA [ri:ght. [<and this is pretty da:rk.=

33 TA: [ nods

34 =right.=and there are #other ways - there are
35 +sits down/shifts gaze toward rt

36 different ways of expressing crea> #tivity.<

37 =like you:: - this group

38 +open palms toward MI+

39 “wa: -~ was talking abou:t #cooking (0.2)

40 +gaze ahead

Inlines0103,05, and 07, we find TA aligning a

informing about the artwork displayed on t

offers a quiet but stretchedh wow an assessmetttat endorseEmma s st anc e
image is noteworthy. Atis point, another member of the grodaya, takes the

initiative to selfselect and adds to the description of the painapgarently referring to
how it challenges religious conventions in anake it upside dowr{lines 1611). TA

shifts her gaze i the phone to Maya and produces another guoet marked by low
pitch (lines1213) . Al t hough the point of Maya’s
TA produces hewow, the teacheis perhaps commenting on the remarkableness of the
image generallyyad s he aligns as a recipient of
multi-unit turn that we see TA engage in resource splitting. She begins walking to the
head of the table but keeps her head turned and her gaze towardiMaya; see

Figure 6.7) In this moment, we find a brief examplearhbodiedesource splitting:

t hat
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TA”s wal king away from the students toward

shift to a new task; via gaze, however, she continues to display alignment as a recipient of

thecur ent student speaker’ s talk. Similarly,

(line 15), a norverbal marking of the noteworthy information being provided. When TA

does withdraw her gaze from Maya, shifting it forward in the direction in which she is

walking, note that she indicates alignment as a recipient verbally, producing a higher

pitchedwowi n response to Maya-:lgseekgare6)h ui ng turn
The transition to wholgroup discussion is not an abrupt one; it will still involve

several steps folf A andMayato negotiate the closingtMayd s i nf or mi ng abou

of personal interest to her. AMaya appears to near the end of another TCU (line 28) and

a brief gap ensues (line 30), in line 31, TA utters a transitemallayaalso continues,

adding to her previous TCU to describe how the artwork is not tyg@indltiis is pretty

dark (line 32). TA nods and then, once Maya’

quickly to reclaim the floor; with a latckhelaunchesa newturn, right.and there are

other waysthere are different ways of expressing creatiflityes 3336). This broad

formulation moves past the focus on a specific piece of art famillMay@and her small

group and bringghe discussion back to tiveended topiof the wholegroup discussion:

identifying multiple representations of creativity. #he teacher utters this formulation,

she also shifts her gaze toward the students seated on the opposite side of the table (line

35), and references a postte likelyoverheard during their smagroup discussion, that

cooking could be a creative pursuit (partly shown in lined®ythus binding student

contributions (see Chapter V for a discussion ofpitaetice ofbinding). In thisway, she

disengages from the exaige withMayaand her small group and sets up for a whole



133

group discussion involving all participants. Resolsiting is a step toward this goal:

By continuing to align, either verballyoonv er bal |l y, as a recipient
informing, TA validatesher contribution while moving forward with her agenda of

changing the participation framework and initiating a broader discussion covering

multiple examples.

Managing Potential Shifts in Pedagogic Topic

This section will examine two cases in whible teacher responds to an
individual contribution while simultaneously attempting to introduce a new pedagogic
topic within the current task or activity. In other words, the teacher does not initiate a new
pedagogic task or reconfigure the participation strnedut endeavors to introduce a
particular pedagogic focus that is relevant to the-tagkogress. Similar to the
previouslydiscussed cases, the individual contributions in the following cases are
studentinitiated and/or addresomplex or personal ntats.

Both cases come from the advanced skills daskfrom the same class session
as Extracts 6.4 and 6.8 Extract 6.9, the class is engaged in wigrleup discussion of

student s predictions regardi ngtotwdich. A opi c
the extract begins, Maya is engaged in an extended taifioighing about the

educational practices of a ntraditional school that sheas knowledge otouched off

by TA’s gener al elicitation ofyr recsmeoatsiewi tt)
in educationTA initially aligns as a recipient of the telling, nodding, smiling, and

producing response tokens (not shown). Wilalyauses a pedagogically relevant phrase

that may be difficult for all participants to understand, we carobs e TA’' s ef fort

make the phrase more salient for the whole group. These efforts involve a complex
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splitting of resources in such a way that she can continue to engaddaytifverbally,

and at times via gaze) while preparing to introduce a pedafpmyis (signaled noen

verbally, via body movement and at times via gaze). As in Extracts 6.2 and 6.5, we can
here observe a split in the use of verbal amdbodiedesources as well as in the use of
embodiedesources.

Extract 6.9 (Advanced Skills, Sessibn

01 MA they don't use any textbook, and childrens

02 play the whole da:y, HUH HUH TO:: >you know<

03 rai: se creativity. to (bo:ster)

04 creativifty.]

05 TA: [bol]ster - fo ster

06 +gestures outward +

07 okay,=

08 +nods / gazes ahead

09 MA [=<foster crea[tivity.

10 TA: [ stands

11 A [ great. =

12 +picks up marker /[ gazesto MA
13 SA&MI: [ pick up pens

14 MA [= so: - >for example.<=the < boy s they make>a
15 #ear.

16 A (0.4) - TA steps backward toward board/

17 gazesto MA

18 MA [<(yeah so) the schoo:l (.) invite engineers,

19 TA: A [ steps backward toward board with gaze to MA

Maya
off
camera

Figure 6.9 Teachatepsto board/gazes to Maya
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20 A WO w,*
21 +turns to board
Maya
off
camera
Figure 610 Teacheturns to board
22 MA [.hh from the >car industry,<=a:nd
23 TA: [ raises arm and walks toward board
24 MA [let them teach h #ow to build a car.
25 TA: [ writes 'foster' on board
26 (0.3) - TA writes
27 MA <so they [had to deZHIGn a car by themself
28 TA: [writes O6creativityd
29 [ writing
30 MA [which color=which sha:pe,=a:nd -
31 EM m[hm?
32 MA [.hh > and then they had to< LEA:rm
33 [HO::W this (.) mechanism
34 TA: [ closes marker/turns
35 MA [you know - ()< #works.> ((continues))
36 TA: [ glances to MA gazes ahead/walks

At the start of the extract, after referencing specific educational practices at the
school, Maya describes their purposesdise creativity(lines 0:04). She immediately
provides an alternative formulation, with a retandard pronunciation of the verb,
hearable adostercreativity (lines 0304). TA orients to the nestandard pronunciation,
initiating repair and offering two possible verbs to fit geasebolsterandfoster(line
05) . Maya quickly repairs t foster@dativifsne wi t h

09). TA proceeds to do more than correct M
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she endeavors to make the phrase an object ofpgaafocus for the whole class.
Maya’'s production of the phrase may have b
response indicates that there are alternative hearings and phrasings); at the same time, it
i s a phrase rel evlanitngnobtutontloy tthoe Maeysas osn tteo
quiet positive assessmegteat i n | ine 11 not only validate
seems to mark the phrase as worthy of note. As TA utters this assessment, she also stands
and picks up hamarker (linel2). In this first instance of resource splitting, TA remains
recipientofMaya s tel |l ing (verbally, but also via
of action (norverbally, via body movements): writingvacabulary item on the board.
NotethatSarand Miri am di splay their understandi
picking up their pens in preparation for nea&ing (line 13).

As Maya continues her telling, TA again engagesmibodiedesource splitting:
She keeps her gaze on Maya, continuinglign as a recipient of her talk, while
simultaneously stepping backward toward the board (linel7l&nd line 19see Figure
6.9). Then, verbal andmbodiedesources are split: TA utters a stretciaey,
responding to the telling, as she turns to faeghoard to begin writing (lines Z1L; see
Figure6.1) . When TA f i ni s h eisstiimpgrogresa @ines3®By{y a’ s t €
and the teacher does not wuse this moment t
attention to the phrase on the mbéhe will reference the phrase later in the class, not
shown)Maya s telling and the main discussion ac
pursues her agenda of providing instructional support by writing a relevant phrase on the
board, making it claaand available to all learners. As a result of resource splitting,

noting/recording the phrase is an entirely embodied course of action that occurs in
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parallel with verbal (and at times noerbal) displays of recipiency and validation of a
student conthbution.

Thefinal example will show a completed shift in pedagogic topic within the
current activity, with the teacher introducing and providing explanation of a vocabulary
item in response to a student s pemagkdar ' s t a
wholegr oup di scussion about the artwork that
they will work through in the lessoMayais in the midst of a telling/informing about
artists who copy other works workpscteliesi th
TA”s general invitation for students to co
creativity. Similar to the previous extract (which occurs later in the same class), TA
engages as a recipient of the telling even as she works to makevacabulary item
available to the whole class. In this case, the teacher pursues different courses of action
entirely through different forms of embodied conduct (including, at times, gaze, gesture,
head nods, and body movement).

Extract 6.10 (Advancedk8ls, Session 1)

01 MA [what they're doing is not

02 TA: [ gaze remains on MA raises eyebrows

03 MA [ crea ting their own piece of a:rt.=but just

04 TA: [ moves eyebrows up and down/ nods

05 [ gaze to table [gazeto MA
06 MA [>(you know)< they have a - .hh ()[>you know<

07 [y - if you give your picture?=and they can

08 TA: A [ gazesto  MA picks up marker

09 MA paint your (0.2) .hh they can -

10 (0.5) - TA gaze down, opens marker, gaze to MA
11 MA .hh <take a [ pic_ture. [you know? (0.2)

12 TA: A [ nods [ nods/ turns to board

13 MA [but u:h (syl syl syl) ]

14 TA: [.hh so what y #ou're seeing here::, ]

15 +t urns toward Ss with It arm out/palm up

16 MA [exactly. |

17 TA: [ glance /nodto MA that maya pointed ou:t it's

18 +turns to board
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19 actually a <replication?> right? so:: -
20 +writes 'replication’ on board

21 stops writing , points at board (0.2)

22 h e 6 s plicating, (0.2)

23 +turns/gazes to students

24 +writes 'replicating' on board

25 right?

26 +turns / gazes to board

27 ... writes 'replicating’ on board

28 (2.8) - TA continues writing

29 TA: a:nd #that's a type of a:rt to:0?=

30 +turns/gazes to Ss

As the extract begins, TA is aligning a

Maya, nods, and raises her eyebrows (lines 02 and 04) as Maya makes the point that
many artistarenot creating their own piece of atnes 01 and 03). As early as 1i68,
however, TA may be preparing to pursue another course of action, writing on the board:
As Maya continues her muitinit turn, TA gazes down briefly to the table where her
marker is located. She then engagesmbodiedesource splitting: She continu® gaze
to Maya as she picks up her marker in preparation for writing (line 08). She takes
advantage of pauseirMayd s tel |l ing to | ook down and un
returning her gaze to the student (line 10) Mes/acontinues, TA again engages in
embodiedesource splitting: She nods at the student and continues to acknowledge and
validate her contribution, even as she turns away from her and toward the board (line 12).
Thus, at both points, a physical movement that suggests disengagement from the
exchange wittMaya(i.e., picking up the marker and turning away) is balanced by a
movement that suggests continuing recipiency (i.e., gaze direction and nodding).

As TA turns back to face the class, she utters a transisoreald a framing
phrase to set up for her introduction of a vocabulary item (linelb)4Note that at this
point, she has withdrawn her gaze from Maya and is addressing the class. Maya,

however, does extend her turentingtothstaleinl ap w
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overlap, TA returns her gaze to Maya, acknowledging her once morneenoaly with a
nod, before turning back to the board (lineslB}. She gives Maya credit for the term
that she is about to introduce before starting to writeéve item replication(lines 17
20) (see also Chapt¥rfor a discussion of this utterance as an examphenafing
student contributions and teacher explanation). TA then writes anotherémioating
(lines 2228) and offers some contextual explamat{partly shown in line 29)ia
resource splitting, the teacher thus advances her agenda of introducing a new term to the
class, only clearly disengaging from the prior student speaker near the end of the extract,
as the vocabulary item becomesadjectof pedagogic focus within the discussion
activity.

As the analysig this section has shown, teachers employ resource splitting in
negotiating shifts in pedagogic tasks or task phases (Extragss3).6r introducing new
topics (Extracts 6.9 and1®), particularly in response to talk that is studemitiated
and/or devoted to personally relevant topics. Justashers may use resource splitting to
validate a student contribution while preparing to grant another speaker access to the
floor, they alsause the practice to validate a student contribution before initiating a new
task or topic for the whole group. By devoting verbal emdbodiedesources, or
different kinds ofembodiedesources, to these different courses of action, the teacher can
simultaneously manage multiple demands, including maintaining positive relationships

with students and moving the pedagogic agenda forward.
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Discussion

Inhisree x ami nati on of the concept of the *“t
sequence-t he t eaalhweat ison e vo r—Léef(20@7dabyaes thdtthet ur n
application of formal category labels may obscure the contingent work that teachers
actually accomplish through these turns. Specifically, he illustrates how these teacher
turns both respond to andtam prior turns while moving the interaction forward (Lee,

2007, p. 1204). The cases presented in this chapter offer further evidence of the value of
taking a close look at turns that might otherwise be glossed as serving a single function,
e.g., feedbackr turn allocation, in order to appreciate the complexity of the task of
managing classroom interaction.

Through the practice of resource splitting, teachers may, within a single turn,
efficiently deploy verbal andmbodiedesources to pursue different courses of action
related to the management of student-taking and pedagogic tasks and topics. One of
these courses of action is responding to the individual student speaker with whom the
teacher has been engaged; othneay include allocating a turn to a particular next
speaker, opening the floor for speaker-selection, managing competing contributions,
or initiating a new topic or task. Such a
concern for maintainingositiverelationships with students and validating the efforts of
those who aractive participants even as they attémthe demands of maintaining
order, enabling others to participate, and moving the pedagogic agenda forward. In the
dataset, studenbatributions, particularly those that address complex tasks, personally

relevant topics, and/orarestudenh i t i at ed, are thus routinel"
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As illustrated in nine of the ten extracts presented in this chapter, the teacher most
commonlyemploys verbal resources to (continue to) respond to an individual, while
some configuration afmbodied esour ces i s devoted to the w
withdrawal, gaze shifts to other students, and/or movement away from stuelaiksng
toward focépointsinthe classroom uch as t he t e acHrequenty desk
feature in initiating shifts to next speakers or new matters. At times, however, different
types ofembodiedesources may also be directed to different courses of action, as in
cases where the teacher signals recipiency through gaze and facial expression while
simultaneously moving away from the student speaker (see, for example, Extracts 6.2,
6.5, 6.9, and 6.10).

The findings presented in this chapter contribute to the grovady bf work
examiningp ar t i ¢ i p embodeed resausces inaclassroom interaction (e.g., Hall &
Looney, 2019b). While prior work has docum
and nonverbal resources in a single teacher turn, for instanceyedegdback and
allocate the next turrkK@antg 2012), the present work reveals that even differert non
verbal resources can be marshalled to simultaneously pursue different courses of action.
Prior work has also highlighted the role of gaze withdrawaldicating unwillingness to
participate on the part of students (Sert, 2015); this chapter reveals its usefulness to the
teacher as a resource for subtly disengaging from dyadic exchanges with individuals (see
also Reddington, 2018).

| hopeto haveillustat ed t hat such “partyegontexgof on” i n
classroom interaction can be a delicate matter that requires subtkinveellwork on the

part of the teacher to balance multiple demands. Broadly speaking, resource splitting can
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beviewedasarpacti ce for managing the “dual i nvol
2014) that teachers inevitably find themselves engaged in. Examining cases from

institutional and everyday interaction (i.e., customer service encounters and a family

dinner), Raymond and Leen (2014) have similarly illustrated how participants can
simultaneously pursue two courses of action, using various verbal and embodied

resources to not only accomplish each action but also signal to their interlocutors their

level of commitment to eacle.q., one course of action may beated as a brief
“iIinteft)ectnobhhe classroom, resource splitt
practicefor accomplishing one aspect of the work of teaching, specifically, balancing the

need to engage partieulindividuals and (others in) the group. In wholass interaction,

the teacher confronts a *“ parlimtedtimpalewedon par
for any lesson, encouraging extended participation on the part of individual students is an
aimthat isinevitablyin conflict with ensuring even participation (Reddington, 2018).

Through resource splitting, the teacher can manage this paradox with care and efficiency,
subtly curtailing the verbal participation of one student in order to createtopipies for

others to take the floor, as well as to initiate topics and tasks of interest and relevance to

the whole class.
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VIl —CONCLUSION

As debates over education reform and teacher preparation in the U.S. continue,
Ball and Forzani (2002011) have underscored the need to recognize teaching as
intricate, specialized work and argued for grounding teacher preparation more firmly in
practice experiences, similar to the way training in other professions, such as medicine,
occurs. Yetthere ca be no such preparation without a better understanding of how to
perform the “core tasks” and activities of
Forzani, 2009).

This study aimed to address the questiohaviteaching is done, specifically, in
the understudied context of adult ESL instruction. Adopting a view of teaching and
learning as situated, social activities (Firth & Wagner, 1997; Hall & Looney, 2019a;
Walsh, 2011) and using C&sa methodological approach, teeidy investigated the
discusive practices used lexperiencedeachers to manage multiple demands in-real
time interactionin the adult ESL classroarithe current chapter will first summarize the
major findings of the study. Theoretical and methodological implications will then be
di scussed, with a focus on the study’s con
competence/competencies for teaching; 2) revealing the value of CA as an approach to
the study of teaching; and 3) enhancing understanding of how professiarage

multiple demands in institutional contexts more generally. Following a discussion of
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pedagogical implications, or what teachers and teacher educators may take away from the

study, limitations and directions for future research and dissemination will be addressed

Summary of the Findings

Each chapter of the preceding analysis examines a distinct discursive practice
employed by teachers in the dataset to manage a recurring set of demands in classroom
interaction. Chapter IV illustrates a practice through wheetithers attend to the
demands of maintaining positive relationships with students while promoting engagement
with instructional material-voicing the student perspectivihis practice entails the
teacher verbalizing how students (may) perceive or exeri@pedagogic topic or task;
the topic/task is framed in a way that acknowledges its difficulty or the problematic
nature of st uwlthih Byssmplogimggheprgatice deadhers
simultaneously affiliate with the (potential) student perspectitiilepreparing them for
complex explanations or recruiting thpatrticipation.

As shown in the examples presented, the practice is realized through two different
formats and occurs in various sequential environments. The first format is assessments
tha acknowledge topic or task difficulty. Such assessments can occur prior to teacher
explanation of chall engheadsu g0 pd e spreganeence rteo t
students for the explanation to cofeeg.,the second part nyde is a little bit mee
confusing see Extract 4.1). They can also occur as prompts during difficult or face
threatening tasks, where they function to challenge and/or create a saféossudents
to participatde.g.,i t 6 s h asealExtract 4.6).tTI?e second fornsastatements that

attribute a negative attitude or feeling about a topic/task to students. These attributions



145

occur in response to signs of task disengagement and function to recruit participation
(e.g.,are you giving up;?see Extract 4.8).

Importantly,voicing the student perspective also provides the teacher with an
opportunity to respond to that perspective. Teachers frequently do so, reassuring students
that seemingly tiresome tasks are important andlde and that they will be successful
in their learning even of difficult material. Voicing the student perspective thus
communicategmpathy—i.e., | can see this from your perspectivvhile (along with the
voicing of a counteperspective) encouraging continued engagement.

Chapter V illustrates a prace through which teachers attend to the demand of
maintaining positive relationships withdividual students as they promote engagement
with pedagogic topics and tasks on the part otthss—binding student contributions
This practice entails markingpbnnections, verbally and/or naerbally, between one
student contribution and 1) teacher explanation or 2) the contributions or identities of
other students. Through binding, the teacher balances the need to display responsiveness
to individual contribtions with the need to engage (other individuals in) the group.

As shown in the examples, connections are marked via linguistic resources
including discourse markers, expressions of similarity, and reference forms (b.@.,t 6 s
also one of the great thisgé[see Extract 5.1] dout related to that in a way was what
Miriam and Sarah talkedabout [ see Extract 5.5]). Connecti
additionally, or exclusively, via embodied conduct, including gaze shifts and gestures
toward particular students gs&xtracts 5.8 and 5.9).

Depending on what they are connecting, teachers may use binding to pursue

various courses of action designed to engage the class while still acknowledging and
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validating the participation of an individual. For instance, teachayslimd student
contributions to their own explanations of pedagogic topics immediately following
student talk, within their ongoing explanatory turns, or following their explanatory turns.
In the context of doing explanation, binding promotes discoutserence and the
comprehensibility of ta topicfor the whole group. At the same time, in cases where
student participation does not appear to align with teacher expectations, for example,
when students do not respond (see, e.g., Extract 5.3), or whettivadual talks for

| onger than might be called for (see, e.g.
shifting to a new pedagogic focus or moving a task forward.

In addition to binding student contributions to their own explanations, teachers
also mark connections between student contributions and the talk and identities of other
students. This form of binding may be employed with or without elicitations directed to
other students. In the former environment, the teacher leverages a conneatide to
participation from a new speaker(s). In the latter environptieatteachedoes not
pursue speaker change ldrks more subthperhaps/ia embodied conduct
exclusively—to acknowledge studentaipientsby, for instance, gesturing to a student
whose identity oearliercontribution isrelevant tahe talk of the current student speaker
or to a studeninitiated course of actio(see Extracts 5.8 and%. By making
connections between students themseleagters thus promote engagement not only by
enhancing discourse coherence and comprehensibility, but also by creating opportunities
for others to contribute or to see their contributions as relevant to current talk. In short,

binding is a practice for wonkg with individual contributions in a responsive manrner
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means of expressing to individualsd v e b e etayol whietatehe sameg time
promoting theengagement of others.

Chapter VI deals with a teacher practice that is addressed, on thenon¢ohthe
demand of maintaining positive relationships and, on the other, to the need to move the
lesson forward through pursuit of speaker, topic, or task transition. Specifically, the
practice ofresource splittingentails theuse of verbal and embodieelsources to
simultaneously pursue different courses of action within a single turn, or the use of
different embodied resources (e.g., gaze and head nods) to doesggd@yng in this
“di vi si o(aawmg201l Rdyrmond & Lerner, 20)4the teachecan observably
do two different things at the same time: align as a recipient and validate one student
contribution while at the same timeanaging turrtaking or pursuing (potential) shifts in
pedagogic topic or task.

With regard to turrtaking manageent, a teacher can employ resource splitting
todo “ bei ng inanexchange pvith®me individual while allocating a turn to a
new speakere-openng the floor for others, or managing a competing contribufitis
might be achieved, for instance, by directing positive verbal feedback to one student and
pointing to the selected next speaker (see Extract 6.1) or, in the case of competing
contributions, acknowledging andiagesiwet i ng o
while gazing and gesturing toward the selected speaker (see Extract 6.5). In managing
(potential) shifts in pedagogic task or topic, a teacher can likewise allocate different
resources to different courses of action in order to respond taliadiral and attempt to
“move on” with the instructional agenda. F

guestion while gazing to their desk and orienting to materials for the next pedagogic
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activity (see Extract 6.69r the teacher might nod inggonse to a student contribution
even as they turn to the board to record a new vocabulary item (see Extract 6.10). Most
commonly (though not always) resources are
of student contributions via talk while embed conduct, such as gaze withdrawal or
movementway from studenf®.g., toward the board, is employedritiate shifts to
newspeakers or new matters.

As also highlighted in the analysis, teachers tend to employ resource splitting as
they respond tetudent turnsthatéxi bi t s ome Kki"fVaring& “ speci aln
Carpenter, 2019jhat is, tirns that perform complex tasks, express personal meanings,
and/or are studesmitiated.A concern for maintaining positive relationships with
students who are ac¢ participants is thus apparent in the care employed as teachers
simultaneously respond and move to close down contributions in order to move the
lesson forward.

Taken together, the three analysis chapters shed light on some of the multiple, and
potentidly competing, demands that teachers attend to in the adult ESL classroom and

severaliscursive practice®r managing these demands.

Theoretical and MethodologicallImplications

This section contextualizes the findings of the study and discusses its
contributions to three areas of work under the broad heading of research on language and
social interaction: 1) specifying interactional competence, or competencies, for teaching;
2) illustrating the value of CA as an approaelithe former; and 3) enhangin

understanding of managing multiple demands in institutional contexts.
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Specifying Interactional Competence/Competencies for Teaching

Thefindings of this study support and extend prior work on classroom interaction
that examines teacher practices. It sheds light on how adult ESL instruction in particular
is accomplished, in the context of a community coll@ggdemic prograranda
communitybased program, and thus contributes to addressing the substantial research
void that exists regarding the needs and experiences of teachers and learners in these
contexts (Center for Applied Linguistics, 2010; Raufman, Brathwaite, & Kalamkarian,
2019). It isworth noting, however, that the demands that the teachers in the dataset orient
to are not, by and large, contesqiecific; they are relevant in any context in which
teachers are concerned with validating the contributions of a diverse drsiwplents
and promoting their engagement. Returning
major discourses that teachers navigate in the classroom, this study has highlighted
practices for maintaining order, including by managing studenitéikingand ensuring
the progressivity of the lesson; managing learning opportunities, by making content
comprehensible and pursuing student engagement; and demonstrating care, by
responding to and validating contributions, offering encouragement, and displaying
personal knowledge of students.

A key observation of the current study is that the management of these concerns
can be intertwined; teachers may attend to them simultaneously within as small a space as
a single turn or utterance. This is undoubtedly drtbe(many) reasons that teaching in
anyclassroontontext is such complex work. The novice teacher must learn to harness
the power of the multivocalic (Waring, 2016) or heteroglossic (Waring, forthcoming; see

Bakhtin, 1981) nature of teacher talk as vesllembodied conduct.
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Another recurrent theme in the present study, which has been somewhat less
explored to date, is how tdars manage their accountabilitteshe individual student
and to the whole class. Classroom interaction is institutionabrtten; teacher and
students convene for a specific goal: the teaching/learning of the subject matter. It is also
multi-party interaction, a multilogue (Schwab, 2011), in which whatever the teacher says
or does, even if ostensibly directed to one indivigdisgootentially available to all
participants. The analysis chapters offer a number of examples of teachers managing
these realities and their responsibilities to students. Teachers in the dataset employ
practices such as resource splitting and binddngatefully curtail the participation of
one student in order to allow others the opportunity to speak (andHeahat | have
di scussed el sewhere as managing the “part:.i
analysis also reveals how teachers use bgngtirconnect individual, personal student
contributions to pedagogic topics and themes of relevance to the whole class. As
illustrated, teaching involves not only doing multiple things at one time, but also doing
things for multiple individuals at one timeyet another reason why it is such complex
work (see also Lampert, 2001).

Findings such as these contribute to developing our understanding of what
constitutes skilled/skillful teachingpecifically,what might be termed interactional
competence, or intactional competencies, for teaching (see also Hall, 2014; Looney &
Hall, 2015). Walsh (2006, 2011, 2012) has offered perhaps one of the most thorough
discussions to date of what he terms classroom interactional competence or CIC. For
Wal sh (20@e&)ach@IirG’i and | earners’ ability t

medi ating and assisting |l earning” (p. 132)
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classroom, Walsh wultimately argues that a
adapt inguistic and interactional practices to the pedagogic goal(s) of the moment,
whether that goal is delivering clear task instructions, eliciting a specific linguistic form,
or promoting extended student contributions. For instance, in order to promotdeekte
contributions from language learners, teachers shealti de—extend wait time before
speaking themselves, ask clarification questions, and provide cémtestd rather than
form-focused feedback (Walsh, 2006, 2011, 2012; see also Seedhouse &2¥0a(h,

The current study adds to the discussion of CIC by offering specific answers to
the question ofhowexperienced teachers pursue particular pedagogic goals discursively.
Voicing the student perspective, for example, is a practice for framing teeenge of
topics and tasks in ways that prepare students for instructional content, pursue their
alignment with the teacher’s agenda, and r
contributions may be seen as another means of shaping (Walsh, 200&@@®)lthose
contributions in order to promote group comprehension or engagement. Resource
splitting is a practice for smoothly managing necessary transitions between topics, tasks,
and speakers.

As the chapters devoted to the latter two practices make embodied conduct,
as well as how the teacher uses materials ipliysicalenvironment, such as the
textbook and the board, must also be considered among the me@akitg resources at
the teacher’s disposal. R4 Begimingctdhunaover trel a s s r
significance of gaze and gesture in doing explanation (Matsumoto & Dobs, 2017;
Waring, Creider, & Box, 2013), allocating turns and eliciting participation (Kaanta, 2012;

Sert, 2015), and displaying responsiveness to studer(Mallesi, 2015; Reddington,
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2018). Adopting an embodied, and indeed multimodal, perspective on classroom
interactional competence/competencies will ultimately be necessary if we are to fully
appreciate the work of teaching (see also Creider, 2016; Hadlofey, 2019a; Sert,

2015; Waring & Carpenter, 2019).

Using Conversation Analysis to Study the Work of Teaching

The current study demonstrates the power and utility of CA as a methodological
approach to studying teaching. Rather than investigate tsatherpr oposi t i onal |
aboutteaching, as much prior research has done, CA offers a means of examining and

documenting p r a dotngt ceeasc hainndg "a c(tHad nls &).oLrooney
As noted earlierdee Chapter lliMethodology, one ofthe strengths of CA as an
approach to the study Enguage and social interaction lies in the bottgymature of its
analysis. Irother analytic approacheheresearchemaycome to the data with fire
tuned predictions or préefined categories, codirggch relevant utterance or turn
accordingly A risk inherent in such an approach is that we may find only what we had
expected to find in the first place. In CA, in principle, no participant conduct should be
dismissed priori as unimportant, no spatetofal k treated as a “throv
By adopting such a mindset as an analyst, | was able to observe patterns in teacher
conduct—for example, teachers evaluating taskgiaky, or referencing prior student
contributions—that might otherwise have gonanoticed.
A related strength of CA lies in its attention to detail, both verbal and/adral.
For i nstance, t htaskingu bdtelsec rti ebaecdh e rn “Cinual pttier VvV

splitting would be rendered invisible if the analyst adopted an apptioachttended to

talk aloneS i mi | a rihsigtence@iadnayzing phenomena of interest in their local,
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sequential context, that is, along with preceding and subsequent turns, can undoubtedly
facilitate the uncovering of the mufaceted nature of teher conduct in the classroom.
In someapproaches to discourse analysis, the application of a single label to an instance
of talk or behsior may, in fact, obscure the complexity of that conduct (Seedhouse,
2004; see, for exampl e, Hunaional nafutz 0f@edcher d i s c u
“feedback” turns) . dbservoandappregiatethdw thedetacher we ¢
pursues largr goals or projects moment by moment, and in response to student conduct.
The product of such analysis is empiricadisounded descriptions of actual teacher
practices.

Thesedescriptions can lend mugteeded specificity to efforts to understand the
work of teaching. In recent years, some scholars of elementary and secondary
education/teacher education have turned their attention to identifigihdeverage
teaching practicesor the fundamental, higinequency practices of teaching that can be
used acrascurricula and pedagogical approaches and that novice teachers must begin to
understand and implement, in their classrooms and in their schools (Ball & Forzani,
2009; Glisan & Donato, 2017; Grossman, Hammerness, & McDonald, 2009; Hlas &
Hlas, 2012). Whilghere is as yet noommonframework for identifying and labeling

such practices (McDonald, Kazemi, & Kavanagh, 2013), it has been pointed out that

practices may have different “grain sizes”’
2017), or in otherwordé, hat | arger, more complex pract:i
down” i nt o s,haledel®frspedficity provided & discussions of such

practices does not seeamapproach the level th&A findings can offer. For instance,

leading a classroomgtussion is commonly consideretiigh-leverage teaching
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practice;eliciting and responding to student contributions may be viewed as a component
practice (Hlas & Hlas, 2012). As the current study suggests, in the adult ESL context in
particular, elicitirg participation and responding to students can involve binding student
contributions, using particular linguistic and embodied resources, or splitting resources to
accomplish multiple actions, such as validating a contribution and moving on to a new
speake By turning a CA lens to actual classroom interaeti@md by connecting the
separateliscussions on classroom interactional competence anddvigiage teaching
practices—further parsing of practices may be achieved, offeusgfulinformation to

novice teachers and teacher educators Pesagogical Implicationghis chaptérwhile
continuing to recognize and value the complexity of teaching (Grossman, Hammerness,

& McDonald, 2009).

Identifying Practices for Managing Multiple Demands in Institutional Interaction

By addressing practices relevant in the work of teaching, the current study also
contributes to that strand of “applied” CA
participantsas theyinteract in specific institutional contexts (Antak@)12). That and
how practitioners manage or navigate multiple and potentially competing demands has
been a recurring interest for scholars of institutional interaction (e.g., Box, 2017;
Clayman & Heritage, 2002). Similar concerns or demands may emerdéenerdi
settings; thus, it may be worth investigating whether practices documented in the current
study are, or can be, employed in other contexts, particularly those that involve

organizing multparty interaction, such as meetings (see, e.g., Ford)28@8Bbalancing

interpersonal concerns with institutionally requitadks (see, e.g., Raymond, 2010).
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More generally, the current stwuwdy contr
tasking” in i ns‘tMuttuatsika magl” ihratstialldeesromenan .we | |
in psychology and cognitive science (see Salvucci & Taatgen, 2011). The concept has
also been taken up in research on language and social interaction, where the interest lies
not in the individual cognitive processes that might be involveddaboér in the question
of how it is accomplished, that is, in the practices through which participants manage
multiple activities and the verbal and embodied resources utilized (Haddington,

Keisanen, Mondada, & Nevile, 2014). Haddington, Keisanen, MonadadiaNevile

(2014) use the more inclusive term mul ti a
collection of studies devoted to the topic in a variety of settings. In the current study,

Chapter VI on resource splitting in particular showcases teaangagied in pursuing

multiple courses of action simultaneously and how specific configurations of resources

may be devoted to each. Such findings suggest the importance of further investigating

multiactivity in the work of professionals (and twerk of thelaypeople with whom they

interact) in other institutional contexts.

Pedagogical Implications

This section cosiders how the findings of tlstudy may be communicated in
useful ways to teachers and teacher educattirs audience that may benefit the most
directly from the concrete and detailed descriptions of actual teacher practices that CA
can provide. It is worth noting here a common cuéiegf CA: Its terminology and
techniqguesmaybeeffut t i ng to the “uninitiated,” to

the study of language and social interaction. This can make it harder for analysts to
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communicate the value of findings to those whayrhe affected by or benefit from
knowledge of those findings.

It is my hope that the framing of the demands (e.g., managing learning
opportunitiesorder, and care) and teacher actions (e.g., managinrtpting and
managing topic and task shifts) irethreceding analysis chapters will resonate with
practicing teachers and teachardraining. Yet, as | plan to share findings not only with
audiences of applied linguists and discourse analysts, but also with adult ESL teachers
and teacher educators thesives, it is important to consider alternative means of making
this research accessible.

One way of discussing the value of the findings, alluded to earlier, is that they
offer a way of breaking down general and abstract recommendations into concrete
uncker t akings. For instance, teachers are
employing strategies such as showing interest in each student (Browi, \2D@T
exactly might that look like in classroom interaction? On the basis of this study, further

specification can be offered. For example, teachers can demonstrate their interest in

students by displaying that they have heard and remembered prior contributions through

the practice of binding contributions. They can empathize with students by vdieing t

difficulty of topics and tasks. They caifso use resource splitting to align with student

initiated courses of action, even while subtly moving on and ensuring the progressivity of

the lesson. What might otherwise be seen as large goals and geatrglesrcan be

adyv

reconceptualized for the teacher as enacte

contexts.
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Another way of framing certain findings for practitioners is as potential solutions
to common classroom management challenges or probleealgselLampert, 2001).
One concern that will be familiar to teachers across contexts is dealing with students who
mi ght be charsaltdrekszedEraiscKsgaun,n 2004) or t
hogging (Waring, 2013bpotentially limiting speakingmportunities for students who
are more reticent or need or prefeoretime to prepare to speak the preceding
analysis, oeofthe moré’ t a | k at iswan'the advamakaeskilts class, Maya,
features in several extracts in which the teacher emplaygices such as binding or
resource splitting to display responsiveness while nevertheless pursuing topic, task, or
speaker transition. The takeaway from such examples is that it is possible to validate a
student contribution even while disengaging fribvat speaker.

An ot her issué forthe teagher may be managing moments of
misalignment, when students do not participate when called upon to do so, or do not
participate in the way that the teacher projects or expects. A number of possible solution
may be utilized, depending on the specific circumstances: The teacher might move the
| esson forward by wusing binding to supply
nevertheless credit a student with that response (see Extract 5.3); the teacher might voice
the student perspective, and a positive coymeespective, to pursue participation (see
Extracts4.64 . 8) ; or the teacher might use such v
perspective and renegotiate the terms of the task (see Extract 4.9)afiéhdseisions
that must be made in the moment, taking into consideration student needs and other
aspects of the teacher’ s thgcarremstudyprovidest he | e

is a specification of options available and examples of how to ingoiethem. It may
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thus contribute to expanding teachers’ and
multiple resources of which they can avail themselves, including talk, gaze, gesture,
bodily movement, and materials in the classramwironment

A discussion of pedagogical implications raises the question of how exactly such
findings make their way into teacher education and professional development
experiences, beyond the presentation of suggested practices, like that in the preceding
paragraphs. Thextracts presented in the analysis chapters themselves may be taken
individually as small case studies for practitioners to analyze, reflect on, and compare to
their own experiences. Stokoe (2014) has pioneered an approach to using CA in
professional traiing—the Conversation Analytic Rolelay Method (CARM). Rather
than have employees of an institution engage in role play, a technique that Stokoe
criticizes as inauthentic, participants are shown actual excerpts from transcripts and
recordings, bit by bitand invited to discuss what might be termed pivotal moments or
“choi c eHepbum Witkiasdn, & Butler, 2013 in the interaction: What could the
speaker say or do here to achieve a particular goal? How might the next speaker respond?
What would behe result? Participants continue to observe the interaction as it unfolds,
discuss what was actually said or done, and consider the implications. Useddntthe
of teacher education or professional devel
or alternative, options for teachers to exercise but also develop their capacity for

reflection on their own teaching (Looney, 208&rt, 2015; Waringorthcoming.
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Limitations and Directions for Future Research

The practices uncovered in theaket for the current study are by no means an
exhaustive list of teacher practices for managing multiple demands. More work could and
should continue with the same dataset to explore additional practices; further work could
also be done with other (ad#EL) teachers and classrooms to pursue the question of
how generalizable these particular findings are.

As an approach to the study of language and social interaction, CA offers a
number of strengths; choosing to employ it also means accepting certain limitations.
Other research designs and paradigms are better suited to examining larger amounts of
data and eamining causeffect relationships (e.g., does a particular teacher practice
contribute to a particular learning outcome for the student?). However, as has been noted
of CA findings generally (Pomerantz, 1990), they can provide inspiration and impetus for
more controlled and largecale studies of the phenomena uncovered. Although typically
considered a distinct and separate endeavor, ethnograpttiodscan be paired in a
complementary way with CA (see Fagan, 2013). This kind of rmdthod approach
coud prove fruitful in the investigation of complex issues like rappogtudent
engagemeniWhile CA can locatelisplays ofaffiliation between teachers and students,
and evidence dftudent alignment with a teacher agenda (or vice varshag observalel
details of interaction, it cannanswer questions such as how cognitively or emotionally
engaged studentslt while participating in a class or how they perceived teacher efforts
to build rapportUsed alongside CAnethods such asterviewing and pdicipant

observatiorwould provide insight into how teachers and students experergagging
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with content and tasksjanagingheir relationships with one anotha@nd being part of a
classroom community

Perhaps the most significant future challerigethis study, as well as for
existing and ongoing classroenased CA research, is actually reaching teachers and
teacher educators. More interventioaised studies, in which researchers work closely
with teachers to identify and solve problems (Antakil D), would be beneficial in
bridging the divide that tends to exist between researchers and practitioners (see
Carpenter [2020] for an example). However, meeting this challenge is also a question of
taking what has already been discovered and (re)packdginth teachers and teacher
educators in mind, as Waring and Creider (forthcoming) seek to do. As a teacher and

teachetrainermyself, | hope to be part of making this kind of mienwalysis

mai nstream” in the field of teacher educa
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Appendix A
Transcription Conventions

: (period) falling intonation.

? (question mark) rising intonation.
, (comma) continuing intonation.

- (hyphen) abrupt cuoff.

i’ (colon(s)) prolonging o$ound.

word (underlining) stress.

word the more underlining, the greater the stress.
WORD (all caps) loud speech.

“word (degree symbols) quiet speech.

#word (upward arrow) raised pitch.

$word (downward arrow) lowered pitch.

>word< (morethan and less than) quicker speech.

<word> (less tharandmore than) slowed speech.

< (less than) jump start or rushed start.

hh (series of h’s) aspiration or
.hh ( h’” s pr pedog thieathtiot y

(hh) (h’” s 1 n pside wordbbhuadares. )

[ ] (lined-up brackets) beginning and ending of

[ ] simultaneous or overlappirgpeech ovisual conduct

of different participants.
= (equal sign) latch or contiguous utterances of the same

speaker.

(2.4) (number in parentheses) length of a silenderithsof a
second.

() (period in parentheses) miepawuse, 0.2 second or less.

() (empty parentheses) ndranscribable segment of talk.

(syl syl) used to indicate the number of syllables hearable in
nontranscribable segments of talk.

(comment) transcriptionist comment.

(try 1)/(try 2) (two parentheses separated by a slash) alternative hearings.

$word$ (dollar signs) smiley voice.

#word# (number signsgreakyvoice.

It left.

rt right.

S? unidentifiedstudent.

Ss multiple students.

word (italics; gray font)visual conduchot co-occurring with
talk.

+word (plus sign followed by italics; gray fong)sual conduct

co-occurring with talk represented on a line below the co
occurring talk;+ indicates the onsetf gaze, gesture, or
movement. If visual conduct ends before the end of speech
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within the turn, the end is marked by a plus sign following
the italicized textSimultaneousonverbal conduct of the
same speaker may be indicated bjaalsgazes to X/points
to X
..word (ellipsis followed by italics; gray fontjisual conduct
co-occurring with talk represented oa line below
co-occurring talk ... indicates continung gaze, gesture,
or movement. If visual conduct ends befdre énd of
speech within the turn, the end is marked by a
plus sign following the italicized text.
(2.4)yword (number in parentheses, connected by hyphen to following
text) length of a silence itenths of a second with
description of simultaneowssual conduct.
(asterisk) indicates the line, or part of the line of the
transcript, illustrated by the following figure. If two figures
are associatedith one line of transcript, the placement of
the second figure imdicated by two asterisks
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Appendix B
ParticipantConsent Forms

Teachers College, Columbia University
525 West 120th Street
New York NY 10027
212 678 3000

INFORMED CONSENTTeacher Participants

Protocol Title: Managing Multiple Demands in the Adult ESLaSkroom:
A Conversation Analytic Study of Teacher Practices
Principal Investigator: Elizabeth ReddingtqriM.A., TeacherLollege

INTRODUCTION

You are invited to participate in this res
inthe AdutESLCI assroom: A Conversation Analytic
may qualify to take part in this study because you are teaching an English as a Second
Language (ESL) course for adult students. Ad@@instructors and students will

participate in thistudy during their regular class meeting times. As an instructor, you

may also be asked to take part in follow interviews.

WHY IS THIS STUDY BEING DONE?

This study is being done tmderstand instructional practices and make recommendations
for improvng adult ESL instruction.

WHAT WILL | BE ASKED TO DO IF I AGREE TO TAKE PART IN THIS
STUDY?

If you decide to participate, you will be aski® give permission to be videecorded
during your ESlLclassthis semesteApproximately two to four class meegs will be
recorded. The recordings will be used to make written transcripts for analysis. (Only
classes where all students agree to be awtiorded, and most agree to be video
recorded, will be included in the study.) As an instructor, you may alasKkasel to take
part in a followup interview (of up to an hour) after each week of recording to help the
researcher understand events in class. Interviews will be-eemboded and transcribed
for analysis. You will be given a pseudonym; your real nantlenai be used in any
transcripts.

WHAT POSSIBLE RISKS OR DISCOMFORTS CAN | EXPECT FROM TAKING
PART IN THIS STUDY?

The research has the same amount ofagsgarticipatingn a regular classhe
researcher is taking precautions to keep your informaboifidential and prevent anyone
from discovering your identity, including using a pseudonym instead of your real name
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and keeping all information on a passwgrdtected computer and locked in a file
drawer.

WHAT POSSIBLE BENEFITS CAN | EXPECT FROM TAKING PART IN THIS
STUDY?

There is no direct benefit to you for participating in this study. Participation may benefit
the field of teacher educati@md help improve instruction for adult ESL students

WILL | BE PAID FOR BEING IN THIS STUDY?
You will not bepaid to participate. There are no costs to you for taking part in this study.
WHEN IS THE STUDY OVER? CAN | LEAVE THE STUDY BEFORE IT ENDS?

The study is over when your course has ended for the semester. However, you can leave
the study atanytimeevenf it hasn’t finished. I f you de
recordings of your class will be destroyed.

PROTECTION OF YOUR CONFIDENTIALITY

The researcher will keep the video files and transcripts on a paspvobedted

computer Written materials will bekept in a locked file cabinetn t he r esear chel
Your real name will not be used in transcripts, and there will be no record matching your

real name with your pseudonyithe researcher will delete any videscording of a

particular class upon regst. If parts of a vidececording are shown in an educational

setting outside this research, such as a conference, faces will be blurred and names will

be deleted from the audio tradkegulations require that research data be kept for at least

three yeas.

HOW WILL THE RESULTS BE USED?

The results of this study will be published in journals and presented at academic
conferences. Your name or any identifying information about you will not be published.
This study is being conducted as part oftherebearc * s doct or al di ssert

CONSENT FOR AUDIO- AND VIDEO -RECORDING

Audio- and videerecording argart of this research study. You can choose whether to
give permission to be r e aanttdledecordedgbuwllou dec
NOT be abé to participate in this study.

| give my consent to beecorded

Signature

| do notconsent to beecorded

Signature
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WHO MAY VIEW MY PARTICIPATION IN THIS _ STUDY

____lconsent to allow written, audiecorded, and/or videxecorded materials to be
viewed in an educational setting or at a conference outside of Teachers College. Faces
will be blurred in videerecordings.

Signature

Ido notconsent to allow written, audi@corded, and/or videcorded materials to
be viewed in an educational setting or at a conference outside of Teachers College.

Signature

WHO CAN ANSWER MY QUESTIONS ABOUT THIS STUDY?

If you have any questions about taking part in this research study, you should contact the
principal investigator, Elizabeth ReddingtonXatX -XXX -XXXX or at
ear2109@tc.columbia.ed¥ou can also contact the faculty advisor, Dr. Hansun Waring,

at 2126788128.

If you have questions or concerns about your rights as a research subject, you
should contactthe Institutional Review Board (IRB) at 2126784105 or email
IRB@tc.edu. Or you can write to the IRB at Teachers College, Columbia
University, 525 W. 128" Street, New York, NY 100Z. The IRB is the committee
that overseeshuman researchprotection for Teachers CollegeColumbia
University.
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PARTI CI PANTG6S RI GHTS

1 I have read and discussed the informed consent with the researcher. | have had
ample opportunity to ask questions about the purposes, procedures, risks, and
benefits regarding this research study.

1 lunderstand that my participation is voluntary. | may refuse to participate or
withdraw participation at any time without penalty to futaneploymenstatus.

1 The researcher may withdraw me from the research at his or her professional
discretion.

1 If, during the course of the study, significant new information that has been
developed becomes available which may relate to my willingness to continue my
participation, the investigator will provide this information to me.

1 Any information derived fromhe research study that personally identifies me
will not be voluntarily released or disclosed without my separate consent, except
as specifically required by law.

1 I should receive a copy of the Informed Consent document.

My signature means that | agrego participate in this study.

Print name;:
Date:

Signature:
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Teachers College, Columbia University
525 Wes 120th Street
New York NY 10027
212 678 3000

INFORMED CONSENTStudent Participants

Protocol Title: Managing Multiple Demands in the Adult ESL Classroom:
A Conversation Analytic Study of Teacher Practices
Principal Investigator: Elizabeth ReddingtarM.A., TeacherLollege

INTRODUCTION

You are invited to participate in this res
in the Adult ESL Classroom: A Conversation
may qualify to take part in this study becayea are enrolled in an English as a Second
Language (ESL) course for adult students. Ad@@instructors and students will

participate in this study during their regular class meeting times.

WHY IS THIS STUDY BEING DONE?

This study is being done tmdeastand instructional practices and make recommendations
for improving adult ESL instruction.

WHAT WILL | BE ASKED TO DO IF | AGREE TO TAKE PART IN THIS
STUDY?

If you decide to participate, you will be aski® give permission to be audiecorded
and/orvideorecorded during your EStlassthis semesteApproximately two to four

class meetings will be recorded. The recordings will be used to make written transcripts
for analysis. You will be given a pseudonym (fake name); your real name will not be
written in the transcripts. If you want to participate in the study, but you do not want to be

seen in the vi-demer g 0u icmna spdr t odff t he cl i
can’'t see. Only <cl asses -retomedavilllbghcludedihudent s
the study.

WHAT POSSIBLE RISKS OR DISCOMFORTS CAN | EXPECT FROM TAKING
PART IN THIS STUDY?

The research has the same amount ofassgarticipatingn a regular classlhe

researcher is taking precautions to keep your information confilantigprevent anyone
from discovering your identity, including using a pseudonym instead of your real name
and keeping all information on a passwgrdtected computer and locked in a file
drawer.

WHAT POSSIBLE BENEFITS CAN | EXPECT FROM TAKING PART INTH IS
STUDY?

There is no direct benefit to you for participating in this study. Participation may benefit
the field of teacher educati@md help improve instruction for adult ESL students
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WILL | BE PAID FOR BEING IN THIS STUDY?
You will not be paid to picipate. There are no costs to you for taking part in this study.
WHEN IS THE STUDY OVER? CAN | LEAVE THE STUDY BEFORE IT ENDS?

The study is over when your course has ended for the semester. However, you can leave
the study at any time evenifitasn’ t f i ni shed. I f you deci de
recordings of your class will be destroyed.

PROTECTION OF YOUR CONFIDENTIALITY

The researcher will keep the video files and transcripts on a paspvabedted

computer Written materials will be kepin a locked file cabinet n t he r esear chel
Your real name will not be used in transcripts, and there will be no record matching your

real name with your pseudonyihparts of a videaecording are shown in an

educational setting outside this res#a such as a conference, faces will be blurred and

names will be deleted from the audio traRkegulations require that research data be kept

for at least three years.

HOW WILL THE RESULTS BE USED?

The results of this study will be published in jousahd presented at academic
conferences. Your name or any identifying information about you will not be published.
This study is being conducted as part of t

CONSENT FOR AUDIO- AND/OR VIDEO -RECORDING

Audio-recording is part of this research study. You can choose whether to give
permi ssion to be r ecor dvanttobe te¢ordgdowwild eci de t
NOT be able to participate in this study.

| give my consent to baudio-recorded.

Signature

| do notconsent to baudio-recorded.

Signature

Video-recording is part of this research study. You can choose whether to give
per mi ssion to be r ecor dvantito beketordggpwwillgtélci de t
be able to participate in this study.

| give my consent to bedeo-recorded.

Signature

| do notconsent to beideo-recorded.

Signature
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WHO MAY VIEW MY PARTICIPATION IN THIS STUDY

____lconsent to allow written, audiecorded, and/or videxecorded materials to be
viewed in an educational setting or at a conference outside of Teachers College. Faces
will be blurred in videerewrdings.

Signature

Ido notconsent to allow written, audi@corded, and/or videcorded materials to
be viewed in an educational setting or at a conference outside of Teachers College.

Signature

WHO CAN ANSWER MY QUESTIONS ABOUT THIS STUDY?

If you have any questions about taking part in this research study, you should contact the
principal investigator, Elizabeth ReddingtonXatX -XXX -XXXX or at
ear2109@tc.columbia.ed¥ou can also contact the faculty advisor, Dr. Hansun Waring,

at 2126788128.

If you have questions or concerns about your rights as a research subject, you
should contactthe Institutional Review Board (IRB) at 2126784105 or emall
IRB@tc.edu. Or you can write to the IRB at Teachers College, Columbia
University, 525 W. 128" Street, New York, NY 100Z. The IRB is the committee
that overseeshuman researchprotection for Teachers College, Columbia
University.
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182

PARTI CI PANTG6S RI GHTS

1 I have read and discussed the informed consent with the researcher. | have had
ample opportunity to ask questions about the purposes, procedures, risks, and
benefits regarding this research study.

1 lunderstand that my participation is voluntary. | maysefto participate or
withdraw participation at any time without penalty to future student status or
grades.

1 The researcher may withdraw me from the research at his or her professional
discretion.

1 If, during the course of the study, significant new infation that has been
developed becomes available which may relate to my willingness to continue my
participation, the investigator will provide this information to me.

1 Any information derived from the research study that personally identifies me
will not be voluntarily released or disclosed without my separate consent, except
as specifically required by law.

1 I should receive a copy of the Informed Consent document.

My signature means that | agree to participate in this study.

Print name:
Date:

Signature:




