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Abstract 

 

Development of Interactional Competence in Spanish-language Service 

Learning 

 

 

Erika Linnea Burt, Ph.D. 

The University of Texas at Austin, 2019 

 

Supervisor:  Dale Koike 

 
This study analyzes the development of Interactional Competence by two 

advanced-level undergraduate Spanish students in the service-learning context where 

they volunteered as Spanish-language instructors in either an adult basic education class 

or an ESL class. The data were primarily derived from five interactions between the 

students and native Spanish speakers recorded over the course of a semester at a local 

community center. Using a Conversation Analytic (CA) framework, the analysis 

examines the moment-by-moment unfolding interaction, focusing specifically on the 

interactional resources that learners use to accomplish L2 talk-in-interaction, namely 

alignment activity and negotiation of participant roles, and how those skills evolve over 

the semester.  

Service-learning was chosen as the context for this study given the dearth of 

interactional research in this area and the recent attention given to this semi-immersion 
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context. While study abroad has traditionally been seen as the optimal location for 

language and cultural immersion, for some students, the cost and time commitment are 

out of reach. Additionally, research into the actual linguistic benefits of studying abroad 

has revealed contradictory findings. Overall, this study is meant to add to the research on 

the development of second-language Interactional Competence in the service-learning 

setting. 

While the learners’ advanced level in the L2 meant that they already exhibited the 

use of the interactional resources at the beginning of the semester, results of the study 

indicated that they still displayed development in these interactional resources, which was 

viewed as evidence of improvement in Interactional Competence. As a result, the 

students also revealed a move toward fuller participation in L2 interaction as time went 

on. More specifically, growth was seen nearly across the board for both participants in 

terms of the frequency, complexity, timing, appropriateness, and grammaticality of their 

contributions to L2 conversation. In addition, the analysis of co-constructed participation 

structures revealed a move away from the novice/expert paradigm in interaction. While 

their identities as language-learners were called upon more often in L2 interaction at the 

beginning of the semester, these became less relevant as they increasingly demonstrated 

their expertise as Spanish-language instructors over time. Their identities as experts in 

their roles as teachers was found to be one of the unique features of the service-learning 

context. 
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Chapter 1: Introduction 
 

INTRODUCTION 
Interactional competence (IC) is a construct that has sought to define clearly what 

it means to communicate successfully in a second language (L2) in an attempt to address 

the oversimplified view of interaction presented by the American Council on the 

Teaching of Foreign Languages’ (ACTFL) Proficiency Guidelines (National Standards, 

1999). These guidelines purport to describe what an individual’s functional language 

ability is in real-world situations, while failing to recognize the role of co-construction in 

interaction. Kramsch (1986) distinguishes between ACTFL’s construct of language 

proficiency and IC, questioning whether this proficiency-oriented view sufficiently 

captures the collaborative nature of interaction. Focusing on the importance of interaction 

and context, the construct of IC moves away from the dominant cognitive view of L2 

learning as an individual’s linear accumulation of target language forms to a dynamic 

process involving the ability to negotiate language in interaction and adapt to new 

interactional contexts to achieve successful communication  (Kramsch, 1986; He & 

Young, 1998). While this view of language learning is increasingly supported in the field 

of Second Language Acquisition (SLA), there is little research on how IC is actually 

attained. This dissertation contributes to research on the construct of IC by examining 

two Spanish learners’ acquisition of IC during a semester-long service-learning (SL) 

course. The longitudinal analysis of students’ interactions with native speakers during 
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community volunteer work examines the process that they go through to develop IC and 

how this process manifests in the second language (L2). 

Interaction and Second Language Acquisition  
With the “social turn” in SLA (Block, 2003) and its broader view of social 

context, interaction-based research has received increasingly more attention in the field. 

This research contributes to studies in SLA by expanding the focus of L2 acquisition 

from solely language-based knowledge and competencies to understanding how language 

is used and acquired through interaction (Firth & Wagner, 1997). By using a variety of 

analytical methods, researchers are able to capture what interactants do during 

conversation with others, either other learners or native speakers, and how this activity 

contributes to their involvement in social contexts, as well as their subsequent language 

acquisition. Overall, interaction-based approaches to SLA can provide a perspective of 

language learning as shaped by the social context in which it occurs; in this case, 

interactions with native speakers in service learning (SL). 

Research shows that context may have a strong effect on SLA (Magnan & 

Lafford, 2012), and effective communication in an L2 is believed to develop in contexts 

that provide intensive exposure to authentic L2 input as well as opportunities for 

meaningful interaction in real communicative contexts (Freed et al., 2004). Traditionally, 

study abroad is seen as the ideal environment for this to occur. However, while study 

abroad has widely been viewed as a quick and effective way to build fluency in another 

language, research often shows contradictory findings regarding the actual linguistic 
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benefits of study abroad. In fact, the study abroad literature reveals that students who 

study abroad do not necessarily achieve greater language gains than their peers who stay 

home and study the target language (e.g. Cohen & Shively, 2007; Jackson, 2008; 

Kinginger, 2009; Lewin, 2009). In addition, although study abroad programs can easily 

facilitate contact with native speakers, some students may not have the resources or time 

away from academic, family, or work commitments necessary to be able to participate in 

this language-learning experience (Barreneche, 2011). Therefore, finding an alternative 

and effective option for L2 learners to be immersed into authentic target-language 

communities without going abroad is needed in language programs. 

This chapter presents SL as another semi-immersion context for language learners 

as well as prior research over the benefits that have been found for language learning. 

The theoretical framework that forms the base of this dissertation is then outlined in the 

following sections. The chapter ends with an overview of the study presented in this 

dissertation. 

 

Service Learning  

One method of integration into L2 native speaker communities that has received 

increasingly more attention in recent years is students’ participation in community SL 

opportunities (Barreneche, 2011). SL is a type of experiential learning that combines both 

course content with real-world involvement in local communities and structured 

reflection on these experiences (Lear, 2012). It is defined by Bringle and Hatcher (1996) 

as follows: 
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 We consider service-learning to be a course-based, credit-bearing educational 

experience in which students (a) participate in an organized service activity that 

meets identified community needs and (b) reflect on the service activity in such a 

way as to gain further understanding of the course content, a broader appreciation 

of the discipline, and an enhanced sense of civic responsibility. This is in contrast 

to co-curricular and extracurricular service, from which learning may occur, but 

for which there is no formal evaluation and documentation of academic learning. 

(p. 112) 

 
Bringle and Hatcher’s (1996) definition highlights how SL differs from volunteerism or 

traditional community service by its connection to course learning objectives. In addition, 

the added component of written reflections in a SL course provides a form of 

accountability that is not present in volunteering or community service. Overall, the SL 

model is meant to enhance traditional classroom learning by providing students with a 

meaningful application of course objectives. For foreign or L2 students, this may involve 

opportunities for contact with native speaker communities in authentic contexts outside 

of the classroom to achieve intercultural and language learning objectives. 

 

Service Learning for Language Learners 
SL courses have grown in popularity among language departments in recent 

years. Due to recent budget cuts to state-funded research institutions, foreign language 

departments have worked to increase student enrollment in order to maintain the 
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sustainability of their departments. SL has the potential to help make language courses 

more relevant to students by providing them with practical applications of language 

study, which can help to attract more students to these departments. For example, 

language-for-specific-purposes programs, including profession-specific language courses 

in areas such as business, law, and medicine, are increasingly incorporating SL 

components in order to provide their students with opportunities to apply what they learn 

in class to practical, real-world situations (Lear, 2012). In addition, since Latinos are the 

largest linguistic minority group in the United States, many Spanish departments at 

colleges and universities, in particular, are taking advantage of the opportunity to provide 

students with authentic language and cultural experiences involving native speakers from 

nearby communities by implementing SL components into their language courses (Lear 

& Abbott, 2008). In this way, students can be engaged in a more context-based learning 

experience where they are able to make a direct connection between the language taught 

in the classroom and what is utilized in the Spanish-speaking community around them 

(Hale, 2005).  

In the context of SL for foreign language (FL) or L2 courses, students often take 

part in a variety of different types of internships or do volunteer work in the local 

community at locations such as hospitals, schools, and community centers, where they 

have the opportunity to be exposed to the L2 language and culture while providing a 

service to their community. In a traditional L2 or FL classroom, students are generally 

provided with limited opportunities for authentic communication in the target language. 

However, SL can be seen as a “mini-abroad” (Plann, 2002, p. 332) experience, where 
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students have the unique opportunity to be linguistically and culturally immersed in the 

L2 within their own community. 

SL can also positively influence the manner in which students perceive the study 

of a language and its cultures by taking them beyond an abstract and generalized view of 

its people and offering them the opportunity to learn “with them as opposed to learning 

about them” (Hellebrandt & Verona, 2005, p. 1). Many students are drawn to this aspect 

of SL and see these types of language courses as an opportunity to practice speaking the 

L2 in authentic situations without having to spend the time and resources to go abroad 

(Weldon & Trautmann, 2003). They are also motivated by the idea of learning the target 

language by communicating with native speakers as opposed to doing so in a traditional 

classroom, where language learning has largely remained confined (Lear & Abbott, 

2009). 

 

Research on Service Learning 

With the noticeable increase of SL classes in FL programs across American 

higher education, it is important for research in the field to discern what the effects of this 

experience are for language learning. Current research in SL and FL education has 

examined ways in which this learning model can help students achieve intercultural and 

linguistic learning objectives in language courses through opportunities for authentic 

language use and critical reflections integrating their experiences with specific course 

learning objectives. While SL research has offered a glimpse into best practices for 

course implementation (e.g. Barreneche, 2011; Butin, 2006; Nelson & Scott, 2008; Plann, 
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2002; Perren, 2013), as well as highlighted many benefits for students, such as improved 

intercultural competence (e.g. Bloom, 2008; Bowen & Hackett, 2010; Elorriaga, 2007; 

Faszer-McMahon, 2013; Grabois, 2007, 2008; Long, 2003; Nelson & Scott, 2008; Plann, 

2002; Zapata, 2011), willingness to communicate (e.g. Faszer-McMahon, 2013; 

Pellettieri, 2011), motivation (e.g. Hale, 1999; Faszer-McMahon, 2013; Nelson & Scott, 

2008; Zapata, 2011), understanding of civic responsibility (e.g. Askildson et al., 2013; 

Barreneche, 2011; Bettencourt, 2015; Nelson & Scott, 2008; Plann, 2002), and gains in 

the National Standard’s “five C’s” (communication, cultures, connections, comparisons, 

and communities) (National Standards, 1999) (e.g. Lear & Abbott, 2008; Long, 2003; 

Weldon & Trautmann, 2003), only one known study has looked at specific language 

gains beyond observations and students’ self-reflections (Askildson et al., 2013) and no 

known studies have analyzed actual interactions taking place in this context. If 

communicating with native speakers in a naturalistic setting is an important aspect of SL 

and language learning in particular, then it warrants a closer look. Askildson et al. (2013) 

brings attention to this deficit in SL research by calling for interactional data in future 

studies: 

 “Although the broader theme of service-learning as a facilitator of language 

acquisition in immersion contexts deserves considerably greater attention and 

scholarship in general, there is perhaps a particular opportunity for future research 

that does not simply examine language gains overall in such contexts but 

specifically explores the language learning outcomes for sociocultural pragmatics 

and the ways in which service-learning interactions may significantly enrich and 
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advance communicative competence in this manner.” (Askildson et al., 2013, p. 

430) 

 
Similarly, Zapata (2011) highlights the need for this area of research in her study on the 

development of cultural understanding in SL: “Future research should also investigate the 

effects of CSL work on L2 acquisition by examining changes in learners' proficiency 

throughout their experience” (p. 99). The current study seeks to fill this gap in the 

literature by gathering interactional data of students’ conversations in SL to analyze the 

types of interactions that take place in this learning context as well as any evidence of 

gains in learners’ IC. 

While no known studies have analyzed actual discourse from language learners 

during SL volunteer work, there are some that have looked at the types of interactions 

that occur in this setting and participants’ self-reported gains in communication skills. 

For example, Tacelosky (2008) discusses how intermediate-level Spanish students’ 

reflections, completed as part of a SL class, reveal how their volunteer work at the 

American Red Cross, during- or after-school programs, agencies, and non-profit social 

service organizations provided contexts for authentic dialogue and enhanced learning 

experiences. Students reported participating in a wide variety of interactions in the L2 

such as those involving informal talk, academic explanations, and administrative phone 

calls. In their SL class reflection essays, participants in Petrov’s (2013) study discuss 

acquiring social and communication skills in Spanish while undertaking responsibilities 

related to office, managerial, and teaching roles during volunteer work at a variety of 
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agencies serving Latinos. Undergraduate students volunteering at adult literacy centers 

for Spanish speakers report gains in vocabulary knowledge and communicative 

competence throughout the course of their volunteer work during the SL class (Plann, 

2002). Looking at gains in the “five C’s” outlined in ACTFL’s Standards for Foreign 

Language Learning (National Standards, 1999), Weldon and Trautmann (2003) conclude 

that learning occurs for all students in their study in terms of Standard 1, Communication. 

More specifically, students report improved Spanish conversational skills due to 

opportunities to interact with Spanish speakers in the “real world” (p. 579) while 

volunteering at a health center, with interactions surrounding a variety of medical, family, 

and personal matters, as well as legal and economic issues. While these prior studies on 

SL do provide insight into what types of interactions students are involved in during SL 

and the self-perceived benefits regarding their interactional skills in the L2, no known 

studies have analyzed the interactions themselves in this specific context. 

Current research on Spanish SL has also focused primarily on the outcomes of 

this context for beginning- to intermediate-level undergraduate students. In her study, 

Pellettieri (2011) acknowledges this gap in the literature by calling for future research to 

investigate learners from a wider range of proficiency levels. Additionally, most research 

on SL centers on the experiences of traditional L2 learners. Carracelas-Juncal (2013) 

proposes revisiting SL to consider how its benefits extend to heritage learners (HL), too, 

especially as more heritage Spanish speakers are taking courses in Spanish departments 

(Carracelas-Juncal, 2013).  
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Although most current research in Spanish SL centers on the effects of SL in 

beginner to intermediate-level students, there do exist a handful of studies that look at the 

outcomes for students in more advanced Spanish language courses. Barreneche (2011), 

for example, investigates how students benefit from working with bilingual elementary 

school children in an advanced Spanish communication course with a SL component. 

Through reflection essays, students reported improved translingual and transcultural 

competencies and increased motivation for language study. Weldon and Trautmann 

(2003), discuss the ways in which students in an advanced grammar and composition 

medical interpreter course claimed to have expanded their medical Spanish lexicon 

through SL. Additionally, using participants’ journal entries, the researchers concluded 

that learning occurred for all students in terms of the “five C’s” for foreign language 

learning. In another study, Carracelas-Juncal (2013) investigates the benefits of SL in a 

graduate-level online course for Spanish teachers. Students reported their perceived value 

of the SL experience including a renewed sensitivity toward and cultural understanding 

of the Spanish-speaking community in the United States. In her study on advanced 

Spanish students in a SL course, Long (2003) discusses participants’ self-reported 

increase in academic achievement in Spanish, cross-cultural awareness and appreciation, 

and sense of fulfillment.  

A small number of studies have also looked at the benefits of SL for heritage 

learners (HL). For example, Thompson (2012) found that such heritage students involved 

in SL learned new vocabulary, developed strategies for working with adults and children, 

practiced a more professional/formal register, and developed an ability to use Spanish 
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outside of the familial and classroom setting. Additionally, HLs in Carracelas-Juncal’s 

(2013) study reported that SL was instrumental for their self-awareness and identity 

reaffirmation. Lowther Pereira (2015) concluded that Spanish HLs’ experiences in SL 

aided in their development of Spanish language skills, such as language awareness and 

linguistic choices like style and register, as well as their linguistic confidence and 

construction of positive attitudes and identities. Quantitative and qualitative results of 

Tocaimaza-Hatch and Walls’ (2016) study revealed expanded lexicon and deeper 

understanding of linguistic factors such as spelling, register, and linguistic variation for 

L2 and HL SL students. In their study on the effects of SL on Spanish HLs’ attitudes 

toward their language and culture, Pascual y Cabo, Prada, and Lowther Pereira (2017) 

documented students’ reports of gained confidence in using their heritage language in 

contexts outside the home, interest in career options in education or the service sector, 

and a reinforced perception of the value of bilingualism and biculturalism. Volunteer 

work in the local community allowed HLs in a SL course to recognize the worth that their 

language ability had in meeting community needs (Llombart-Huesca & Pulido, 2017). 

Finally, in her book, Lowther Pereira (2018) highlights a number of outcomes for HL 

students in a SL course, including strengthening their connections and creating a sense of 

belonging with the local Hispanic/Latino community, fomenting a greater awareness of 

social issues impacting the Hispanic/Latino community, and awareness of language 

variation, expanding students’ linguistic repertoire and helping them build confidence in 

their Spanish abilities. 
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While the previous studies highlight a number of personal and linguistic gains for 

advanced and HL learners in SL, data are limited to students’ self-perceptions of their 

own language ability. Although reflections are an important component of a service-

learning course, as they help to tie students’ volunteer experiences with course objectives, 

self-reports offer a limited view of language learning. Furthermore, since they represent 

personal perceptions only, they may not be an accurate representation of true outcomes. 

The current study adds to prior SL research to include an analysis of actual language data 

in contextualized interactions with native speakers with the goal of providing a more 

complete view of language learning in this context. 

In light of this gap in the literature, the present study aims to extend studies in SL 

to include an advanced and a heritage Spanish language learner in interactions with NSs 

in the neighboring, largely Hispanic community adjacent to the university where they 

attend. Currently, interaction studies mainly focus on NNS-NNS, NNS-NS, or NNS-HL 

interactions (Bowles et al., 2014). Since many HLs already use the target language 

outside of the classroom, they may not recognize the interactional benefits of 

participating in SL. However, according to Thompson (2012), “While many heritage 

learners are quite fluent in oral interpersonal language, many need to develop a greater 

bilingual communicative range...they need to develop their interpersonal skills in order to 

interact with a broad range of individuals of different backgrounds and ages for a variety 

of purposes” (p. 66), which are opportunities that SL can provide.  

In order to investigate interactional benefits of SL, this study analyzes 

conversations by one advanced L2 (Jessica) and one HL (Anthony) with NSs in an ESL 
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and a Spanish basic education class to see how participants build intersubjectivity with 

their interlocutors. While there is a large body of literature on L2 acquisition, less is 

known about individuals who acquire their first language in bilingual contexts, and 

almost nothing is known about “how a bilingual person’s range in each of his or her 

languages changes and develops over time” (Thompson, 2012, p. 57). Answering 

Thompson’s (2012) call for a theory about “how heritage language competencies can be 

expanded in both natural and classroom settings” (p. 58), the current study aims to 

investigate the development of IC (He & Young, 1998) in an advanced L2 and an HL 

during a Spanish SL course in order to better understand how non-traditional students 

experience interactional gains in the L2.  

 

THEORETICAL FRAMEWORK 

Language Learning and Sociocultural Theory 
It has long been recognized that interaction is a key factor in language learning. 

From a theoretical point of view, L2 interaction is supported by Vygotsky’s (1978; 1987) 

sociocultural theory (SCT). In the context of second language acquisition, SCT highlights 

the relationship between social interaction and language development, positing that a 

learner’s L2 development progresses via active participation in collaborative interaction 

in the L2 (Ohta, 1995). Differing from Krashen’s Input Hypothesis of L2 acquisition, 

SCT rejects the notion of the learner as a passive recipient of knowledge and considers 

how learners actively participate in jointly accomplishing meaning in conversation. 

Within SCT, the sociocultural context is considered vital to exploring how language 
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learning takes place through “participation in cultural, linguistic, and historically-formed 

settings” (p. 207, Lantolf et al., 2000), such as with interactions involving family, friends, 

and institutional contexts like school and work. In this sense, L2 acquisition is seen as a 

situated, socially co-constructed process, as opposed to a cognitive process occurring 

merely in the mind of an individual (Long & Doughty, 2003). 

One concept central to SCT is the Zone of Proximal Development (ZPD), or “the 

distance between the actual developmental level [of the learner] as determined by 

individual linguistic production, and the level of potential development as determined 

through language produced collaboratively with a teacher or peer” (Ohta, 2001, p. 9). 

According to this concept, the learners are able to reach their potential level of 

development by participating jointly in interaction with more capable interlocutors. 

Instead of focusing on language that the learner can produce individually, ZPD considers 

the collaborative construction of language between novice and expert speakers as they 

jointly construct shared understandings to create meaning, and how development occurs 

turn-by-turn in interaction.  

The move to a more social view of language interaction challenges prior notions 

of ‘communicative competence’ (Canale and Swain, 1980), where language ability is 

seen as residing in the individual. Kramsch (1986) was the first to use the 

term  ‘interactional competence’, which argues that language is socially co-constructed 

by interlocutors in conversation. Current research in L2 social interaction considers the 

construct of IC to be essential to proficiency in the L2. 
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Interactional Competence 
IC is a theory of second language acquisition that delineates the knowledge and 

skills that participants use in interaction. As defined by He and Young (1998), IC consists 

of the interactional resources that speakers have in their repertoire and can use 

successfully in the co-construction of conversation. Learners acquire IC by participating 

in interaction with more knowledgeable others (He and Young, 1998). Following this 

viewpoint, participants bring to a conversation the interactional resources that they have 

acquired in previous instances of the same practice, while acquisition of new resources 

takes place through participation with more experienced others in specific discursive 

practices (Young, 2011).  

One characteristic of IC is that it is observable in spoken interaction (Young, 

2011). As a result, a NNS’s level of IC in the target language, for example, can be 

analyzed by looking at the interactional resources used in their speech in order to better 

understand their ability to use them competently in L2 interaction. Examples of these 

resources include those related to turn and topic management, knowledge of rhetorical 

scripts and pragmatics, participation frameworks, register, speech acts, and repair (He & 

Young, 1998; Young, 2008). Overall, the interactional resources that contribute to IC 

comprise behaviors that help to maintain shared understanding and produce and interpret 

mutually-coordinated actions during the co-construction of conversation (Hall & Doehler, 

2011). Kramsch (1986) refers to this synchronized interaction observable in IC as the 

“construction of a shared internal context or ‘sphere of inter-subjectivity’ that is built 

through the collaborative efforts of the interactional partners” (p. 367).  Young (2011) 
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defines intersubjectivity as “the conscious attribution of intentional acts to others” 

involving “putting oneself in the shoes of an interlocutor” (p. 430). A number of studies 

on learners’ development of IC in the L2 have looked at intersubjectivity as evidence of 

IC (e.g. Dings, 2014; Ishida, 2009; Tecedor, 2016), and one key resource in achieving 

intersubjectivity is alignment activity.  

 

Alignment 

Alignment activity comprises interactional resources that interlocutors use to 

demonstrate their intersubjectivity and understanding during conversation. As a recent 

addition to the list of resources that contribute to IC (Dings, 2014), alignment contributes 

to our understanding of interaction by highlighting the co-constructed nature of 

conversation. During interaction, speakers and listeners signal their understanding and 

react to each other’s messages through active participation in the conversation. Through 

complex coordination, interlocutors “attend to each other flexibly and continuously over 

the course of conversation so that they know what to say and when to say it in order to 

satisfy their conversational goals” (Abney et al., 2014, p. 2304). Alignment is precisely 

this coordination of actions that interactants use to position themselves in relation to one 

another during conversation to achieve intersubjectivity. Analyzing L2 learners’ use of 

interactional resources related to alignment activity is one way of deepening our 

understanding of their IC and its development over time.  

Building on Atkinson et al.’s (2007) concept of a “mind-body-world” continuum, 

alignment, as analyzed in the present study, includes a wide array of interactional 
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resources that interactants’ use in conversation. With the exception of Atkinson et al.’s 

study, prior studies on alignment focus on fewer interactional resources in their analyses. 

Therefore, in an attempt to capture the complex means by which interlocutors align, this 

study integrates several of the resources found previously in the literature (assessments, 

collaborative contributions, collaborative completions, and participation roles/structures) 

as well as a new category that emerged from the data, which includes affective resources 

for alignment (e.g. Dings, 2007, 2014; Ishida, 2009; Masuda, 2011; Tecedor, 2016; 

Young & Miller, 2004). Drawing from Dings’ (2014) description of alignment as, “the 

ways in which interlocutors demonstrate their intersubjectivity, by showing each other 

that they are understanding each other and are being understood” (p. 744) the current 

study defines alignment also in terms of this end goal: intersubjectivity.  Together, these 

representations encompass the truly multidimensional nature of resources that contribute 

to alignment while emphasizing the end goal of shared intersubjectivity.  

More specifically, this study investigates the development of alignment in SL 

because, not only has it been previously unexplored in this context, it is believed that this 

context presents a unique semi-immersion environment where alignment in the L2 can be 

fostered. In SL, students are expected to speak the L2 in a context with NSs where they 

are given some manner of expert role. Whether it is through teaching, conducting patient 

intake in a medical setting, serving as a translator or interpreter at a government facility, 

or assisting in outreach projects such as food and clothing donations, by providing a 

service to the community, language learners must fulfill a role where their use of the L2 

directly helps NSs around them. As compared with study abroad, where language 
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students learn to use the L2 in an immersion environment more for personal benefit or to 

fulfill educational requirements, SL students use the language for the benefit of others. 

As a result, navigating personal relationships in SL is especially important and learning to 

use interactional resources to align while moving between both an expert role in their 

volunteer work, as well as their novice identity as language learners, is crucial to 

students’ success in the SL context. 

Alignment moves can be classified along a continuum according to the degree of 

intersubjectivity they express (Dings, 2014; Ohta, 2001; Tecedor, 2016). For example, 

expressions that indicate the mere reception of a speaker’s utterance, such as 

acknowledgements (e.g. uh huh; yeah), can be placed at one end of the spectrum, while 

more complex moves, like requiring the listener to predict what the speaker will say next 

as in collaborative completions, can be placed at the other extreme:  

 
Excerpt 1-1: Collaborative Completion (Anthony) 

1 MT: Me voy a preparar- 
 I’m going to make- 
2→  A: Un cafecito? 
 A coffee? 

 

A speaker is recognized as being more or less actively engaged in conversation 

depending on the amount and type of alignment moves used. Analysis of longitudinal data 

from previous studies reveals that learners may acquire interactional resources for 

alignment following a similar sequence, with moves representing the lowest levels of 

intersubjectivity developing first (Dings, 2014; Ohta, 2001; Tecedor, 2016). For example, 
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in Ohta’s (2001) investigation into the development of listener responses in students of 

Japanese as a foreign language, she found that learners followed a developmental 

sequence involving expressions of acknowledgment first, which signaled understanding to 

their interlocutors through repetition, laughter, and minimal expressions like hai ‘yes’ and 

un ‘yeah’, to expressions of alignment representing higher levels of intersubjectivity such 

as agreement and assessments, which helped students to participate more actively in 

interaction. At these higher levels of alignment attained during the year-long study, 

learners were able to use a wide range of agreement and assessment expressions 

spontaneously, using lexical variety beyond the mere preformulated, scripted, or teacher-

prompted expressions of acknowledgment, as well as appropriately match their 

contributions to the context of the conversation. 

Since the participants in this study are more advanced language learners, the 

analysis focuses exclusively on these more complex alignment moves displaying higher 

degrees of intersubjectivity in the particular context of SL to see how alignment resources 

are employed and if any development takes place over the semester as indexed by their 

successful use of alignment moves in L2 conversation. More specifically, the interactional 

resources for alignment targeted in this study are assessments, collaborative contributions, 

collaborative completions, affective resources for alignment, and participation structures, 

and the goal is to see if the SL context influences their use in a different way than that 

reported in previous literature. These categories will be detailed and exemplified more 

extensively in Chapter 2. 
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PURPOSE OF THE STUDY 
In sum, this study purports to contribute to the field of L2 acquisition by filling 

important gaps in the research on the impacts of a Spanish SL course for two non-

traditional university undergraduate language students and their development of IC. Not 

only does this research answer the call for more interactional data in SL, it also furthers 

the investigation of advanced and HL learners in this setting. The study also expands the 

scope of inquiry to understand better the interactional resources learners employ to 

facilitate conversation, and adapt to and align with unfamiliar Spanish speakers in a 

specific setting. Although previous studies in L2 IC have highlighted the development of 

IC in a variety of learning contexts, including tutoring sessions (Young & Miller, 2004), 

classroom settings (Hall, 1995; Ohta, 2001; Seedhouse, 2004), and assessments (Galaczi, 

2014), immersion contexts have been limited to study abroad (Dings, 2014; Ishida, 2009; 

Masuda, 2011; Taguchi, 2014). Furthermore, the existing study abroad conversational data 

comprises paired conversational contexts as opposed to more naturalistic interaction, 

which the current study offers in its recordings of learners in naturally-occurring, everyday 

conversations with native speakers at the community center where they volunteered. Also, 

while some of the previous studies in L2 IC do involve advanced learners, only one 

known study (Abing, 2018) has looked at how heritage speakers develop IC in the target 

language. Therefore, additional research is needed as to how the immersion context of SL 

influences advanced L2 and HLs’ development of IC. Finally, the present study also 

contributes to the previous research by adding to the interactional resources examined in 

the context of the development of IC with the inclusion of affect as a resource for building 
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alignment. Prior studies on affective alignment have looked at it through the lens of 

language socialization (Atoofi, 2012), and stance, sequence, and dialogicality (Du Bois & 

Karkkainen, 2012); not as a factor in the development of L2 IC. 

  The primary goal of the analysis is to identify interactional resources that learners 

draw on to accomplish talk-in-interaction (i.e. those related to alignment activity), and 

how those skills involving the resources evolve over the three months to reveal any 

development of IC and increased participation in the co-construction of communication in 

Spanish. The value in this study is its ability to further our understanding of the construct 

of IC, which, with the growing focus on interaction-based research in SLA, contributes to 

the study of language as a socially-constructed phenomenon. Additionally, it provides 

important insights into actual interactions that take place in the context of SL by following 

the development of the L2 speech produced by two L2 Spanish students in this setting. 

 In order to investigate the development of IC in advanced and heritage learners in 

Spanish SL, the analysis builds on Dings’ (2014) study of the development of interactional 

resources in an intermediate-high Spanish study abroad student. The current study 

includes additional interactional resources that contribute to alignment between NNSs and 

NSs, beyond those in Dings’ (2014) work, in the SL setting. Transcripts were 

systematically examined for instances of any of the three types of alignment that were 

previously found in Dings’ (2014) study: assessments, collaborative contributions, and 

collaborative completions. Additional interactional resources that emerged from the 

analysis as contributing to alignment were affective resources for alignment and 

participant roles.  
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OVERVIEW OF THE STUDY 

The present study comprises five chapters. Chapter 1 serves as the introduction to 

the study and illustrates the rationale behind conducting this research. Chapter 2 reviews 

the literature relevant to this study, specifically focusing on theories instrumental to the 

construct of IC. Chapter 3 lays out the design of the research, including information on 

the setting, participants, procedures for data collection, and methods of data analysis 

used. Chapter 4 presents the analysis of the data, demonstrating excerpts revealing 

participants’ ability to use interactional resources effectively during interactions in the L2 

to contribute to alignment, as well as any development that occurs over the course of the 

semester. Finally, Chapter 5 discusses the findings, acknowledges research limitations, 

and provides suggestions for pedagogical implications and directions for future research. 
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Chapter 2: Literature Review 
 

INTRODUCTION 
 This chapter presents in more detail the theoretical and methodological 

framework for the current study, first, providing an overview of interaction and SLA, and 

then delving deeper into the constructs of IC and alignment activity. Finally, motivations 

behind the current research and specific research questions are presented. 

 

INTERACTION AND SLA 
Contemporary research has increasingly looked at the role of social interaction in 

second language acquisition (SLA) (Mondada & Doehler, 2004). Interaction-based 

research focuses on the influence that participation in social activity has on language 

learning (Spada & Lightbown, 2009). Within this view, language learning is seen as a 

dynamic process, emerging from interaction through both cognitive processes and social 

experiences, and is affected by the roles, relationships, and identities that learners socially 

construct (Hall et al., 2006). As mentioned earlier, this “social turn” in SLA (Block, 

2003), with its broader view of social context, allows for a more interdisciplinary 

approach to SLA research. 

In their articles, Firth and Wagner (1997) and Sfard (1998) fuel the socio-

cognitive debate by arguing for just this. They claim that the traditional view of language 

learning as merely individual attainment of linguistic knowledge is flawed, and more of 

an emphasis should be given to the social and contextual dimensions of language as it is 
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acquired through collaborative, interactive discourse. However, they also acknowledge 

the importance of incorporating both social and cognitive aspects of language learning in 

order to consider the many factors that contribute to L2 acquisition. Overall, the social-

cognitive debate has triggered advances in SLA research by shifting the focus of the field 

from predominantly cognitive approaches to also looking at language learning as a social 

process through interaction (Firth & Wagner, 2007).  

INTERACTIONAL COMPETENCE 
 He and Young’s (1998) theory of Interactional Competence (IC) rejects the 

dominant cognitive perspective in the field and focuses on the relevance of interaction 

and context. Building on Canale and Swain’s (1980) theory of communicative 

competence, the framework expands the emphasis beyond what an individual needs to 

know and do in order to communicate, to how participants jointly construct interaction. 

Therefore, while communicative competence is seen as a “trait or bundle of traits” (p. 7) 

that an individual possesses, IC highlights interactants’ use of a variety of interactional 

resources, such as turn and topic management, as they manage communication together. 

Interactional competence is, therefore, concerned with “how those resources are 

employed mutually and reciprocally by all participants in a particular discursive practice” 

(Young, 2011, p. 428). 

This knowledge of interactional skills is seen as local and practice-specific, 

meaning the particular interactional resources used by interactants vary depending on the 

discursive practice in which they are engaged. Young (2011) defines discursive practices 



 25 

as “recurring episodes of social interaction in context, episodes that are of social and 

cultural significance to a community of speakers” (p. 427). Understanding IC, therefore, 

requires a look beyond isolated sequences of talk into the larger social and historical 

contexts at play. Participants bring to a conversation the interactional resources in their 

repertoire that they have acquired in previous instances of the same practice, while 

acquisition of new resources takes place through participation with more experienced 

others in specific discursive practices. In this sense, IC can be understood as a construct 

of interactants’ context-specific knowledge of interactional resources and how this 

knowledge is acquired. According to Rine and Hall (2011), “The idea of reframing 

learning in terms of interactional resources rather than linguistic form is a radical 

departure from the work of ‘mainstream’ SLA researchers who ‘view the object of 

inquiry as in large part an internal, mental process’ (Long, 1997, p. 319)” (p. 245). 

Framed in this way, language learning becomes evident as participants reveal changing 

participation in discursive practices from peripheral to fuller participation in a specific 

community of practice (CofP) (Lave & Wenger, 1991; Wenger, 1998; Young, 2019). By 

viewing learning in this way, the current study considers how SL can contribute to 

language learning as evidenced by changes in the use of interactional resources to 

accomplish interaction in the L2 in SL, signaling IC development. 

A number of studies have taken a longitudinal look at interactants’ use of 

interactional resources to describe the development of IC in a variety of different social 

contexts. Young and Miller (2004), for example, looked at dyadic interactions between a 

NS and NNS of English in weekly writing conferences to investigate the acquisition of 
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revision talk. After four weeks, the participation framework of revision talk changed 

significantly, from an asymmetric production of turns between the student and tutor to an 

increase in the quantity of talk and mastery of the speech acts related to revision talk by 

the student. Young and Miller claimed that these changes in the student’s and instructor’s 

patterns of co-participation demonstrate the process by which the student moved from 

peripheral to fuller participation, indicating that he had acquired some level of IC in the 

practice of revision talk.  

 In another study, Ishida (2009) followed an American student’s development of 

alignment in interactions with native speakers while studying abroad in Japan. The focus 

of the study was the learner’s use of the Japanese particle ne ‘right’, which has a wide 

range of interactional functions including an index of mutual alignment between 

interactants. Results indicated that the learner, throughout the course of his time abroad, 

expanded his use of ne to include a variety of interactional functions, such as responding 

immediately to the previous speaker’s turn, to index opinions, and in assessments. Ishida 

concluded that focusing on the learner’s increased use of this linguistic form through 

expressions of alignment showed how he developed intersubjectivity with speakers in the 

L2, a fundamental aspect of the collaborative nature of IC. 

 Also looking at the development of IC in L2 learners of Japanese during study 

abroad, Taguchi (2014) analyzed participants’ use of incomplete sentences during paired 

peer conversations at the beginning and end of the semester. The use of incomplete 

utterance endings is essential to IC in the language as they represent a common linguistic 

feature of Japanese interaction, serving a range of interpersonal functions such as being 
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indefinite in one’s speech, inviting the listener to participate in the talk, and indicating 

topic initiation. The analysis included a quantitative look at participants’ speech to see 

whether their use of incomplete sentences increased over the semester abroad, as well as 

a qualitative investigation into whether participants’ use of incomplete sentences 

contributed to their IC in the target language. Quantitative results indicated that learners 

demonstrated an increased use of incomplete sentences over the semester, from 5.3% of 

all utterances to 16.7% by the end of the semester, which was statistically significant (t=-

9.05, p<.000). The qualitative findings described participants’ use of incomplete 

sentences in the form of collaborative turn completions. Taguchi argues that the increased 

use of this interactional resource is indicative of the learners’ development of IC in 

Japanese as it helps their speech to become more naturalistic and can be used as an 

interactional device to participate more in joint turn construction, turn-taking, and 

eliminating unnecessary information in conversation. In addition, the researcher makes 

the claim that the study abroad environment was crucial to the emergence of this 

interactional resource as it is not something commonly taught in textbooks. 

 Another context where a learner’s development of IC has been documented is in 

the classroom. Cekaite’s (2007) study, for example, looks at a Swedish student’s first 

year in an immersion classroom and the subsequent changes in interaction that take place. 

Using a situated learning framework, Cekaite chronicles the learner’s developing 

proficiency and increased participation in the classroom practice of multiparty classroom 

talk through gradually improved linguistic and turn-taking resources. Over the course of 

the year, the student follows a trajectory of being a silent participant, to providing 
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inappropriate contributions, and finally, to a socially competent student able to participate 

competently in whole-group conversations. Cekaite concludes that the learner’s 

improvement in multiparty classroom talk allows her to achieve membership in the 

classroom community and is indicative of her development of IC in the L2 

More recently, in their study investigating the development of L2 IC, Pekarek 

Doehler and Berger (2019) followed a German L1 au pair in a French host family over 

the course of nine months to see how her conversational storytellings changed over time. 

Using CA, the analysis focused on how her story openings revealed changes that made 

them easier to understand by others and more like storytelling in L1 interactions, 

including relating the story to prior talk, securing recipiency from her interlocutors, and 

initiating her story with noteworthy aspects in an effort to establish purpose from the 

onset. The researchers concluded that changes in the participant’s practices of story-

opening over time allowed for increased alignment with her interlocutors as they were 

better able to understand and relate to her stories, revealing increased IC in the L2.  

The previous studies demonstrate how IC can be an effective construct for 

analyzing interactants’ L2 development and changing participation in a variety of 

socially-situated contexts and contribute to our knowledge of the construct and its 

development over time. In sum, IC consists of four defining characteristics: it can be 

observed in face-to-face interaction, it involves participants’ ability to recognize and 

respond appropriately to expectations of talk, it is co-constructed by all participants in a 

discursive practice as opposed to by a single individual, and it varies depending on the 

specific discursive practice in which an individual is engaged (Young, 2019). Another 
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key component of IC is participants’ use of resources in interaction to create 

intersubjectivity. IC involves interactants’ use a variety of resources, such as interactional 

and identity resources, to build on the contributions of others as they all strive to create 

mutual understanding and intersubjectivity. 

As part of the investigation into how learners develop IC in the L2, many studies 

have focused on intersubjectivity as evidence of IC (e.g. Dings, 2014; Ishida, 2009; 

Tecedor, 2016), and one key component in achieving intersubjectivity is alignment 

activity. In her studies analyzing the development of IC in a study-abroad student, Dings 

(2007, 2014) proposed the expansion of IC to include alignment activity as a means for 

examining the interactional resources that learners use to co-construct interaction and 

build intersubjectivity with their interlocutors. The following section details relevant 

literature on the construct of alignment, how alignment will be conceptualized in the 

current study, and the specific categories for alignment that are used to analyze 

participants’ development of IC in the L2. 

ALIGNMENT ACTIVITY 
 Alignment has been defined in a variety of ways in interaction research. 

According to Stokes and Hewitt (1976) aligning actions are processes used to “restore or 

assure meaningful interaction in the face of problematic situations” (p. 838). Nofsinger 

(1991) describes these actions as the ones that keep conversation “on track” (p. 111). 

Using a sociocognitive perspective, Atkinson et al. (2007) define alignment as “the 

complex means by which human beings effect coordinated interaction, and maintain that 



 30 

interaction in dynamically adaptive ways” (Atkinson et al., p. 169). In a later publication, 

Atkinson (2018) refers to alignment as a ‘lining up, integration, attunement’ (p. 472) of 

the learner with the outside world. Stivers (2008) defines alignment as the signaling of 

comprehension in interaction. According to Dings (2014), alignment refers to resources 

that interactants use to demonstrate intersubjectivity and understanding during 

conversation. Overall, the literature depicts alignment as a dynamic process in which 

interlocutors use a variety of means to co-construct mutual understanding and attain 

intersubjectivity. Drawing on the previous definitions, alignment, as used in the present 

study, refers to the many resources that participants use to achieve mutual understanding 

and intersubjectivity with their interlocutors during interaction.  

 In the field of second language acquisition (SLA), there are those who believe that 

alignment is not only important for learning a second language, but is a necessary and 

crucial component. In fact, adapting to our ever-changing environment is the process by 

which humans learn, which is exactly what interactants do when they align during 

conversation as they follow a gradual, cumulative, guided, and negotiated trajectory 

toward shared understanding (Atkinson et al., 2007). In first language (L1) and second 

language (L2) conversation, language learning is often a topic of conversation, and 

learning during alignment is made especially relevant. This can be due to priming, or “the 

phenomenon in which prior exposure to specific language forms or meanings influences a 

speaker’s subsequent language comprehension or production” (Jung et al., 2017, p. 319), 

as well as expanded opportunities for the L2 learner to receive input and test out 

hypotheses regarding language (Costa et al., 2008). In addition, embodied completions, 
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or completing a partial turn with a gesture or other embodied display, are common 

methods L2 learners use to maintain alignment, providing an occasion for increased 

comprehension by allowing the L1 speaker to reformulate the message using more 

sophisticated linguistic means (Mori & Hayashi, 2006).  

Resources related to alignment activity are multidimensional, often involving both 

verbal and non-verbal means, as well as objects in the environment. Overall, interactants 

use a wide array of resources to align during conversation, including, but not limited to 

collaborative contributions and completions (Dings, 2014), laughter, repetition, eye gaze, 

co-construction, learning materials (Atkinson et al., 2007), continuers, head nods (Stivers, 

2008), assessments, acknowledgment, agreement (Ishida, 2009; Masuda, 2011; Ohta, 

2001), and gestures (Mori & Hayashi, 2006). 

Previous Research On The Development Of Alignment 
Some recent SLA research has shed light on the development of interactional 

resources related to alignment in a variety of contexts. In order to better understand the 

concept of IC, Dings (2014) explored the development of interactional resources related 

to alignment in a Spanish language learner’s conversational participation with a native 

speaker over the course of a year abroad. Based on qualitative analysis of the interactions, 

Dings identified alignment moves such as assessments, collaborative contributions, and 

collaborative completions that allowed the interlocutors to reach intersubjectivity, or 

shared understanding, in the L2. Results indicated that the learner’s participation in 

alignment activity changed over time, revealing an increased use of resources that 
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allowed her to play a more active role in the co-construction of communication as her 

time abroad progressed, therefore leading to improved IC in the L2. In their studies 

looking at the acquisition of the pragmatically-necessary Japanese sentence-final particle 

‘ne’, used often in acknowledgment, agreement, and assessment expressions (similar to 

the English tag question “isn’t it” or discourse marker “you know”), Masuda (2011) and 

Ohta (2001) found that students in both study abroad and classroom settings followed a 

trajectory of non-use, then misuse, and finally appropriate use of the particle, which 

ultimately helped them communicate more successfully in the L2. Similarly, by focusing 

on an L2 learner’s use of ‘ne’ during study abroad, Ishida (2009) discussed his gradual 

use of this alignment resource in an increasingly wide range of contexts, including 

introducing a new conversational topic, expressing acknowledgement and agreement, and 

stating an opinion. Overall, the learner’s increased use of ‘ne’ allowed him to take more 

active roles in conversation and show alignment with his interlocutors. Park (2007) 

reported results of NS/NNS university students co-constructing identity as they 

continuously aligned and realigned with one another during naturally-occurring 

conversations in their college dormitory. By taking on asymmetrical roles like 

requestor/requestee and assessor/assessed, Park concluded that successful communication 

was achieved by their ability to negotiate these roles in a way that moved the 

conversation forward. In their review of studies involving L1-L2 interactions in a variety 

of settings, Costa et al. (2008) concluded that participants successfully align when the 

conversation follows a smooth path with few interruptions, pauses, or mistimed 

contributions. Alternately, L2s’ deviation from NS speech rates, lack of automaticity of 
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linguistic representations, and non-native-like linguistic transfer from the L1 hinders the 

process of alignment. Brouwer and Wagner (2004) examined the interactional resources 

that two speakers developed over time in their interactions with one another. Results 

indicated a gradual move to closer alignment, improved fluency, and fewer overlaps, 

pauses, repairs, and general speech perturbations throughout the conversations. The 

researchers noted how the speakers built on the resources gained in previous interactions 

with one another to become more experienced and competent in the L2. Finally, Tecedor 

(2016) looked at the discourse produced by beginning-level Spanish students in peer-to 

peer interactions to see which alignment moves were used and how IC develops at this 

proficiency level. Looking specifically at the interactional resources of self- and other-

assessments, collaborative completions, acknowledgements, and (dis)affiliative 

comments, Tecedor found that participants were initially able to express varying degrees 

of alignment with their classroom peers, at first using alignment moves at the lower end 

of the complexity spectrum (i.e. acknowledgements), while moves at the upper end of the 

spectrum were infrequent or nonexistent (i.e. collaborative completions, collaborative 

contributions). In the last recorded conversation, participants showed an increase in the 

use of acknowledgements and improved participation in more equal turn-taking, which 

the author attributes to repeated engagement with interaction in the classroom that 

hopefully transfers to the world outside of the classroom, as well. She does caution that 

students may not improve their IC with informal conversations only, given their 

unpredictability, but may also benefit from more structured social interactions that can 

help scaffold the learning process. 
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Overall, the prior studies indicate how learning is cumulative and is constantly 

modified as individuals adapt, or align, to the social and physical world around them 

(Atkinson et al., 2007). This orientation views humans as constantly involved in a 

changing “mind-body-world” (Atkinson et al., 2007, p. 170) continuum in their efforts to 

participate in and adapt to different aspects of their environment effectively. Alignment 

in interaction is therefore dynamically constructed, changing from one moment to the 

next as interactants strive to reach common ground with one another, building on the 

resources gained in previous interactions to become more experienced and competent in 

conversation.  

While these prior studies on alignment examine the development of interactional 

resources among L2 learners in a variety of contexts, none explore interactions in the 

context of SL. The current study builds on prior research by expanding the scope to 

include SL as a place for L2 learners to practice and develop their interactional resources 

for alignment with NS interlocutors. In order to investigate the development of IC in L2 

learners, the analysis examines the use of interactional resources related to alignment 

activity. The longitudinal analysis looks closely at how learners’ conversational 

participation with native speakers in the L2 changes over the course of three months 

through the increased use of these alignment moves to index shared understanding and 

intersubjectivity. Drawing from the previous literature, the alignment moves that are 

analyzed in the present study include assessments, collaborative completions, and 

collaborative contributions, as well as participation frameworks, to see whether there are 

any differences from prior studies due to the SL context. It also adds to the list of 
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resources studied in previous research to include a new category: affective resources for 

alignment. This new proposed category looks at how L2 learners use affective resources 

such as humor, empathy, and praise to align in the L2. 

The following sections discuss the alignment categories used in this study and 

their analysis in more detail. 

Resources for Alignment 

Assessment Activity 

 Assessments are evaluative statements given in response to a phenomena being 

discussed in interaction. An assessment can be made by a single individual in relation to 

something they are describing in talk through assessment adjectives or intonation, or can 

be part of an interactive activity involving more than one speaker (Goodwin & Goodwin, 

1987). In these cases of assessment activity (Goodwin & Goodwin, 1987, p. 9), the 

listener might assess an interlocutor’s prior utterance, opening the door for participants to 

collaboratively reveal their own positions with assessments. Through assessment activity, 

recipients can display their alignment with the speaker by demonstrating how they 

interpret their contributions to the conversation. Evidence of interlocutors’ mutual 

alignment can then be made apparent by the speaker’s response to this assessment 

(Nofsinger, 1991). Therefore, while assessment activity allows the listener to demonstrate 

their alignment to what the speaker is talking about, it also creates an opportunity for both 

the speaker and listener to negotiate this alignment through ongoing talk (Goodwin & 
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Goodwin, 1992). For the purposes of this study, it is these sequences of assessment 

activity that are of interest, as opposed to self-assessments produced by individuals. 

Assessments can be displayed through a variety of means; e.g., intonation, 

adjectives, affect displays like interjections, and non-verbal actions like head nods and 

laughter (Goodwin & Goodwin, 1992). Excerpt 2-1 below, modified by Nofsinger from 

Heritage (1985, p. 96), illustrates the use of an assessment by C in line 3. 

 
Excerpt 2-1: Nofsinger (1991, p. 115) - Assessment 

1 C: How’s yer foot. 
2 A: Oh it’s healing beautifully: 
3  C: Goo::d. 

 

 Here, C responds to A with his assessment Goo::d. A follow up response by A in 

the next line would indicate if he is on the same page as C regarding the state of his foot, 

indicating their mutual alignment. 

 In conversation, listeners use a wide range of resources to respond to speakers. As 

cited in Ohta (2001), Strauss (1995) suggests that these resources fall along a continuum, 

from mere acknowledgment of understanding to assessments, which generally show 

alignment. In Ohta’s (2001) study of Japanese L2 learners, participants revealed a 

developmental sequence of listener responses reminiscent of Strauss’s proposed 

continuum. She found that beginning Japanese students start with an absence of 

expressions to respond to their interlocutor, which then develops into minimal 

acknowledgment expressions like repetition of their interlocutor’s contributions and 

laughter, and finally, assessments showing alignment, which are used with increasing 
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frequency and with greater lexical variety. Masuda’s (2011) study of the development of 

alignment expressions in six Japanese as a Foreign Language students studying abroad 

also had similar results, confirming Ohta’s (2001) developmental sequence with only 

slight variations.  

Drawing on the developmental sequences of alignment expressions found in prior 

studies, the current study looks at participants’ use of listener responses to see if there is 

similar improvement from mere acknowledgment of understanding to assessments of 

their interlocutors’ previous talk. More specifically, since the participants in the current 

study are more advanced language learners, it is of primary interest if they develop the 

ability to express increasingly complex assessments throughout the semester, by, for 

example, by indicating their own position on a topic, therefore showing more active 

engagement in the conversation. As such, both acknowledgments and assessments are 

identified in order to trace any development in assessment activity better over the course 

of the semester. Assessment activity in this study is categorized along a continuum from 

simple to complex moves: acknowledgment, agreement, evaluative comments, and 

participatory moves. Additionally, the NS’s turn following the assessment is also 

analyzed to provide insight into any mutual alignment taking place. 

 

Collaborative Contributions 

 Collaborative contributions are moves that add to a previous speaker’s turn. These 

moves represent a high degree of intersubjectivity, as the speaker must be able to co-

construct meaning in harmony with their interlocutor. Examples of collaborative 
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contributions include resources such as formulations, rephrasing, or turns that simply add 

more information. Formulations, for example, are defined by Nofsinger (1991) as devices 

that “summarize or give the gist” (p. 121) of what someone has just said. Excerpt 2-2 

below, from an interview with a woman who won a dieting award, provides an example 

of a formulation. 

 
Excerpt 2-2: Heritage (1985, p. 101) Collaborative contribution 

1 S: . . . I never ever felt my age or looked my age,=I was  
2  always (.) older,=people always took me for older. .hhhh  
3  And when I was at college I think I looked a ma:tronly  
4  fifty. .hh And (.) I was completely alone one weekend  
5  and I got to this stage where I almost jumped in the  
6  river(hh).=I just felt life wasn’t worth it anymo:re, 
7  =it hadn’t anything to offer (.) .hhhh and if this was 
8  living I had had enough. 
9 I: You really were prepared to commit suicide because  
10  you were a big fatty. 
11 S: Yes, ‘cuz I- I (.) just didn’t see anything in life that 
12  I had to look forward to . . . 

        

In lines 9 and 10, the interviewer summarizes S’s previous talk. By contributing 

to the conversation with a formulation, the interviewer confirms to her interlocutor that 

she is following along, understands the message that she is trying to convey, and even 

elaborates on it using her own words. As such, the interviewer displays her alignment 

with S’s talk. S’s confirmation in the following turns indicates mutual alignment between 

the participants (Nofsinger, 1991). 

During conversations in the L2 with NS interlocutors, participants in the current 

study provide collaborative contributions using formulations, as well as moves that 
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contribute to lists started by the speaker, add their perspective or background knowledge 

of a topic, or simply provide additional information in line with the topic at hand. As 

alignment moves, collaborative contributions are judged by whether the NNS contributes 

meaningfully to the topic at hand with information in line with the NS and by whether the 

NS displays mutual alignment via confirmation or disconfirmation in the following 

line(s). 

Collaborative Completions 
Another alignment move analyzed in the present study is collaborative 

completions, or moves in which one interactant completes another interactant’s utterance 

(Nofsinger, 1991; Lerner, 1989, 1996). These types of moves signal alignment in that the 

listener is able to follow along closely enough to what the speaker says that they can 

project how he or she may finish the utterance. In order to be able to produce a successful 

collaborative completion, the hearer must be able to understand both the organization, as 

well as the syntax, of the speaker’s message (Nofsinger, 1991). Since turn-taking in 

interaction ordinarily results in one interlocutor speaking at a time, the hearer must be 

able to identify possible utterance completion places, or “turn-constructional units” 

(TCUs) within the organization of the speaker’s utterance to avoid speaking “out of turn” 

(Lerner, 1989, p.169). This possible speaker transition place may occur after the 

preliminary component of a compound TCU, for example. Excerpt 2-3 below 

demonstrates a collaborative completion of this type. 

 
Excerpt 2-3: Lerner (1989, p. 173) - Collaborative completion 
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1 Rich: if you bring it intuh them 
2 Carol: ih don’t cost yuh nothing 

 
Here, Carol seamlessly completes Rich’s thought, demonstrating her alignment 

with his talk. The organization of this compound utterance into a first component, “if X”, 

and a second component, “then Y”, allows Carol to construct jointly the ongoing turn at a 

place of possible completion, allowing for a smooth transfer between speakers. In 

addition to the organization of the emerging discourse, Carol also produces a 

“syntactically fitted continuation” (Lerner, 1989, p. 173) of Rich’s prior utterance, further 

indicating the success of her completion. 

 In addition to supplying the second component of a compound TCU, collaborative 

completions may also be placed after a pause or sound prolongation indicating possible 

trouble finishing the turn, as indicated in Excerpt 2-4 below. 

 
Excerpt 2-4: Lerner (1996, p. 262) 

 Jay: Well, I- I pretty much had in mi:nd the:::, 
 G: the human race. 
 

 In Excerpt 2-4 above, G identifies Jay’s sound stretch and subsequent pause as an 

indication of difficulty, and therefore finishes his turn to allow for the conversation to 

continue. 

Completions that occur outside of these areas may constitute interruptions 

potentially resulting in overlap, although this is not always detrimental to the flow of the 

conversation or the maintenance of alignment between interlocutors. The speaker’s next 

turn following the completion, therefore, becomes especially relevant to the study of 
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alignment. When the listener uses a collaborative completion to finish the speaker’s turn, 

the speaker may then accept or reject the completion in their next turn (Lerner, 1989, 

1996). Alternatively, the speaker may complete their turn with a “repeat, extension, or 

revision” (Lerner, 1989, p. 174) of the listener’s collaborative completion. The extent of 

the interactants’ mutual alignment can be made visible by this response from the speaker 

(Nofsinger, 1991). The excerpt below highlights this phenomenon in line 3. 

 
Excerpt 2-5: Lerner (1989, p. 173) - Collaborative completion 

 1 Marty: Now most machines don’t record that slow. So I’d wanna- when I make a 
         tape, 
 2 Josh: be able tuh speed it up. 
 3 Marty: Yeah. 

 
 It is clear from Marty’s acceptance of Josh’s completion in line 2, that Josh 

accurately projected his turn completion. The interlocutors’ mutual alignment is apparent 

in this exchange. 

Based on the previous literature of collaborative completions, the present study 

investigates participants’ ability to use this move to contribute to alignment with their 

interlocutors, focusing specifically on their placement within the turn, syntactic 

construction as a continuation of the previous turn, and the logical nature of the utterance 

in the context of the speaker’s message. The analysis will also look at the speaker’s 

subsequent turn as evidence of the occurrence of mutual alignment. 
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Affective Resources for Alignment 
 Another conversational resource that the participants used to display alignment 

with their NS interlocutors was affective resources. Through affective display, co-

participants in interaction publicly express emotion through collaborative practices of 

stance-taking (Du Bois & Karkkainen, 2012). Affective stance is made visible by 

expressing an emotional orientation toward someone or something, thereby positioning 

oneself in regard to this “stance object” (Du Bois & Karkkainen, 2012, p. 439). This 

positioning subsequently opens a space for others to express their own affective stances. 

Alignment can take place as participants negotiate the nature of their feelings toward 

something, whether they be convergent or divergent views.  

 According to Ochs (1988), “Affect is an important component of situational and 

sociocultural knowledge” (p. 168). A speaker’s use of affect alerts the listeners as to how 

they should respond (e.g. “affective first part” [one or more affect features that indicate 

attitude or feelings toward someone/thing], to which the listener should provide the 

appropriate “affective second part” [which clue the addressee as to the appropriate 

feedback response]). Responding appropriately to affect demonstrates an interlocutor’s 

ability to attend to, recognize, and act on displays of emotion by others in their social 

environment (Ochs, 1988).  

Looking at how interlocutors negotiate affect can help us understand the influence 

of affective behavior on L2 students’ acquisition of a language. Emotions are 

dynamically constructed in conversation as speakers constantly negotiate and adjust their 

affective behaviors based on the affective feedback they receive from one another 
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(Atoofi, 2013). In any conversation, participants may fail to recognize another person’s 

affective display or intentionally choose to disalign, resulting in affective alignment or 

disalignment depending on the response. The basic tenets of language socialization are 

that the process of acquiring language is intimately related to the process of becoming a 

competent member of a community, and the process of becoming a competent member of 

a society is largely realized through language (Ochs & Schieffelin, 1984; Schieffelin & 

Ochs, 1986). For language learners in SL, expressing affect and responding appropriately 

to affect can have an influence on their relationship-building with community members 

and their integration into the community they serve. 

Studies have viewed affective alignment as participants’ negotiation of their 

feelings, moods, and attitudes in regard to the surrounding context (e.g. Atoofi, 2013; 

Goodwin, 2007, 2006, 1996; Tecedor, 2016). For example, Tecedor (2016) analyzed the 

role that stance plays in establishing alignment through (dis)affiliative comments made 

by participants expressing either empathy and cooperation or disagreement with the 

previous speaker. Peer-to-peer conversations between beginning Spanish learners 

indicated that participants most often used affiliative comments to express shared views 

or experiences with their interlocutors, which helped to build alignment through shared 

understanding. Atoofi (2013) investigates how teachers and students in a Persian heritage 

language class acknowledged and modified their affective stance according to affective 

feedback they receive from one another in naturally-occurring conversation in the 

classroom. Results indicated that both the students and teachers actively participated in 
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an on-going and moment-to-moment negotiation of affect with one another, revealing 

how affective behavior can be constantly modified and negotiated. 

In this study, affective alignment often takes place through playful or joking 

sequences. Participants either initiate joking or contribute to it by building on their 

interlocutors’ humor. In addition to humor, interlocutors in this study also express affect 

via empathy, praise, encouragement, and understanding. The context of SL is especially 

conducive to fostering a variety of affective sequences as compared with a classroom or 

SA setting, given the nature of a setting involving a close-knit community that comes 

together on a regular basis, allowing for true friendships and relationships to occur. The 

analysis looks at the role affect plays in building alignment by zoning in on NSs’ uptake 

and responses to NNSs’ affect in the L2, as well as NNS’ response to affect produced by 

NSs, providing insight into any mutual alignment. 

Co-Construction of Identity 
In addition to the resources described above, this study also explores how 

interactants’ co-construction of identity can contribute to alignment in the conversations. 

The analysis focuses on the process of co-construction, specifically looking at how and 

when learners orient to or are assigned different roles as they become relevant in 

conversation, and how this process evolves over time. For example, due to Jessica’s and 

Anthony’s dual roles as both instructors and Spanish learners at the community center in 

their SL experience, they continuously navigate between novice and expert roles in their 

interactions. As Jessica and Anthony become more acquainted with the community 
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members at the community center, they also adopt roles such as friends, fellow residents 

of the same city, fellow members of the community center, jokesters, and interpreters. 

Together, these co-constructed, fluid identities are vital to maintaining alignment, as they 

allow interactants to manage language deficiencies and connect personally during talk-in-

interaction with community members, which contributes to interactants’ successful 

communication in Spanish. 

CA provides a framework for investigating how participants’ identities are co-

constructed as the talk unfolds in social interactions during SL. Additionally, the 

interactions are analyzed through the lens of the novice/expert paradigm, based on the 

construct of legitimate peripheral participation (Lave & Wenger, 1991) In this view, 

novices acquire expertise in interaction by participating in a community of practice 

(CofP) with more experienced individuals. In the beginning, their participation is 

peripheral, or limited by their level of development. Over time, novices move toward 

expert levels as they gain full participation in the CofP. Examining the learners’ 

orientation to different roles provides insight into their participation in the CofP of the 

community center in the current study, how these roles are negotiated with the other 

members of the CofP, and how this process of identity co-construction contributes to 

alignment in their conversations with NSs. Overall, the analysis of identity addresses the 

notion of IC by recognizing the co-constructed nature of interaction in how interaction 

roles are jointly recognized and established.  
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CONVERSATION ANALYSIS 
 Research on L2 interactions has effectively made use of conversation analysis 

(CA) as both a theory and a method for describing the variety of interactional resources 

comprising L2 users’ IC (Hall & Doehler, 2011). CA (Sacks et al., 1974) is an approach 

that looks closely at interaction to describe conversational uses of language and the 

organization of discourse in order to better understand social order as derived from 

language (Schegloff et al., 2002). Encompassing both verbal and nonverbal aspects of 

talk-in-interaction, CA uses a specific method of inquiry and data to analyze universal 

aspects of interaction such as turn-taking, topic management, repair, and sequential 

organization to shed light on competencies that interactants use in order to participate 

meaningfully in social interactions. In relation to SLA, this framework characterizes L2 

learning as a socio-interactional practice and focuses on the detailed analysis of naturally-

occurring interactions (Ortega, 2009).  

 More specifically, the CA study of L2 interaction considers the socio-interactional 

accomplishments of L2 learners, reconceptualizing what other approaches may take for 

evidence of L2 deficiencies as, instead, interactional resources that learners use to engage 

in meaningful conversation. For example, Egbert et al. (2004) used CA to analyze a 

repair sequence of over two minutes in an L1-L2 conversation, highlighting resources the 

co-participants used to repair mutual understanding. Instead of focusing on what the L2 

learner could not do, this study emphasized the interactant’s willingness and endurance to 

use his limited resources in an effort to reach the overarching goal of resolving the 

trouble in understanding. Therefore, instead of assuming linguistic problems in L2 
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interaction to be errors, this perspective considers how they are managed and made 

relevant in the co-production of communication. The current study applies this view to 

examine the development of alignment. While the learners may make errors and even 

experience conversational breakdowns in the L2, the analysis focuses on the large array 

of resources they use that do contribute to a shared understanding and intersubjectivity 

with their interlocutors. Of particular interest is whether participants display increased 

alignment and conversational participation throughout the course of the semester. 

 Not only should errors not be labeled a priori in CA, the identity of speakers also 

cannot be assumed as fixed before witnessing how they are manifested in conversation. 

Kasper (2004) used CA analysis to investigate the situated identities that an L2 learner of 

German and a native speaker of German made relevant to each other in conversation. 

Results of the analysis indicated that, beyond just native speaker (NS) and nonnative 

speaker (NNS), the interactants made other identities relevant, such as movie-watchers 

and female acquaintances, as they became familiar with one another and found they had 

much in common. The present study also considers identity only as it is made relevant in 

conversation by the co-participants in their effort to achieve intersubjectivity. I 

hypothesize that, like Kasper’s study, participants will orient to other identities besides 

merely NS and NNS, especially as they become more familiar with each other throughout 

the semester.  

 Overall, CA has proved itself to be an effective approach to the analysis of talk-

in-interaction. CA-for-SLA is relevant to this study because of its view on identity and 

L2 competencies as social constructs, negotiated through social interaction. To analyze 



 48 

alignment in talk-in-interaction, the current study uses CA transcription conventions to 

look at minute details of L1-L2 interactions in order to identify interactional resources 

that contribute to alignment and how participants co-construct intersubjectivity and 

identities as they occur in their particular socially-situated context of SL.  

 

THEORIES INFLUENCING THE DEVELOPMENT OF IC 

 The theory of IC provides an account of how participants mutually accomplish 

meaningful interaction and social engagement in specific contexts during communication. 

According to Young (2003), since “knowledge and interactional skill are local and 

practice-specific, the joint construction of an interactive practice involves participants 

making use of the resources that they have acquired in previous instances of the same 

practice” (p. 6). When applied to the context of CA-for-SLA, IC can highlight the 

interactional resources that learners draw on to participate in interaction in the L2, 

acquired through interaction with more competent individuals in interaction (He and 

Young, 1998). By documenting changes in IC over time, researchers can better 

understand the process by which learners acquire IC. The following sections detail some 

of the theories that have had an influence on the development of the construct of IC. 

Sociocultural Theory 
The belief that SLA takes place through interaction is supported by learning 

theories that acknowledge learning as being socially- and contextually-situated. 

Sociocultural theory (Vygotsky, 1978) is a theory that can be applied to SLA to shed light 

on the connection between social interaction and cognition. Contrary to the 
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cognitive/psycholinguistic paradigm, the sociocultural paradigm sees language learning 

as a social process involving becoming part of a community rather than mere individual 

attainment of linguistic knowledge (Sfard, 1998). Vygotsky’s sociocultural theory posits 

that cognition is fundamentally social and is mediated by both physical tools, like 

computers, and symbolic tools, such as language. In the context of second language (L2) 

learning, this perspective sees language acquisition as a process rather than a product. 

Specifically, learning an L2 is a process of interpersonal activity that involves self-

regulation by the learner and help from more experienced others to move the learner 

beyond their current level of competence toward their level of potential development, a 

distance known as the Zone of Proximal Development (ZPD). Through this process, 

language learning takes place as knowledge is constructed by interaction and becomes 

internalized.  

The sociocultural perspective is relevant to the current study in a variety of ways. 

First, given its diverse functions, alignment activity entails a variety of features in 

interaction. Studies on alignment have found that interactants use a wide array of 

resources to align during conversation. Vygotsky’s sociocultural theory supports this 

multidimensional nature of alignment by considering the full physical and social context 

of the environment in the development of cognition. In addition, since this study involves 

L1-L2 interactions, scaffolding or assistance provided by a more proficient individual, is 

particularly relevant. In their study on the process of alignment in L1-L2 dialogues, Costa 

et al. (2008) found that language learning is often a focus of conversation as L1 

scaffolding occurs through priming, or hearing the word beforehand, and opportunities 
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for the L2 learner to receive input and test out hypotheses regarding language. In 

addition, Mori and Hayashi (2006) found that the use of embodied completions in L1-L2 

conversation provide an occasion for increased comprehension by allowing the L1 

speaker to reformulate the message using more sophisticated linguistic means. Finally, 

the sociocultural perspective on SLA is relevant to the present study due to its focus on 

dialogue as a joint activity. For alignment to occur between interactants, it must be bi-

directional, in the sense that both speakers are continuously trying to find ways to 

accomplish intersubjectivity (Mori & Hayashi, 2006). A sociocultural approach supports 

a look at how alignment is carried out as a shared activity, specific to particular speakers 

in a specific context. 

Legitimate Peripheral Participation 
A related perspective on learning is Lave and Wenger’s (1991) concept of 

legitimate peripheral participation in communities of practice. The Community of 

Practice (CofP) theory (Lave & Wenger, 1991; Wenger, 1998) describes learning as it 

unfolds within the social practices of a particular community. Under this notion, 

newcomers gradually become more integrated participants in the community as they 

grow familiar with the social practices of the group. In this way, learners move from 

peripheral to fuller participation in a CofP. 

Learning within this theory is known as “situated learning” and occurs under the 

conditions of legitimate peripheral participation. Here, learning is “situated” in a 

particular community and in a specific social context. Through guided participation with 
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more experienced members, learners can then gain access to the norms and practices of 

the community in a move toward fuller participation. In this way, learning is seen as 

increased competence as a member of the CofP. Along the way, participants may acquire 

new identities as they assimilate into the new community and their norms, jargon, and 

culture. However, since this process is negotiated and co-constructed with other members 

of the community, they may or may not be permitted access to join the actual community. 

A number of studies have used the CofP framework to reveal learning in a variety 

of ways and in many different contexts. For example, Park (2006) used the notion of 

legitimate peripheral participation to show how learners increasingly acquired agency, or 

independence, in their efforts to become competent members of a particular CofP. 

Flowerdew (2000) followed a Japanese PhD graduate as he strove to integrate his work 

into English-language research journals, ultimately gaining access to this specific 

community of scholars by successfully publishing an article. In her account of English 

language learners (ELLs) in an all-English elementary school class, Iddings (2004) 

followed the struggles these students faced as they endeavored to assimilate into the CofP 

in an effort to have access to the knowledge found within. In a study on that looked at 

revision talk, Brouwer and Wagner (2004) showed how the learner moved from 

peripheral to fuller participation during his tutoring sessions as he became more 

knowledgeable about this particular discursive practice. Finally, Giroir (2008) used the 

CofP concept to describe the experiences that two Arabic students studying in the U.S. 

had in their efforts to fit in with other American students by each using a variety of 

different methods.    
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The notion of CofP is also very relevant to the experiences of students in SL 

courses and can reveal much about the learning taking place within this context. In SL, 

students are not only engaged in language learning; they are also actively involved in 

integrating into a new community (Barreneche, 2011). As such, students must find ways 

to connect with new community members in order to provide community service 

effectively to the population they are helping, all within the boundaries of the second 

language (L2). SL students must also manage involvement in multiple CofPs, as they 

move between both classroom and SL volunteer sites during the semester. Using a CofP 

perspective allows for a glimpse into if and how students become competent members of 

the community they serve, looking at strategies they employ, and the reaction of the 

community members within the SL context.  

Not only does the CofP theory relate to experiences students have in a SL class, it 

can also provide insight into the learning that takes place in this context. Assuming 

students are successful in their assimilation into the CofP at the SL site of this study and 

that the community members are accepting of their participation, learning can be seen in 

a variety of ways as they move from peripheral to fuller participation. Throughout the 

course of the semester, students may begin to participate more in interaction with NSs as 

well as events at the community center and in more competent ways. By taking a more 

active role in the community, students may experience increased input and output in the 

L2. As a result, students may also become more familiar with a variety of discursive 

practices as they take on a number of roles, increasing their learner agency, confidence, 

and, ultimately, their IC in the L2. However, if community members reject their access to 
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the CofP, learners may find themselves forming parallel CofPs (Iddings, 2004), 

communicating, instead, only with other classmates or English-speaking co-workers at 

the volunteer sites. In addition, if students’ efforts to assimilate are stymied, they may 

lose access to knowledge, thereby preventing them from reaching their full potential as 

language learners in this context (Back, 2011).  

However, with aligned expectations between students and community members 

and efforts on both ends to take advantage of the mutually beneficial nature of SL, 

students can become legitimate participants in their SL CofP and learn much about the 

immigrant community and the L2 in the process. Using this framework can allow for a 

longitudinal look at the process of assimilating into a new community in the SL 

environment. As newcomers to this community, students need to form relationships with 

the existing members in order to gain their trust and, ultimately, access into their 

language and culture. 

 In review of the prior literature, the current study aims to add to the research on 

interaction by expanding it to the community SL environment to see how this context can 

contribute to our understanding of the development of learners’ IC in the L2. No SL 

studies to date have looked at the actual interactions taking place in this context, although 

many students are drawn to these courses with the hopes of practicing speaking the L2 

with native speakers. With this in mind, the study will look closely at interactions 

between learners and native Spanish speakers from the local community during a SL 

course in order to follow the development of students’ interactional resources related to 

alignment in the L2, as well as their changing conversational participation and integration 
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into the L2 SL community of practice. Using a sociocultural approach, the qualitative 

analysis uses Legitimate Peripheral Participation Theory (Lave & Wenger, 1991) to focus 

on how social relations are established and whether students move toward more ‘full’ 

participation in their Spanish SL community of practice over the course of the semester. 

RESEARCH QUESTIONS 
While the previous literature on SL highlights positive gains in many areas of 

language learning, it is still not clear how this setting can contribute to a learner’s IC. 

This study examines the discourse produced by an advanced and a heritage learner of 

Spanish in conversations with NSs over the course of a semester-long SL course in an 

attempt to understand the extent to which alignment moves are used and, if so, how IC 

develops at these proficiency levels. In order to gauge learners’ language development 

better in this context, the following research questions are explored:  

  
1. What types of interactional resources for alignment do the two learners (one 

advanced and one heritage learner) of Spanish employ in Spanish interactions 
during a one-semester service-learning experience? 

 
a. Do these resources contribute to their establishment of alignment and 

intersubjectivity? If so, how? 
 

b. Are there any changes/developments over the semester?  
 

2. What are the students’ self-perceptions of these interactions? Do they view them 
as contributing to their alignment and intersubjectivity with NSs? If so, how? 
 

3. What do these findings imply for the learning of interaction in the L2 in the 
service-learning context? 
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Chapter 3: Methodology 

INTRODUCTION 
 
 In order to answer the research questions presented in Chapter 2, a study was 

designed to capture the interactions two SL students had with Spanish-speaking 

community members during their volunteer work. This chapter describes the setting 

where the study took place, the participants, the data collection, and the categories 

established in order to complete an analysis of the data.  

SETTING 
 
 The data were collected during the fall semester of 2015 in a Spanish Advanced 

Grammar and Composition II + Ethics and Leadership SL course at a large public 

university in the southwestern United States, as well as at a community center near the 

university where the student participants volunteered. In addition to three hours of class 

on the university campus per week, students in the course volunteered at one of several 

Spanish-language or bilingual settings for approximately two hours per week, for a 

minimum of 15 hours total throughout the semester. In this course, students have the 

freedom to choose their volunteer site depending on what best suits their interests, 

schedule, and location. Therefore, the exact nature of the SL experience varies due to the 

different volunteer locations and roles that students play at each. Volunteer options often 

include tutoring Spanish-English bilingual students at local elementary schools in reading 

and writing, teaching computer, citizenship, or ESL classes to adults, or working at 
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community health clinics and hospitals. All of the volunteer settings cater to the local 

Spanish-speaking community and communication at these locations primarily takes place 

in Spanish. On campus, the class instruction, discussions, and assignments are also 

conducted in Spanish. 

 A community center that provides services to adults was used as the SL context 

for this study. The community center is a non-profit organization that provides support to 

low-income individuals through dental care, educational development, food, clothing, 

and school supplies. The organization hosts a wide range of adult-education classes, 

including basic education, computer, ESL, and citizenship classes, and houses a food 

pantry, a clothes closet, computer labs, and back-to-school supplies for children, all 

available at no cost to the public. The community center receives support from 

individuals, churches, businesses, and corporations, whose contributions help provide 

these much-needed services and help community members work toward the goal of self-

sufficiency. The community center offers classes to Spanish-speaking adults taught in 

their native language, and students volunteering at this location can assist in the classes 

for adult computer literacy, basic education, ESL, or citizenship.  

SPANISH SL COURSE 
 The Spanish 327W Advanced Grammar and Composition II + Ethics and 

Leadership SL course is an upper-division course in the department of Spanish and 

Portuguese at the university where the study took place. In order to register for this class, 

students must have completed the required 18 hours of lower-division coursework in 
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Spanish, in addition to 327C Advanced Grammar and Writing in Context, prior to 

registering. There are normally two to five regular sections of the course offered, but only 

one service-learning section with the ethics and leadership flag to signal the additional 

volunteer component. Students in the service-learning course complete similar 

requirements as those for the other sections, with the main differences being the 

reflection essays, which are based on their volunteer work as opposed to a research paper 

that is required in the regular sections. Also, there are an additional two hours a week of 

community service required that the other sections of the course do not complete. Before 

registering, students understand the extra time needed for this section and know that the 

number of credit hours is the same as the regular sections of the course. By taking the 

course, however, they do fulfill the Ethics and Leadership flag, which is required by 

many colleges and schools at the university as part of their degree plans. Other flags 

include Writing, Cultural Diversity in the U.S., Global Cultures, Independent Inquiry, 

and Quantitative Reasoning. Specific flag requirements vary by department. 

Class time was devoted to reading, writing, and discussing the ethics, leadership, 

and personal experiences of community service and the process of applying ethical 

reasoning to real-life situations, in addition to relevant Spanish grammar review and 

practice. Throughout the semester, students kept a journal of their dates and hours of 

service, as well as notes on interesting aspects of their volunteering experience. They 

then used the journal entries to write five reflection papers of about three pages each on 

their SL volunteer experiences. These essays covered a variety of topics, including their 
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expectations and goals about SL, observations on language and culture, and any learning 

they experienced as a result of their volunteer work and its impact on their future plans.  

PARTICIPANTS 
The current study analyzed conversations between two undergraduate Spanish 

students and native Spanish speakers (N = 19) at the community center in the SL course 

where the students volunteered in an adult ESL and a Spanish basic education class held 

on Thursday evenings from 7:00 p.m. to 9:30 p.m. The focal participants were two 

undergraduate students who were recruited for the study. Typically, 10 to 15 students 

register for the SL course per semester, including some heritage speakers of Spanish. For 

the purposes of this study, one heritage speaker (Anthony) and one advanced Spanish 

speaker (Jessica) were chosen, primarily due to their decision to volunteer at the 

community center where the researcher had received permission to collect data. Also, 

while there already exist many studies on the benefits of SL for beginning and 

intermediate non-native speakers of Spanish (NNSs) (e.g. Bettencourt, 2015; Bowen & 

Hackett, 2010; Carney, 2004; Faszer-McMahon, 2013; Pellettieri, 2011; Tacelosky, 2008; 

Zapata, 2011), less is known about what advanced and heritage learners gain from the 

experience. Therefore, these two students were considered the most suitable candidates 

for the analysis. The students are described in more detail in the following sections. 

Anthony 

 Anthony (all names are pseudonyms), a heritage learner of Spanish, was a junior 

majoring in Biochemistry and Spanish. He had also taken over five years of Spanish 
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classes in school and in addition, had studied abroad in both Colombia and Mexico for 

two months each. In his interview with the researcher, Anthony commented on his 

background in Spanish. According to Anthony, although his mother was from Spain, as 

he was growing up, Spanish was not often spoken at home since his father did not speak 

the language. However, he frequently overheard his mother conversing with family 

members on the phone as a child, which he claimed made him familiar with the language: 

“...but every, like every Sunday when I was a kid I would hear her speaking Spanish on 

the phone for four hours so when I started taking Spanish in like middle school and high 

school I think I picked it up really quickly”. Therefore, although his exposure to the 

language was primarily aural, Anthony still felt that his background in the language 

helped him once he began to learn it formally in school. 

In his initial questionnaire, Anthony mentioned that he was looking forward to 

getting more involved in volunteer efforts around Austin. In terms of interactions, 

Anthony anticipated he would be learning about people’s lives and struggles and would 

get to learn and teach about various topics in Spanish. 

Jessica 
The second focal participant was Jessica, a senior studying Spanish, Portuguese, 

and Linguistics. Although not a heritage speaker of Spanish, Jessica was a unique 

Spanish language learner since she was a heritage speaker of Portuguese and Japanese 

with a more extensive background in Spanish than her more typical L2 Spanish peers. 
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She spoke to the researcher more about her language background at the community 

center: 

 
Excerpt 3-1: Language Background, Community Center (Jessica (J); Researcher 

(R)) 

R: De, de dónde es tu familia? 
Where, where is your family from? 

J: Mi mamá es brasileña, pero mi papá es americano. 
My mom is Brazilian, but my dad is American. 

R: Y hablan portugués en casa? 
And do you all speak Portuguese at home? 

J: Mhm (...) bueno yo hablaba, yo hablaba una mezcla de portugués y 
japonés, entonces yo era, un poquito, confundida. 
Mhm (...) well I spoke, I spoke a mixture of Portuguese and Japanese, so I 
was, a little, confused. 

R: Japonés? Por qué? 
Japanese? Why? 

J: Porque mi abuela es japonesa. Mi abuela nació en Japón (...) y cuando 
ella tenía como 14 años, toda la familia se mudó a Brasil. Entonces mi 
mamá habla japonés y portugués, y hablaba los dos conmigo, entonces 
siempre (practicaba) los dos. 
Because my grandmother is Japanese. My grandmother was born in Japan 
(...) and when she was like 14 years old, the whole family moved to 
Brazil. So my mom speaks Japanese and Portuguese, and she spoke both 
with me, so I always (practiced) both. 

 

In terms of her Spanish language background, Jessica started learning Spanish in 

7th grade and continued through high school. During high school, she also dated a person 

from Colombia and practiced speaking the language with his Spanish-speaking parents. 

She also studied abroad in Costa Rica for 6 weeks in college. Jessica was a nurse in 

addition to being a full-time student, and said she spoke the language often with her 

Spanish-speaking patients. Overall, Jessica’s Portuguese language background and 
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extensive experience with Spanish made her a more advanced language learner than her 

non-native peers. For this reason, I decided to include her in the study, as more research 

is needed on how both heritage and advanced language learners develop their IC. 

 

Other Study Participants 

 In addition to Anthony and Jessica, a number of other participants also took part 

in the study. Since the primary source of data were the recorded interactions between the 

focal participants and Spanish speakers, all the students in Anthony’s and Jessica’s 

classes were included in the study, as well as other volunteers at the community center 

and the lead teachers for the classes, because all were involved in conversations with 

Anthony and Jessica over the course of the semester during their volunteer work. 

In the Plazas comunitarias class where Anthony volunteered, there were between 

5 and 10 students on any given class day. Anthony worked one-on-one with five different 

students throughout the semester as a Spanish language tutor, providing instruction in 

reading, math, and writing. Even though he tutored different students each day, previous 

tutees were present on the other days, paired with a different instructor, and sometimes 

still appear in transcripts as Anthony was involved in multi-party conversations with 

them. These tutees are identified as either male tutee (MT) or female tutee (FT) along 

with a number, assigned in the order he worked with them during the semester. In 

addition to the students, Anthony also interacted with other people in the class, including 

four other volunteer teachers as well as the lead teacher. Two of the volunteers were a 

married couple in their 60s from Mexico and one was a native English speaker from the 
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U.S. in his 30s. The couple is identified as male volunteer one (MV1) and female 

volunteer one (FV1), while the NNS volunteer is identified as male volunteer two (MV2). 

There was also another volunteer who was a classmate of Anthony’s from the SL course. 

She is identified as university volunteer (UV). The lead teacher, Laura (L), was a native 

Spanish speaker from Mexico and was in her 40s. As lead teacher, Laura did not provide 

one-on-one tutoring, but paired up the tutors and tutees and provided support in the form 

of materials, assistance with instructional content, and being the point of contact for new 

and existing tutors and tutees. Students in the class were from a variety of Spanish-

speaking countries, including Mexico, El Salvador, Guatemala, and Honduras, and ages 

ranged from 20s to 50s.  

The ESL class where Jessica volunteered had nine students and one lead teacher, 

Don (D). The students ranged in age from 20 to 60 years old. The countries represented 

by the students in the ESL class were Mexico, Honduras, and Peru. The lead teacher was 

a man in his 70s who was a native English speaker from the U.S. Since this class 

followed more of a whole-class instruction model instead of one-on-one tutoring, the 

recorded interactions included Jessica interacting with all nine students (at once or 

individually) at different points throughout the semester. Students are identified as female 

student (FS) or male student (MS) along with a number given in the order that they 

appear in the transcripts. 

In addition to the recorded interactions between the two focal participants and the 

students, fellow volunteers, and lead teachers at the community center, recorded 

interviews were conducted with both the lead teacher in the ESL class and the professor 
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for the SL course. The SL professor was a Senior Lecturer and the Coordinator of SL and 

Community Outreach for the Department of Spanish and Portuguese at the university 

where the study took place. At the time of the study, she had taught this particular course 

for four years. 

Overall, the two focal participants in this study represent the wide range of 

learners in Spanish classes in the U.S. beyond the typical monolingual L2 language 

learner. The analysis of interactions that these learners have with native speakers during 

SL volunteer work is meant to gauge how this context can contribute to advanced and 

HLs’ IC in Spanish, a topic currently underrepresented in the literature. 

DATA COLLECTION PROCEDURES 
In order to understand better the participants’ IC and its development over time, 

various sources of data were collected to provide a variety of perspectives on the 

analysis. Since the primary goal of this study was to conduct a close analysis of learners’ 

interactions over time, the main corpus of data includes five video-recorded 

conversations between the learners and various Spanish speakers from the community at 

the community center throughout three months of the fall semester. These recordings 

helped reveal any development related to alignment activity at different points in the 

semester. In addition to the recordings, student reflection essays, beginning- and end-of-

semester questionnaires, interviews, and observations also contributed to understanding 

participants’ SL experiences. The collection of these data is discussed in more detail in 

the following sections. 
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Informed Consent 
 Prior to data collection, I received verbal consent to collect data from the SL 

course instructor, the two university students, and the director, lead teachers, volunteers, 

and students at the community center. Due to the minimal risk of this study and the fact 

that the research activities would not have required written consent when performed 

outside of a research setting, I requested a waiver of documentation of informed consent 

and received permission to obtain verbal consent.  

I provided participants with a verbal description of the study and a consent form. 

After reviewing the consent form, I then asked participants to tell me verbally if they 

agreed to participate in the study. Before the start of the semester, I first obtained verbal 

consent from the SL professor and the director at the community center. I then contacted 

the lead teachers of the classes at the community center where the university students 

would volunteer and received verbal consent to record the interactions in their 

classrooms. I then visited the SL class during the first week of the semester to introduce 

myself, provide students information about the study, and recruit participants. The two 

who indicated interest were given consent forms, and they gave their verbal consent to 

participate. Finally, I visited the community center during the second week of volunteer 

work and obtained the other volunteers’ and the students’ verbal consent to participate. 

Due to their beginning levels of English proficiency, the researcher provided the 

participants at the community center with explanations and consent forms in Spanish. 

Participants were informed that their participation was optional and were encouraged to 

ask me any questions they had about their participation in the study.  
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 To maximize confidentiality in the collection of data, I assigned numbers and 

pseudonyms to those who agreed to participate in the study. I also created a secure 

document (a password-secured master key file) that allowed for the linking of names with 

the numbers and pseudonyms. Participants’ names only appeared on this secure 

document, while their assigned numbers and pseudonyms were used for transcriptions 

and the researcher’s field notes. 

Questionnaires 
After informed consent was obtained from the focal students, participants 

completed a background questionnaire (see Appendix A) at the beginning of the semester 

in order for the researcher to gather information about their education, Spanish language 

background, motivation, and course and language goals, as well as general demographic 

information. There was also an exit questionnaire (see Appendix B) at the end of the 

semester intended to gauge their satisfaction with their SL experiences and whether they 

were effective at meeting their initial goals and expectations. The questionnaires were 

administered during class time on campus during the second and last weeks of the 

semester. 

Audio- and Video-recorded Conversations  

The main source of data in the study were conversations recorded throughout the 

semester by the researcher using a Zoom H1 digital audio recorder placed next to the 

participants in the classrooms at the community center, as well as a digital video camera 

set up in the back of the rooms, for a total of five recordings (427 and 636 minutes per 
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student). Recordings took place during the semester from October 8 through December 3. 

The classes took place in relatively small rooms, as space was limited due to the large 

number of classes that were held at the community center.  

The ESL class where Jessica volunteered was held in one of several small 

classrooms off of a larger common area. Other ESL classes of different levels took place 

at the same time in the other smaller rooms as well as in the large, common area. In the 

room itself were three rectangular tables set up in the shape of a “U”, around which the 

students and Jessica sat. Don, the lead instructor, normally stood at the front of the room. 

Behind him was a large dry erase board. The video camera was placed on a tripod in one 

corner in the back of the room, behind the students, and angled toward Jessica who sat 

about ten feet away. Due to the large number of people involved, the small size of the 

room and its proximity to the other classes, especially the class directly outside the door 

in the common area, background noise proved to be an issue at times in the recording 

process. 

The room for the Plazas comunitarias class where Anthony volunteered was part 

of a large, common area that shared the food pantry and kitchen. While this room was 

larger than the room where Jessica volunteered, noise was also an issue due to the 

proximity of the kitchen and the one-on-one nature of the instruction. Whereas the ESL 

class followed more of a teacher-led model, students in the Plazas comunitarias class 

were working at a variety of different levels in different subject areas, and therefore 

required individual help. As a result, the number of conversations taking place in the 

room sometimes impeded the recording process. Students and tutors were seated around 



 67 

two large tables placed together lengthwise. The setup of the tables contributed to the 

noisy environment, as the students and tutors sat closely next to or across from one 

another. Therefore, in addition to conversations among tutors and their tutees, 

conversations between other tutor-tutee pairs also took place quite often. The camera was 

set up on a tripod in the back corner of the room by the kitchen, and was angled toward 

Anthony who sat anywhere from 10 to 15 feet away.  

While Anthony’s and Jessica’s instructional contexts differed, given the more 

one-on-one nature of the Plazas comunitarias class and the whole-group instructional 

format of the ESL class, both participants were constantly involved in individual as well 

as multi-party conversations, as revealed in the transcripts. The close set-up of the Plazas 

comunitarias class, with tutor-tutee pairs seated around two central tables, allowed for 

much cross-pair conversation in addition to the individual instruction. In addition to 

whole-group discussions in the ESL class, Jessica also participated in frequent one-on-

one conversations with students seated around her during instruction as well as when 

mingling with students during breaks. Although their specific classroom contexts 

differed, it was determined that Jessica’s and Anthony’s interactions were still 

comparable given the variety in both individual- and group-conversation that they 

experienced during SL. 

Overall, the video cameras helped capture non-verbal aspects of the conversations 

and clarified who was talking, while the individual Zoom H1 recorders provided clearer 

audio recordings. Prior to the recordings, participants were informed that the data would 

be used to analyze their interactions with native Spanish speakers during their SL 



 68 

volunteer work, but were not given any details on specific research goals. Likewise, 

students were not given any instructions or advice on how to carry out the conversations 

so as to obtain as naturalistic an interaction as possible. The conversations were recorded 

five times over 3 months. The table below shows the specific days the recordings took 

place.  

Table 1: Recording Dates 

Session 1 Session 2 Session 3 Session 4 Session 5 

October 8 October 29 November 5 November 19 December 3 

Reflection Essays 
 In addition to the recordings, information on the amount and types of interactions 

participants had in Spanish and their reflections on interesting aspects of their interactions 

during volunteer work were collected via class reflection essays. These documents helped 

shed light on the factors at work in their development of IC in Spanish from their own 

perspectives. For example, students provided comments about their perceived progress in 

the language, information about their interactions with the community members at the 

community center, ways they connected their volunteer experiences to course objectives, 

and insight into how they felt this experience would impact their future personal and 

career goals. Overall, the essays elicited more information about their interactions and, 

assuming that IC in the L2 develops in interaction, they added to the qualitative 

assessment of their experiences and development of L2 IC in the SL setting.  
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Interviews 
Semi-structured interviews with Anthony and Jessica, the SPN 327W course 

professor, and the ESL teacher, occurred at the end of the semester, allowing the 

researcher to clarify, expand, and focus on specific aspects of the data relevant to the 

study, such as information about the SL, ESL, and Plazas comunitarias classes, 

Anthony’s and Jessica’s roles at the community center, as well as additional details about 

their experiences in SL as told through their eyes. Due to scheduling conflicts, the 

researcher was not able to interview the lead teacher of the Plazas comunitarias class, 

Laura, although relevant aspects of the class and students learned through conversations 

with her at the community center were recorded and are mentioned in field notes. 

Observations 

 Finally, the data mentioned above were complemented by field notes providing 

anecdotal records taken by the researcher through ongoing observations at the volunteer 

sites and during class meetings on campus.  

Summary 
 Overall, the combination of these data allows for a close examination of 

interactions and relationships among students and their course instructor, and SL lead 

teachers, co-workers, and tutees, both moment-to-moment and over time. It is expected 

that the triangulation of data will contribute to a broader picture of the students’ IC 

development in Spanish by not only analyzing their language, but by also providing a 

qualitative assessment of their experiences as seen from their own perspectives, as well as 
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from others involved in the process. The data collected allow for a well-informed, 

qualitative assessment of participants’ experiences and interactions in the SL class. 

METHODS OF DATA ANALYSIS 
 
 The following sections describe how the recorded conversational data was 

transformed into a useable format as well as how the data transcription was conducted. 

Data Transcription Process 
 
 The researcher first listened to all 10 recorded conversations in their entirety, 

taking note of general topics discussed and moments of interest involving apparent 

moments of alignment or disalignment. This initial overview of the data was useful in 

terms of providing a broad outline of conversational activity, narrowing down specific 

sequences displaying alignment or disalignment to return to later for greater detail, and 

giving the researcher a preliminary idea of some of the common interactional resources 

for alignment used by the participants.  

 After an initial review of the recordings, the researcher then repeatedly viewed 

and listened to the recordings, transcribing sequences in all of the conversations. 

Moments not relevant to alignment activity were summarized, while those related to 

alignment activity were transcribed with relative detail using transcription conventions 

adapted from Jefferson (2004). See below for the transcription conventions used: 
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Table 2: Transcription Conventions 

Symbol Purpose 

[  ] overlapping speech 

(.)/(…)  untimed silences/pauses 

. falling intonation 

? rising intonation 

, continuing intonation 

: sound stretch 

- sound cut-off 

(XX)  inaudible speech 

((  )) describes events, e.g. ((laughs)), ((looks at 

FT1)), ((sighs)) 

(   ) uncertain transcription; transcriptionist 

commentary 

* error (marked only if relevant to discourse 

or analysis) 
     

Analysis of Interactional Resources 
 
 This study examined the discourse produced by two focal L2 learners, an 

advanced and an HL learner of Spanish, during SL in an attempt to understand which 

resources are used during interaction in Spanish in this setting that contribute to alignment 

and how L2 IC develops at these proficiency levels. Specifically, the focus was on 

participants’ use of alignment moves during conversations with Spanish speakers in a 
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classroom setting at the community center where they volunteered. To determine the 

participants’ ability to participate in alignment activity, a turn-by-turn analysis of 

alignment moves identified interactional resources that the interactants used to establish 

and maintain intersubjectivity. The analysis focuses on patterns and changes in 

participation in alignment activity.  

A number of interactional resources for alignment were identified, including: 

assessments, collaborative contributions, collaborative completions, and affective 

resources, as well as participants’ co-construction of identity. While the analysis was 

mostly qualitative, moves were coded in order to be able to provide some quantitative 

comparisons among conversations over the course of the semester. Throughout the 

analysis, alignment moves are judged in terms of their complexity and appropriateness 

within the context of the surrounding turns. Additionally, the turn-by-turn analysis focuses 

on NSs’ reactions to participants’ use of alignment moves in order to gauge the extent of 

mutual alignment (Nofsinger, 1991) and intersubjectivity that has occurred.  

Summary 
 
 This chapter describes where the research was conducted, the participants, and the 

data collection.  In addition, it outlines the methods of data analysis used in the study. 

The following chapter provides a detailed analysis of the learners’ alignment activity and 

subsequent development of IC over the semester in SL. 
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Chapter 4: Data Analysis 

ASSESSMENTS 

 Assessments are comments made by the hearer that evaluate the content of their 

interlocutors’ contributions to the conversation. By using assessments, listeners can 

demonstrate their alignment by indicating to the speaker how their contributions are 

being interpreted. Speakers may then express their mutual alignment by their subsequent 

response to this assessment. While assessments are commonly expressed through simple 

acknowledgment tokens or backchannels, such as sí ‘yeah’, ‘mhm’, and ‘uh huh’, more 

elaborate assessments, indicating deeper engagement in the conversation, can also be 

used (Strauss, 1995; Ohta, 2001; Masuda, 2011). More elaborate assessments may entail 

greater lexical variety beyond mere acknowledgment of the reception of information or 

repetition of a prior turn. They may also demonstrate longer, more involved turns and 

constitute more substantial contributions to the conversation. For the purposes of this 

study, these more expansive types of assessments are of particular interest, as they 

require more participation by the hearer and therefore a higher level of IC.  

Using the developmental sequence of assessment activity found in previous 

studies on alignment (Ohta, 2001; Masuda, 2011), the analysis looks to see if there is any 

development of this alignment move from minimal assessments, such as expressions of 

acknowledgment and agreement, to more elaborate assessments using evaluative 

comments and participatory moves over the course of the semester. The NSs’ turn 

following the assessment is also analyzed to provide insight into any mutual alignment 

taking place. 
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Anthony 
 Anthony begins the semester in Session 1 with only three assessments, all of 

which are minimal. The assessments in this first conversation consist of laughter paired 

with agreement markers and repetition. In Excerpt 4-1 below, Anthony expresses 

agreement with Laura (L), the lead teacher, with the repetition sí, muy sano ‘yeah, very 

healthy’ in regard to a discussion about empanadas that someone has brought to class.   

Excerpt 4-1: Laughter + Repetition Agreement Assessment; Session 1 (Anthony) 
 

392 FT: Él quiere con carne (motions toward MV1 with head) ((laughs)) 
 He wants one with meat ((laughs)). 
393 FS1: MV1? ((laughs!)) Dijo el maestro que lo que tenía era (XX) 

((laughs!)) 
 MV1? ((laughs!)) The teacher said that what he had was (XX) ((laughs!)) 
394 L: ((laughs)) Ya se lo ganó. ((laughs)) 
 ((laughs)) He already won it. ((laughs)) 
395 MV1: No quiero, no quiero comerlo con pura espinaca. 
 I don’t want, I don’t want to eat it with just spinach. 
396 L: (to A) Son muy, so-, son muy sanos. 
 (to A) They’re very, the-, they’re very healthy. 
397→  A: ((laughs)) Sí, muy sano. (.) (Goes back to helping tutee) Dividido por 

ciento… 
 ((laughs)) Yeah, very healthy. (.) (Goes back to helping tutee) Divided by 

one hundred... 
 
The lead teacher, Laura, draws Anthony into the conversation with her comment 

directed toward him in line 396. While his assessment in the following line does reveal 

Anthony’s ability to follow an exchange involving various speakers in Spanish and 

understand the humor involved, as indicated by his laughter, it does not lend itself to 

advancing the conversation forward. In fact, the conversation ends with Anthony’s 

assessment, where, after a pause, he returns to helping his tutee. A more competent 
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speaker may have followed a statement of agreement with their own contribution to the 

conversation, perhaps even adding to the humor. 

The excerpt below, also from Session 1, shows another assessment comprised of 

an agreement marker paired with repetition of a prior utterance and laughter.  

Excerpt 4-2: Laughter + Repetition Agreement Assessment; Session 1 (Anthony) 
 

263 MV1: Lo que pasa es que se va a tardar mucho pegar y no le va a quedar. 
Es muy sucio ese. O también con tape. Sí con, con tape lo vamos a pegar. 
[Doblar todo donde haya], todo donde haya así, le dobla, donde haya, 
donde haya, este 

 What happens is that it’s going to take a long time to glue and it’s not 
going to stick. That one’s very dirty. Or also with ‘tape’. Yeah with, we’re 
going to put it together with ‘tape’. Fold everything where there’s, 
everything where there’s like that, fold it, where there’s, where there’s, um 

264 FV: [Cinta, decir ((laughs))] 
 ‘Cinta’ (tape), you mean ((laughs)) 
265→  A: Sí ((laughs)). Con tape. ((laughs)) 
 Yeah ((laughs)). With “tape”. ((laughs)) 
266 FV: Con tape. No! Cinta decir. ((laughs)) 
 With “tape”. No! It’s “cinta” (tape). ((laughs)) 
 
Here, Anthony brings himself into the conversation between MV1, his tutee (to 

whom he is giving the instructions), and FV. He indicates his agreement with FV (sí 

‘yeah’) and aligns himself with her humorous reaction to MV1’s use of the English word 

“tape” with his laughter and repetition of the phrase con tape ‘with tape’. In this case, 

Anthony’s recycling of the exact phrase that FV finds comical moves the conversation 

forward by, not just agreeing, but adding something new. FV responds to this new 

information by repeating Anthony’s contribution in line 266, revealing her own 

alignment with his assessment, as they both express amusement at MV1’s use of the 
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English word ‘tape’. Although Anthony’s assessment is minimal, it does reveal his ability 

to follow the conversation and contribute to a joking sequence in Spanish. 

 Overall, while the assessments used in Session 1 are more elaborate than mere 

backchannel tokens, they are limited to short agreement statements and repetition. These 

types of assessments do go beyond just indicating the reception of information by 

indicating stance, although they are restricted in their ability to reveal Anthony’s 

participation at a deeper level or, in some cases, to further the conversation.  

 Anthony continues to use this combination of laughter, agreements, and/or 

repetition frequently to assess his interlocutors through Session 3. Below are two other 

examples demonstrating this type of assessment from the first half of the semester.  

Excerpt 4-3: Laughter + Agreement Assessment; Session 2 (Anthony) 

2 FT1: Mis alergias. Tengo alergia a-, a (trabajar). 
 My allergies. I’m allergic to-, to (working). 
3→  A: Sí ((laughs)). Yo también ((laughs)). 
 Yeah ((laughs)). Me too ((laughs)). 
4 FT1: Siempre termino loca porque a veces…(continues discussing 

allergies) 
 I always end up crazy because sometimes…(continues discussing 
allergies) 

 
Excerpt 4-4: Laughter + Repetition Agreement Assessment; Session 3 (Anthony) 

532: FT2: (reading) Cuántas opciones pueden existir entre los dos dados? 
Muchas. ((laughs)) 

 (reading) How many options can exist between the two die? A lot. 
((laughs)) 

533→  A: ((laughing)) Muchas, sí. 
 ((laughing)) A lot, yeah. 
534 FT2: Pues muchas, no? 
 Well a lot, right? 
535→  A: Muchas!  
 A lot!  
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 Similar to the excerpts in Session 1, Anthony exhibits the use of laughter plus 

agreement statements and/or repetition as a way of expressing alignment with his 

interlocutors through shared humor. In these cases, Anthony may be using this pattern 

strategically to express alignment without having to add something new to the 

conversation. This could indicate a lower level of competence at the beginning of the 

semester. By looking at the NSs’ reactions to Anthony’s assessments in the excerpts 

above, it is clear that they are working together to create humor and are indeed in 

alignment with one another. Unlike Excerpts 4-1 and 4-2 from Session 1, in these 

exchanges from the middle of the semester, Anthony’s assessment using repetition and 

laughter seems to work as a catalyst for the humor to continue in the following lines, 

revealing mutual alignment has occurred. Even though he is not adding anything new to 

the conversation, his use of this assessment, although minimal, does help in building 

alignment with his interlocutors. 

Following the developmental sequence of assessments found in the previous 

literature, minimal acknowledgment expressions, like repetition and laughter, and 

expressions that show agreement, are of the first to develop, later giving way to more 

elaborate assessments. Anthony also displays this sequence during the semester, with 

100% of his assessments being minimal in Session 1, moving to 86% in Session 3, and 

just 11% by Session 5.  
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 Anthony first uses a more elaborate assessment in Session 2, as seen in Excerpt 4-

5 below in a conversation between Anthony and one of his tutees, MT1, as they work 

together on a reading task in Spanish. 

Excerpt 4-5: Evaluation Assessment; Session 2 (Anthony) 

116 A: Y, qué es el otro sílaba, la otra sílaba? 
 And, what is the other syllable, the other syllable? 
117 MT1: Po. 
118 A: Ok muy bien. En dónde trabaja Ud.?  
 Ok, very good. Where do you work? 
119 MT1: Hm? 
120 A: En dónde trabaja Ud.? 
 Where do you work? 
121 MT1: En pintura. 
 In painting. 
122 A: Pintura? 
 Painting? 
123 MT1: Sí. 
 Yeah. 
124→  A: Qué bien. (.) Ok, pues, seguimos ((laughs))...  
 How nice. Ok, well, let’s continue ((laughs))... 

 
 Anthony moves away from the learning task at hand to initiate small talk about 

where MT works in line 118. He then responds to MT’s answer En pintura ‘in painting’ 

with an evaluative assessment in line 124 Qué bien ‘How nice’. By using this type of 

assessment, Anthony adds to the conversation by displaying the way he feels about MT’s 

previous statement, rather than just acknowledging he received it. In this way, Anthony’s 

assessment allows him to take a more active role in the co-construction of conversation, 

even if, in this case, it did not lead to further discussion on the topic.  

Below is another example of an exchange at the end of the semester where 

Anthony uses an evaluative assessment. 
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Excerpt 4-6: Evaluation Assessment; Session 5 (Anthony) 

59 L: Le dieron su regla y tuvo la suerte porque de regularmente siempre 
usamos casi copias, y a Ud. le tocó un libro de edición de terc-, libro de 
color y en tercera edición. 

 They gave you your ruler and you were lucky because normally we use 
copies, and you got a third edition book, third-edition book in color.  

60 FT3: Guau. 
 Wow. 
61 L: Mhm, ahora sí le tocó en color su libro. 
 Mhm, now you did get a book in color. 
62→  A: ((laughs)) 
63 FT3: Gracias, maestra. 
 Thank you, teacher. 
64→  A: Qué suerte.  
 How lucky. 
65 FT3: Sí. Matemáticas, ay yay yay. (looking through the book) 
 Mathematics, ay yay yay. (looking through the book) 

 
 In this exchange, Laura is telling Anthony’s tutee, FT3, about her new math book, 

which is special because she has her own copy and does not have to use photocopies like 

the other students, and because it is in color. Anthony’s first assessment, the laughter in 

line 62, does not seem appropriate for the situation, since it not humorous topic and no 

one else is laughing. He then contributes an evaluative assessment Qué suerte ‘How 

lucky’, indicating his perspective on the news conveyed by Laura in the previous lines. 

FT3 then agrees with him in her following line with Sí ‘Yeah’, indicating alignment. 

 In addition to evaluations, Anthony also displays more extensive assessments 

with participatory moves used in combination with minimal assessments like agreement 

or repetition. He first uses an assessment of this type in Session 3, shown in the excerpt 

below. 

Excerpt 4-7: Participatory Move Assessment; Session 3 (Anthony) 
769 A: ((laughs)) Casi terminas! 
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  You’re almost finished! 
770 FT2: No! Aquí [voy yo. 
 No! I’m right here. 
771 A: [Oh no, nada más hay un dibujo. ((laughs)) 
 Oh no, there’s just a drawing. ((laughs)) 
772 FT2: Sí! ((laughs)). El libro, oh:! 
 Yeah! ((laughs)). The book, oh:! 
773→  A: Sí, son, son muchas páginas, pero- 
 Yeah, they’re, they’re a lot of pages, but- 
774 FT2: Pero- 
 But- 
775→  A: Más de la mitad! 
 More than halfway! 
776 FT2: Ya, ya llego! ((laughs)) Y esto que no vengo todos los días. 

[((laughs))] 
 I’m, I’m getting there! ((laughs)) And I don’t even come every day. 

[((laughs)) 
777 A: [((laughs))] 
  
In this excerpt, Anthony does not just agree with FT2 with his agreement + 

reformulation in line 773, but he adds to this with his statement in line 775 Más de la 

mitad “More than halfway”. By adding this to his assessment, Anthony attempts to 

encourage FT2 since she is feeling overwhelmed with the amount of work left in her 

book. This participatory assessment reveals Anthony’s understanding of how FT2 is 

feeling and his competence in providing her with some encouragement in Spanish. 

Similarly, in Session 5, Anthony pairs evaluations with participatory moves to 

provide praise as well as words of encouragement to his tutee, demonstrating an 

advanced level of assessment.  

Excerpt 4-8: Participatory Move Assessment; Session 5 (Anthony) 

102 FS3: (continues reading) el que, el pue-blo. 
103→  A: Sí, muy bien. Son muchas cosas para, practicar. 
 Yeah, very good. It’s a lot of things to, practice. 
104 FS3: Yes. 



 81 

Excerpt 4-9: Participatory Move Assessment; Session 5 (Anthony) 

149 FS3: (continues reading aloud) De, de la, u-ni-dad (...) Guau! ((laughs)). 
Ya no tengo que- 

 Wow! Now I don’t have to- 
150→  A: Muy bien! Es una palabra bastante larga. 
 Very good! It’s a very long word. 
151 FS3: Ah hah. ((sighs)) Ok. 

 
Overall, Anthony displays a sequence similar to previous studies on alignment, 

beginning the semester with more minimal assessments expressing acknowledgement and 

agreement, then giving way to elaborate assessments involving evaluations that show 

stance and participatory moves that add new information. In addition to an increase in the 

complexity of his assessments, he also increases the overall number of assessments used 

over the course of the semester, from just three in Session 1, to seven in Session 3, and 

nine in Session 5. 

Overall, Anthony’s improved ability to produce more elaborate assessments to 

align with his interlocutors indicates the development of a higher level of competence 

over the course of the semester. The responses of his interlocutors to his assessments also 

suggests Anthony becomes increasingly proficient in helping to create shared alignment 

with the native speakers at the community center.  

Jessica 

In general, Jessica’s use of assessments in Spanish is more advanced than 

Anthony’s. Not only does she use over twice as many with 71 total assessments as 

compared with Anthony’s 26, her assessments generally tend to be more complex, even 

at the start of the semester. Unlike Anthony, who displays an increase from minimal to 
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more elaborate assessments over the semester, Jessica begins the semester already 

employing elaborate assessments. As such, she does not exhibit the same developmental 

sequence that Anthony and prior literature show, although she does increase the overall 

number of assessments used as the semester progresses. Below is an excerpt 

demonstrating Jessica’s use of an elaborate assessment at the beginning of the semester in 

Session 1. 

Excerpt 4-10: Participatory Move Assessment; Session 1 (Jessica) 

333 FS1: Pero, para unir palabras y yo contestar? Pues no. Así creo como lo 
más sencillo. Pero escribir y leerlo? Nadita. 

 But, to put words together and me answer? Well, no. Like what I think of 
as the most simple thing. But writing and reading it? Nothing at all. 

334→  J: Sí. Pero, el inglés, es muy, difícil ((pounds fist on table with last 2 
words)) [escribir y leer. 

 Yeah. But, English, is very, difficult ((pound fist on table with last 2 
words)) [to write and read. 

335 D: [Muy difícil 
 [Very difficult 
336 J: Es difilís:- 
 [It’s rea:lly- 
337 FS1: Es que no se-, no lo vas a leer como lo escribes. 
 It’s just that you don-, you’re not going to read it like you write it. 
338 MS2: Sí es diferente. 
 Yeah it’s different. 

  
 Here, instead of merely agreeing with FS1 with her assessment sí ‘yeah’ in line 

334, Jessica employs a participatory move immediately following this that adds to the 

conversation and helps to move it forward. The lead teacher, Don (D), another student, 

MS2, and FS1 respond to her assessment in the following lines with their own statements 

of repetition and agreement, indicating their mutual alignment. By providing her own 
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contribution to the topic, Jessica demonstrates their shared feelings on the matter of 

reading and writing in English, indicating their intersubjectivity. 

 Although Jessica uses elaborate assessments of this type frequently in her 

conversations with NSs, she also employs a large number of minimal assessments, as 

well, although the overall number is less than half of the number of elaborate assessments 

used (21 vs. 50). In addition, her minimal assessments, such as repetitions and agreement 

markers, are often paired with more elaborate assessments that add to the conversation. 

Below are some examples of Jessica’s use of minimal assessments in Spanish.  

One type of minimal assessment Jessica uses often is reformulations. 

Reformulations rephrase what someone has just said, so are in a sense, a form of 

repetition. Although reformulations are not adding new information to a conversation, 

finding a different way to say something in the L2 does require a certain level of 

competence. As can be seen in the excerpts below, Jessica appears to use this type of 

assessment strategically to summarize what has just been said as a means of indicating to 

her interlocutor that she is following along, thereby indicating alignment. The excerpts 

take place between two male students in the ESL class, MS1 and MS3, as well as the lead 

teacher, Don. 

Excerpt 4-11: Reformulation Assessment; Session 1 (Jessica) 

296 MS3: Porque luego dice, ah esto, me acuerdo de esta palabra, porque, yo 
me acuerdo que antes no, no sabía nada de lo que estábamos dictando. 

 Because then you say, oh this, I remember this word, because, I remember 
that before I didn’t, I didn’t know any of what we were dictating. 

297 J: Mhm. 
298 MS3: Casi la mayoría de lo que escribí estuvo bien. 
 Almost all of what I wrote was correct. 
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299 J: Mhm. 
300  MS3: Alguna letra no más un error así pero- [(XX)  
 Some letter just an error like that but- [(XX) 
301→  J: [Ento- está, estás mejorando. 
 So- you, you are improving. 
302 MS3: [ah sí sí sí, sí ya entendí...  
 [oh yeah yeah yeah, yeah now I understand... 

 
Excerpt 4-12: Reformulation Assessment; Session 5 (Jessica) 

1349 MS1: For, eh lo que dice, el, the: muskels? 
 For, uh what do you say, the, the: muskels? 
1350 D: Muscles. 
1351 J: Ah hah, the muscles. 
1352 MS1: The muscles, han desarrollado. 
 The muscles, have developed. 
1353 D: This is a muscle. And there’s muscles in the mouth. 
1354 MS1: Están más desarrollados para otros. 
 They’re more developed for others. 
1355→ J: Ah hah. Para otros sonidos. 
 Uh huh. For other sounds. 
1356 MS1: Y más difíciles, en español. 
 And more difficult, in Spanish. 
1357→ J: Ah hah, sí! Muchos consonantes de español son muy difíciles. Muy 

difíciles. 
 Uh huh, yeah! A lot of Spanish consonants are very difficult. Very 

difficult. 
1358 MS1: Yo sé. Por eso a mucha gente le cuesta, le cuesta. 
 I know. That’s why for a lot of people it’s hard, it’s hard. 
 

 In the excerpts above from both the beginning and end of the semester, Jessica 

shows alignment with her interlocutors by reformulating what they have just said. In the 

second excerpt, Jessica even adds to the reformulations in line 1357, indicating deep 

understanding and participation in the topic of conversation. By using reformulations, 

Jessica is signaling to her interlocutors that she understands what they are saying, helping 

to build alignment. 



 85 

Another use of minimal assessments that Jessica uses throughout the semester is 

an agreement statement followed by a more elaborate assessment, as can be seen in the 

excerpt below from Session 3. 

Excerpt 4-13: Agreement + Elaborate Assessment; Session 3 (Jessica) 

413 FS2: Van a regalarles flores a los muertos aquí, o no? 
 Are they going to give flowers to the dead here, or not? 
414 J: En, en ese día? 
 On, on that day? 
415 FS2: Sí. 
 Yeah. 
416 J: No. 
417 FS2: Allá sí se llenan, los cementerios. 
 There they do fill up, the cemeteries.  
418→  J: Sí, ah hah. Sí pero acá no. Nadie celebra. 
 Yeah, uh huh. Yeah but not here. No one celebrates. 
419 FS: Oh. 

 
 By expanding on her minimal assessments, Jessica indicates a greater degree of 

participation in the conversation, which her interlocutors often build on in their following 

moves. Scaffolding onto her own assessments builds them into longer exchanges and, in 

this way, Jessica helps to add to the conversation and keep it going. 

In addition to minimal assessments, Jessica displays the ability to participate 

elaborately with her interlocutors with her use of evaluative assessments. 

Excerpt 4-14: Evaluation Assessment; Session 1 (Jessica) 

610 MS2: Y él este, va a clases de inglés, y él lleva su, sus grabadora, lo 
graba, y lo escucha otra vez en la casa. Y este, y aparte, él hace sus 
cartitas, unas, unas, [tarjetas  

 And he um, goes to English classes, and he brings his, his recorder, he 
records it, and he listens to it again at home. And um, and also, he makes 
his little cards, some, some, flashcards 

611 J: [Unas flashcards 
 Some flashcards 
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612 MS2: Y las pega en las paredes de su cuarto. 
 And he puts them up on the walls in his room. 
613→  J: Oh! [Buena idea.] 
 Oh! [Good idea.] 
614 MS3: [Él las tiene pegadas] porque se olvida. Él, tú le hablas, y al rato se 

está olvidando… 
 [He has them up] because he forgets. He, you talk to him, and in a minute 

he’s forgetting... 
 
 In line 613, Jessica offers an evaluative assessment following MS3’s description 

of a learning strategy used by a friend. In this way, she provides her interlocutor with an 

indication as to her perspective on the strategy, therefore involving herself in the 

conversation. 

 The following excerpt offers another example where Jessica, again, uses an 

evaluative assessment to state her opinion about a topic being discussed. In this case, FS1 

has just been describing a past health issue she had involving a parasite she got after 

eating pork. In line 519, Jessica asks FS1 to clarify a previous comment. Instead of 

merely indicating understanding in her move following FS1’s answer, Mhm, she follows 

this with an evaluative assessment Mm, interesante ‘Mm, interesting’, indicating her 

perspective on the matter. 

Excerpt 4-15: Evaluative Assessment; Session 3 (Jessica) 

519 J: Y por qué se dormía el brazo? Porque había mucha inflamación en el 
cerebro? O- 

 And why was your arm asleep? Because there was a lot of inflammation in 
your brain? Or- 

520 FS1: Porque al andar caminando 
 Because when walking 
521 J: Mhm 
522 FS1: Atacaba donde, aha, el cerebro donde te hacía 
 It attacked where, uh huh, the brain where it made you 
523→  J: Mhm. Mm, interesante. 
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 Mhm. Mm, interesting. 
 

Jessica uses other evaluative assessments throughout the semester to signal to her 

interlocutor her stance on the topic at hand. By evaluating her interlocutors’ speech, 

Jessica is adding her own perspective to the conversation, indicating active involvement 

in the co-construction of conversation. In this way, she helps to build alignment with her 

conversational partners and is a better conversational partner. 

Something unique to the analysis of Jessica’s use of assessments is that, while she 

uses them most often to agree with her interlocutors and demonstrate that she is aligned 

with them, she also uses them to express her own opinions, even when they are not in line 

with those of her interlocutors. The following excerpts demonstrate examples of elaborate 

assessments from throughout the semester used in this way. 

Excerpt 4-16 demonstrates an example of an opinion assessment employed by 

Jessica during a discussion in the ESL class where she volunteered. The conversation 

seen here is part of a larger discussion on how students felt about their English language 

learning in the class. As can be seen, students express feelings of discomfort and 

insecurity in their language-learning abilities. 

Excerpt 4-17: Opinion Assessment; Session 1 (Jessica) 
 

222 FS1: Es que, hay veces que, por ejemplo pregunta el maestro, y te quedas 
como que (...) y y todos esperando que contestes y y no puedes, o sea no 
sabes o no entendistes o- 
It’s just that, there are times that, for example the teacher asks, and you’re 
like (...) and everyone’s waiting for you to answer and and you can’t, or 
you don’t know or you didn’t understand or- 

223 J: Mhm. 
224 FS1: Y dice, o contesta otro y dices híjole, qué pena. 

And he says, or someone else answers and you say damn, what a shame. 
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225→  J: Pero, pero, no, no puedes sentir así. 
But, but, you, you can’t feel that way. 

226   MS3: No pero así estamos todos porque alguien me pregunta y me quedo 
así: y me soplo poquito porque siento y siento todo el peso del maestro… 
No but we’re all like that because someone asks me and I’m like this and I 
hardly breathe because I feel and I feel all of the weight of the teacher… 

 
 Jessica’s assessment in line 225 goes beyond mere acknowledgment of 

understanding or agreement with her interlocutor. With her response, Jessica disagrees 

with FS1’s feelings in an apparent attempt to help her feel better about her English 

language ability. By offering a differing opinion on the matter, Jessica opens the 

possibility for further discussion, which we see when MS3 contradicts Jessica and 

supports FS1’s viewpoint with his turn in line 226.  

In this excerpt, Jessica illustrates a sophisticated evaluation of the speaker’s 

previous utterance with her contribution to the conversation. Via her assessment, Jessica 

shows empathy, which demonstrates competence in participation in the conversation. 

Here, Jessica uses her assessment as a means of aligning with her interlocutor by 

indicating that she is closely attending to the conversation by offering emotional support 

when she felt it was needed. 

Excerpt 4-18 is a multi-party conversation involving Jessica and three students in 

the ESL class. The conversation is the same one as the prior excerpt, where FS1 was 

discussing the parasite she got from eating pork. As she continues discussing the parasite 

in line 544, Jessica jumps in with an assessment in line 545 that contradicts what FS1 has 

just claimed. Over the next several turns, Jessica continues to assess FS1’s contributions 

in this way, negating her claim that the parasite could remain dormant.  
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Excerpt 4-18: Opinion Assessment; Session 3 (Jessica) 

544 FS1: Si hay alguna, alguna cosa que lo motive a, a vivir, entonces vuelve 
otra vez. [Pero mientras- 

 If there’s some, something that motivates it to, to live, then it comes back 
again. [But as long as-] 

545→  J: [Pero eso no parece] posible. Hm 
 [But that doesn’t seem possible. Hm 
546 MS4: Una medicina o algo. Mi tía- 
 A medicine or something. My aunt- 
547→  J: Pero no no, no parece posible que: 
 But it doesn’t doesn’t, doesn’t seem possible tha:t 
548 MS4: Está muerto por tanto tiempo 
 It’s dead for so long 
549 J: Ah hah 
551 FS3: Es que si no está muerto, está dormido. 
 It’s just that it’s not dead, it’s dormant. 
552 FS1: Por decir así. 
 Something like that. 
553 FS3: Es como el herpes. El herpes es una enfermedad venérea. Aparte de 

que es una enfermedad venérea, el herpes, cuando se sale una (ampolla) 
labial, eso es un herpes, ese es un virus que tú tienes, y te va a durar toda 
tu vida. Cuando se te quita, es porque está dormido, pero con cualquier 
reacción, mejor te bajan las defensas y vuelve, pero allí está. Es igual en 
su caso de ella, está [dormido]. 

 It’s like herpes. Herpes is a venereal disease. Besides it being a venereal 
disease, herpes, when you get a lip blister, that’s a herpes, that’s a virus 
that you have, and it’s going to last your whole life. When it goes away, 
it’s because it’s dormant, but with whatever reaction, probably your 
immune system is down and it returns, but it’s there. It’s the same in her 
case, it’s [dormant]. 

554→  J: [No], pero, pero es diferente porque el, el herpes es un virus. 
 [No], but, but it’s different because, herpes is a virus. 
555 FS3: Eh, sí. 
 Uh, yeah. 
556→  J: Pero eso no es un virus, [es un animal]. 
 But that’s not a virus, [it’s an animal]. 
557 FS1: [Es un parásito]. 
 [It’s a parasite]. 
558 FS3: Mhm. 
559→  J: Entonces no:, no se puede quedar dormido por tanto tiempo. Es un 

animal y de repente así... 
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 So it ca:n’t, it can’t stay dormant for so long. It’s an animal and suddenly 
like that... 

 
What is noteworthy here is Jessica’s ability to negotiate conversation with several 

participants in the L2. Not only is she managing a multi-party conversation, she is 

expressing a differing opinion with her assessments in lines 545, 547, 554, 556, and 559, 

and she does so clearly and successfully, bringing in the other participants to provide 

their own assessments of the claims made by FS1. 

The excerpt below shows another example of the use of an assessment to reveal a 

differing opinion. MS1 first assesses Jessica’s statement about Costa Ricans’ accent in 

line 1225 with a negating opinion, which she follows with her own. Although MS1 

disagrees with her, Jessica firmly holds her ground, backing up her initial claim with 

further evidence.  

Excerpt 4-19: Opinion Assessment; Session 5 (Jessica) 

1225 J: Ustedes sabían que los costarricenses no pueden decir la ‘rr’? Dicen 
perho, carheterha, ferhocarhil.  

 Did you all know that Costa Ricans can’t say the ‘rr’? They say perho, 
carheterha, ferhocarhil. 

1226 MS1: No:, ese es puertorriqueño. 
 No, that’s Puerto Rican. 
1227→ J: No no no, [es, son los- 
 No no no, [it’s, they’re the- 
1228 MS2: [No, también, [también 
 [No, also, also 
1229 MS1: [También? También? 
 [Also? Also? 
1230→ J: No, ellos dic-, eh, los puertorriqueños dicen, /l/, una l en vez de, como 

bebel… 
 No, they sa-, uh, Puerto Ricans say, /l/, an l instead of, like ‘bebel’ (to 

drink)... 
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 These exchanges show Jessica’s ability to use assessments to evaluate another 

participant’s speech, even when that means taking up a position that is different from 

theirs and supporting it with statements that substantiate her claims. Even though Jessica 

is expressing opinions that are different than those of her interlocutors, this does not 

interfere with her ability to align in the L2. By sharing her side, she is able to participate 

meaningfully in conversations in the L2 while clearly expressing her diverging ideas on a 

topic, ultimately opening the way for the interactive process of assessment activity. 

According to Goodwin and Goodwin (1987) “...public structures such as this, that display 

the experience of one participant, also provide resources for the interactive organization 

of co-experience, a process that can be accomplished and negotiated in fine detail within 

assessments” (Goodwin & Goodwin, 1987, p. 9). During these interactions involving 

negotiation in assessment activity, Jessica demonstrates that she is a skilled and 

competent speaker in the L2 and is able to build and maintain alignment with her 

interlocutors, even during times of disagreement. 

 Over the course of the semester, Jessica does not show a drastic decrease in the 

number of minimal assessments used and a subsequent increase in elaborate assessments, 

as does Anthony, since she begins the semester already using more complex assessments. 

However, there is development in the number of assessments used overall, from 10 total 

in Session 1, to 12 in Session 3, and 23 in Session 5. Therefore, while Jessica is already 

adept at utilizing this alignment move, the increase in assessments implies that she 

becomes a more competent and active participant in the co-construction of conversation 

as the semester goes on. 
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COLLABORATIVE CONTRIBUTIONS 
 
 Collaborative contributions are moves that add to a previous speaker’s turn. These 

moves contribute information that is in harmony with, or relevant to, the prior turn, 

thereby demonstrating intersubjectivity, as the speaker co-constructs meaning in line with 

their interlocutor. They can include a variety of move types that either rephrase the 

previous turn or add more information. The NNS participants in this study display 

collaborative contributions by rephrasing the speaker’s prior turn, participating in list 

making, and adding perspective, opinions, or background knowledge to the topic at 

hand.  

Both focal participants exhibit the ability to provide collaborative contributions at 

the beginning of the semester, starting in Session 1, and produce all of the move types 

mentioned above with varying frequencies during the semester. In this study, 

collaborative contributions are judged in terms of whether they are logical and 

grammatically correct in the context of the conversation, by the number of collaborative 

contributions used, the length and complexity of the turns, and the listener’s response.  

The excerpts below demonstrate how the NNSs use their background knowledge 

of a subject to add to the conversation. Here, both Jessica and Anthony join in the 

interaction, contributing their previous knowledge about the topic at hand. Both excerpts 

take place at the beginning of the semester in Session 1. 

Excerpt 4-20: Contributing previous knowledge of topic; Session 1 (Jessica) 

351 FS1: Sobre todo con, bueno yo, oí alguien que me dijeron que, que me dijo 
que, si te aprendes los verbos, ya la hiciste. 
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 Especially with, well I, I heard someone that they told me that, that told 
me that, if you learn the verbs, you did it. 

352 J: Mhm. 
353 FS1: Ya aprendistes inglés. 
 You learned English. 
354→ J: Mhm. Es que hay tantos verbos irregulares. 
 Mhm. It’s just that there are so many irregular verbs. 
355 MS2: Irregulares. 
 Irregular. 
356 FS2: Sí: pero hay tantos verbos.... 
 Yeah: but there’s so many verbs... 

 
Excerpt 4-21: Contributing previous knowledge of topic; Session 1 (Anthony) 

269 R: (XX) los maestros, pero no hay muchos alumnos. Qué es la otra clase, 
allá? 
(XX) the teachers, but there aren’t a lot of students. What’s the other class, 
over there? 

270 L: Inglés. 
 English. 
271 R: Ah, sí, inglés, ok. 
 Oh, yeah, English, ok. 
272 L: Inglés. 
 English. 
273 R: De, de, pero, un nivel más alto, o: 
 Of, of, but, a higher level, or: 
274 L: Creo que es segundo o tercer nivel. 
 I think it’s second or third level. 
275→ A: Este, Kelly me dijo que la, la clase grande era de, la tercer nivel. 
 Um, Kelly told me that the, the big class was of, the third level. 
276 L: Sí algo así… 
 Yeah something like that... 

 
Jessica’s contribution in line 354 of Excerpt 4-20 adds more evidence to support 

FS1’s comment about the importance of learning verbs in English, clearly demonstrating 

her alignment with FS1. Not only does she agree with FS1, as is evident with her 

assessment Mhm in lines 352 and 354, she incorporates further information to support her 

position. Her knowledge about English grammar allows her to participate in and add to 
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this conversation in the L2. Both MS2 and FS2 seem to agree with her contribution by 

their responses in the following lines.  

In line 275 of Excerpt 4-21 above, Anthony contributes background knowledge he 

has about the ESL class being discussed to clarify at which level the class is in the 

adjacent room, as prompted by the researcher’s (R’s) question in line 269. By providing 

the missing information, Anthony’s contribution adds meaningfully to the conversation 

and helps resolve the question at hand. The lead teacher, Laura, responds to his comment 

with agreement in the line following Anthony’s contribution, indicating alignment. 

 In addition to contributing background knowledge to L2 conversations at the 

community center, both Jessica and Anthony participate in list-making with their NS 

interlocutors, bringing them into closer alignment. By contributing to the same list-

making, Jessica and Anthony are able to co-construct meaning as they provide additional 

examples in line with their interlocutors. 

 Jessica displays list-making moves starting in Session 1. Here, in lines 267 and 

269 of Excerpt 4-22 below, she co-constructs meaning with MS2 by providing additional 

examples of ways to practice English. Her contributions are logical in terms of 

contributing to the context at hand, although her second contribution in 269 cuts off MS2, 

preventing him from finishing his thought. MS2 does demonstrate alignment with 

Jessica’s first contribution as evidenced by his agreement in line 268 Ah hah, although he 

continues his interrupted thought in line 268 after Jessica’s second contribution, failing to 

comment on her example Dora the Explorer.  
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Excerpt 4-22: List-making; Session 1 (Jessica) 

266 MS2: Yeah. Sí. Ver películas, series 
 Yeah. Yeah. Watching movies, series 
267→  J: Música 
 Music 
268 MS2: Ah hah. Más que todo películas. Si a Ud. le gustan películas, las vea 

en inglés, y- 
 Ah hah. More than anything movies. If you like movies, watch them in 

English, and- 
269→ J: Dora the Explorer  
270 MS2: (Continues talking about his own experience learning English from 

movies) 
 

In Session 5, Jessica plays along with MS1, providing another word to describe 

how one might feel beyond “good”. Here, her contribution is better timed than in Session 

1 as she waits until the end of his turn to add her example. It is also grammatically correct 

as maravillosa ‘wonderful’ matches the number and gender of the noun it modifies, la 

vida ‘life’.  

Excerpt 4-23: List-making; Session 5 (Jessica) 

137 MS1: ¿Cómo está chiquis? 
 How are you cutie? 
138 J: M:uy bien. Y tú? 
 V:ery good. And you? 
139 MS1: Excelente.  
 Excellent. 
140 J: Excelente? Por qué excelente? 
 Excellent? Why excellent? 
141 MS1: Porque la vida es (XX). 
 Because life is (XX). 
142 J: ((laughs)) 
143 MS1: Es verdad, la gente siempre dice bien. Así que excelente. 
 It’s true, people always say good. So excellent. 
144→ J: Maravillosa. 
 Wonderful. 
145 MS1: Perfect. 
146 J: ((laughs)) 
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147 MS1: Wonderful! ((laughs)) Happy! 
 
 Anthony does not participate in list-making until Session 4. In the excerpt below, 

he grasps the objective of an activity, giving the sounds that different animals make, after 

FV1, another tutor in the Spanish class, explains it to him in line 71. He goes on to 

provide additional examples of animal sounds in lines 72 and 74 and appears to be 

formulating yet another at the end of line 78 when FV1, maybe prompted by his sound 

stretch, jumps back in with one of her own examples in the subsequent line. This is a 

highly interactive exchange, with both participants overlapping speech and 

acknowledging each other’s contributions with words demonstrating agreement and 

understanding (oh ok, ah hah, mhm). 

Excerpt 4-24: List-making; Session 4 (Anthony) 

71 FV1: Es, este sí está padre porque los alumnos (XX) cómo es, qué, qué 
animales (XX), y luego, con los animales ponen los ruidos, y el sustantivo 
que lo ponen allí cada uno con el verbo. El perro ladra, el gato [maulla 

 It’s, this is cool because the students (XX) how it is, what, what animals 
(XX), and then, with the animals they put the sounds, and the noun that 
they put each one there with the verb. The dog barks, the cat [meows 

72→ A: [El gato maulla. Y luego, (XX), oh ok, [los pájaros, los pájaros silban 
 [The cat meows. And then, (XX), oh ok, [the birds, the birds whistle 
73 FV1: [Y luego, mu:! Braman, mu:! Es que los toros (XX) 
 [And then, moo:! They bellow, moo:! It’s just that bulls (XX) 
74→ A: Los leones, gruñen 
 Lions, growl 
75 FV1: Ah hah 
76 A: Oh ok 
77 FV1: Las abejas zumban 
 Bees buzz 
78→ A: Zumban, mhm, y este: 
 Buzz, mhm, and um: 
79 FV1: Las gallinas cacaraquean… 
 Chickens cluck... 
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The previous excerpts show that both Jessica and Anthony are adept at 

participating in the co-construction of list-making in Spanish via their contributions to 

lists previously initiated by NSs with examples that add meaningfully and logically to the 

conversation. Oftentimes, their interlocutors acknowledge alignment with repetitions of 

their contributions and phrases, showing agreement and understanding. 

 Another type of collaborative contribution used by the NNSs is the rephrasing of 

a speaker’s prior turn to demonstrate and, sometimes, verify understanding. This 

interactional resource did not appear for either NNS until the middle of the semester, 

starting in Session 3. 

 In Excerpt 4-25, Jessica follows along with MS2’s description of a prior health 

condition with minimal assessments Mhm and Ah hah, then varies this with a rephrasing 

of his turn in line 619. By doing so, Jessica was able to convey alignment to her 

interlocutor by signaling that, not only was she following along, but that she thoroughly 

understood what he was saying and could echo it back in her own words. MS2, in turn, 

conveys mutual alignment by responding to Jessica’s contribution, repeating her exact 

words Y salieron normal ‘And they came back normal’. It is clear that both Jessica and 

MS2 are on the same page in terms of how they demonstrate alignment in this exchange. 

Jessica’s use of rephrasing as an interactional resource adds to the conversation by 

indicating alignment with her interlocutor. 

Excerpt 4-25: Rephrasing; Session 3 (Jessica) 

615 MS2: Me hicieron este, radiografías 
 They gave me, X-rays 
616 J: Mhm 
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617 MS2: Análisis de sangre 
 Blood tests 
618 J: Ah hah 
619 MS2: Todo, y no encontraban nada. 
 Everything, and they didn’t find anything. 
620→ J: Y, salieron normal. 
 And, they came back normal. 
621 MS2: Y salieron normal siempre. Y: tres veces… 
 And they always came back normal. A:nd three times... 
 

 In the excerpt below, also from the middle of the semester, Anthony and his tutee, 

FT2, have just come across the word frontón in a math problem. Neither of them know 

what it is referring to, so they participate in a back-and-forth dialogue with MV1, another 

tutor, who describes the sport to them. This excerpt is part of a longer, two-minute 

exchange that takes place as Anthony and his tutee slowly come to understand the 

meaning of the word. 

Excerpt 4-26: Rephrasing; Session 3 (Anthony) 

278 FT2: Es casi igual al tenis? 
 Is it almost the same as tennis? 
279 MV1: No... (describes differences) 
280 A: Racquetball. 
281 MV1: No, no es racquetball. 
 No, it’s not racquetball. 
282 A: No? Oh. 
283 MV1: Es parecido, es parecido. 
 It’s similar, it’s similar. 
284 A & FT2: ((laugh)) 
285 MV1: No, el racquetball es en una cancha muy chiquita.  
 No, racquetball is in a very small court. 
286 A: Oh ok. 
287 MV1: El frontón es, inmenso.  
 Fronton is, huge. 
288→ A: Una cancha grande. 
 A big court. 
289 MV1: Es una cancha como: (continues explaining differences) 
 It’s a court li:ke (continues explaining differences) 
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Anthony and his tutee begin the exchange by trying to guess the equivalent of the 

word “frontón” as tenis ‘tennis’ and ‘racquetball’, given MV1’s description of the sport 

in the previous lines. By rephrasing MV1’s line El frontón es, inmenso ‘Fronton is, huge’ 

in line 288 with Una cancha grande ‘A big court’, Anthony was likely verifying his own 

understanding while also indicating to MV1 that he understood, which he possibly sensed 

as necessary given the prior confusion. His choice to reuse the word cancha ‘court’, 

which MV1 had just used to describe the size of the racquetball court in line 285, also 

signals his alignment with his interlocutor. By contributing to the conversation with 

rephrasing, he was able to indicate alignment with MV1 in an exchange that was 

previously wrought with uncertainty, helping him and his tutee in their move toward 

understanding. 

Excerpt 4-27 below demonstrates another instance where Anthony used 

rephrasing to align with his tutee during a math lesson. 

Excerpt 4-27: Rephrasing; Session 3 (Anthony) 

408 ((High-pitched laughter from another student)) 
409 A: ((laughs)) 
410 FT2: Ella está de lo más feliz ((laughs)). 

  She is extremely happy ((laughs)). 
411 A: Sí. 

  Yeah. 
412 FT2: Y yo aquí tirando una cosa ((laughs)). 

  And here I am throwing a thing ((laughs)). 
413→  A: ((laughs)) Lanzando más dados ((laughs)). 

  ((laughs)) Throwing more die ((laughs)). 
 
 Here, FT2 contrasts the apparent fun another student is having to the boring math 

activity on probability that she and Anthony are working on, which involves throwing 
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two die over and over again. Anthony’s move in line 413 rephrases what FT2 says in the 

previous line in a different, but similar, way, indicating that he fully understands what his 

tutee is joking about, and wants to play along by adding to the humor of the situation. By 

using a collaborative contribution to rephrase what FS said in line 412, Anthony is 

demonstrating his ability to contribute meaningfully to the conversation and align with 

his tutee.  

In Excerpts 4-25, 4-26, and 4-27 above, both Jessica and Anthony signal to their 

interlocutors that they are following along by rephrasing their previous turn, thereby 

indicating their intersubjectivity. 

 A final type of collaborative contribution that Jessica and Anthony use in 

conversations with NSs is adding to the conversation with their own opinions and 

perspectives about the topic at hand. Both participants demonstrate this move type 

beginning in Session 1 and continue to use it throughout the semester. The excerpts 

below demonstrate examples of this type of collaborative contribution.  

Excerpt 4-28: Adding perspectives and opinions; Session 1 (Jessica) 

8 FS3: El problema es, hablarlo. 
 The problem is, speaking it. 
9 J: Sí. 
 Yeah. 
10 FS3: No puedo, este: (...) 
 I can’t, um: (...) 
11→  J: Pensar en el momento? Sí (...) pero yo creo que eso es, la dificultad 

para todos, que, están aprendiendo, un, nuevo idioma. Para mí también 
era difícil, porque antes yo podía leer y escribir, pero hablar era muy 
difícil. Pero, poco a poco- sí, el español, pero (...) poco a poco (...) estoy, 
mejorando (...) yo creo. ((laughs)) 

 Think in the moment? Yeah (...) but I think that is, the difficulty for 
everyone, that, is learning, a, new language. It was hard for me too, 
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because before I could read and write, but speaking was very difficult. 
But, little by little- yeah, Spanish, but (...) little by little (...) I’m, getting 
better (...) I think. ((laughs)) 

 
In Excerpt 4-28 from Session 1, Jessica first supplies a collaborative completion 

in line 11, anticipating what FS3 will likely say about her struggles with learning English 

based on the current discussion taking place. She then continues to contribute to the 

conversation with her own perspective, expanding on the idea that learning to speak new 

language is difficult for everyone and supporting this notion with personal evidence of 

her own challenges with learning Spanish. With this contribution, Jessica clearly 

expresses her ideas on the difficulty of learning a new language while at the same time 

sympathizing with FS3 and aligning with her viewpoint. 

Excerpt 4-29: Adding perspectives and opinions; Session 5 (Jessica) 

518 FS3: No está el aire? 
 Is the air not on? 
519 J: No está m- (...)  
 It’s not m- (...) 
520 FS3: Se me hace que no está- 
 It seems like it’s not- 
521 J: No está puesta. Hace calor acá adentro. 
 It’s not on. It’s hot in here. 
522 FS4: Sí porque no hay, no está puesta porque no se ha escuchado, y es 

que no nos deja hablar. 
 Yeah because there’s not, it’s not on because we haven’t heard it, and it’s 

just that it doesn’t let us talk. 
523→  J: Parece que no está funcionando porque allí, no hace:, allí en esta sala 

(...) ah, porque hay la puerta. Está la puer-, la puerta está acá. Y por eso 
no hace calor allí, en est-, en este salón. 

 It seems like it’s not working because there, it’s no:t, there in this room 
(...) ah, because there’s the door. The door is, the door is here. And 
because of that it’s not hot there, in thi-, in this room. 

524 FS3: Oh, entonces sí está compuesto? 
 Oh, so it is fixed? 
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 Excerpt 4-29 from Session 5 shows another example of a collaborative 

contribution where Jessica adds her opinion to the conversation. Here, she and two 

students in the class are discussing the lack of air in the room. She answers FS3’s initial 

question No está el aire? ‘Is the air not on?’ in her responses in lines 519 and 521, 

showing her alignment with both students by agreeing about the lack of air. She then goes 

on to contribute more to the conversation in line 523 by providing her own opinion of 

why there is no air: Parece que no está funcionando ‘It seems like it’s not working’. This 

excerpt shows Jessica skillfully contributing to an L2 conversation by, not just agreeing 

with her interlocutors, but also adding her own ideas to a topic. 

In both excerpts above, Jessica clearly demonstrates her alignment with her NS 

interlocutors with collaborative contributions that express her viewpoint while relating 

and adding to the conversation taking place. 

 The following two excerpts show instances where Anthony also uses 

collaborative contributions in L2 conversation to add to the interaction with his own 

perspectives and opinions. Excerpt 4-30 from Session 2 below shows Anthony 

responding in lines 338, 340, 342, and 345 to Laura’s answer Puede ser las dos ‘It can be 

both’ regarding the use of a feminine or masculine article in the Spanish noun el papalote 

‘kite’. Lines 338 and 340 convey Anthony’s attempt at entering the conversation, which 

he does successfully in lines 342 and 345. Here, he adds to the conversation by moving 

beyond the article for just this specific word, offering his perspective on how he chooses 

which article to use and which nouns are easier for him in Spanish than others. Even with 

these contributions, though, Anthony does not receive any feedback from the NSs 
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involved in the conversation, as the lines following his contributions do not relate back to 

his statements. It is possible that his interlocutors, as NSs of Spanish, are not as cognizant 

of rules related to article use, and for this reason, are not particularly aligned with 

Anthony in this particular case. 

Excerpt 4-30: Adding perspectives and opinions; Session 2 (Anthony) 

333 A: (to Laura) Se dice ‘el papalote’ no? No ‘la papalote’? [‘El’? 
 (to Laura) You say ‘el papalote’ right? Not ‘la papalote’? [‘El’? 
334 MT1: [‘El papalote’. ((laughs)) 
335 L: Puede ser las dos.  
 It can be both. 
336 A: ((laughs)) 
337 L: Bueno, es mejor ‘el’. 
 Well, ‘el’ is better. 
338→ A: [Sí, creo que 
 [Yeah, I think that 
339 MT1: [‘El’, mhm 
340→ A: La verdad es para- 
 The truth is for- 
341 MT: ‘El papalote’. 
342→ A: Sí, para algunas palabras que terminan con e, nada más, escribo lo 

que m- me suena mejor, [pero no sé si es 
 Yeah, for some words that end in ‘e’, I just, write what sounds best to m- 

me, [but I don’t know if it’s 
343 L: [Mhm, sí [es ‘el papalote’. 
 [Mhm, yeah [it’s ‘el papalote’. 
344 MT1: [‘El papalote’. 
345→ A: Sí, ‘el papalote’. Es más fácil cuando termina en ‘o’, o termina en ‘a’. 
 Yeah, ‘el papalote’. It’s easier when it ends in ‘o’, o it ends in ‘a’. 
346 FT2: (To MT1)Cuando acabemos con este libro? 
 (To MT1) When do we finish with this book? 

 
Excerpt 4-31 from Session 4 reveals a conversation between Anthony and one of 

the other volunteers, FV1, where they discuss her use of the word cacaraquear ‘cluck’ to 

refer to the sound a chicken makes. After looking up the word in the dictionary, Anthony 

confirms in line 120 that it is, indeed, another form of the word cacarear ‘cluck’, which 
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is the term with which he is more familiar. FV1 responds with enthusiasm, seemingly 

relieved that she is not incorrect in using this word. Anthony then expresses his own 

reaction in line 124 by supplying his perspective of how he interprets the difference 

between the two forms of the word: Me parece que cacarear es más común, por lo menos 

‘It seems like cacarear is more common, at least.’ Since they express a difference of 

perspective in this exchange, Anthony successfully expresses his side of the matter, 

thereby adding meaningfully to the exchange. 

Excerpt 4-31: Adding perspectives and opinions; Session 4 (Anthony) 

120 A: (reading from phone) Pues dice, este, cacaraquear, es, igual a 
cacarear. 

 (reading from phone) Well it says, um, ‘cacaraquear’, is, the same as 
‘cacarear’. 

121 FV1: Ves?! Ah te ves, y yo dije, si no soy tan, a veces olvido una palabra, 
oye, á:ndate una cosa, hay veces en que, sí he estado mal. 

 You see?! Oh you see, and I said, if I’m not so, sometimes I forget a word, 
hey, you know something, there are times where, yes I’ve been wrong. 

122 A: Ah sí. 
 Oh yeah. 
123 FV1: Pero este está padre, no, verdad? Entonces sí existe, ves? No soy tan 

rara. 
 But this is cool, isn’t it? So it does exist, you see? I’m not so weird. 
124→  A: Me parece que cacarear es más común, por lo menos. 
 It seems like ‘cacarear’ is more common, at least. 
125 FV1: Cacarear, no cacaraquear… 
 ‘Cacarear’, not ‘cacaraquear’... 
 
Both Excerpts 4-30 and 4-31 above demonstrate Anthony’s skill at using these 

types of collaborative contributions to add meaningfully to conversations with NSs. By 

contributing their own perspectives about a topic, both Jessica and Anthony demonstrate 

to their interlocutors that, not only are they following the conversation, but they are able 

to reflect personally and express to the NSs their views on the topic. This active 
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participation in conversation makes them better conversational partners, as they are able 

to add another dimension to the talk through their own personal contributions instead of 

just reacting to what others say. 

 While Anthony displays the ability to use a variety of collaborative contributions 

starting in Session 1, the length, timing, and level of appropriateness of his contributions 

improve over the course of the semester. The following excerpt from Session 2 reveals a 

collaborative contribution that does not appear to add meaningfully to the conversation. 

In line 134, Anthony provides information about the upcoming program at the 

community center, prefacing his background knowledge with Creo que ‘I think’. 

However, although his information is correct, it is odd for him to bring up the computer 

program as if it were new information when Laura has just supplied him with this very 

information in line 131, potentially causing her to question whether he is following the 

conversation. Not only does his contribution not move the conversation forward, it also 

may cause Laura and Anthony to fall temporarily out of alignment with one another as 

they are clearly not on the same page. Laura’s failure to validate his idea and her slight 

hesitation before continuing indicate this may be the case. 

Excerpt 4-32: Failure to Align; Session 2 (Anthony) 

131 L: Sí, tal vez eh: en octubre, el, este mes que anda va a meter el programa 
ese donde vas a estar con la computadora, y eh mm, no sé si a ti también 
te llegó un mensaje de Ms. Kelly. 

 Yeah, maybe uh: in October, the, this month they’re going to start that 
program where you’re going to be on a computer, and uh mm, I don’t 
know if you also got a message from Ms. Kelly. 

132 A: Ah sí pero (...) ah bueno hace mucho tiempo que lo leí. No lo recuerdo 
muy bien. 
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 Oh yeah but (...) oh well it was a long time ago that I read it. I don’t 
remember it very well. 

133 L: Oh- 
134→ A: Creo que lo van a hacer, en, computadora.  
 I think that they’re going to do it, on, a computer. 
135 L: (...) Es un programa, que lo:, hicieron en California, pero:, este, pasa 

la imagen de (...) de, de la palabra… 
 (...) It’s a program, tha:t, they made in California, bu:t, um, the image 

passes of (...) of, of the word.... 
 

Session 3 also demonstrates a collaborative contribution that Anthony supplies 

that fails to bring the interlocutors into closer alignment due to both its timing and 

inappropriateness given the context.  

Excerpt 4-33: Failure to Align; Session 3 (Anthony) 

425 MV1: [((laughs)) A ver FT2, por qué no salió, por qué en sus en su- por 
qué desde que lanzabas los dados nunca salió ningún uno? 

 [((laughs)) Let’s see FT1, why did you never, why in your in you- why 
ever since you threw the dice did you never get a one? 

426 FT2: Porque son dos dados. 
 Because they’re two dice. 
427 MV1: Porque son dos dados, uno y uno son dos, nunca te va a salir 

ningún uno.  
 Because they’re two dice, one and one are two, you’ll never get a one. 
428 A: ((laughs))  
429 MV1: A menos de que tires un solo dado, si tiras un solo dado sí, pero si 

tiras los dos s- 
 Unless you throw a single die, if you throw a single die yeah, but if you 

throw both- 
430→ A: No, pues, la única, manera, de s- de que uno puede salir es si es si lo 

lanzas así. (makes twisting motion with hands) ((laughs)) 
 No, well, the only, way, to g- that you can get a one is if is if you throw it 

like this. (makes twisting motion with hands) ((laughs)) 
431 MV1: ((laughs)) 
432→  A: Y lo hizo una vez. ((laughs)) 
 And she did it once. ((laughs)) 
433 MV1: Si caen así. ((laughs)) 
 If they fall like that. ((laughs)) 
434 A: Sí. 
 Yeah. 
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435  MV1: (...) (To FT1) Bueno no sígale sígale... 
 (...) (To FT1) Well go ahead go ahead... 

 
 Not only does Anthony interrupt MV1’s explanation of the mathematical concept 

with his contribution in line 430, he steers the conversation away from the immediate 

topic at hand. While MV1 does laugh at Anthony’s contribution, it does not sound like a 

sincere laugh, but more shallow and disingenuous. His turn in line 435 then seems to try 

to return the conversation back to the math activity. 

 While he does have some collaborative contributions that do not appear to foster 

alignment with his interlocutors at the beginning of the semester, overall, Anthony’s 

collaborative contributions improve in terms of number, turn length, and appropriateness 

as the semester goes on. His longest contributions come in Sessions 4 and 5, where he 

adds his perspective, background knowledge, and experiences extensively to 

conversations in the L2. Below are excerpts from these interactions displaying his more 

substantial and successful collaborative contributions. 

 In Excerpt 4-34 from Session 4, Anthony and another volunteer, FV1, are 

working together to describe adverbs to Anthony’s tutee, MT2. Anthony first supplies a 

collaborative contribution in line 320 when he rephrases FV1’s longer explanation of 

adverbs in the line prior with a short recap of what she has just described. FV1 praises his 

contribution with Ah hah. Mhm. Muy bueno resumen ‘Uh huh. Mhm. Very good 

summary’, which he follows with an extended explanation of how he learned to 

understand the difference between adjectives and adverbs when he was in high school. 

Excerpt 4-34: Successfully Aligns; Session 4 (Anthony) 
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318 MT2: Es un adverbio, entonces? 
 It’s an adverb, then? 
319 FV1: Es un adverbio, que le agrega al verbo, o sea como que, el verbo 

‘trabaja’, tiene una cualidad, no no más ‘trabaja’, solito, sino 
‘hábilmente’, el trabajo que hace, que MT2 hace, es hábil, porque está, le 
estoy calificando este trabajo. 

 It’s an adverb, that you attach to the verb, or like, the verb ‘work’, has a 
quality, not just ‘work’, by itself, but ‘skillfully’, the work that he does, 
that MT does, is ‘skillful’, because it’s, I’m qualifying this work. 

320→  A: Describen las, al, al verbo, sí. 
 They describe the, the, the verb, yeah. 
321 FV1: Ah hah. Mhm. Muy bueno resumen. 
 Uh huh. Mhm. Very good summary. 
322→  A: Lo que:, bueno, cuando yo estaba en la secundaria, los, lo que nos 

enseñaron era que los adjetivos describen a sustantivos y los adverbios 
describen a los verbios, a los verbos digo (...) y así puede, la manera en 
que compararlas. 

 Wha:t, well, when I was in middle school, the, what they taught us was 
that adjectives describe nouns and adverbs describe verbios, verbs I mean 
(...) and that’s how you can, the way to compare them. 

323 MT2: Mm 
 
 In the excerpt below, someone has just made coffee in the kitchen adjacent to the 

Plazas comunitarias class, which prompts a conversation about coffee. Anthony adds to 

the discussion with contributions in lines 6 and 8 revealing some of his personal 

connections to coffee. Both Laura and FT3 react with laughter to Anthony’s account of 

how caffeine does not affect him with laughter, and FT3 is prompted to continue the 

conversation with her own personal experiences with coffee. 

Excerpt 4-35: Successfully Aligns; Session 5 (Anthony) 

3 FT3: Huele rico. 
 It smells good. 
4 MV2: En la mañana sí. Si lo tomo ahorita no voy a dormir en la noche. 
 In the morning yeah. If I drink it right now I won’t go to sleep at night. 
5 FS3: Yo también. Yo- 
 Me too. I- 
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6→ A: Creo que, mi papá es, este, cómo se dice, inmuno? Que el café, la 
cafeína no le afecta, y yo lo heredé de él, que no me afecta la cafeína.  

 I think that, my dad is, um, how do you say, immune? Coffee, caffeine 
doesn’t affect him, and I inherited it from him, that caffeine doesn’t affect 
me. 

7 FT3: Eso es bueno. 
 That’s good. 
8→  A: Sí ((laughs)). Pues, es bueno en la noche cuando quiero tomar café 

pero en las mañanas cuando no me puedo despertar, no tan bueno. 
((laughs)) 

 Yeah ((laughs)). Well, it’s good at night when I want to drink coffee but in 
the mornings when I can’t wake up, not so good. ((laughs)) 

9 L: ((laughs)) 
10 FT3: ((laughs)) Porque yo tomo café también todas las mañanas, y luego 

como yo me levanto a las 5… 
 Because I drink coffee every morning too, and then since I get up at 5... 
 

 In both Excerpts 4-34 and 4-35 above, Anthony contributes skillfully to 

conversations in the L2 with extended examples related to the topic at hand. On both 

occasions, his interlocutors react positively with laughter, praise, and related 

contributions, indicating intersubjectivity and alignment have occurred. While Anthony is 

able to employ these interactional resources at the start of the semester, he does 

demonstrate an improved ability to contribute turns that are increasingly logical, 

appropriate, and more elaborate as the semester advances, and toward which his 

conversational partners align. 

 Jessica seems to possess a strong command of this move type already at the 

beginning of the semester. With the exception of the following excerpt, all of Jessica’s 

collaborative contributions appear to be grammatically correct and logical in terms of the 

context of the exchange. Excerpt 4-36 below does show one instance at the beginning of 



 110 

the semester where her collaborative contributions do not give the impression of moving 

the conversation along. 

Excerpt 4-36: Failure to Align; Session 2 (Jessica) 

432 MS3: No, allá, pero este, hacen, para cócteles, la:s pasas? 
 No, there, but um, they make, for cocktails, the: raisins? 
433 J: Mhm. 
434 MS3: Las ponen en, en (...) 
 They put them in, in (...) 
435 J: Vodka ((quietly laughs)) 
436 MS3: Ah, cómo se llama, aguardiente? 
 Uh, what’s it called, hard liquor? 
437 J: Aguardiente, mhm. 
 Hard liquor, mhm. 
438 MS3: Las ponen allí, como, muchas- 
 They put them there, like, a lot- 
439→  J: El aguardiente no tiene sabor de, de como, cómo se dice, orozuz? O, de 

anís? 
 Hard liquor doesn’t taste like, like, how do you say, licorice? Or, anise? 
440 MS3: Ah hah. No, no tiene sabor, solamente es, como, tiene alcohol nada 

más. 
Uh huh. It doesn’t, it doesn’t have a flavor, it’s just, like, it just has 
alcohol. 

441→  J: Yo he, yo he probado el, el aguardiente de Colombia, y tiene ese sabor 
de anís. 
I’ve, I’ve tried, the, the hard liquor from Colombia, and it has that anise 
flavor. 

442 MS3: Mhm 
443→  J: Me gusta, pero: 
 I like it, bu:t 
444 MS3: Sí. 
 Yeah. 
445→  J: No es-, yo no creo que sería un:  
 It’s not-, I don’t think it would be a: 
446 MS3: No. Y es, si a uno no le gustan esas esas, ya, pero podía estar 

hirviendo y prácticamente listo, se le echa. 
No. And it’s, if someone doesn’t like those those, ok, but it could be 
boiling and practically ready, and they get thrown out. 

447 J: Oh 
448 MS3: Y lo, y lo, y lo sirven. 
 And it, and it, and they serve it. 
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In this excerpt, Jessica and MS3 do not seem particularly aligned. In line 439, 

Jessica interrupts her interlocutor and steers the focus away from his description of a 

cocktail recipe involving raisins and aguardiente ‘hard liquor’ by asking a question about 

this type of liquor. She then provides a collaborative contribution in line 441, after MS3 

answers her question, offering her own perspective of this liquor based on personal 

experience, even though it contradicts what MS3 has just answered in response to her 

question, that aguardiente does not have any flavor. She continues with what appears to 

be another contribution based on her perspective of aguardiente, but does not finish her 

turn, as MS3 takes advantage of her sound stretch to return the conversation back to his 

original discussion of the cocktail recipe. With the exception of this one collaborative 

contribution, the rest of Jessica’s contributions show her alignment with her interlocutors 

with the addition of meaningful information in line with their introduced topics.  

One area where Jessica exhibits improvement throughout the semester is in the 

increased length and number of turns that make up her collaborative contributions. 

Although Jessica’s single longest turn of this move type occurs in Session 1, she 

produces the most collaborative contributions toward the end of the semester, with the 

highest number occurring in Sessions 4 and 5. In addition, she produces more 

contributions that are longer, involving multiple turns, such as in the examples below. 

Excerpt 4-37: Successfully Aligns with Increased Number of Turns; Session 4 
(Jessica) 
 

615 MS1: Yo he visto que aquí, en USA, la televisión no da mucho sexo. 
 I’ve seen that here, in USA, the television doesn’t show a lot of sex. 
616 J: No. 
617 MS1: Pero en- 



 112 

 But in- 
618→  J: Es muy tabú. 
 It’s very taboo. 
619 MS1: Es, [en Sudamérica- 
 It’s, [in South America- 
620→  J: [Sí, en los otros países, sí- 
 [Yeah, in other countries, yeah- 
621 MS1: Sí, todo sexo- 
 Yeah, all sex- 
622→  J: [Sí, es completamente normal- 
 [Yeah, it’s completely normal- 
623 MS1: [Entra a un café, el sexo, ir a comer ((laughs) 
 [You go into a coffee shop, sex, going to eat ((laughs)) 
624→  J: [Hablar del sexo, tener el sexo en la televisión 
 [Talking about sex, having sex on TV 
625 MS1: Todo, sí. 
 Everything, yeah. 
626→  J: En Sudaméri-, Latinoamérica, en la Europa, en todas partes del mundo, 

pero aquí no. 
In South Ameri-, Latin America, in Europe, everywhere in the world, but 
not here. 

627 MS1: Aquí no. 
 Not here. 
628→  J: Aquí no. 
 Not here. 
 
This excerpt shows a very interactive exchange where Jessica and MS1 agree 

with, add to, and finish each other’s thoughts as they compare the portrayal of sex on 

television in the U.S. with the rest of the world. Although they overlap and cut off each 

other’s speech, this does not appear to impede the alignment they demonstrate throughout 

the interaction. Instead, it seems to bring them into closer alignment as they present their 

shared views. 

Excerpt 4-38 from Session 5 is another example of an exchange at the end of the 

semester where Jessica contributes to the conversation with a variety of turns and move 

types to both express her perspective and align with her interlocutors. She expands on 
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MS1’s discussion of mispronunciations by native speakers to their own language 

learning, likening it to both the students’ English and her own Spanish. Her collaborative 

contributions work to add meaningfully to the conversation while bringing the two 

participants into closer alignment with one another.  

Excerpt 4-38: Successfully Aligns with Increased Number of Turns; Session 5 
(Jessica) 
 

1198 MS1: Sabes que, mucha gente hispana no pronuncia bien, habla diferente. 
You know, a lot of Hispanic people don’t pronounce well, they speak 
different. 

1199 J: Ah hah. 
1200 MS1: Porque no sabemos este. 
 Because we don’t know this. 
1201→J: Sí, mhm, [por eso 
 Yeah, mhm, [that’s why 
1202 D: [So now- 
1203→J: Eh, y, y, la cosa es que ustedes siempre, van, a tener, un acento, y está 

bien. Yo también, cuando yo hablo español, yo tengo *accento (acento), 
pero qué voy a hacer? Siempre voy a tener eso. 
Uh, and, and, the thing is you all always, are going, to have, an accent, and 
that’s ok. Me too, when I speak Spanish, I have an accent, but what am I 
going to do? I’m always going to have that. 

1204 MS1: Sí. 
 Yeah. 
1205→J: Verdad? Pero es, está bien porque es (...) charming. 
 Right? But it’s, it’s ok because it’s (...) charming. 
1206 D: Charming (laughter) 
1206→J: Es muy bonito! 
 It’s very pretty! 
1207 D: So- 
1208→J: Ay! Qué bonito mi acento! ((laughs)) 
 Oh! How pretty is my accent! 
 
In Excerpts 4-37 and 4-38 above, Jessica uses a variety of move types to 

contribute to the conversations. Excerpt 4-37 from Session 4 demonstrates a highly 

interactive exchange, where Jessica supports MS1’s initial argument that the US does not 
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show much sex on TV with contributions that rephrase what he says and others that add 

her viewpoint, which is in line with his own. She clearly demonstrates her alignment with 

her interlocutor by her shared perspective on the matter and her active involvement in the 

conversation, made more apparent by the number of overlaps and turns that reveal she 

has much to say about this topic and that potentially it is something about which she feels 

strongly. By providing more turns in the conversations at the end of the semester, Jessica 

is able to add more extensively to interactions in the L2 and more thoroughly express her 

ideas, helping her to be a better interactional partner and align with NS interlocutors. 

More turns, in combination with longer turns, reveal improved IC in the L2 with the 

interactional resource of collaborative contributions. 

It is clear from the examples above that both Anthony and Jessica are adept at 

providing collaborative contributions with a variety of move types starting at the 

beginning of the semester. Over the semester, however, the turns become more 

sophisticated in terms of number, length, complexity, and timing, indicating an 

improvement in their IC with this particular interactional resource for alignment.  

COLLABORATIVE COMPLETIONS 
 Collaborative completions are moves in which one interactant completes 

another’s utterance (Nofsinger 1991; Lerner 1989, 1996). These types of moves represent 

a high degree of alignment in that the listener is able to predict what their interlocutor is 

likely to say next. When the listener uses a collaborative completion to finish the 

speaker’s turn, the speaker may then accept or reject the completion in their next turn 
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(Lerner, 1989). Alternatively, the speaker may complete their turn with a “repeat, 

extension, or revision” (Lerner, 1989, p. 174) of the listener’s collaborative completion. 

The extent of the interactants’ mutual alignment can be made visible by this response 

from the speaker (Nofsinger, 1991).  

The analysis of NNSs’ use of collaborative completions in this study looks at the 

appropriateness of their completions in terms of syntax and the location of their 

placement, grammaticality of their placement within the turn, as well as the NSs’ 

reactions to their contributions in the following turn(s). 

Anthony 
  Both participants first use collaborative completions beginning in Session 1. The 

excerpt below demonstrates Anthony’s ability to produce this move type at the beginning 

of the semester. 

Excerpt 4-39: Collaborative Completion; Session 1 (Anthony) 

290 A: Y todos, o sea, no son todos en, el mismo libro. 
And everyone, I mean, everyone isn’t on, the same book. 

291 L: A veces sí son el mismo libro. Pero como no todos vienen a diario, y 
[unos se avanzan más], [unos se avanzan más que otros]... 
Sometimes they are on the same book. But since not everyone comes 
daily, and [some advance more], [some advance more than others] 

292→ A: [Entonces algunos van], [algunos van avanzando, oh ok]. 
[Then some], [some advance, oh ok]. 

 
Anthony’s collaborative completion in Session 1 takes place when he and Laura, 

the head teacher in the Spanish class, are discussing the class curriculum. Anthony 

supplies a likely ending to her thought regarding what happens when students do not 

come to class every day, which is both grammatical and similar to what she actually says 
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once she finishes her turn in line 293. However, because Anthony places his completion 

after Laura has already begun the second part of her turn, he initiates a series of 

overlapped speech. Lerner (1989) states that turn-taking is an essential component of 

conversational interaction, and that, while not predetermined, normally results in one 

participant speaking at a time via moment-by-moment participant coordination. He goes 

on to specify that this is normally accomplished by “...the regular practice of changing 

speakers at possible utterance completion places” (p. 168). Although the back-to-back 

overlaps do create a slight disruption to the flow of the conversation, Anthony’s ability to 

add meaningfully to the emerging discourse represents his ability to utilize this alignment 

move effectively, and the similarity of his and Laura’s sentence completions displays 

their mutual alignment. 

While Anthony’s collaborative completion in Session 1 is relatively successful, 

such was not always the case. The following excerpts reveal instances where 

collaborative completions may have hindered alignment between Anthony and his tutees. 

In both examples, the timing of the completion lends itself to more of an interruption 

rather than a contribution. 

In Excerpt 4-40 below, Anthony’s tutee, MT1, tries to verify his understanding of 

the reading exercise that he is completing when Anthony interrupts with a sentence 

completion in line 88. 

Excerpt 4-40: Interruption During Instruction; Session 2 (Anthony) 

87 MT1: Así como tienes que decir- 
So you have to say- 
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88→  A: Si empieza con esta sílaba, y después la segunda. Tienes que elegir, o 
sea: (...) es-este sílaba, cómo, cómo suena? 
If it starts with this syllable, and then the second. You have to choose, I 
mean: (...) th-this syllable, what, what does it sound like? 

89 MT1: Pa. 
 
 Rather than waiting to see if MT1 understands the instructions, Anthony finishes 

his sentence, and then moves on to ask him about the first question. The lack of a pause 

or a sound stretch immediately prior to the sentence completion indicates that MT1 does 

not appear to be in need of help, nor is this a place in his turn where a natural pause 

would occur, suggesting Anthony’s completion in line 88 serves as more an interruption 

to MT1’s turn as opposed to a collaboration. 

These types of collaborative completions occur at other points in the semester, as 

well. Excerpt 4-41 from Session 3 reveals yet another instance where Anthony finishes a 

tutee’s thought, preventing her from displaying her knowledge about the topic at hand. 

Here, Anthony and his tutee, FT2, are working together on a math problem. 

Excerpt 4-41: Interruption During Instruction; Session 3 (Anthony) 

78 FT2: Por, 45 por 3? 
 Times, 45 times 3? 
79 A: Sí. 

Yeah. 
80 FT2: (...) Da cien treinta y cinco. 

(...) Is one hundred thirty-five. 
81 A: Ah, sí, ciento treinta y cinco. 

Uh, yeah, one hundred thirty-five. 
82 FT2: Entonces, eso es lo que vendría saliendo por semana cuando, hay- 

So, that’s what would come out by week when, there are- 
83→ A: Cuando, cuando haya 15 mil de personas. Otra cosa que se puede 

hacer… 
When, when there are 15 thousand people. Something else that you can 
do... 
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While Excerpts 4-40 and 4-41 above do show that Anthony is adept at providing 

logical and grammatically correct collaborative completions in real time in the L2, his 

timing is not conducive to building alignment. In his role as tutor, it would be more 

advantageous to allow his students to express their knowledge, providing assistance 

where needed, rather than interrupting them in order to complete their thoughts. Later in 

Session 3, Anthony does display an appropriate use of a collaborative completion while 

working with this same tutee, FT2. Here, Anthony finishes FT2’s utterance in line 586 

after she appears to have difficulty in doing so herself. 

Excerpt 4-42: Appropriate Collaborative Completion During Instruction; Session 3 
(Anthony) 
 
 585 FT2: ‘Veces’ se escribe con (...) 
  ‘Veces’ (times) is spelled with (...) 

586→ A: Con v de vaca. 
With the ‘vaca’ (cow) v. 

587 FT2: Ah ok. Ah sí conoce la v de vaca! ((laughs)) 
Oh ok. Oh you know about the ‘vaca’ (cow) v! ((laughs)) 

588 A: ((laughs)) 
 
 The timing of Anthony’s collaborative completion here is more appropriate than 

in the previous two examples. It is evident that FT2 is having difficulty deciding whether 

veces ‘times’ is written with the Spanish ‘b’ or ‘v’, and her pause in line 585 seems to 

indicate she is waiting for Anthony to provide her with this information. This distinction 

is a common source of confusion for native Spanish speakers, as both letters are 

pronounced the same. Anthony is able to identify the source of her uncertainty and 

provide her with the missing piece of information, which she accepts in the following 

line, ah ok. In addition to being logical and grammatically correct, it is also notable that 
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Anthony’s collaborative completion is a common Spanish phrase used to distinguish 

between the two letters ‘b’ and ‘v’, la v de vaca “the ‘vaca’ (cow) v”. FT2 is clearly 

surprised that he knows this phrase when she exclaims, Ah sí conoce la ‘v’ de vaca! “Oh 

you know about the ‘vaca’ (cow) v!” in line 587. By aiding in FT2’s word search, 

Anthony displays active involvement in helping to keep the conversation going, 

successfully co-constructing meaning with his interlocutor and fulfilling his role as tutor. 

It is evident in this exchange that the NS and NNS are closely aligned both in terms of 

meaning, as well as emotionally, as they share a moment of surprising interconnection. In 

fact, according to Lerner (1996), “...early opportunistic completion of a word search is a 

device that can be used to initiate or sustain a special alignment with a speaker, one of 

story consociateship or association co-membership rather than recipientship” (p. 262-3). 

Although this exchange is brief, it reveals Anthony’s ability to use collaborative 

completions to align with a NS in the L2. 

 The following excerpt from Session 2 presents another example of a collaborative 

contribution that was beneficial for creating mutual alignment. Anthony takes a break 

from helping his tutee, MT1, with a reading task to ask the lead teacher Laura about the 

meaning of the Spanish word tapete that appears in the paragraph MT1 is reading aloud. 

Excerpt 4-43: Appropriate Collaborative Completion; Session 2 (Anthony) 

223  MT1: Ta, pete. 
224 A: Tapete, sí. (to Laura) Tapete es como un ‘tablecloth’? 

Yeah, ‘tapete’. (to Laura) ‘Tapete’ is like a tablecloth? 
225 L: Ah hah. 
226 A: Oh ok.  
227 L: Es como mm (...) es ahm (…) como un pedazo de carpeta 

It’s like mm (...) it’s uhm (...) like a piece of cloth 
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228→  A: Que se pone en la mesa. Sí? O- 
That you put on the table. Right? Or- 

229 L: Mm, podría ser un tapatío bordado, que está así sobre la mesa, pero un 
tapete casi por lo general es el que va eh sobre- ah al lado de la cama. 
Mm, it could be an embroidered cloth, that goes like that on the table, but 
a ‘tapete’ almost always is the one that goes uh on- uh at the foot of the 
bed. 

230 A: Ah: ok ((laughs)) 
 
Anthony finishes Laura’s thought in line 228 seamlessly, with no interruption 

between their turns, and at a place in L’s turn where an utterance completion might occur. 

While his completion is both grammatical and logically correct, especially given that 

Laura affirms tapete is like a tablecloth in line 225, his sentence completion is not an 

accurate definition of the word. However, instead of serving as a barrier to the flow of 

conversation, the exchange allows Anthony to engage in meaningful conversation by 

creating a learning opportunity for him. Not only does Laura solidify his knowledge of 

this word, she then goes on to give him additional information, informing him the word 

comes from the Náhuatl language, along with other words, like petate and orache. 

Overall, Anthony’s use of collaborative completions reveals that this is a move 

type that he is already able to employ at the beginning of the semester, although they do 

not always contribute to smooth conversation and alignment between him and his 

Spanish-speaking interlocutors. Often, Anthony cuts off his interlocutor or overlaps his 

speech with theirs to finish their thought without a pause or indication of trouble. 

Something Anthony is very adept at, though, is his ability to follow along with his 

interlocutors’ speech and provide logical endings to their thoughts. All of Anthony’s 
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collaborative completions make sense grammatically and logically in the context of the 

conversations in which he uses them.  

In all, Anthony uses seven collaborative completions throughout the semester, 

with the highest number occurring in Session 3. This increase in the middle of the 

semester may be due to the fact that Session 3 was the second longest recording and the 

tutee he worked with on this day was more talkative than the others. The fact that he uses 

only a few collaborative completions throughout the semester and that, of these, only 

some are successful for creating alignment, may mean this is an interactional resource 

that he has yet to master in conversational Spanish. He also does not display clear 

improvement over time with this particular resource as he does with others, which can 

indicate more practice with collaborative completions is needed.  

Jessica 
Evidence of Jessica’s ability to use collaborative contributions also appears at the 

beginning of the semester in Session 1. Although she uses six collaborative completions 

in this first interaction alone, only two are relatively successful in terms of her ability to 

project the emerging discourse correctly with appropriate timing that does not result in 

interruption or overlap. 

The first two excerpts from Session 1 show two collaborative completions that do 

not work grammatically as syntactic continuations in the context of the NS’s prior turn . 

Excerpt 4-44: Inaccurate Collaborative Completion; Session 1 (Jessica) 

48 FS4: Porque podemos responder pero solamente con los: 
Because we can respond but only with the: 
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49→  J: Con unas palabras. 
With some words. 

50 FS4: Con los sujetos o con este los verbos.  
With the subjects or with um the verbs. 

 
This excerpt from Session 1 demonstrates that, while Jessica’s completion does 

not precisely mirror what student FS4 is going to say, it is logical and does contain the 

same basic message. It also does come at an appropriate place during FS4’s turn, as the 

sound stretch indicates difficulty formulating the rest of the turn. Jessica’s collaborative 

completion, however, does not work grammatically with FS4’s masculine article los 

‘the’, since palabras ‘words’ is a feminine noun and would require the feminine article 

las ‘the’. This discordance is made visible by FS4’s actual completion in line 50 with the 

two masculine nouns los sujetos ‘the subjects’ and los verbos ‘the verbs’. She does, 

however, complete FS4’s thought with a separate contribution that makes logical sense. 

Another collaborative completion Jessica uses at the beginning of the semester 

can be seen in Excerpt 4-45 below. Here, Jessica and FS1, a student in the ESL class, 

discuss ways to practice speaking English. 

Excerpt 4-45: Inaccurate Collaborative Completion; Session 1 (Jessica) 

479 FS1: Entonces lo que yo voy a hacer, es decirle a él, que me hable inglés, 
a mi- 

 So what I’m going to do, is tell him, to speak to me in English, my- 
480→ J: A tu nieta. 

Your granddaughter.  
481 FS1: No no, a mi hijo. 

No no, my son. 
482 J: Oh sí! Oh ok.  

Oh yeah! Oh ok. 
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 Here, Jessica provides a completion that does not work grammatically as a 

continuation to the first part of FS1’s turn. Although prior to this turn, FS1 discusses 

asking both her son and grandchildren to speak English with her at home, it is clear in 

line 479 that here she is referring to her son due to her use of the subject pronoun él 

‘him’. FS1 rejects Jessica’s completion with her turn in 481 No no, a mi hijo ‘No no, my 

son’, indicating mutual alignment here has not occurred. The timing is also not conducive 

to smooth interaction as she cuts off her interlocutor after she begins speaking instead of 

at a moment of pause.  

 Jessica employs other collaborative completions during Session 1 that are also not 

accurate in terms of the Spanish she used. Line 326 in Excerpt 4-46 reveals the beginning 

of a word search prompted by FS1, which both Jessica and MS2 attempt to resolve with 

their completions in lines 327 and 328. Jessica anticipates a word that starts the same as 

FS1’s at the beginning of her word search in line 326 inten-, while MS2 opts for a 

different word entirely that makes sense in the context of their prior exchange. Although 

intentación best fits with FS1’s word search and is very close to the actual word, it is not 

a word in Spanish. The correct form of the word that she is most likely looking for is 

intento ‘attempt’. While FS1 accepts the collaborative completion in her second 

overlapped phrase ah hah, it is unclear which completion she is acknowledging, Jessica’s 

or MS2’s, as all three turns are overlapped. 

Excerpt 4-46: Inaccurate Collaborative Completion; Session 1 (Jessica) 

324 FS1: Pero dónde estuvistes eh, tratando de aprender, [porque sí sabes 
But where were you uh, trying to learn, [because you do know 

325 MS2: [Por internet. 
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On the internet. 
326 FS1: Por internet. O sea que no es tu primera inten-, cómo se, [inten-], 

[ah hah] 
 On the internet. I mean that it’s not your first ‘inten-’, how do you,  

[‘inten-’], [uh huh] 
327→ J: [*Intentación]  

[*’Intentación’] 
328 MS2: [Ah, como clase?] [Cómo clase?]...  
 [Uh, like class?] [Like class?]... 

 
 Additionally, in Excerpt 4-47 below, also from Session 1, Jessica finishes MS2’s 

word search with the English equivalent of cartitas ‘flashcards’ when MS2 is seeking the 

Spanish synonym, tarjetas ‘cards’. Although Jessica does reply with English, it should be 

noted that she is effectively able to anticipate the word search and complete MS2’s 

thought with a logical word given the context.  

Excerpt 4-47: Inaccurate Collaborative Completion; Session 1 (Jessica) 

610 MS2: Y él este, va a clases de inglés, y él lleva su, su grabadora, lo graba, 
y lo escucha otra vez en la casa. Y este, y aparte, él hace sus cartitas, 
unas, unas [tarjetas]=  

 And he um, goes to English classes, and he brings his, his recorder, he 
records it, and he listens to it again at home. And um, and also, he makes 
his little cards, some, some [flashcards]= 

611→ J: [Unas flashcards] 
[Some flashcards] 

612 MS2: =Y las pega en las paredes de su cuarto… 
=And he puts them up on the walls of his room... 

 
While Session 1 reveals several collaborative completions that are logical, 

although ungrammatical, this may be because, as an L2 learner, paying attention to 

meaning, timing, and grammar simultaneously is a skill acquired over time. This 

presumption is corroborated by evidence of improvement in the grammaticality and 

timing of Jessica’s collaborative completions over the course of the semester.  



 125 

The following excerpts reveal collaborative completions from the middle of the 

semester that, although they cut off her interlocutor, they do provide logical and 

grammatically correct possibilities for ending the previous turn. In Excerpts 4-48 and 4-

49 below from Session 3, FS1 discusses a parasite with which she became infected after 

eating pork. Jessica’s completions signal to FS1 that she is closely following along to 

what she is saying and even accurately projecting what she will say next, helping to build 

alignment throughout the exchange.  

Excerpt 4-48: Accurate Collaborative Completion; Session 3 (Jessica) 

485 FS1: Pero dicen que es mejor que lo saque. Sí porque- 
But they say that it’s better to take it out. Yeah because- 

486 J: Por qué? 
Why? 

487 FS1: Porque dicen que, que sí tiene alguna, alguna forma de volver a 
revivir- 

 Because they say that, it does have a, a way of coming back to life- 
488→ J: Después de calcificar. 

After calcifying. 
489 FS1: Después de tener tratamiento y de que calcifican, hay posibilidades 

de que te reincida.  
 After having treatment and they calcify, there’s a possibility that it comes 

back. 
 
 FS1’s actual turn completion in line 489 is an extension of what Jessica says in 

line 488, demonstrating their mutual alignment. Jessica’s use of calcificar ‘calcify’ 

comes after FS1 has just used this word twice in the previous exchange to describe her 

parasites, once in lines 458 with están calcificados ‘they’re calcified’ and again in line 

464 with me dieron medicamento para que se calcificaran ‘they gave me medication so 

they would calcify’. Her reuse of this word demonstrates her ability to follow the 

conversation closely and add meaningfully to the emerging discourse. Even though she 
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cuts off FS1 with her completion, Jessica demonstrates that she is an active listener 

invested in FS1’s account of her past medical history with parasites, and can competently 

participate in L2 conversation. 

 Below is another excerpt from the same conversation. Jessica cuts off FS1 in line 

497 in order to finish her thought once again with a collaborative completion. What is 

notable here is Jessica actually initiates a question in line 496, but instead of allowing 

FS1 to answer fully, she finishes FS1’s response with her own: Que quiere sacarlos? 

‘That he wants to remove them?’ in line 497. FS1 affirms that she is correct is her 

assumption and continues her narrative in the following line.  

Excerpt 4-49: Accurate Collaborative Completion; Session 3 (Jessica) 

495 FS1: Pero me dijo que sí se quedan secuelas.  
But he told me that there are long-term effects. 

496 J: Pero quién dijo eso, el médico? 
 But who said that, the doctor? 
497 FS1: Mhm me dijo- 
 Mhm he told me- 
498→ J: Que quiere sacarlos? 
 That he wants to remove them? 
499 FS1: Sí. A nosotros en el sanatorio cuando estaba allí… 
 Yeah. Those of us in the hospital when I was there... 

 
 Although Jessica’s collaborative completions in the above two excerpts interrupt 

her interlocutor, FS1’s acceptance of Jessica’s completions in the following lines indicate 

mutual alignment. The interruptions also do not appear to hinder FS1’s storytelling, as 

she continues her narrative with no noticeable hesitation or delay. The fact that Jessica 

accurately completes FS1’s utterances indicate that these interruptions may actually be a 
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sign of high interest and active involvement in the conversation on her part, 

demonstrating her ability to closely attend to the emerging discourse.  

Jessica continues to display collaborative completions of this type during the rest 

of the semester, as can be seen during Sessions 4 and 5 below. Here, as in Session 3, 

Jessica cuts off her interlocutor, although she provides logical sentence completions as 

evidenced by the NNSs’ acceptance and repetition of these contributions in the following 

lines.  

Excerpt 4-50: Accurate Collaborative Completion; Session 4 

35 J: Mm. Es una flor. 
 Mm. It’s a flower. 
36 MS1: Oh sí, porque- 
 Oh yeah, because- 
37→  J: Es otra palabra. 
 It’s another word. 
38 MS1: Uh huh.  

 
Excerpt 4-51: Accurate Collaborative Completion; Session 5 

599 MS2: Entonces, mi sobrina, como está aprendiendo má-, ya, ya sabe 
inglés, entonces no pronuncia- 

 So, my niece, since she is learning mo-, she already, she already knows 
English, so she doesn’t pronounce- 

600→  J: Oh sí? El español? 
Oh yeah? Spanish? 

601 MS2: El español. Se tiene dificultad en pronunciarlo. 
Spanish. She has difficulty pronouncing it. 

 
Even though Jessica often cuts off her interlocutors to finish their thoughts, she 

does so in a way that signals her involvement in the conversation. Not only are her 

completions grammatical, they are similar to what the NNSs would likely have said in the 
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emerging discourse, as indicated by their affirmations in the next turns, signaling shared 

alignment. 

 In addition to becoming more accurate, the timing of Jessica’s collaborative 

completions does improve toward the end of the semester as she inserts more instances of 

this move type after pauses or sound stretches. The excerpts below from the middle and 

end of the semester show examples of sound prolongations and pauses before her 

inclusion of a sentence completion, which is more indicative of smooth communication 

as they do not cut off her interlocutor. 

Excerpt 4-52: Well-timed Collaborative Completion; Session 3 (Jessica) 

661 FS1: Yo por ejemplo si vuelvo a comer algo, que esté contaminado con ese 
viru-, con ese: 

 Me for example if I eat something again, that’s contaminated with that 
viru-, with tha:t 

662→  J: Paras: 
663  FS1: Con ese animal. 

With that animal. 
664→  J: Ah hah 

 
Excerpt 4-53: Well-timed Collaborative Completion; Session 5 (Jessica) 

675 J: De verdad no es una mala palabra. Nada más es: 
 It’s really not a bad word. It’s ju:st 
676 MS2: Solamente que la utilizan para: 
 It’s just that they use it for: 
677→ J: Para el pajarito. ((laughs)) 
 For the pecker. ((laughs)) 
678→  MS2: Para, para, sí. ((laughs) 
 For, for, yeah. ((laughs)) 

 
Excerpt 4-54: Well-timed Collaborative Completion; Session 5 

597 MS2: Tengo mi sobrina, que, ella vino de 5 años, 4 años, [aquí] 
 I have my niece, that, she came at 5 years old, 4 years old, [here] 
598→  J: [A] los Estados Unidos, [mhm] 
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 [To] the United States, [mhm] 
599→  MS2: [Sí], que:... 
 [Yeah], tha:t... 

 
 Excerpts 4-52, 4-53, and 4-54 above reveal cases where Jessica supplied a 

collaborative completion after pauses or sound stretches. Similar to the previous cases, 

Jessica is successful in providing logical completions to her interlocutors’ thoughts, as 

confirmed by their affirmative statements, repeats, or extensions of her contributions. 

While interrupting an interlocutor to supply a collaborative completion may not always 

cause something as severe as a conversational breakdown, according to Lerner (1989), 

minimizing overlap is a basic practice in talk-in-interaction. In fact, depending on the 

whether a completion disrupts the flow of conversation or not, the placement of a 

listener’s collaborative completion can be “preferred” or “dispreferred” (Sacks, 1987). 

Sacks (1987) goes on to specify examples of appropriate placement of collaborative 

completion as being those that immediately follow the first part of a two-part utterance, 

or that occur after a pause or sound stretch indicating trouble completing the turn. The 

fact that Jessica places collaborative completions at these more optimal places during 

turn-taking toward the middle and end of the semester indicates that her IC may have 

developed in the particular area of interaction and that her contributions may be more 

conducive to building alignment with her interlocutors. 

Overall, Jessica produces the most collaborative completions at the very end of 

the semester in Session 5. Out of the 10 completions in this one conversation alone, all 

are successful at maintaining alignment by their grammaticality, appropriateness, and 

timing.  
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AFFECTIVE ALIGNMENT 
Another interactional resource analyzed in discourse produced at the community 

center between NSs and NNSs include affective resources for alignment. Affective 

resources for alignment refer to the ways in which interactants display affect to one 

another during interaction. As alignment moves in interaction, they demonstrate the 

ability of participants to recognize displays of emotion in their conversational partners 

and subsequently modify their own affective output to respond appropriately to the other 

participant (Ochs, 1988; Atoofi, 2013). In this way, affect is dynamically constructed in 

conversation as interlocutors continuously negotiate their affective behaviors (Atoofi, 

2013).  

In this study, participants demonstrate affect via humor, empathy, praise, 

encouragement, and understanding. The analysis looks to see when and how NNS 

participants use affect to align with their NS interlocutors, either by initiating it, or 

responding to affect expressed by their conversational partners during Spanish 

interactions at the community center where they volunteered.  

Anthony 

Affective Alignment: Humor 
 Throughout the semester, Anthony primarily uses humor as an affective resource 

for aligning with his interlocutors, either by initiating a humorous exchange himself, or 

responding to humor expressed by a conversational partner. By highlighting cases where 

humor occurs in conversation, it is possible to see how this resource contributes to 

alignment between Anthony and the NSs at the community center, and the role that 
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Anthony plays in contributing to this type of discourse. Below are examples from 

conversations in which humor plays a role in creating alignment. 

In this first exchange, which occurs at the end of Anthony’s first day at the 

community center, FV1, another volunteer tutor and a native Spanish speaker, asks 

Anthony, Cómo vas? ‘How are you doing?’ in line 401. By asking this question, FV1 

appears to be checking to see how Anthony’s first tutoring session is progressing. Instead 

of simply answering from his own perspective, he turns the question to his tutee in order 

for her to evaluate his performance, transforming the question into a brief humorous 

interaction.  

Excerpt 4-55: Humor; Session 1 (Anthony) 

401 FV1: Cómo vas, Tony? 
 How’s is going/how are you doing, Tony? 
402 A: Mande? 
 What’s that? 
403 FV1: Cómo vas? 
 How’s it going/ how are you doing? 
404→  A: ((smiling, to FT)) Bueno, cómo, cómo voy? Bien?  
 Well, how, how am I doing? Good?  
405 FT1: Bien ((laughs)) 
 Good ((laughs)) 
406→  A: ((laughs)) 
 

 FT1 seems to find Anthony’s question amusing, or maybe even surprising, as 

indicated by the laughter paired with her answer Bien ‘Good’. Anthony then in turn 

aligns by reciprocating her laughter in the following line, demonstrating a shared 

humorous stance toward his question in line 404. Since Cómo vas? can be interpreted as 

either ‘How’s it going?’ or ‘How are you doing?’, Anthony refers to the second meaning 

when asking the question Bueno, cómo, cómo voy? ‘Well, how, how am I doing?’. While 
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simple enough, with this exchange, Anthony demonstrates his ability to create an 

opportunity for humor in Spanish conversation by drawing in another participant and 

creating a play on words, resulting in a moment of shared laughter in an otherwise rather 

mundane tutoring session. In this way, Anthony is able to align affectively with FT1 

during his first tutoring session at the community center.  

 In the following excerpt from Session 2, Anthony initiates humor when he quietly 

laughs at MV1’s use of English in line 267. MV1, a fellow tutor and a native Spanish 

speaker, appears to have difficulty describing the Plazas comunitarias class to a visitor 

who has just walked in to inquire about the class in English. As a NNS of English, MV1 

struggles to get his point across. 

Excerpt 4-56: Humor; Session 2 (Anthony) 

266 MV1: This is, this is ah: (.) this (.) ah (.) Plazas comunitarias. It’s ah (.) 
yeah (.) this is, for a (.) literacy, and ah, math and ah (.) history, and- 

267→  A: ((laughs quietly under his breath)) 
268 L: He’s a Spanish teacher accent. 
269→  A: ((laughs)) (.) También es buena práctica de inglés para el maestro 

((laughs)). 
((laughs)) (.) It’s also good English practice for the teacher ((laughs)). 

270 L: Mhm ((laughs)) 
271 A: ((laughs)) 
 
Laura picks up on Anthony’s laughter and aligns with his humorous reaction with 

her response in line 268 ‘He’s a Spanish teacher accent’ (He has a Spanish teacher’s 

accent). Anthony responds with laughter in the following turn, and then furthers the 

conversation with his contribution in line 269, adding to their shared humorous stance 

regarding MV1’s use of English. This exchange suggests a strong indication of 
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intersubjectivity between Anthony and Laura, as they both find humor in MV1’s attempt 

at describing the Plazas comunitarias class in English. 

Below is another example of how affect contributed to alignment between 

Anthony, another volunteer in the Plazas comunitarias class, MV1, and MV1’s tutee, 

FT4. Alignment is made visible as interactants scaffold onto each other’s turns, 

contributing to the humorous nature of the conversation. 

Excerpt 4-57: Humor; Session 2 (Anthony) 
208 MT1: ((reading)) La, tele. 

  The, TV. 
209 A: Muy bien. 

  Very good. 
210 MT1: La tele. 

  The TV. 
211 A: Sí. Te gusta ver la tele? 

  Yeah. Do you like to watch TV? 
212 MT1: ((laughs)) Un poquito ((laughs)). 

  ((laughs)) A little ((laughs)). 
213  L: ((laughs)) Poquito mucho. 

  ((laughs)) A little a lot. 
214 A: Creo que a todo el mundo le gusta ver la tele ((laughs)). 

  I think everyone likes to watch TV ((laughs)). 
215  FT4: Nos gusta ((laughs loudly)) ya ves? 

  We like to ((laughs loudly)) you see? 
216 A: ((laughs)) 
217  FT4: Sorry. 
218→  A: ((laughs)) Sorry? ((laughs)) Creo que aquí hablamos español, no? 

  ((laughs)) Sorry? ((laughs)) I think we speak Spanish here, right? 
219  FT4: Mm? 
220 A: Que aquí hablamos español? 

  That we speak Spanish here? 
221  FT4: Sí, pero- 

  Yeah, but- 
222→  MV2: No, aquí hablamos Spanglish. 

  No, we speak Spanglish here. 
223→  A: Spanglish ((laughing)). 
224→  FT4: De todo, verdad? ((laughs)) 

  Everything, right? ((laughs)) 
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In line 218, Anthony teases FT4 for her use of the English word ‘sorry’. By 

reacting with humor to what FS4 said, Anthony is indicating his stance toward her, which 

is that he finds her funny. In the lines that follow Anthony’s turn in 218, the affective 

stances of the other participants also become apparent. The humor is not immediately 

reciprocated as the others do not show uptake to his joke. FS4 reacts to Anthony in lines 

219 and 221 with confusion (Mm?) and a matter-of-fact response (Sí, pero-), which could 

be seen as a dispreferred absence of expected affect; in this case, reciprocated humor. 

However, in line 222, MV2 appears to align with Anthony by contributing to the playful 

nature of the exchange. Although he contradicts what Anthony said in line 218 (No, aquí 

hablamos Spanglish), MV2 plays along when he positions his own affective stance as one 

of humor, to which Anthony positively responds with laughter. FS4 then enters again into 

the conversation with her turn in line 224, this time aligning with the humorous stances of 

Anthony and MV2. 

This playful exchange demonstrates co-constructed intersubjectivity as 

participants displayed, oriented to, and aligned with one another’s affective stances. As a 

Spanish learner and relative newcomer to this setting Anthony was potentially taking a 

risk in his public attempt at humor, especially since what was intended as playful teasing 

could possibly be seen as a face threat to FS4. However, what began as a lack of 

reciprocated humor from FS4 resulted in a jointly created humorous exchange. This 

excerpt reveals Anthony’s ability to use affective resources effectively to align with his 

Spanish-speaking interlocutors. 
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Session 3 is the class with the highest number of humorous exchanges. Anthony 

and his tutee, FT2, appear to align via humor as joking and laughter occur often 

throughout the tutoring session. Together, they build off each other’s jokes and 

demonstrate mutual alignment through their shared humorous stances throughout the 

class. Below are two examples of these playful exchanges between Anthony and his 

tutee. 

Excerpt 4-58: Humor; Session 3 (Anthony) 
 

195 FT2: Ok (.) ((using calculator)) a 44. 
 Ok (.) ((using calculator)) it’s 44. 
196→  A: (.) Sí! ((laughs)) 
 (.) Yes! ((laughs)) 
197 FT2: Sí? ((laughs)) 
 Yes? ((laughs)) 
198→  A: ((laughs)) Lo ten- tendría que hacer para mí mismo. ((laughs)) 
 ((laughs)) I’d ha- have to do it myself ((laughs)) 
199 FT2: ((laughs)) Qué dices? ((laughs)) 
 ((laughs)) What did you say? ((laughs)) 
200→  A: ((laughs)) Me parece probable. ((laughs)) 
 ((laughs)) It seems probable. ((laughs)) 
201 FT2: ((laughs)) No tienes seguridad pero dices sí. ((laughs)) 
 ((laughs)) You’re not sure but you say yes. ((laughs)) 
202 A: ((laughs)) A ver ((using calculator))  
 ((laughs)) Let’s see (using calculator) 
203 FT2: ((laughs)) Eso no se hace así. ((laughs)) 
 ((laughs)) That’s not how it’s done. ((laughs)) 
204→  A: Sí son 44. ((laughs)) 
 Yes it’s 44. ((laughs)) 
 

Excerpt 4-59: Humor; Session 3 (Anthony) 
224 A: Ok ahora (.) entonces qué haces? 
 Ok now (.) so what do you do? 
225 FT2: Ah: es multiplicar este por este? 
 Uh: you multiply this by this? 
226 A: Sí. Verdad, así. 
 Yeah. That’s right, like that. 
227 FT2: (whispering) ((laughs)) 
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228→  A: ((laughs)) Serán (.) yo sé cuántos serán. 
 ((laughs)) It’ll be (.) I know how much it’ll be. 
229 FT2: Cuántos? ((laughs)) 
 How much? ((laughs)) 
230→  A: ((laughs)) 
231 FT2: Qué malo, no quiero batallar. ((laughs)) 
 How bad, I don’t want to struggle. ((laughs)) 
232 MV1: No quieres batallar? 
 You don’t want to struggle? 
233 FT2: Sí:. ((laughs)) 
 Yeah:. ((laughs)) 
234→  A: ((laughs)) 
 

 In Excerpts 4-58 and 4-59 above, Anthony initiates humor in both exchanges by 

teasing FT2 about the answers to math problems that she is working on. FT2 reacts with 

laughter to Anthony’s teasing, resulting in a series of humorous back-and-forth 

exchanges. By pairing his contributions with laughter, Anthony makes it clear that he is 

intentionally joking with FT2 about knowing the answers to her math activities, which 

she notices and responds to with her own humorous responses. By responding in this 

way, FT2 signals to Anthony that she aligns herself with his teasing, where alternatively, 

a lack of reciprocal humor could be interpreted as a dispreferred response, causing 

potential disalignment. 

During the second half of class in Session 3, FT2 begins an activity on probability 

where she rolls two dice 50 times and records the numbers that result. Both she and 

Anthony find amusement in the repetitiveness of the activity, resulting in a number of 

exchanges where they demonstrate a shared humorous affective stance toward the 

exercise. In Excerpts 4-60 and 4-61 below, both FT2 and Anthony confuse numbers in 

the continual recording of numbers that the activity requires. 
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Excerpt 4-60: Humor; Session 3 (Anthony) 
328 FT2: Mm sí, ocho? 
 Um yeah, eight? 
329 A: No son ocho. 
 It’s not eight. 
330 FT2: ((laughs)) Seis siete ocho nueve ((laughs)). (rolls again) Son (.) 

ocho? 
 ((laughs)) Six seven eight nine ((laughs)). (rolls again). It’s (.) eight? 
331→  A: Sí ahora son ocho. [((laughs)) 
 Yeah now it’s eight. [((laughs)) 
332 FT2: [((laughs))  
 

Excerpt 4-61: Humor; Session 3 (Anthony) 
611→  A: Son las dos, las dos y las seis (...) las doce digo, ((laughs)). Me voy 

como, confundiendo! ((laughs)) 
It’s two, two and six (.) twelve I mean, ((laughs)). I’m like, getting 
confused! ((laughs)) 

612 FT2: ((laughs!)) Sí, qué número pongo maestro! ((laughs!)) 
 ((laughs!)) Yeah, what number do I put teacher! ((laughs!)) 
613 A: ((laughs!)) 
 

 As Anthony and FT2 both have difficulties with numbers in the above exchanges, 

they play off of each other’s struggles and create opportunities for humor. By responding 

to each other with humor, Anthony and his tutee clearly align with one another by means 

of their shared affective stance toward the math activity they are completing together.  

In a final reference to the activity on probability, Anthony ends the class in 

Session 3 with Si quieres puedes llevar los dados contigo a la casa ‘If you want you can 

take the dice home with you’ in line 786, again playing on their shared humorous stance 

toward the learning activity. FT2 responds with humor, indicating the alignment the two 

have established during their tutoring session. 

Excerpt 4-62: Humor; Session 3 (Anthony) 
784 A: Muy bien. 
 Very good. 
785 FT2: Gracias. 
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 Thank you. 
786→  A: De nada. Si quieres puedes llevar los dados contigo a la casa. 
 You’re welcome. If you want you can take the dice home with you. 
785 FT2: No! ((laughs)) 
786→  A: ((laughs)) 
 

 As is evident by their frequent, often raucous laughter, teasing, and joking, 

Anthony and FT2 align affectively throughout their tutoring session in Session 3, both 

adhering to a humorous stance toward the math activities they are completing together. 

Anthony shows he is adept at not only acknowledging FT2’s humor, but also adding to it 

and even initiating his own humorous turns at conversation in Spanish. Whether it is 

through teasing or verbal word play, it is clear that both Anthony and FT2 are aligned 

regarding their affect as they continuously modify their reactions to be in line with one 

another.  

 In a final example of how humor contributes to alignment in conversations at the 

community center, Excerpt 4-63 from Session 4 shows an exchange involving Anthony 

and two NS interlocutors where shared humor helps create alignment. Excerpt 4-63 is a 

conversation between Anthony, his tutee, MT2, and another tutor, FV1, regarding the 

organization of a math textbook. 

Excerpt 4-63: Humor; Session 4 (Anthony) 
 

349→  A: And (flipping through pages) no entiendo por qué lo ordenan así el 
libro. 
And (flipping through pages) I don’t understand why they order the book 
like this. 

350 MT2: ((laughs)) 
351→  A: Un poco: fuera del orden, pero- 
 A little: out of order, but- 
352 MT2: Bienvenido a- 
 Welcome to- 
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353 FV1: Bienvenido al club, verdad MT2? 
 Welcome to the club, right MT2? 
354→  A: [((laughs)) 
355 MT2: [((laughs)) 
356 FV1: No hombre, a veces, a veces- 
 No man, sometimes, sometimes- 
357→  A: Pero está aquí, verdad? 
 But it’s here, right? 
358 FV1: A veces no encontramos la respuesta, verdad MT2? 
 Sometimes we don’t find the answer, right MT2? 
359→  A: Pues es actividad 1, tema 2, unidad 3. 
 Well it’s activity 1, theme 2, unit 3. 
360 MT2: Sí. 
 Yeah. 
361→  A: Ok ((laughs)) 
362 FV1: ((laughs)) 
363→  A: Pues aquí estamos ((laughs)). 
 Well here we are ((laughs)). 
364 MT2: ((laughs)) Pero así estamos, estamos buscando a veces (XX) pero 

bueno. 
((laughs)) But that’s how we are, we are looking sometimes (XX) but oh 
well. 
 

 In this excerpt, Anthony contributes adeptly to a conversation involving multiple 

turns with his tutee and another tutor. He shows intersubjectivity by sharing MT2’s and 

FV1’s humorous view of the organization of the textbook, which is arranged in a way 

that is confusing to users, adding to the conversation with his own assessments of the 

disorganized book. Interactants play off of each other’s comments with laughter and 

criticism throughout, indicating a highly interactive and dynamic exchange where 

everyone is working together to contribute to the critique of the book. In her review of 

research on humor and language learning, Bell (2011) mentions that “full support of 

humor is often demonstrated by adding more humor, to create an extended sequence” (p. 

149), which is exactly what participants do in this exchange to signal their shared views. 
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Alternatively, by not responding with humor, Anthony could have missed an opportunity 

to align with the NSs in this exchange. By contributing, he demonstrates his skill to 

follow and contribute to humorous discussions in the L2. 

 Overall, the prior excerpts reveal that Anthony is proficient at both initiating and 

responding to humor in Spanish. While the humor in Anthony’s Spanish conversations at 

the community center usually seems to contribute to alignment with his interlocutors, 

there are instances where this does not appear to be the case. Below are examples where 

humor is initiated by Anthony, but not reciprocated by his conversational partners, 

leading to potential instances of disalignment. 

Affective Disalignment: Humor 
At various times during the semester, Anthony attempts to align himself 

affectively with his interlocutors via humor, although this actually appears to result in 

disalignment when his interlocutors fail to modify their affective stance to be in line with 

his. The following excerpts, from Sessions 2 and 3, demonstrate examples of this 

phenomenon.  

In Excerpt 4-64, Anthony joins in a conversation taking place next to him 

between another tutor, MV2, and MV2’s tutee, FT4. He follows the exchange, picking up 

on the fact that FT4 is joking with MV2, and attempts to add his own humor to the 

conversation in line 213. 

Excerpt 4-64: Disaligned Humor; Session 2 (Anthony) 

209 FT4: (to MV2) Oh: tenía razón maestro ((laughs)).  
 (to MV2) Oh: you were right teacher ((laughs)). 
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210→  A: ((laughs)) 
211 FT4: Perdón maestro ((laughs)). Sí, yo sé que Ud. tiene la razón 

((laughs)). 
 I’m sorry teacher ((laughs)). Yeah, I know that you are right ((laughs). 
212 L: ((laughs)) Ay Sra. [FT4 
 ((laughs)) Oh Mrs. [FT4 
213→  A: [Y es tan humilde también. 
 [And he’s so humble too. 
214 FT4: Eh? 
 Huh? 
215→  A: Él es tan humilde, también. 
 He’s so humble, too. 
216 FT4: Quién? 
 Who? 
217 A: Él. (motioning toward MV2) 
 Him. 
218 FT4: Oh él lo es? 
 Oh he is? 
219 A: ((laughs)) 
220 FT4: No, sí (XX). Ay hasta me olvido. Ok. (returns to reading task with 

MV2) 
 No, yeah (XX). Oh I even forgot. Ok. 

  
 Anthony’s contribution in line 213 appears to be an attempt to build on FT4’s 

humor directed toward MV2; however, his own sarcastic assessment of MV2, likely 

modeled after FT4’s sarcasm toward MV2 at the beginning of the exchange, Y es tan 

humilde también ‘And he’s so humble too’, does not appear to result in shared 

amusement, as neither he nor his tutee respond with humor. In fact, FT4 is initially 

confused by the statement, potentially not recognizing it as a joke. However, once 

Anthony does clarify what he is trying to say, FT4 fails to reciprocate his laughter, 

instead returning to her reading task and implying she was interrupted with her statement 

in line 220: No, sí (XX). Ay hasta me olvido. Ok. (returns to reading task with MV2) ‘No, 

yeah (XX). Oh I even forgot. Ok.’. In this case, Anthony’s attempt at contributing to an 
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exchange with humor does not appear to be effective at creating alignment with his 

interlocutors. In contrast, Anthony’s teasing may have resulted in discomfort or even 

offense, apparent in FT4’s quick return to her learning exercise and MV2’s complete 

disregard for the comment directed toward him. 

In another example from later on in Session 2, Anthony again enters into a 

conversation between MV2 and his tutee, FT4. Taking note of the humorous exchange 

taking place next to him, he once more adds to the joking sequence, as can be seen with 

his contribution in line 353, Eres bien impaciente, no? ((laughs)) ‘You’re really 

impatient, aren’t you? ((laughs))’. 

Excerpt 4-65: Disaligned Humor; Session 2 (Anthony) 
 

346 FT4: Cuando acabamos con este libro? 
 When are we ever going to finish with this book? 
347 MV2: Bueno no vamos allí. 
 Well we’re not there. 
348→  A: ((laughs)) 
349 FT4: ((laughs)) Ya quiero acabar. 
 ((laughs)) I want to finish already. 
350 L: ((laughs)) 
351 MV2: No hemos acabado. 
 We haven’t finished. 
352 FT4: Bueno, no puedo pasar el examen. Voy a escribir puro dictada. Creo 

que vamos a acabar [en enero]. 
Well, I can’t pass the exam. I’m going to write just dictation. I think that 
we’re going to finish [in January]. 

353→  A: [Eres bien] impaciente, no? ((laughs)) 
 [You’re really] impatient, aren’t you? ((laughs)) 
354 FT4: ((laughs weakly)) (returns to reading task with MV2) 
 
Anthony’s contribution in line 353 is similar to Excerpt 4-64 in that he is once 

more making a critical assessment about the personality of another individual, although 

with humorous intent. While the previous contribution in Excerpt 4-64 sarcastically 
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assigns the personality trait humilde ‘humble’ to MV2, here, he highlights a potentially 

negative personality trait (impaciente ‘impatient’) in FT4. What is especially noteworthy 

is that he has only just met FT4 the week prior, which could present an uncomfortable 

situation for FT4. Additionally, the timing of his contribution is not ideal, as it overlaps 

with FT4’s speech. This is particularly salient as he is working with a different tutee and 

was not originally involved in the interaction. While Anthony does signal that he is 

joking via laughter following his contribution, and FT4 does respond with laughter in the 

following line, it is weak laughter coupled with a quick return to the learning activity at 

hand, suggesting she does not find his comment particularly amusing and may even feel 

uncomfortable with the joke spotlighting a negative personality trait. It is clear from her 

response that she does not genuinely align with Anthony’s humor, creating a moment of 

disalignment in the conversation.  The function of humor is often related to its form, and 

this relationship should be elucidated for L2 learners.  

 In a final example of disalignment related to humor, Excerpt 4-66 below shows 

another attempt at humor during class in Session 3, where Anthony again jokes with 

fellow tutor, MV2, in line 325. At the beginning of the excerpt, MV2 is providing 

feedback to his tutee when Anthony joins the conversation. This contribution also 

appears to result in disalignment as MV2 fails to reciprocate Anthony’s laughter in the 

following line.  

Excerpt 4-66: Disaligned Humor; Session 3 (Anthony) 
 

324 MV2: (Working with student) Así está bien. Ok, guitara. No [así-] 
 That’s right. Ok, guitar. No [like that-] 
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325→  A: ((loudly)) [No es] guitara, es guitarra ((laughs)) sí (awkwardly turns 
back to work with student) 

  [It’s not] ‘guitara’, it’s ‘guitarra’ ((laughs)) yeah.  
326 MV2: (glances at A, then continues working with his student) Qué falta 

allí?... 
 

MV2, who is also a non-native Spanish speaking tutor, appears to find Anthony’s 

comment a face threat, as it both cuts him off and loudly points out a pronunciation error. 

Although Anthony’s contribution is paired with laughter, MV2 clearly does not share 

Anthony’s humorous stance toward his pronunciation of guitarra ‘guitar’. While teasing 

MV2 is likely intended as a way to connect via humor, in this case it does not appear to 

lead to alignment. By failing to react with humor to Anthony’s comment, MV2 rejects the 

opportunity at shared humor, creating a moment of disalignment. 

Bell (2011) points out that in order to appropriately participate in playful 

interaction, the listener must first be able to recognize, then understand, and finally 

acknowledge the humor being expressed. In fact, for NNSs, “There is some pressure on 

listeners to at least indicate their recognition and understanding of an attempt at humor, 

because doing so constructs them as competent interlocutors” (p. 150), or alternately, 

they may be perceived as not having understood the humor involved in the exchange. 

Anthony shows he is very competent at recognizing and understanding humor taking 

place around him, although his response to humor and initiations at humor are not always 

conducive to alignment. 

Given the number of times humor becomes relevant in his Spanish interactions, 

particularly joking directed toward those around him, it is likely that Anthony is someone 

who uses this resource often in conversation in his native language of English. By 
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introducing and responding to humor in his Spanish interactions at the community center, 

Anthony takes a potential risk as a second language learner, as humor may not always 

translate well to another language or it may be misunderstood, as is seen in Excerpts 4-

64, 4-65, and 4-66 above. In fact, according to Bell (2011) “...L2 users may be 

particularly vulnerable when attempting to participate in such interaction, because their 

attempts at humor risk not being recognized as such (or worse, being interpreted as 

errors, cf. Piller, 2002, p. 198) or not being appreciated” (p. 150). In the instances of 

failed alignment in Excerpts 4-64, 4-65, and 4-66 above, all included exchanges where 

Anthony inserted himself into a conversation taking place next to him and teased one of 

the interactants on an aspect of their personality or speech. Bell (2011) notes that teasing 

is especially complicated as it is more likely to contain criticism than other types of 

humor. She warns that “it is thus crucial for learners to be aware of the messages that 

might be contained beyond the humor” (p. 146), to avoid negatively affecting interactions 

in the L2. 

Overall, however, the majority of humorous contributions that Anthony employs 

seem to contribute often to alignment with his interlocutors during conversations at the 

community center, creating moments of highly interactive banter and shared humorous 

stances, indicating this is a resource that often contributes to his IC in Spanish. In 

addition, the only failed attempts at humor, leading to disalignment, take place during the 

first half of the semester. All instances of humor during Sessions 4 and 5 are reciprocated 

by his conversational partners and appear to contribute to alignment during these 



 146 

exchanges in the L2, indicating he may have improved his ability to use humor 

effectively and appropriately as the semester progressed. 

Affective Alignment: Understanding, Encouragement 
In addition to humor, Anthony uses other affective resources throughout the 

semester during Spanish language interactions. The excerpts below reveal instances 

where Anthony successfully expresses understanding and provides encouragement to his 

tutees, helping to build alignment and intersubjectivity.  

Excerpt 4-67 demonstrates Anthony’s ability to recognize slight changes in affect 

in his tutee and appropriately adjust his own to correspond. He appears to note FT’s 

pause and laughter following his explanation of a math problem in line 537 as a sign that 

she may be feeling overwhelmed with the mathematical concept, which he verifies with 

his questions in the following lines: Demasiado? ‘Too much?’ and “Demasiado 

opciones? ‘Too many options?’. 

Excerpt 4-67: Understanding; Session 3 (Anthony) 
 

537 A: Ay pero, desde aquí hasta acá verdad? Porque estas son las, las 
cantidades que pueden salir, pero sí son, uno dos tres cuatro cinco seis, 
multiplicado por otro uno dos tres cuatro cinco seis (.) ((laughs)) 
Oh but, from here to here right? Because these are the, the amounts that 
can occur, but they are, one two three four five six, multiplied by another 
one two three four five six (.) ((laughs)) 

538 FT2: (.) ((laughs)) 
539→  A: Demasiado? 
 Too much? 
540 FT2: Mhm 
541→  A: ((laughs)) Demasiado opciones? 
 ((laughs)) Too many options? 
542 FT2: Demasia-, pues muchas! 
 Too man-, well a lot! 
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541→  A: ((laughs)) Pero, pensamos. Son, uno dos tres cuatro cinco seis, ehm... 
 ((laughs)) But, let’s think. They’re, one two three four five six, ehm… 
 

  By noticing the change in affect in his tutee, Anthony is able to modify his own 

reaction to show understanding. FT2 confirms that he has accurately interpreted her 

feelings about his instruction by her response in line 542 Demasia-, pues muchas! ‘Too 

man-, well a lot!’. By acknowledging her stance, Anthony is able to pause his instruction, 

validate her emotions, and rework his instructional approach. 

 In the following excerpts from the middle and end of the semester, Anthony 

continues to demonstrate that he is adept at acknowledging his tutees’ feelings during 

tutoring sessions, offering support and encouragement with phrases like No es mucho! 

‘It’s not a lot!’ and Hacemos lo más que podemos ‘We’ll do as much as we can’. By 

responding in this way, Anthony is able to react appropriately in Spanish to expressions 

of confusion and frustration in his tutees, thereby helping to maintain alignment as they 

work together on academic concepts. 

Excerpt 4-68: Encouragement; Session 3 (Anthony) 
 

636 FT2: (Reads problem aloud)...la suma de la probabilidad. Ya no puedo 
hacer! ((laughs)) 

  (Reads problem aloud)...the sum of the probability. I can’t do it anymore! 
637→  A: ((laughs)) Queda media hora. ((laughs)) 
 ((laughs)) Half an hour left. ((laughs)) 
638 FT: No: ((laughs)) 
639→  A: No es mucho! ((laughs)) 
 It’s not a lot! ((laughs)) 
640 FT2: ((laughs)) (No, que no). Ok.  
 ((laughs)) (No, you’re right). Ok. 
 

Excerpt 4-69: Encouragement; Session 5 (Anthony) 
 

1100 A: La doce de? 
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 The twelfth of? 
1101 FT3: Doce de se-, ya ni voy a acabar maestro. 
 Twelfth of se-, I’m not even going to finish teacher. 
1102→ A: Pues, hacemos lo más que podemos. ((laughs))  
 Well, we’ll do as much as we can. ((laughs)) 
1103 FT3: ((laughing)) Sí. Do-ce, se se… 
 ((laughing)) Yeah. Twe-lfth, se se… 
 
Anthony regularly demonstrates his ability to align affectively with Spanish-

speaking interlocutors at the community center through contributions demonstrating 

humor, understanding, and encouragement. This attention to affect in his tutees helps him 

to maintain alignment as they work together on difficult academic concepts and helps 

him to be successful in his Spanish tutoring role during SL. By noting when they are 

feeling frustrated or overwhelmed, Anthony is able to react appropriately in the L2 with 

sympathy and changes to instruction to accommodate their learning better. While his 

attempts at initiating humor do not always result in shared affect, he is able to use this 

resource often to successfully create alignment. Moreover, his ability to align affectively 

using humor improves as the semester progresses. With more examples of affect used 

during the second half of the semester, including the beginning of encouragement and 

understanding expressions in Session 3, and no instances of disalignment, Anthony 

reveals improved IC in this interactional resource. Overall, Anthony exhibits the means to 

both acknowledge affect during conversation in the L2, and respond appropriately, 

bringing him and his conversational partners more in line with one another and fostering 

intersubjectivity. 
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Jessica 
 Jessica uses a variety of resources to express affect and respond to the affect 

displayed by her interlocutors during L2 conversations in the ESL class. She begins the 

semester seemingly already quite advanced in her ability to use affective resources to 

build alignment with her Spanish-speaking interlocutors.  

During the first class of the semester, the conversation turns to students’ 

experiences with learning English and several students share why it is difficult for them 

to learn the language. In response, Jessica skillfully acknowledges their feelings and 

accordingly aligns her own reactions to show empathy and understanding as they relate 

their experiences. Below are examples of Jessica’s use of this alignment move from 

Session 1. 

Affective Alignment: Support, Understanding 
 
 In this first excerpt, FS1, a woman in her 40s, adds to the discussion at hand by 

describing her own struggles learning English. Before this exchange, FS1 had just 

expressed her belief that learning English is easier for some students in the class because 

they are younger and have had other ESL classes prior to this one. She follows this 

statement by suggesting that maybe it is she who is at fault in her inability to learn the 

language. Sensing her disheartenment, Jessica responds to FS1 by acknowledging her 

feelings and demonstrating understanding with her response in line 145 No, no, tienes 

razón, no, tienes razón ‘No, no, you’re right, no, you’re right’. 

Excerpt 4-70: Support, Understanding; Session 1 (Jessica) 
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139 FS1: Entonces yo pienso, que eso también 
 So I think, that that also 
140 J: Mhm 
141 FS1: les ayuda más. O no sé si sácame del error si yo soy la que soy 

piedra. (laughter) 
helps them more. Or I don’t know if tell me if I’m wrong if I’m the one 
who’s a rock. 

142→  J: Eh no no no. 
143 D: No no your head is not a rock ((laughs)) 
144 FS3: (XX) que tiene el profesor ((laughs)) 
 (XX) that the teacher has ((laughs)) 
145→  J: No, no, tienes razón, no, tienes razón. 
 No, no, you’re right, no, you’re right. 
156 MS1: Tiene razón. Yo tengo allá, antes… 
 She’s right. I have there, before… 
 
By responding in this way, Jessica adjusts her display of affect in a manner that 

demonstrates both understanding and alignment with FS1’s feelings. MS1 follows suit by 

coordinating his own affect with FS1 and Jessica with his partial repetition of Jessica’s 

statement in line 150 (Tiene razón ‘She’s right’). This excerpt reveals how affect can be 

negotiated on a turn-by-turn basis, where participants adjust their affective stance to be in 

line with the previous turn, and Jessica shows that she desires and is quite capable of 

doing this in the L2. 

In the lines that follow, FS1 continues to express her difficulties with English 

language learning, during which Jessica provides continuous affective feedback in the 

form of expressions demonstrating support and understanding. In Excerpt 4-71, Jessica 

offers support to FS1 with her statement Pero, pero, no puedes sentir así ‘But, but, you 

can’t feel like that’. By doing so, she demonstrates to FS1 that she recognizes her feelings 

of hopelessness and responds in an attempt to console and reassure her. 
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Excerpt 4-71: Support, Understanding; Session 1 (Jessica) 
 

218 FS1: No tengo miedo, lo que tengo es vergüenza. (laughter) 
 I’m not scared, what I am is ashamed. 
219 MS2: ((laughs)) Todos tenemos vergüenza.  
 ((laughs)) We’re all ashamed. 
220 D: In this class 
221 MS5: Me pasa igual a mí. 
 It’s the same for me. 
222 D: In this class we are all friends. 
223 FS1: Es que, hay veces que, por ejemplo pregunta el maestro, y te quedas 

como que (.) y todos esperando que contestes y y no puedes, o sea no 
sabes o no entendistes o 
It’s just that, there are times where, for example the teacher asks 
something, and you’re like (.) and everyone is waiting for you to answer 
and and you can’t, or I mean you don’t know or you didn’t understand or 

224 J: Mhm 
225 FS1: Y dice, o contesta otro y dices híjole, qué pena. 
 And he says, or someone else answers and you say, damn, what a shame. 
226→  J: Pero, pero, no puedes sentir así. 
 But, but, you can’t feel like that. 
227 MS4: No pero así estamos todos porque me pregunta y me quedo así: y 

hasta que ((XX)) soplo poquito porque siento y siento todo el peso del 
maestro. Poco a poquito así. 
No but that’s how we all are because he asks me and I’m like this: and I 
even ((XX)) breath quietly because I feel and I feel all of the weight of the 
teacher. Little by little like that. 
 

FS1 continues to relate her negative experiences with learning English, evident in 

the excerpts that follow. Prior to Excerpt 4-72 below, some other students in the class 

urge FS1 to take advantage of the fact that her son speaks English, suggesting that she 

practice speaking the language with him at home. FS1 claims it is difficult to practice 

with him, saying: Como se desespera conmigo (...) se: enfada, se cansa rápido ‘He like 

becomes exasperated with me (...) he: gets mad, he tires quickly’. Jessica empathizes with 

FS1, first by replying with a reformulation in line 433 Paciencia, no tiene paciencia 

‘Patience, he doesn’t have patience’, indicating to FS1 that she has understood what she 
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has just expressed. She follows this response with comments justifying FS1’s feelings in 

line 436 and ending with a statement of understanding: y eso yo entiendo ‘and I 

understand that’. Even if empathy is an inherent quality that Jessica already possesses in 

her native language, this excerpt reveals Jessica’s sophistication at aligning affectively 

with her Spanish-speaking interlocutors in the L2.  

Excerpt 4-72: Support, Understanding; Session 1 (Jessica) 
 

433→  J: Paciencia, no tiene paciencia. 
 Patience, he doesn’t have patience. 
434 D: No patience, no patience. 
435 MS2: Patience, uh huh, yeah. 
436→  J: Sí, pero es es difícil, después de tener una relación con, con una 

persona, cambiar el idioma, sí porque el idioma es parte de la relación, y 
eso yo entiendo. 
Yeah, but it’s it’s difficult, after having a relationship with, with a person, 
to change the language, yeah because the language is part of the 
relationship, and I understand that. 
 

 Excerpt 4-73 below also demonstrates Jessica’s capacity to respond appropriately 

and effectively to displays of emotion in Spanish. As FS1 continues to open up about her 

difficulties learning English, Jessica provides ongoing phrases of support and 

understanding. 

Excerpt 4-73: Support, Understanding; Session 1 (Jessica) 
 

517 FS1: La culpa es, yo creo que es mía. 
 The fault is, I believe that it’s mine. 
518 D: No mi culpa, pero 
 Not my fault, but 
519→  J: La, la culpa, nadie tiene la culpa. 
 The, the fault, it’s no one’s fault. 
520 FS1: Mira tengo: como 17 años aquí. 
 Look I ha:ve like 17 years here. 
521 J: Mhm 
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522 FS1: Yo llegué, pos, obvio-, con mi mente más fresca, más joven, más sin 
tener tantas cosas a veces ya uno en la cabeza. 
I arrived, well, obviou-, with my mind fresher, younger, without having as 
many things sometimes in one’s head. 

523 J: Mhm 
524 FS1: Que me dediqué a trabajar a trabajar a trabajar a trabajar, y nunca 

hice el propósito de aprender, sí? 
That I dedicated myself to working to working to working to working, and 
I never made it my purpose to learn, you know? 

525 MS1: Eso eso eso eso. 
 That that that that. 
526→  J: Pero ahora lo estás haciendo. 
 But now you’re doing it. 
527 FS1: Sí, entonces, yo creo que desde entonces si lo hubiera hecho a lo 

mejor ahorita ya no se me hiciera tan difícil. 
Yeah, so, I think that if I had done it then maybe it wouldn’t be so difficult 
for me now. 

528 D: What did they say? 
529 J: She said- 
530 FS1: Pero no es culpa de él. 
 But it’s not his fault. 
531→  J: Pero, ni, y, no es la culpa, de ti tampoco. 
 But, it’s not, and, it’s not, your fault either. 
532 D: It’s not a, it’s not- 
533 J: That’s what I told her. That’s what I said, I said it’s no one’s fault. 
 
The excerpts above serve to show that Jessica is quite skilled at comprehending 

expressions of affect in Spanish conversation and providing appropriate feedback in the 

language. By employing these types of phrases, Jessica reveals her ability to modify her 

affective behavior accurately based on the feedback she receives from her conversational 

partners. Due to her ability to use this resource, Jessica is successfully able to align her 

stance to her interlocutors’ and foster intersubjectivity. It is clear that Jessica’s affective 

communication plays a role in creating alignment with her Spanish-speaking 

interlocutors. 
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Affective Alignment: Encouragement, Praise  
In addition to expressing support and understanding to her interlocutors, Jessica 

also exhibits displays of affect toward the students in the ESL class in the form of 

encouragement and praise. The following excerpts highlight this conversational resource 

and how it contributes to alignment. 

In Excerpt 4-74, Jessica offers encouragement to FS1 after she compares her 

language-learning abilities to those of children in lines 399 and 401. By using these 

phrases, Jessica reassures FS1 that her struggles are not unique to her, but are difficulties 

shared by everyone who is learning a new language, to which MS2, another student, 

agrees in line 400.  

Excerpt 4-74: Support; Encouragement; Session 1 (Jessica) 
 

398 FS1: Pienso (XX) pasar como las niñas. ((laughs)) 
 I think (XX) to happen like little girls. ((laughs)) 
399→  J: Así, así todo el mundo aprende. 
 That’s how, that’s how everyone learns. 
400 MS2: Sí. 
 Yeah. 
401→  J: Con la repetición. Y, eh, porque aprender un id- un: nuevo idioma es 

difícil, para todos, entonces (.) ((quietly)) don’t give up! ((laughs!)) 
With repetition. And, uh, because learning a la- a: new language is hard, 
for everyone, so (.) ((quietly)) don’t give up! ((laughs!)) 
 

By offering support and encouragement to FS1, Jessica shows that she 

understands the students’ struggles and wants to motivate them to continue in their 

English language learning. Don, the lead teacher in the class, is unable to offer the same 

help, as he only possesses a rudimentary knowledge of Spanish. Not only is he unable to 

fully comprehend their struggles, he cannot offer the same level of support in response. 

The students seem to recognize and appreciate the help and understanding that Jessica 
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can provide, evident in their candid conversation about language learning on Jessica’s 

first day at the community center, and Jessica reveals that she is more than capable of 

providing them with this support 

Throughout the semester, Jessica continues to demonstrate her ability to motivate 

her students in their language learning. The following excerpts from Session 5, which 

take place during a discussion on key pronunciation differences between English and 

Spanish, reveal Jessica’s skill in utilizing phrases in Spanish to give praise and encourage 

her students with their English language learning.  

Excerpt 4-75: Praise; Encouragement; Session 5 (Jessica) 
 

934 J: Pero ustedes tienen que practicar eso porque es muy, muy, difícil para 
los hispanohablantes. /ɹ/ Really.  
But you all have to practice that because it’s very, very, difficult for 
Spanish speakers.  

935 Various students:  /ɹ/ Really.  (students practicing word and /ɹ/ sound)  
936→  J: Ya la estás haciendo mejor!  
 You’re already doing it better! 
937 Various students: /ɹ/ Really. (students continue practicing)  
938→  J: Ah hah. Sí. Tienes que practicar un poco más pero sí estás mejorando.  

Uh huh. Yeah. You have to practice a little more but you are getting 
better. 
 

Excerpt 4-76: Praise; Session 5 (Jessica) 
 

1033 J: Ok. Entonces (Continues talking about differences between ‘y’ and ‘j’ 
sounds in English, using words like ‘yellow’ and ‘hielo’ to compare) Ok, 
entonces este sonido es solo un poquillo diferente que la /ʤ/ de inglés. 
Ok. So (Continues talking about differences between ‘y’ and ‘j’ sounds in 
English, using words like ‘yellow’ and ‘hielo’ to compare) Ok, so this 
sound is just a little different from the /ʤ/ in English. 

1034 Various students: /y/ (students practicing sound)  
1035→ J: Sí! Ustedes lo hacen bien! 
 Yeah! You all do it well! 
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 Jessica’s frequent use of expressions to show praise and encouragement plays a 

role in connecting affectively with her Spanish-speaking interlocutors. By displaying 

positive affect toward the students during class discussions and instruction in the L2, 

Jessica is able to give feedback effectively while helping to build alignment with them. 

After the students revealed their frustration and insecurities regarding English language 

learning on her first day in the ESL class, this support was especially needed, and 

students seemed to gain confidence in their abilities as a result. Since Jessica displayed 

the ability to use this resource starting in the beginning of the semester, showing empathy 

is likely a skill that she uses frequently in her L1, and has been able to transfer 

successfully to the L2. The fact that she uses it skillfully to align in Spanish implies that 

she is an advanced language learner and has already acquired IC in this specific domain.  

Affective Alignment: Humor 
 
 Another affective resource Jessica uses with her Spanish-speaking interlocutors is 

humor. As with Anthony, humor helps to create playful exchanges between Jessica and 

the ESL students in the class as they align to and build on each other’s affect. The 

sequences below demonstrate instances where Jessica initiates or responds to humor 

during conversations in the ESL class. 

In Excerpt 4-77 below, Jessica’s conversational partner picks up on her use of 

humor and responds accordingly, reciprocating the humor. While Jessica’s contributions 

are not particularly substantial linguistically-speaking here, her use of laughter in line 168 

indicates that she is attempting to transform a serious claim about English language 



 157 

learning made by FS1 in line 167, he estado a punto de renunciar ‘I’ve been about to 

give up’, into a more playful and light-hearted exchange, to which FS1 responds in turn 

with her own laughter and joking in the lines that follow. By modifying her own affect, 

Jessica leads the way for a change in tone from serious to amusing, successfully steering 

the direction of the discourse to oppose FS1’s negative statement about her English 

language learning in a playful way, while attempting to discourage this way of thinking. 

Excerpt 4-77: Humor; Session 1 (Jessica) 
 

167 FS1: O sea, todo eso (.) entonces ahora con esto, créeme que a veces no te 
voy a mentir a veces he estado a punto de renunciar.  
I mean, all of that (.) so now with this, believe me at times I’m not going 
to lie at times I’ve been about to give up. 

168→  J: No:! No:! ((laughs)) 
169 FS1: ((laughs)) Pero me doy valor! Pero me doy valor. 
 ((laughs)) But I keep going! But I keep going. 
170→  J: Um so she said (translates for D.)...and I told her, “No!” ((laughs)) 
171 FS1: Por eso les decía, primero ir a Pre-K! 
 That’s why I used to tell them, first go to Pre-K! 
172→  J: ((laughs)) No! ((laughs)) 
 

 In Excerpt 4-78, Jessica, again, initiates humor during the largely negative 

discussion on students’ difficulties with English language learning that takes place during 

Session 1 in the ESL class. Prior to this excerpt, the ESL students have just been 

discussing their struggles with making progress despite many years of living in the U.S. 

when the lead teacher, Don (D), recommends practicing with English speakers to help 

improve their language skills. Jessica signals a change in affect from the more pessimistic 

tone of the conversation to comical, with the laughter following her contribution in line 

502. FS2 aligns with Jessica’s stance with her own turn, paired with laughter in line 504 

Mm, yo hablo inglés ((laughs)) ‘Um, I speak English ((laughs))’. While Don continues 
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with his advice, Jessica and FS2 expand on the alignment that they have established in 

the turns that follow. It is evident that they are on the same page and the shared laughter 

reveals how humor plays a role in connecting them affectively in this exchange. 

Excerpt 4-78: Support, Humor; Session 1 (Jessica) 
 

499 D: It’s very important, to speak English to someone who knows English. 
500 J: Mhm. 
501 D: It’s very important. Ok, so find, talk to your son, in English, find a 

friend, [un amiga, una amiga, un amigo 
502→  J: (quietly) [Mm, yo hablo inglés. ((laughs)) 
 (quietly) [Um, I speak English. ((laughs)) 
503 D: Sometimes it’s difficult to find a, to find someone. 
504 FS2: Quieres ser mi amiga? ((laughs)) 
 Do you want to be my friend? ((laughs)) 
505→  J: ((laughs!)) Yes! Yes! I’ll be your friend ((laughs)) 
506 Several students: ((laughter)) 

 
 The following excerpt from Session 2 is an exchange involving several 

interactants who are discussing the recipe for a Peruvian dessert that MS2, a native of 

Peru, has brought to share with the class. Jessica initiates humor in line 428 by asking No 

pusiste vino? ‘You didn’t put in alcohol?’, made apparent by her use of laughter 

following the question. The idea of bringing an alcoholic dessert to class is comical to 

other students, as well. In the lines that follow, three ESL students align themselves with 

Jessica, closely mirroring her stance as they contribute utterances along the same lines, 

thereby reciprocating her humor regarding the addition of alcohol to the dessert. This 

exchange reveals how affect can be co-constructed in conversation as interactants modify 

their output to be similar to that of fellow conversationalists. Here, the other students 

follow Jessica’s lead as she steers the conversation away from a mundane series of 

questions and answers about MS2’s dessert, to an amusing exchange about how alcohol 
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would make the dessert even better, made especially funny by the idea of bringing such a 

dessert to an evening language class.  

Excerpt 4-79: Humor; Session 2 (Jessica) 
 

426 FS4: Fruta e:s solo e:s, se le puede echar solo, mm, solo manzana? 
 Fruit i:s it’s ju:st, you can put in just, um, just apple? 
427 MS2: Lo que quieres, hasta duraznos.  
 Whatever you want, even peaches. 
428→  J: No pusiste vino? ((laughs)) (laughter) 
 You didn’t put in alcohol? ((laughs)) (laughter) 
429 MS4: Estaría bien, verdad, un brandy. 
 That would be good, right, a brandy. 
430 FS4: [Sí sí, con, con brandy, con ron. Con whisky, ay, sí! ((laughs)) 

[Yeah yeah, with, with brandy, with rum. With whisky, oh, yeah! 
((laughs)) 

431 FS2: [Está está está bien! ((laughs)) 
 [That’s that’s that’s good! ((laughs) 
 

 Excerpt 4-80 reveals another instance where Jessica’s conversational participants 

reciprocate her humor after she has initiated her own humorous stance toward something, 

in this case, her own Spanish accent. Several students in the class share her laughter, 

while MS4 responds in line 1209 with his own humorous stance regarding her accent: Sí, 

es un super poder ((laughs)) ‘Yeah, it’s a super power ((laughs)). This excerpt shows 

how Jessica is adept at using humor to connect with her students and motivate them to 

feel confident in their English language learning. 

Excerpt 4-80: Humor; Session 5 (Jessica) 
 

1203 J: Eh, y, y, la cosa es que ustedes siempre, van, a tener, un acento, y está 
bien. Yo también, cuando yo hablo español, yo tengo accento (acento), 
pero qué voy a hacer? Siempre voy a tener eso. 
Uh, and, and, the thing is you all always, are going to, have, an accent, and 
that’s ok. I also, when I speak Spanish, I have (an) accent, but what am I 
going to do? I’m always going to have that. 

1204 MS4: Sí. 
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 Yeah. 
1205 J: Verdad? Pero es, está bien porque es (...) charming. 
 Right? But it’s, it’s ok because it’s (...) charming. 
1206 D: Charming (laughter) 
1206→ J: Es muy bonito! 
 It’s very beautiful! 
1207 D: So- 
1208→ J: Ay! Qué bonito mi acento! ((laughs)) (laughter) 
 Oh! How beautiful is my accent! ((laughs)) (laughter) 
1209 MS4: Sí es un super poder ((laughs)). 
 Yeah it’s a super power ((laughs)). 
1210 J: ((laughs)) 

  
While the humorous sequences that occur in Spanish throughout the semester are 

often initiated by Jessica, there are many occasions where ESL students themselves 

instigate humor and Jessica aligns with their stance. In these cases, Jessica’s own 

responses most often consist of mere laughter, without an additional contribution on her 

part.  

 The excerpt below, which takes place during a lesson on Día de los muertos and 

Halloween, reveals an instance inn Session 3 when Jessica picks up on MS2’s laughter 

and affectively aligns with him by means of her own humorous contribution to the 

conversation. At the beginning of the exchange, the lead teacher, Don, acts out what kids 

do on Halloween by knocking on the classroom door and yelling “trick or treat!”. MS2 

responds to this with laughter, which Jessica notices, and then aligns with his humor via 

her addition in line 389 Todos de la otra clase van a entrar para agarrar- ((laughs)) 

‘Everyone from the other class is going to come in to grab- ((laughs)). Even though she 

does not finish her utterance, perhaps momentarily forgetting the word in Spanish, it 

appears that she may have been about to say dulces ‘candy’, which MS2 seems to 
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anticipate as indicated by his laughter. Although brief, this exchange demonstrates 

Jessica’s ability to align with humor expressed by other interlocutors with her own 

contributions to the conversation. 

Excerpt 4-81: Humor; Session 3 (Jessica) 
 

387 D: Well in America, in America, the children get a bag, and they go out 
and they say ((knocks on door)), trick or treat! 

388 MS2: ((laughs)) 
389 D: And they get some candy, trick or treat. 
389→  J: Todos de la otra clase van a entrar para agarrar- ((laughs)) 
 Everyone from the other class is going to come in to get- ((laughs)) 
390 MS2: ((laughs) 
 

 On other occasions throughout the semester, Jessica clearly picks up on humor 

being expressed by the ESL students, but responds only with laughter or minimal 

assessments as opposed to a more substantive contribution. Excerpt 4-82 and Excerpt 4-

83 show examples of this type of exchange.  

Excerpt 4-82: Humor; Session 3 (Jessica) 
 

101 J: Yeah, this one, the end is kinda funny. (Reading) El Día de los Muertos 
es una fiesta muy alegre y festivo que celebra la vida de las personas que 
aman que han pasado al otro lado. 
Yeah, this one, the end is kinda funny. The Day of the Dead is a very 
happy and festive celebration that celebrates the life of loved ones that 
have passed on to the other side. 

102 D: Mhm, ok. 
103 MS5: A Estados Unidos? ((laughter!)) 
 To the United States? ((laughter)) 
104→  J: ((laughs!)) No:  

 
Excerpt 4-83: Humor; Session 5 (Jessica) 
 

394 D: MS5, do you celebrate Día de los muertos? 
MS5, do you celebrate Day of the Dead? 

395 MS5: No más de los vivos. 
No just the living. 
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396 J: ((laughs!)) 
397 D: What did he say? 
 
Although Jessica’s responses to humor expressed by ESL students in the class are 

not often linguistically complex, she does signal to her interlocutors that she understands 

their humor and aligns with their affective stance. While Excerpt 4-81 above shows 

Jessica responding to humor with a more substantial contribution to the conversation, this 

is unusual. The majority of times that Jessica reacts to humor expressed by NSs, she 

supplies only laughter or minimal assessments. This may be because, when constructing 

her own humor in conversation, Jessica is more prepared to react to the shared humor that 

ensues, as she herself has initiated the topic of conversation. However, when humor is 

initiated by another interlocutor, she may find that she can identify and relate to it, but 

she is not as capable of constructing a response in the L2. Studies have shown that, even 

in immersion settings, employing L2 humor in a sophisticated way appears to develop 

slowly, even for advanced language learners like Jessica (Bell, 2005; Shardakova, 2010; 

Shively, 2013). Nevertheless, even without elaborate responses, the fact that Jessica 

notices and reacts to NSs’ humor with laughter and minimal assessments lets her 

interlocutors know that she understands and shares their humor, even if she does not help 

further the conversation. As such, she is able to signal affective alignment with NS 

interactants, avoiding the potential for disalignment that could occur with an absence of 

such a response.  
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Conclusion 
 Overall, both Anthony and Jessica display the ability to align affectively with 

their Spanish-speaking interlocutors during L2 interactions at the community center. By 

looking at participants’ use of and reactions to affective displays in Spanish, it becomes 

apparent that this is a resource that helps the NNSs align with the NSs at the community 

center. Both participants actively participate in an ongoing negotiation of affective 

practices with their interlocutors, whether initiating or responding to affect expressed by 

their communication partners. Results from the analysis highlight the dynamic nature of 

affective behavior, as it is constantly modified and negotiated in interaction. Being able 

to identify a conversational partner’s affect and respond appropriately is a vital skill in 

being able to maintain alignment in an L2, and is a skill Anthony and Jessica have the 

opportunity to practice and hone often throughout their semester-long SL experience as 

they built friendships with the NSs at the community center. In fact, both Anthony and 

Jessica display an increase in instances of affective alignment in the second half of the 

semester, indicating they may have experienced gains in this particular interactional 

resource. Additionally, Anthony demonstrates fewer instances of failed humorous 

alignment throughout the semester, with no cases in the last two days of volunteer work, 

suggesting an improved ability to use this resource to actually contribute to alignment. 

 In the next chapter, I explore the issue of identity in the SL context. This aspect of 

SL is rather unique to the situation in which the learners find themselves assigned (or 

self-assigned) in roles of learners and as experts (as instructors), which allows a richer 

environment for learning than one would find in other student contexts.  
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Chapter 5: Participant Roles 

INTRODUCTION 

In addition to the interactional resources for alignment analyzed in the prior 

chapter, this study also explores how interactants’ co-construction of identity can 

contribute to alignment in L2 conversations at the community center. The analysis 

focuses on the process of co-construction, specifically looking at how and when learners 

orient to or are assigned different roles as they become relevant in conversation, the 

effect this has on alignment, and how this process evolves over time. More specifically, 

due to Jessica and Anthony’s dual identities as instructors of native Spanish speakers 

while they are themselves Spanish language learners at the community center, they both 

continuously navigate between novice and expert roles in their interactions. As Jessica 

and Anthony become more acquainted with the community members in their classes, 

they also adopt roles such as friends, fellow residents of the same city, fellow members of 

the community center, jokesters, and interpreters. Together, these co-constructed, fluid 

identities are vital to maintaining alignment, as they allow interactants to manage 

language deficiencies, effectively fulfill their role as instructors, and connect personally 

during talk-in-interaction with community members, which contributes to their successful 

communication in Spanish. 

CA provides a framework for investigating how participants’ identities are co-

constructed as the talk unfolds in social interactions during SL. According to this 

framework, identities are not predetermined, but emerge as they become relevant during 

interaction. In addition to CA, the analysis incorporates a language socialization view of 
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identity (Ochs, 1993), where speakers establish the social identities of themselves and 

others via use of particular linguistic resources in conversation; in this case, resources for 

alignment. Additionally, the interactions are analyzed through the lens of the 

novice/expert paradigm, based on the construct of ‘legitimate peripheral participation’ 

(Lave & Wenger, 1991), by examining the learners’ orientation to these roles (see 

Chapter 2 for a discussion). Overall, the analysis of identity addresses the notion of IC by 

recognizing the co-constructed nature of interaction in how participation roles are jointly 

established. The following sections demonstrate how these roles develop over the course 

of the semester and how they affect alignment between the NNSs and NSs during their 

SL interaction at the community center. 

Anthony 

Novice Role: Spanish Language Learner  

 As Anthony begins the semester as a volunteer in the Plazas comunitarias class, 

he vacillates often between his dual expert and novice roles of Spanish academic tutor 

and Spanish language learner. On his first day at the community center, Anthony initially 

expresses confidence in his Spanish-speaking abilities to the lead teacher, Laura. During 

this interaction, Laura seems to be gauging their language levels to inform her placement 

of them as tutors. She begins by complimenting the other university student from 

Anthony’s SL course who is also tutoring in the Plazas comunitarias class on her Spanish 

language skills. She follows this by admitting she is unsure of Anthony’s skill level in the 

language. While discussing which students Anthony and the other university student 
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study will tutor, Laura says, Sí, mhm, bueno, a ti no te he escuchado mucho tu español (to 

Anthony), pero tú (looking at other student) lo tienes bien. Tú tienes muy bien tu español 

‘Yeah, mhm, well, I haven’t listened to your Spanish very much (to A)...but you (looking 

at UTFS) yours is good. Your Spanish is very good’. Laura then goes on to compliment 

the other university student specifically on her Spanish accent: Sí, no, no se tiene mucho 

acento...Como hay unos que…(XX) muy marcado, y no se escucha mucho acento a ti...Sí, 

tienes buen acento ‘Yeah, you don’t, you don’t have much of an accent...Since there are 

those who…(XX) very pronounced, and you can’t hear much of an accent with 

you….Yeah, you have a good accent’.  

  Laura then addresses Anthony’s own Spanish level in the lines that follow in 

Excerpt 5-1. Given the praise Laura has just given to Anthony’s classmate, he may have 

wanted to assure her that his Spanish was also on par with hers. Laura begins the 

exchange by verifying in line 178 if he is volunteering at the community center in order 

to improve his Spanish. He quickly refutes this, claiming he already speaks the language 

bastante bien ‘pretty well’. Laura then goes on to ask specifically about his skills in 

reading and writing, in which he also says he does well. 

Excerpt 5-1: Novice Spanish Speaker; Session 1 (Anthony) 

  178 L: Pues tú quieres reforzar tu español, verdad? 
   Well you want to strengthen your Spanish, right? 
  179→  A: Pues, bueno yo creo que hablo el español bastante bien, este ((laughs)) 
   Well, well I think that I speak Spanish quite well, um ((laughs)) 

180 L: ((laughs)) 
181 A: Pero sí, este 
 But yeah, um 
182 L: En lectura y escritura, como:, como vamos? 
 In reading and writing, how:, how are we? 
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183→  A: Bien, sí, bien, sí. 
 Good, yeah, good, yeah. 
184 L: Bien? Mhm. Mmm, a veces se nos juntan en iniciales en español. Por 

ejemplo el martes había: bastantes… 
Good? Mhm. Umm, sometimes we get beginners in Spanish. For example 
on Tuesday there were: quite a few… 
 

 In this first conversation with the lead teacher, Anthony expresses his own 

perception of his Spanish abilities, which he rates as quite high. In this way, Anthony 

positions himself as an expert speaker of the language. However, during his first tutoring 

session in Session 1, which takes place soon after this exchange with Laura, Anthony 

struggles to use the language effectively during math instruction with his tutee, quickly 

placing him in a more novice speaker role. For example, Excerpt 5-2 takes place as 

Anthony explains the first math problem they are completing together, only four minutes 

into the tutoring session. Prior to this excerpt, he has already attempted to explain the 

problem, with little success: (Reading problem quietly) Oh ok. O sea este (...) entonces 

aquí, lo podemos usar como referencia, que hay este-... Este, podemos, este, a lo mejor… 

‘Oh ok. Or I mean um (...) so here, we can use it as a reference, that there are um-...‘Um, 

we can, um, maybe…’. The excerpt below is immediately following these initial 

attempts. 

Excerpt 5-2: Novice Spanish Speaker; Session 1 (Anthony) 

320→  A: En-, este, cómo se, podría, este mm, contar en, cuatro: este (...) estoy 
aprendiendo ahora que no tengo el vocabulario en español que pensaba 
que tenía ((laughs)) pero: se lo podría contar en cuatro veces de cero a 
veinticuatro (...) 

 In-, um, how, could you, um mm, count in, four: um (...) I’m learning now 
that I don’t have the vocabulary in Spanish that I thought I had ((laughs)) 
bu:t you could count it by fours from zero to twenty-four (...) 

321 FT1: Cero a veinticuatro. 
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 Zero to twenty-four. 
 322 A: O sea (...) qué es un cuarto de veinticuatro? 

 Or I mean (...) what is one fourth of twenty-four? 
323 FT1: Qué es un cuarto de veinticuatro (...) 
 What is one fourth of twenty-four (...) 
324→  L: Si veinticuatro lo tuviera que dividir en [cuatro  
 If you had to divide twenty-four in [four 
325 FT1: [En cuatro, no? 
 [In four, right? 
326 L: Si tuviera veinticuatro dólares 
 If you had twenty-four dollars 
327 FT1: Mm: 
 Mm: 
328 L: Y reparte esos dólares a cada uno d-, a cuatro de sus hijos...  
 And you divide those dollars to each o-, to four of your kids... 

 
 After multiple attempts to explain the math problem, Anthony identifies a 

potential gap in his Spanish language vocabulary that may be impeding his ability to 

instruct his tutee in mathematics: estoy aprendiendo ahora que no tengo el vocabulario 

en español que pensaba que tenía ‘I’m learning now that I don’t have the vocabulary in 

Spanish that I thought I had’. Noting Anthony’s difficulty explaining the math problem 

and FT1’s subsequent struggle to understand, Laura jumps into the conversation in line 

324 with her own instruction. By taking over for him in this way, she also positions 

Anthony in a novice Spanish-speaker role, identifying him as someone in need of help 

from a more experienced speaker of the language.  

 Throughout the remainder of Session 1, Anthony continues to adhere to a novice 

role on various occasions as he turns to his tutee for help in translating mathematical 

terms and verifying his prior knowledge of math-related vocabulary. Once helped, he is 

then able to continue with his academic explanations in Spanish. These contexts are 

represented in the three excerpts below. 
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Excerpt 5-3: Novice Spanish Speaker; Session 1 (Anthony) 

377→  A: Ehm, una cosa. En vez de:, de hacer, bueno, todas las las calculaciones 
otra vez, ya calculaste, lo que es, un, un, cómo se dice? 
Uh, one thing. Instead o:f, doing, well, all of the calculations again, you 
already calculated, what’s, a, a, how do you say it? 

378  FT: Un: un: doce. 
 A: a: twelfth 
379 A: Un doce, pues... 
 A twelfth, well... 
 

Excerpt 5-4: Novice Spanish Speaker; Session 1 (Anthony) 

381→  A: (...) Entonces para: dos ter-, tercios? 
 (...) So for: two thir-, thirds? 
382 FT: Mhm 

 383 A: Tiene qu- tienes que encontrar lo que es… 
  You (formal) have t-, you (informal) have to find what is... 
 
Excerpt 5-5: Novice Spanish Speaker; Session 1 (Anthony) 

398→  A: Dividido por ciento, nada más se- se puede, mover el (...) decimal, creo 
que se dice? 
Divided by one hundred, you can ju- just, move the (...) decimal, I think 
it’s called? 

399 FT: Mhm, sí. 
 Mhm, yeah. 
400 A: Dos, dos lados a la izquierda… 
 Two, two sides to the left... 
 
In addition to Session 1, despite his assignment as an instructor in the class, 

Anthony continues to position himself in a novice Spanish speaker role in all subsequent 

conversations throughout the semester, although this role gradually becomes less relevant 

as the semester progresses. The peak number of times Anthony adheres to this novice 

identity is Session 2 with seven times, which tapers to only twice on his last day of 

volunteering. Throughout the semester, Anthony evokes a novice speaker identity in 

contexts where he asks for the meaning of words, confirms his understanding of a word, 



 170 

or has difficulty explaining concepts to his tutees while managing conversation in 

Spanish. These three specific contexts are demonstrated in the sections below. 

Asking for Meaning of Word 
 In the excerpt below, which takes place during Spanish reading instruction in 

Session 3, Anthony recognizes that his unfamiliarity with the word abonos ‘installments’ 

impedes his ability to interact with his tutee. The exchange begins with FT2 joking in line 

735 about the fact that making purchases using abonos is a common practice in Mexican 

families. Anthony responds with laughter, but then immediately turns to FV1, another 

tutor, to translate the word to English. A less active learner would have maybe let the 

opportunity pass by feigning understanding, but Anthony uses the occasion to not only 

ask about the meaning, but to verify his understanding of the meaning with a series of 

questions meant to solidify his comprehension of the word.  

Excerpt 5-6: Unknown Vocabulary; Session 3 (Anthony) 

735 FT2: (reading) Comprar a crédito o en abonos es una práctica muy 
frecuente para las familias mexicanas. Sí porque (XX) ((laughs)) 
Buying on credit or in payments is a very common practice for Mexican 
families. Yeah because (XX) ((laughs)) 

736→  A: ((laughs)) (to FV1) Abonos? Qué significa en inglés?  
 ((laughs)) (to FV1) Abonos? What does it mean in English? 
737 FV: Mm? 
 Hm? 
739 A: Abono? 
740 FT: A-bonos: 
741 FV: It’s like, you buy something, but you don’t pay: 
742→  A: Es como hacer, like monthly payments? 
 It’s like doing, like monthly payments? 
743 FV: Yes. 
744 A: ((laughs)) Ok. [((laughs))  
745  FT: [((laughs)) Abono ((laughs)) 
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746  A: ((laughs)) 
747  MV1: Abonos chiquitos. 
748→  A: No tiene como, una palabra que traduce, exacto en inglés, es como (...) 

verdad? 
It doesn’t have like, a word that translates, exactly in English, it’s like (...) 
right? 

749  FT: Qué significa abono en inglés dices? 
 You’re saying what does ‘abono’ mean in English? 
750→  A: Que no tiene, pero no tiene [como una palabra  
 That it doesn’t have, but it doesn’t have [like a word 
751  MV1: [Una palabra, no 
 [A word, no 
752→  A: [Es más, un concepto que explicar. 
 It’s more, a concept to explain. 
753  MV1: [No, es, monthly payments. 
 [No, it’s, monthly payments. 
754  A: Sí, ok. 
 Yeah, ok. 
755  MV1: Es eso (...) son los abonos, o sea que, puede ser mensual o puede 

ser semanal o puede ser, diario... 
It’s that (...) those are ‘abonos’, or I mean that, it can be monthly or it can 
be weekly or it can be, daily… 
 

 During this exchange, as well as many others just like it, Anthony’s novice-role 

self-positioning regarding the meaning of a word transforms into an extended discussion 

during which language learning takes place. By asking follow-up questions, Anthony 

ensures that he has a deep understanding of the concept he is does not know. On these 

occasions, he seems to detect a need to deepen his understanding, not only for his own 

benefit as a language learner, but also in his role as tutor and conversationalist, in order to 

be more effective in these roles, and he does not shy away from positioning himself as a 

novice. 
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Verifying Word Meaning 
 In addition to seeking help with the meaning of unknown words, Anthony also 

takes on a novice-speaker identity when verifying his prior knowledge and understanding 

of certain words in Spanish as they become relevant during instruction. This practice 

appears to solidify his own knowledge of the language while assuring that he can be 

successful when instructing his tutees. As such, Anthony demonstrates, again, that he is 

an active agent in his own learning of the language while taking his role as instructor 

seriously. The following examples from Session 2 present instances where Anthony 

evokes a novice speaker identity while verifying word meaning during tutoring.  

 In Excerpt 5-7, Anthony realizes that he is not entirely certain of his 

understanding of the word paño. He pauses instruction to verify that it is, indeed, a word, 

and that his understanding of its meaning is accurate. Knowing this information is vital to 

being able to communicate effectively and accurately with his tutee, as the reading 

activity requires MT1 to decode both the words as well as to identify whether they are 

actual words in Spanish. Therefore, Anthony must also know the meaning of the words in 

question. 

Excerpt 5-7: Verifying Word Meaning; Session 2 (Anthony) 
 

98 A: Cómo va, cómo van juntos? 
  How does it, how do they go together? 

99 MT1: Pa:ño. 
100 A: Ese es una palabra? 
 Is that a word? 
101 MT1: A:h no. No? 

  U:m no. No? 
102→  A: Paño? Paño sí. Este mm (...) (to Laura) paño es “handkerchief” sí? 

Como, si tienes que estronudar (...) es un paño, en el cual se lo hace, no? 
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Paño? Paño is. Um mm (...) (to Laura) ‘paño’ is “handkerchief” right? 
Like, if you have to sneeze (...) it’s in a ‘paño’ that you do it, right? 

 
 Excerpt 5-8 takes place during another reading activity in Session 2, where 

Anthony must verify that MT1’s word choice is appropriate given the context. In this 

exchange, Anthony initially expresses doubt that MT1’s answer, puño ‘fist’, is correct 

and instead suggests another word, mano ‘hand’. He begins to verify his understanding of 

puño ‘fist’ when Laura supplies the definition, at the same time confirming that MT1’s 

answer is actually correct.  

Excerpt 5-8: Verifying Word Meaning; Session 2 (Anthony) 
 

200 MT1: Puño. 
201→  A: Cómo es? 
 What is it? 
202 MT1: Puño. 
 ‘Puño’ (fist) 
203→  A: Puño? No es mano? 
 ‘Puño’? It’s not ‘mano’ (hand)? 
204 MT1: Mm 
205→  A: Puño es [como- 
 ‘Puño’ is [like- 
206 L: [Puño, sí, puño. El puño de la mano. Cuando es así está empuñada. 
 [‘Puño’, yeah, ‘puño’. Your hand’s fist. When it’s like this it’s in a fist. 
207 A: Ah ok ((laughs)) 
 Oh ok ((laughs)) 
208 L: Sí, (demonstrating with hand) está abierta, empuñada. Abrirse y 

empuñar. 
Yeah, (demonstrating with hand) it’s open, in a fist. To open and to make 
a fist. 

 
In a final example from Session 2, Anthony thinks he may know the meaning of 

the word topo ‘mole’ that appears in a reading with his tutee, but again verifies his 

understanding with the lead teacher. It becomes clear throughout the exchange that he has 

a misunderstanding of the word, confusing it with the similar tope, meaning 
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‘speedbump’. However, instead of assuming his knowledge is correct, Anthony is not 

afraid to position himself as a novice in order to verify his understanding of the word; in 

this case, it turns out to be helpful both for him as a Spanish language learner and as a 

Spanish language tutor. Not only does the question result in an extended description 

regarding the meaning of topo ‘mole’ and how it differs from tope ‘speedbump’, his tutee 

also admits to not knowing the meaning of the word, evident in his response to Anthony 

No sé ‘I don’t know’, in line 244. By taking on this participant role of novice, Anthony’s 

question then evolves into a learning experience for both himself and his tutee, allowing 

for the reading activity to then proceed more smoothly. 

Excerpt 5-9: Verifying Word Meaning; Session 2 (Anthony) 

244→  A: Topo:, es como: (...) có-, cómo es topo? 
 ‘Topo:’, es li:ke (...) wha-, what is ‘topo’? 
245 MT1: No sé. 
 I don’t know. 
246 L: Topo es un animal. 
 ‘Topo’ is an animal. 
247 A: Es un animal? 
 It’s an animal? 
248 L: Mamífero, ciego. 
 Mammal, blind. 
249 A: Hm 
250 L: Tiene sus manos, bastante grandes. Se las escarba. Busca las raíces de 

los, de las plantas y animalitos y eso. 
It has hands, rather big. It digs with them. It looks for roots from the, from 
the plants and little animals and stuff. 

251 A: Ah:. Oh es, oh ok. 
 Oh:. Oh it’s, oh ok. 
252 L: No sé cómo se le [llaman- 
 I don’t know what [they’re called- 
253→  A: [Porque, bueno yo, cuando estaba en, eh, Yucatán este verano, lo 

dirían topo los, como, speed bumps, en la calle? 
[Because, well I, when I was in, uh, Yucatan this summer, they called 
‘topo’ the, like, speed bumps, in the street? 
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254 L: Mhm 
255→  A: Como para hacer que: se maneje, más, lentamente? 
 Like so tha:t you would drive, more, slowly? 
256 L: Topes, [esos son topes. 
 ‘Topes’, [those are ‘topes’. 
257 A: [Topes, eso, eso, sí. ((laughs)) 
 [‘Topes’, that, that, yeah. ((laughs)) 
258 L: Mhm 

 
 When asking for the meaning of an unknown word or verifying word meaning, 

the conversation often turns into a more extended discussion about the Spanish language 

going beyond just a translation or explanation of the word, offering Anthony an 

opportunity to deepen or even expand his understanding of words. This phenomenon is 

illustrated in the example below, where a word inquiry in line 224 develops into an 

extended discussion on a more fine-tuned definition of the word tapete and its origin. 

Excerpt 5-10: Verifying Word Meaning; Session 2 (Anthony) 
 

223 MT1: (Reading aloud) Ta, pete. 
224→  A: Tapete, sí. (to Laura) Tapete es como un tablecloth? 
 Tapete, yeah. (to Laura) Tapete is like a tablecloth? 
225 L: Ah hah. 
226 A: Oh ok.  
227 L: Es como mm (...) es ahm (…) como un pedazo de carpeta 
 It’s like um (...) it’s um (...) like a piece of covering 
228→  A: Que se pone en la mesa (...) sí? O- 
 That you put on the table (...) right? Or- 
229 L: Mm, podría ser un tapatío bordado, que está así sobre la mesa, pero un 

tapete casi por lo general es el que va eh sobre- ah al lado de la cama. 
Um, it could be a embroidered cloth, that’s like that on the table, but a 
‘tapete’ almost always is the one that goes uh on- uh at the foot of the bed. 

230 A: Ah: ok ((laughs)) 
 Oh: ok ((laughs)) 
231 L: Mhm 
232→  A: ((laughs)) Son algunas palabras que nunca aprendí, pero- 
 ((laughs)) They’re some words that I never learned, but- 
233 L: Mhm. Tapete viene de la lengua Náhuatl. 
 Mhm. ‘Tapete’ comes from the Náhuatl language. 
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234 A: Mm 
235 L: Tapete petate (...) orache... 

 
 While Laura at first acknowledges that Anthony’s understanding of tapete is 

correct, she then goes on to describe a more specific meaning as a cloth, yes, but one that 

typically goes at the foot of the bed. When Anthony admits that it is a word that he never 

learned, Laura clarifies its origin as coming from the Náhuatl language, then provides 

even more examples of words with this etymology. Not only does Anthony’s question 

result in a more concrete understanding of the word tapete, it results in a more thorough 

knowledge of the word. 

 The prior examples demonstrate instances where Anthony positions himself in a 

novice Spanish speaker role when asking for the meaning of a word or verifying his 

understanding of a word in Spanish. In both cases, Anthony momentarily deviates from 

his role as expert Spanish speaker that he embodies while tutoring adults in the language. 

He assumes a novice role in an apparent dual intent to be more effective with his tutoring 

instruction and for his own personal gain as a learner of the language. By representing 

this role, Anthony then allows for himself and his tutee to align more closely as they can 

proceed with learning with newfound shared knowledge and understanding. 

Difficulty Explaining Concepts 

 Anthony also adheres to a novice Spanish-speaker identity at the community 

center when speaking in the L2 proves difficult while explaining academic concepts. In 

these cases, Anthony either self-identifies a language-related problem, or his tutees 

express difficulty understanding his explanations given in Spanish. During these types of 
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exchanges, Anthony often appears uncomfortable with his inability to express himself 

clearly in the second language. 

 During Session 3, Anthony tutors FT2 in math and struggles throughout the class 

to explain some of the mathematical concepts of the activities she is completing. Excerpt 

5-11 below reveals FT2’s first time to indicate trouble understanding Anthony, only three 

minutes into class. Prior to this, Anthony and FT2 have just read through the first 

problem, when FT2 presents a question: Pero, allí no entiendo de esas fechas ‘But, I 

don’t understand those dates there’. Excerpt 5-11 reveals the exchange that takes place 

after Anthony attempts to explain what the dates are. In line 31, FT2 follows the 

explanation with a long pause and then states, No le entiendo ‘I don’t understand you’.  

Excerpt 5-11: Difficulty Explaining Concepts; Session 3 (Anthony) 

31→  FT2: (…) ((laughs)) No le entiendo. ((laughs)) (XX) no le entiendo. 
((laughs)) 
(...) ((laughs)) I don’t understand you. ((laughs)) (XX) I don’t understand 
you. ((laughs)) 

32 MV1: No le entiende? Quién? Él no te entiende o tú no le entiendes? 
You don’t understand him? Who? He doesn’t understand you or you don’t 
understand him? 

33 FT2: ((laughs)) Los dos. ((laughs)) 
 ((laughs)) Both. ((laughs)) 
34 MV1: Los dos? ((laughs)) 
 Both? ((laughs)) 
35→  A: Lo, lo voy a explicarlo. 
 I’m, I’m going to explain it. 
36 MV1: Ok ok ok.  
37→  A: Pues, lo intento. 
 Well, I’ll try. 
38 MV1: No, está bien está bien. 
 No, it’s ok it’s ok. 
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 MV1’s addition to the conversation is especially noteworthy because MV1, a 

veteran tutor and native Spanish speaker, overhears FT2 and intervenes, attempting to 

find the source of the communication problem. FT2 jokes that they don’t understand each 

other, avoiding placing the blame on Anthony, although Anthony seems to interpret the 

situation as a failure on his part to explain the problem adequately. He fails to reciprocate 

FT2’s laughter, adding that he will try to explain the problem, and signaling his intent to 

remedy the situation. Appearing to sense Anthony’s discomfort, MV1 ends the exchange 

assuring him that No, está bien está bien ‘No, it’s ok it’s ok. 

 Soon after this exchange, FT2 asks another question about the math problem they 

are completing together. Line 71 reveals Anthony’s attempt to answer her question, but in 

the end, he self-identifies his inability to do so due to a limited knowledge of relevant 

mathematical terminology in Spanish, decirlo en español no sé ‘I don’t know how to say 

it in Spanish’. 

Excerpt 5-12: Difficulty Explaining Concepts; Session 3 (Anthony) 

70 FT2: Por qué da 3? 
 Why is it 3? 
71→   A: Pues, porque (...) es, este (...) la relación entre (...) es (...) cómo se dice 

((laughs)), decirlo en español no sé… 
Well, because (...) it’s, um (...) the relationship between (...) it’s (...) how 
do you say ((laughs)), I don’t know how to say it in Spanish… 
 

 Soon after, Anthony stops instruction to ask FT2 if what he is explaining makes 

sense. By specifically inquiring whether she comprehends his explanations, he indicates 

that he may be insecure about his ability to teach the math lesson in the second language 

or possibility senses confusion on her part. At first, FT2 says she does understand, but 
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then follows this with pero, me cuesta entenderle ‘but, it’s hard for me to understand 

you’. 

Excerpt 5-13: Difficulty Explaining Concepts in L2; Session 3 (Anthony) 
 

117→  A: Sí. O sea, eso se trata de las unidades, entonces (continues 
explanation) (...) Me explico? 
Yeah. Or I mean, that one’s about units, so (continues explanation) (...) 
Am I explaining myself? 

118 FT2: Mhm. 
119→  A: (...) Hace sentido? O, no tanto? 
 (...) Does it make sense? Or, not so much? 
120→  FT2: Sí ((laughs)), pues sí ((laughs)), pero, me cuesta entenderle. 

Yeah ((laughs)), well yeah ((laughs)), but, it’s hard for me to understand 
you. 
 

As the same class continues, Anthony refers several times to the book for 

assistance with instruction, as he appears to lack some of the terminology needed to 

explain concepts. On each occasion, Anthony refers to the book after FT has asked a 

question, as indicated in Excerpts 5-14 and 5-15 below: 

Excerpt 5-14: Difficulty Explaining Concepts in L2; Session 3 (Anthony) 

98 FT2: Ok. Pues dice (reads next problem aloud) (...) por qué?  
 Ok. Well it says (reads next problem aloud) (...) why? 
99→  A: (...) Está bien si veo, unas páginas atrás para ver?  
 (...) Is it ok if I look, a few pages back to see? 
 

Excerpt 5-15: Difficulty Explaining Concepts in L2; Session 3 (Anthony)  

124 FT2: Ok, entonces (...) entonces entre 13 mil quinientos la cantidad de, 
toneladas de basura que se puede (XX), y qué?  
‘Ok, so (...) so between 13 thousand five hundred the amount of, tons of 
trash that can (XX), and what?’.  

125→  A (...) (long pause) Con permiso, bueno a ver (...) a- aquí, en la otra pág- 
la: la página siguiente, explica, otra manera de hacerlo ((laughs)).  
‘Excuse me, well let’s see (...) h-here, on the other pag- the: the following 
page, it explains, another way to do it ((laughs))’.  
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It is clear from these few examples from Session 3 that Anthony is struggling with 

math instruction in Spanish and that his tutee is struggling to understand. Being unable to 

answer FT2’s questions and looking in the book for resources to help him, it is evident 

that he is seeking extra support to aid him in his L2 mathematical instruction. In these 

excerpts, Anthony is forced to cede his expert tutor role, as his difficulties place him 

temporarily in a novice Spanish speaker role. The excerpt that follows reveals his further 

attempts at explaining this same problem. 

 In a final example from Session 3, at first, Anthony appears confident in his 

ability to explain the problem at hand. FT2 also appears to follow along with his 

explanation, rephrasing what he has just said in her own words in lines 136 and 138. 

However, beginning in line 139, Anthony, again, positions himself in a novice Spanish 

speaker role by claiming that he is not explaining himself well.  

Excerpt 5-16: Difficulty Explaining Concepts in L2; Session 3 (Anthony) 

135 A: Si multiplicas, este ehm, lo de arriba del, de la izquierda con lo de 
abajo del, derecho, de la derecha digo. 
If you multiply, this um, what’s on top of the, of the left with what on the 
bottom of the, right, of the right I mean. 

136 FT2: Eh, eso con eso. 
 Uh, this with this. 
137 A: Sí, y esto con esto después, lo, las dos son iguales, las dos, cantidades. 
 Yeah, and this with this then, the, the two are equal, the two, amounts. 
138 FT2: Deben de dar igual. 
 They should be the same. 
139→  A: Sí, y, si sabes las 3 de las 4, lo que, ehm, se puede hacer siguiente es 

nada más dividir por este, en los dos lados (...) o sea (...) no me explico 
bien, este, ehm… 
If, and, if you know the 3 of the 4, what, um, you can do next is just divide 
by this, on both sides (...) or I mean (...) I’m not explaining myself very 
well, this, uhm... 
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 Eventually, Anthony and his tutee are able to create enough meaning together to 

solve the problem and continue with the lesson. When positioning himself in a novice 

role during Session 3, Anthony seems uncomfortable with his inability to explain the 

mathematical concepts clearly. On the other hand, when asking for or verifying the 

meaning of a Spanish word during Session 2 tutoring, Anthony does not display this 

same discomfort when embodying a novice role. In both cases, deviating from his expert 

role as tutor is necessary in order to maintain alignment and intersubjectivity during 

academic instruction in the L2, as the tutoring session is unable to continue without him 

receiving help, either from his tutee, the lead teacher, Laura, or the textbook.  

 Overall, Sessions 1, 2, and 3 reveal frequent difficulties explaining some 

academic notions in Spanish; however, after these first classes, Anthony rarely embodies 

a novice role during tutoring in the L2. In fact, there are few instances where Anthony 

and his tutee fail to align during tutoring at the end of the semester, indicating he has 

improved his IC regarding reading, writing, and math academic instruction in Spanish.  

Shared Novice Roles 
 While Anthony adheres to a novice Spanish speaker role on many occasions 

throughout the semester, he is not always alone, since many times Anthony’s tutees share 

this role with him. During these instances, Anthony and his tutee work together to create 

meaning. Although Anthony’s tutees are all native Spanish speakers, as academic 

Spanish learners in reading, writing, and math, they share with Anthony a novice role 

frequently throughout the semester as they work together to create meaning and 
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understanding in the language. Excerpt 5-17 below reveals an instance during math 

tutoring in Session 3 when Anthony and his tutee collaborate to fill in the gaps in their 

knowledge in order to solve the math problem together. 

Excerpt 5-17: Shared Novice Roles; Session 3 
 

684 A: O sea, son:, a ver (...) [cincuenta y cinco: ((laughs)) 
 Or I mean, it’s:, let’s see (...) [fifty-fiv:e ((laughs)) 
685 FT2: [Cincuenta y cinco: ((laughs)) (.) por ciento. 
 [Fifty-fiv:e ((laughs)) (.) percent. 
686 A: No es por ciento, es este mm 
 It’s not percent, it’s uh um 
687 FT2: Ah: 
 Uh: 
688 A: Son cinco punto cinco por ciento (...) pero son, cincuenta y cinco, 

décimos, céntimos (...) milésimos, se dice? 
It’s five point five percent (...) but it’s, fifty-five, tenths, hundredths (...) 
thousandths, do you say? 

689 FT2: Décimo: 
 Tenth: 
690 A: Thousandth? Tenth, hundredth, thousandth?  
691 FT2: Yeah 
692 A: Sí? (...) ((laughs)) Milésimo creo. 
 Yeah? (...) ((laughs)) Thousandth I think. 
693 FT: Sí porque está el punto acá. 
 Yeah because the decimal is right here. 
694 A: Sí. 
 Yeah. 
695 FT: Sí, entonces son milésimos. 
 Yeah, so it’s thousandths. 
696 A: Ok.  
 

 In Excerpt 5-17 Anthony and FT2 work through their limitations to understand 

the math problem and use proper terminology. Since they are both learning math 

terminology in Spanish, they scaffold onto each other’s knowledge to add to each other’s 

contributions and co-construct understanding of the problem. As a result of assuming 
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novice roles, they are eventually successful as they come to a shared consensus on the 

solution to the problem. 

 In Excerpt 5-18 from Session 5, Anthony and his tutee encounter the word 

croquis ‘sketch’ that neither are familiar with as FT3 reads aloud from her book. The 

initial confusion evolves into an extended discussion involving UFS, another university 

SL student from Anthony’s class who is also tutoring in the Plazas comunitarias class. 

Neither FT3, the NS, nor UFS, a heritage Spanish speaker, have heard of the word, so, in 

an effort to clarify the meaning, Anthony looks up the definition on his phone. Here, all 

three participants share a novice role as they work together to discover the meaning of 

this word in Spanish. Instead of causing discomfort, the discussion seems to draw 

Anthony and his tutee into closer alignment as they laugh about their unfamiliarity with 

the word and FT comments on their shared learning in line 385: No yo no sabía esa 

maestro. Pues ya, pero aprendemos algo nuevo ((laughs)) ‘No I didn’t know that teacher. 

Well anyway, but we learned something new ((laughs))’. 

Excerpt 5-18: Shared Novice Roles; Session 5 (Anthony) 
 

358 FT3: (reading aloud) (...) Un, un, cro-quies, cro-quies. 
 (reading aloud) (...) A, a, ‘cro-quies, cro-quies’. 
359 A: Croquis. 
360 FT3: Croquies. 
361→  A: Qué son croquis? ((laughs)) 
 What are ‘croquis’? ((laughs)) 
362→  FT3: Qué es maestro? 
 What is it teacher? 
363→  A: No sé. 
 I don’t know. 
364→  FT: No sé [((laughs)) 
 I don’t know [((laughs)) 
365 UFS: [Qué es qué? 
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 [What is what? 
366 A: Croquis? 
367 UFS: (…) ((laughs)) Yo no sé ((laughs)). 
 (...) ((laughs)) I don’t know ((laughs)). 
368 FT3: ((laughs)) Maestro si yo que apenas (XX) y no sé! 
 ((laughs)) Teacher if I hardly (XX) and I don’t know! 
369 A: ((laughs)) 
370 UFS: No, no he escuchado croquis. 
 No, I haven’t heard ‘croquis’. 
371 A: Una pregunta para Google. 
 A question for Google. 
372 UFS: Así se, así se, cómo se escribe? 
 It’s like, it’s like, how is it written? 
373 A: (spelling aloud) C-r-o-q-u-i-s 
374 UFS: Croques, croques. 
375 FT3: Croques. 
376 UFS: No sé qué es eso, por mi vida que no sé qué es eso ((laughs)). 

I don’t know what that is, for the life of me I don’t know what that is 
((laughs)). 

377 FT3: ((laughs)) 
378 UFS: Este:, ah, pero ahorita lo vamos a ver igual con el internet. 
 Um:, oh, but we’ll see it right now anyway on the internet. 
379 FT3: (XX) 
380 A: (Reads aloud definition on phone) Ah es como, nada más, un dibujo 

de:, del cuerpo de una persona. 
(Reads aloud definition on phone) Oh it’s like, it’s just, a drawing of:, of 
the body of a person. 

381 FT3: Oh. 
382 A: Como, como así.  
 Like, like this. (shows FT and UFS phone) 
383 FT3: Oh guau. 
 Oh wow. 
384→  A: No sabía esa palabra? 
 You didn’t know that word? 
385→  FT3: No yo no sabía esa maestro. Pues ya, pero aprendemos algo nuevo 

((laughs)). 
No I didn’t know that teacher. Well anyway, but we learned something 
new ((laughs)). 

386→  A: Sí ((laughs)). 
 Yeah ((laughs)). 
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Similar to when individually seeking the meaning of words or assistance with 

explanations in the L2, these shared Spanish language uncertainties often develop into 

extended discussions that help to strengthen Anthony’s understanding of new terms in 

Spanish. Additionally, sharing a novice role appears to allow Anthony to align with his 

tutees as they can relate to one another on this level and understand each other’s needs. 

By co-constructing knowledge, they learn to work together to fill gaps in their knowledge 

while allowing for learning to take place for both. 

 Throughout the analysis, it is apparent that, by self-assigning a novice Spanish-

speaker role in contexts where there are unfamiliar words and terminology, Anthony 

attempts to manage language when there is a breakdown in communication in order to 

fulfill his role successfully as tutor and align with his tutees in communication. While this 

novice role is sometimes shared by his tutees (and others in the Plazas comunitarias 

class), the need to adopt such a role at times appears to result in discomfort when 

Anthony is unable to provide the academic instruction in the L2. Anthony does reveal a 

decreased need to take on a novice role because most instances occur during the first 

three days of the semester, while Sessions 4 and 5 have few examples. This move away 

from a novice identity indicates development in IC. In addition to assigning himself a 

novice identity, others at the community center, in turn, also position him as a novice. 

Others Assign Anthony a Novice Role 
 While the prior sections outline how Anthony addresses his own shortcomings 

during tutoring by taking on a novice role and seeking help or collaborating with others 
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to fill the gaps in his knowledge, there are also occasions throughout the semester where 

another instructor takes note of his language deficiencies and intervenes, taking over 

instruction of Anthony’s tutee. In these cases, Anthony’s language learner identity 

becomes relevant as the other instructor positions him in a novice Spanish-speaker role, 

regarding him as someone in need of help from a more experienced speaker of the 

language. These examples provide evidence of Anthony’s changing participation as co-

constructed, demonstrating how IC does not reside solely in an individual’s singular 

ability, but is jointly constructed (Young, 2019). As is evident in the excerpts below, 

Anthony is not always in actual need of assistance, and he sometimes fights to regain his 

expert identity as tutor. 

 Excerpt 5-19 below reveals one instance where another tutor, MV1, intervenes 

during Anthony’s lesson on probability in Session 3. While Anthony does often struggle 

to explain the math concepts during this tutoring session, there is no specific instructional 

need prior to this particular exchange before MV1 takes over his instruction. At the 

beginning of this excerpt, Anthony and his tutee have just finished throwing two dice 50 

times and recording the resulting numbers to complete an activity on probability. Once 

finished with this first step, Anthony begins explaining the next step in the math activity 

when MV1 interrupts in line 376. After several turns where MV1 asks FT2 questions 

about the results of the activity, Anthony then, in turn, cuts off MV1 in line 389 and 

regains control of the instruction with: Es lo que vamos a hacer siguiente ‘That’s what 

we’re going to do next’.  
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Excerpt 5-19: Instructor Intervenes, Session 3 (Anthony) 
 

373 A: La última lanza. 
 The last throw. 
374 FT2: Ah! [((laughs!)) 
375 A:  [((laughs!)) Ok ahora, este- 
 [((laughs!)) Ok now, um- 
376→  MV1: Que (XX) salió, o no? 
 Did you get (XX), or no? 
377 FT2: Mm, qué salió? 
 Mm, did I get what? 
378 MV1: La probabilidad cincuenta y cincuenta o no? O en un- es de los 

dados. 
 The probability fifty-fifty or no? Or in a- it’s from the dice. 
379  A: Sí. 
 Yeah. 
380 MV1: No, cuál es el que más sale a ver si- 
 No, which is the one that comes out the most to see if- 
381  FT2: Siete. 
 Seven. 
382 MV1: (...) Por qué? 
 (...) Why? 
383 FT2: Qué sé yo! ((laughs)) 
 How do I know! ((laughs)) 
384 A: ((laughs)) 
385  MV1: No no, a ver, pues ve ve 
 No no, let’s see, well look look 
386  A: [((laughs)) 
387 FT2: [((laughs)) 
388  MV1: Ve ve, ve qué combinaciones se pueden hacer y por qué sale más. O 

sea, cuántas, cuántas- 
Look look, look what combinations you can make and why you get it the 
most. Or I mean, how many, how many- 

389→  A: Es lo que vamos a hacer siguiente. 
 That’s what we’re going to do next. 
390 MV1: Ah: ok. 
391→  A: Sí, en la, en la próxima página. ((laughs)) 
 Yeah, on the, on the next page. ((laughs)) 
392 MV1: Ok 
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 By interrupting MV1, Anthony sends the signal to his interlocutors that he is 

capable and confident in his role as Spanish math tutor and is not in need of unsolicited 

help from other instructors, thereby reclaiming his expert role. While bringing the 

instruction back to himself and dismissing help may cause a rift in alignment with the 

other instructors, Anthony is likely fostering alignment with his tutees because he is more 

able to understand their needs. By entering the conversation as an outsider, other 

instructors may be off target with their instruction. For example, in Excerpt 5-19 above, 

MV1’s interruption seems to create confusion, as FT2 struggles to answer his questions. 

Although in line 389 he does finally arrive at the question that Anthony says they are 

about to address next, he has disrupted the flow of conversation that Anthony and FT2 

have established throughout the tutoring session and impeded the smooth segue from the 

end of the math activity to the analysis of the acquired data. By cutting off MV1’s 

instruction, Anthony indicates he is better equipped to tutor his students and more 

thoroughly understands their instructional needs, thereby fostering alignment.  

 This same scenario replays several times throughout the semester, although 

outside help from other NS tutors becomes less frequent. Through a combination of 

taking on a novice role less often himself and regaining control over instruction when 

another tutor does intervene, Anthony increasingly rejects the novice role that others 

assign him, thereby indicating a changing participant status from peripheral to 

increasingly active expert participation in the discursive practice of Spanish academic 

instruction, demonstrating development in IC. 
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Anthony Assigns Himself Expert Role 
 After the initial self-confidence that Anthony expresses in Session 1, he more 

often takes on a novice role during the first half of the semester. However, starting in 

Session 3, Anthony begins to self-identity more frequently as an expert Spanish-speaker, 

until this becomes his most common role. The following section exemplifies Anthony’s 

move toward seeing himself as an expert Spanish-language tutor at the community 

center. 

 While the first few conversations are teeming with examples of Anthony 

expressing self-doubt during Spanish academic instruction, in Session 3, he begins to 

display more confidence and expertise on the subject matter. One way he does this is, 

instead of asking his tutee or another instructor for help, he actually begins to correct his 

tutee as well as offer increasingly detailed academic explanations.  

During the math lesson on probability in Session 3, Anthony’s tutee, FT2, 

incorrectly reads numbers on several occasions, and Anthony follows this with a 

correction of her Spanish. These corrections are demonstrated in Excerpts 5-20, 5-21, and 

5-22 below. 

Excerpt 5-20: NS Spanish Correction; Session 3 (Anthony) 

80 FT2: (...) Da cien treinta y cinco. 
 (...) It’s hundred thirty-five. 
81→  A: Ah, sí, ciento treinta y cinco. 
 Uh, yeah, one hundred thirty-five. 

  
Excerpt 5-21: NS Spanish Correction; Session 3 (Anthony) 

173 FT2: ((laughs)) (working on math problem) (...) que (XX) cien ocho (...) sí 
verdad? 
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((laughs)) (working on math problem) (...) that (XX) hundred eight (...) 
yes right? 

174→  A: Ciento ocho? 
 One hundred eight? 
175 FT2: Ciento ocho ((laughs)) ok ((laughs)). 
 One hundred eight ((laughs)) ok ((laughs)). 
176 A: Muy bien. ((laughs)) 

  Very good. ((laughs)) 
 

Excerpt 5-22: NS Spanish Correction; Session 3 (Anthony) 

185 FT2: (solving problem) Cien veintiseis.  
 (solving problem) Hundred twenty-six. 
186→  A: Ciento veinti-, sí.  
 One hundred twenty-, yeah. 
 
In the examples above, Anthony softens his corrections by prefacing or following 

the correction with the agreement token sí ‘yeah’ in Excerpts 5-20 and 5-22, assuring 

FT2 that she has answered the problem correctly, or posing it in the form of a question, as 

in Excerpt 5-21. These strategies help Anthony to maintain alignment with his tutee, even 

while correcting her Spanish. This is important, as FT2 may feel threatened by a NNS 

telling her how to say something in her native language, and she may already feel 

vulnerable as an adult learner of basic math and literacy skills. The fact that she is being 

instructed by a NNS of her language could create an uncomfortable dynamic between the 

two; however, Anthony reveals he is skilled at managing communication in a way that he 

is able to correct her Spanish without affecting their alignment. Excerpt 5-21 reveals how 

their alignment is not negatively affected by the way that FT2 takes Anthony’s correction 

of her Spanish in stride, repeating the correct way to say the number followed by 

laughter, which Anthony returns in the following line. 
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Anthony continues to correct NSs on a few other occasions toward the middle and 

end of the semester. These exchanges demonstrate how Anthony can confidently speak 

up to signal a difference of opinion and express his knowledge on a subject in the L2, 

revealing a move toward more active expert participation in the L2 in this setting. 

In addition to displaying an expert identity by correcting NSs, Anthony becomes 

more adept at academic explanations of subject matter in Spanish, which is indicative of 

improved IC in this specific discursive practice. While Session 3 does exhibit numerous 

occasions where Anthony has difficulty explaining the math concepts to his tutee, he also 

has several successful exchanges where he skillfully guides FT2 through her 

understanding of the material. Excerpt 5-23 below reveals an exchange where Anthony 

successfully answers her questions, corrects her misunderstandings, and helps her find 

the right answer to the word problem she is solving. Not only that, even after she supplies 

the correct answer, he asks Sí, pero entiende por qué? ‘Yeah, but do you understand 

why?’ in order to ensure her full understanding of the problem. The laughter throughout 

the exchange also indicates a shared alignment that Anthony and his tutee have 

established during the tutoring session. 

Excerpt 5-23: Expert Instruction; Session 3 (Anthony) 
 

82 FT2: Entonces, eso es lo que vendría saliendo por semana cuando, hay- 
 So, this is what it would come out per week when, there are- 
83 A: Cuando, cuando haya quince mil de personas. Otra cosa que se puede 

hacer- 
 When, when there are fifteen thousand people. Another thing you can do- 
84 FT2: Pero aquí dice fechas. Por qué dice fechas? 
 But here it says dates. Why does it say dates? 
85 A: Pues, para la fecha, cuando la ciudad [cumple en tener quince mil 
 Well, for the date, when the city [has fifteen thousand 
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86 FT2: [Oh:. Entonces, colectarían 
 [Oh:. So, they would collect 
87 A: Colectarían 
 They would collect 
88 FT2: Cien treinta y cinco. 
 Hundred thirty-five. 
89 A: Sí, cien treinta y cinco toneladas cada semana. 
 Yeah, hundred thirty-five tons each week. 
90 FT2: Por qué: por qué mm menos que (...) o sea diez mil producen más 

basura que quince mil? 
Why: why mm unless (...) or I mean ten thousand produce more trash than 
fifteen thousand? 

91 A: No. Diez mil producen noventa- 
 No. Ten thousand produce ninety- 
92 FT2: Ah, sí, cierto! ((laughs)) 
 Oh, yeah, that’s true! ((laughs)) 
93 A: Sí ((laughs)) este es dos semanas. ((laughs)) 
 Yeah ((laughs)) this is two weeks. ((laughs)) 
94 FT2: ((laughs)) Ya sé, ok, entonces es cien treinta y cinco. 
 ((laughs)) I know, ok, so it’s hundred thirty-five. 
95→  A: Sí, pero entiende por qué? 
 Yeah, but do you understand why? 
96 FT2: Porque pues aumento cinco más cinco mil más verdad? ((laughs)) 
 Because well I add five plus five thousand more right? ((laughs)) 
97 A: Sí. ((laughs)) 
 Yeah. ((laughs)) 

Others Assign Anthony an Expert Role 
In addition to assigning himself an expert Spanish speaker role, sometimes others 

at the community center assign him this identity. Anthony’s tutees often assign him this 

role of expert Spanish speaker as they turn to him with questions and requests for 

clarification throughout the tutoring sessions. Anthony is often able to fulfill this role by 

providing them with the information they need, although sometimes this is not the case. 

Excerpt 5-24 demonstrates just one example where Anthony’s tutee asks him for a word 

in Spanish that he does not know.  
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Excerpt 5-24: Expert Spanish Speaker; Session 2 (Anthony) 

310 FT1: Oh ok ((laughs)). La guitarra. 
 Oh ok ((laughs)). The guitar. 
311 A: Ah hah. 
312 FT1: La esa que ponen para, cómo dicen? Sí sabe Ud.? Que hay una cosa 

como: 
That thing that they put to, how do they say? Do you know? There’s a 
thing li:ke 

313→  A: El:, el pick. Pero no sé decirlo en español. 
   The:, the pick. But I don’t know how to say it in Spanish. 

 Overhearing their conversation, Laura ends up supplying the missing word: Le 

llaman la uña ‘They call it the ‘uña’’. It is often Laura or another NS tutor who intervene 

in cases where Anthony is unable to formulate the Spanish needed to answer a tutee’s 

question. Overall, these occasions where Anthony is not able to fulfill an expert Spanish-

speaker role become less frequent throughout the semester. While the first few days at the 

community center are overwhelmingly oriented to a novice Spanish-speaker identity, 

either through self-selection or appointed by others, the middle to end of the semester 

sees a change toward more of an expert identity, both in Anthony selecting this for 

himself, and through others assigning him this role. The peak number of times a novice 

Spanish-speaker identity becomes relevant, either by himself or others, is in Session 2, 

and then decreases from there. In his final day at the community center, Anthony only 

positions himself as a novice Spanish speaker on two occasions during reading tutoring, 

when he is unfamiliar with the words for ‘shapes’ in Spanish, and the meaning of croquis 

‘sketch’. However, this last word, croquis, is a word even two NSs do not know. In 

addition, he is never positioned as a novice Spanish speaker by others on his last two 

days of volunteer work. By contrast, these final two days are also when an expert speaker 
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identity is most often seen, both in a self- and other-appointed capacity. This change in 

participant roles indicates that Anthony becomes a more active and successful contributor 

to L2 conversation and teaching at the community center as the semester progresses, both 

in his own eyes and by others. As he is more often able to embody an expert speaker 

identity, he is also more capable of aligning with his interlocutors during his volunteer 

experience, as communication barriers and misunderstandings become less frequent. 

Conclusion 
 Anthony has several key identities that affect his relationships and alignment with 

NSs during his time at the community center. By vacillating between novice and expert 

roles, both self- and other-appointed, Anthony navigates his identities as NNS and 

Spanish instructor during his volunteer work. In this way, he is able to relate to both the 

NS instructors with his knowledge of subject matter, as well as to the students in terms of 

his similar learner status.  

 Besides expert/novice, Anthony does incorporate other identities into his 

relationships with NSs at the community center, although to a lesser extent. Some of 

these other identities include the roles of friend, humorist, fellow resident of the same 

city, heritage Spanish speaker, and colleague. In these cases, language is often not the 

focus of conversation, but the topic turns to personal matters outside of learning. In other 

cases, Anthony or someone else transforms a learning task into a personal or joking 

exchange, often prompted by a word or topic in a reading passage or math problem. 

While Anthony does introduce some of these new topics into conversations at an average 
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of 2.6 times per day throughout the semester, he does not reveal any growth in terms of 

increased participation in topic initiation over the course of the semester.  

Overall, Anthony’s participant roles allow him to align with his interlocutors by 

adjusting the way he relates to others in L2 conversation in order to maximize 

understanding and promote smooth communication, as well as connect personally with 

NSs. In addition, embodying a variety of identities, which is made more possible by the 

SL context and his roles there, facilitates navigating the ebb and flow of conversation as 

topics change and others position him in different ways. In terms of any development of 

IC, Anthony’s growth as an expert speaker over the semester suggests he becomes more 

skilled in the specific role of academic Spanish instructor in math, writing, and reading in 

this specific context at the community center as he becomes familiar with the language 

needed to perform his role. While the beginning of the semester reveals Anthony and the 

NSs at the community center orienting more to the expert/novice paradigm, a gradual 

move away from this dynamic is seen over the course of the semester as Anthony evokes 

a self- or other-selected expert speaker identity more frequently. This dismantling of the 

expert/novice paradigm indicates a more balanced co-construction of interaction and a 

move from peripheral to fuller participation in the Plazas comunitarias group at the 

community center as Anthony’s IC progresses. 

Jessica 
 During her volunteer work in the ESL class at the community center, Jessica also 

vacillates between expert and novice Spanish speaker roles. These identities become 
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apparent as she, like Anthony, moves between the dual roles of tutor and language 

learner. Both the lead teacher and the ESL students also assign to Jessica novice and 

expert speaker roles in various contexts, such as when correcting her use of Spanish, 

asking for translations from one language to another, relying on her academic knowledge, 

and addressing her as instructor in the class. In addition, Jessica embodies other identities 

as she forms friendships with the Spanish-speaking students during class instruction and 

breaks. In these exchanges, identities beyond instructor and language learner emerge, as 

discussions turn to topics such as personal matters, cultural similarities and differences, 

and humor. 

Novice Spanish-speaker Role 
 As a language learner, Jessica assumes a novice Spanish-speaker role during the 

semester when she asks the NS students for Spanish translations, verification of word 

meaning and usage, and pronunciations of unfamiliar words. In addition, she is assigned a 

novice role by the Spanish-speaking students in the class when they correct her use of 

Spanish. When self-assigning or being assigned by others a novice Spanish-speaker 

identity, it is often due to temporary breakdowns in conversation due to language 

deficiencies. 

 Jessica begins the semester by taking on a novice role often, which, like Anthony, 

gradually becomes less frequent as the semester progresses. This role is most apparent in 

Session 1, with the fewest number of times occurring in Session 5. Also, by the end of the 

semester, most of the times that Jessica does take on a novice role, she actually ends up 
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answering her own questions or verifying what turn out to be correct understandings in 

the L2. The sections below highlight contexts where Jessica adheres to or is assigned a 

novice role during her time as a volunteer at the community center. 

Novice Spanish Speaker: Requesting the Translation of a Word or Phrase 
 Interaction in the ESL class shifts often between English and Spanish. While the 

lead teacher, Don, addresses and instructs the students using primarily English (he has a 

rudimentary knowledge of Spanish and sometimes inserts a Spanish word or phrase into 

his instruction), students often reply in Spanish given their limited abilities in the L2 

English. In addition, the students and Jessica regularly use Spanish when conversing with 

one another, whether during non-academic discussions or when conversing about the 

instructional topic in their native language. During these Spanish conversations in the 

ESL class, Jessica asks the NS students for translations of words or phrases when she 

lacks the correct terminology to express herself effectively, using various means, such as 

the phrase Cómo se dice ‘How do you say’, rising intonation following an uncertain word 

or phrase, or pauses signaling difficulty finishing a thought. She also requests 

clarification when the meaning of a word or words is unclear. Examples of these types of 

exchanges are represented in Excerpts 5-25, 5-26, and 5-27 below. These conversations 

take place during Sessions 2 and 4 at the community center.  

 In this first excerpt, the ESL class is discussing English terms for different parts 

of the body, what actions they can perform, and what can happen to them, using 

vocabulary like pronouns and words for injuries and ailments (e.g. ‘My cut hurts’; ‘I have 
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a backache’; ‘She bumps her head’). A student asks about the word ‘rash’ in English, and 

both raspadura and ronchas are mentioned as possible translations. In the exchange that 

follows, Jessica asks for clarification on the difference between these two words. 

Excerpt 5-25: Requesting Clarification of a Word or Words; Session 2 (Jessica) 
 

694→  J: Son diferentes? Raspadura y ronchas? 
 Are they different? ‘Raspadura’ and ‘ronchas’? 
695 MS4: Como lo que tiene el profesor 
 Like what the teacher has 
696 J: Mhm 
697 MS4: En su brazo 
 On his arm 
698 J: Mhm 
699 MS4: Es un raspado 
 Is a ‘raspado’. 
700→ J: Oh, a scrape. Raspadura is a scrape. 
 

 After the example that MS4 gives Jessica, she grasps the meaning of raspadura, 

which is a synonym of the raspado ‘scratch’, that MS4 provides.  

 Excerpts 5-26 and 5-27 below take place back-to-back during a lesson on food and 

cooking when the word “omelette” then turns into an extended discussion on the 

fertilization of chicken eggs. Jessica adds to the conversation, but lacks some of the 

terminology regarding reproduction and menstruation she needs to express herself clearly. 

Excerpt 5-26: Requesting the Definition of a Word or Phrase; Session 4 (Jessica) 

584 FS3: Es que el huevo, sale, de la gallina, pero si ya quiere reproducirse- 
It’s just that the egg, comes out, of the hen, but if she then wants to 
reproduce- 

585 FS4: Sí necesita el gallo. 
 She does need a rooster. 
586 J: Ah hah sí, sí, eso. 
 Uh huh yeah, yeah, that. 
587 D: Ok, everybody 
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588→  J: Sí, pero no necesita, pero no necesitas, el gallo, para tener un, un 
huevo. Pero sí, pero, pero, pero para que algo, cómo se dice 
Yeah, but she doesn’t need, but you don’t need, the rooster, to have an, an 
egg. But yeah, but, but, but for something to, how do you say 

589 FS1: Reproduzca. 
 Reproduce. 
590→ J: Repro-, sí... 
 Repro-, yeah... 
 

Excerpt 5-27: Asking for Translation of a Word or Phrase; Session 4 (Jessica) 
598→ J: Sí. El, el, el huevo es como el ciclo, cómo se dice- 
 Yeah. The, the, the egg is like the cycle, how do you say- 
599 MS1: Ciclo menstrual de la gallina. 
 Menstrual cycle of the hen. 
600→ J: Sí, el ciclo menstrual de la gallina. 
 Yeah, the menstrual cycle of the hen. 
 

 In the exchanges above, Jessica adheres to a novice Spanish-speaker role when 

relying on the assistance of expert NSs to supply clarification of words or needed words 

and phrases. By providing Jessica with this knowledge, the NSs reveal an equal status as 

Jessica and can anticipate her needs, indicating alignment. Jessica is also then able to 

continue along with her line of thought and effectively express herself in the L2. 

Novice Role: Verifying Word Meaning  

 In addition to requesting specific words and phrases or clarifying meaning, Jessica 

also initiates help requests as a way of verifying her understanding or accuracy of a word 

or phrase she already possesses. In most of these cases, Jessica’s use of the word or 

phrase in question turns out to be correct. Excerpts 5-28, 5-29, and 5-30 below 

demonstrate this type of self-assigned novice-speaker identity during exchanges with an 

ESL student, MS2, from Sessions 1 and 5. 
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Excerpt 5-28: Verifying Prior Spanish Knowledge; Session 1 (Jessica) 
747 J: E- e- eso es un verbo, ‘wittle’. 

   Th-th-this is a verbo, ‘wittle’. 
  748 MS2: Mhm 
  749 J: ‘Wittle’, o o ‘little’, ‘little’. 
   ‘Wittle’, or or ‘little’, ‘little’. 
  750 MS2: Ah hah, little. 

751→  J: Yo creo que se escribe así, mira, wittle, little. No es ‘lit-le’, es, ‘l’ es:, 
no se pronuncia este:, último, cómo se dice? Vocal? 
I think that it’s written like this, look, ‘wittle’, ‘little’. It’s not ‘lit-le’, it’s, 
‘l’ it’s:, you don’t pronounce this: last, what’s it called? ‘Vocal’? 

  752→ MS2: Ah hah. 
  753 J: Esta última vocal. 
   This last ‘vocal’ (vowel). 
  754 MS2: Sí, ah hah, ah ok. 
   Yeah, uh huh, oh ok. 
 
Excerpt 5-29: Verifying Prior Spanish Knowledge; Session 5 (Jessica) 

494→  J: Es un tamal? 
 It’s a ‘tamal’? 
495→ MS2: Un tamal (several people: tamal) 
 A ‘tamal’. 
496 J: No un tamale. 
 Not a ‘tamale’. 
497 MS2: No, tamal. 
 

Excerpt 5-30: Verifying Prior Spanish Knowledge; Session 5 (Jessica) 
 

437→ J: No hay una vocal entre la g y la s. Dogz (students repeating). Pero, 
gato, es cats. Como, una s, cómo se dice? Sorda? Así se dice, yo creo que, 
en el mundo lingüístico. Es un sonido s:ordo, o, what’s the other one? Um, 
vocalizada (voiced)? Right? Um, sordo, so-, sonoro? 
There’s not a vowel between the g and the s. Dogz (students repeating). 
But, ‘gato’, is cats. Like, an s, how do you say? ‘Sorda’ (unvoiced)? 
That’s how it’s said, I think, in the linguistic world. It’s an unvoiced 
sound, or, what’s the other one? Um, ‘vocalizada’ (vocalized)? Right? 

438→ MS1: Sonoro.  
Voiced. 

439 J: Sonoro, ok. Entonces, es, aquí tenemos la s, sonora. En cats (writing on 
board), hay una s, sorda. 
Voiced, ok. So, it’s, here we have the s, voiced. In cats (writing on board), 
there is an unvoiced, s. 
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 Jessica uses this strategy of verifying word meaning more often than asking for 

missing words or phrases, and most of the time, her word usage is correct when verifying 

her prior knowledge with the NSs in the class. However, these moments also become 

learning opportunities when her terminology is not accurate. In Excerpt 5-31 from 

Jessica’s last day at the community center, she uses rising intonation to question whether 

her translation of ‘fluency’ (fluencia), is correct. MS2 supplies her with the correct 

translation, fluidez, which she then repeats twice, presumably as a strategy to help her 

remember the word. 

Excerpt 5-31: Verifying Prior Spanish Word Knowledge; Session 5 (Jessica) 
 

1220 J: Entonces él está diciendo (translates) (...) aunque es solo una palabra, 
es una diferencia muy grande (...) en, en la, fluencia? 
So he’s saying (translates) (...) although it’s just one word, it’s a very big 
difference (...) in, in the, ‘fluencia’? 

1221 MS2: Fluidez. 
 Fluency. 
1222 J: Ah hah. Fluidez. Fluidez. 
 Uh huh. Fluency. Fluency. 
 

 Overall, when asking for help with word meaning, Jessica verifies her own 

Spanish usage more than she requests the translations for unknown words or phrases, 

signaling her relatively advanced level in the language. However, as a non-native speaker 

of the language, she does place herself in a novice role when requesting help in these 

contexts, whether needed or not. By taking on a novice role in these circumstances, 

Jessica assures that she will be understood in the L2 as she provides explanations and 

clarifications to the learners in their native language, which they often request of her. In 

this way, Jessica is able to maintain alignment with her interlocutors as she can 
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understand their needs and provide them with the help that they require in order to be 

successful in this learning environment. 

 Overall, Jessica places herself in a novice Spanish speaker role at various 

moments throughout the semester when she requests the help of expert Spanish speakers 

for unknown terminology or when verifying her Spanish usage. By taking on this 

identity, she opens the possibility for improved alignment as communication with the 

ESL students in their native language is improved. Additionally, by specifying herself as 

a language learner, the students may be able to align with this identity since, as ESL 

students, they share this distinguishing factor. Especially since insecurity regarding their 

language learning becomes an in-depth topic of conversation, embodying a language 

learner role may allow the students to feel more comfortable with their own identity as 

language learners and more confident in their learning.  

Novice Spanish Speaker: Other-Assign a Novice Role 
 
 In addition to placing herself a novice role in contexts where she lacks knowledge 

or seeks to verify prior knowledge, there are occasions where it is the ESL students in the 

class that identify errors in Jessica’s Spanish use, thereby assigning her to a novice-

speaker identity. The following two excerpts below show instances where ESL students 

signal pronunciation and spelling mistakes that Jessica makes in the L2.  

Excerpt 5-32: Spanish Pronunciation Correction; Session 3 (Jessica) 
 

114 J: ((reading)) Según el (...) folklore (English pronunciation) 
 ((reading)) According to (...) folklore 
115→ MS2: Folclor. (Spanish pronunciation) 
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116 J: Folc- es folclor? 
 Folc- is it folclor? 
117 MS2: Sí. 
 Yeah. 

 
Excerpt 5-33: Spanish Spelling and Pronunciation Correction; Session 5 (Jessica) 

1021 J: (writing ‘yerba’ on board) Ok [entonces- 
 (writing ‘yerba’ on board) Ok [so- 
1022→ FS3: [Es con hache no? 
 [It’s with an ‘h’ no? 
1023→ MS1: Yeah 
1024→ FS3: Ier, ier 
1025 J: Oh sí? (several students confirming) Oh, esta es la: este es la: 

soletración, portuguesa. 
Oh yeah? (several students confirming) Oh, this is the: Portuguese spelling 
(‘soletración’ - Portuguese word) 

1026 MS2: Sí sí sí. 
 Yeah yeah yeah. 
1027 J: ((laughs)) Hierba. (fixes spelling on board) 
1028 D: Is there a difference between those two words? 
1029 J: Oh! Yerba es una marca. 
 Oh! ‘Yerba’ is a brand. 
1030→ MS2: No no no no no. 
1031 J: Yerba es una marca. 
 ‘Yerba’ is a brand. 
1032→ MS2: Ese es, hierba. La hache es siempre, muda. 
 That one is, ‘hierba’. The ‘h’ is always, silent. 
1033 J: Ok. Entonces… 
 Ok. So... 
 

 By signaling errors, the ESL students highlight the fact that Jessica is a Spanish 

language learner in need of help from a more experienced speaker of the language. It also 

suggests a certain level of trust between Jessica and the ESL students in that they feel 

comfortable pointing out her mistakes. However, while most of the time these corrections 

are met with little resistance from Jessica and she incorporates the suggested changes, as 

seen in the excerpts above, sometimes she does not agree with the corrections proposed 

by others, questioning their reasoning and arguing on her own behalf.  
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 In the excerpt below, MS1 positions Jessica as a novice Spanish speaker by 

claiming that her pronunciation of the double ‘l’ in Spanish, ‘ya’, is incorrect during a 

discussion on key pronunciation differences between English and Spanish: Es como, no, 

la doble ‘l’ es como /lja/ ‘It’s like, no, the double ‘l’ is like /lja/’. He then goes on to 

clarify that /lja/ is the correct pronunciation of this letter combination, although most 

people do not say it correctly because they have not been taught to do so. Jessica does not 

agree with his observation and in the lines following MS1’s claims, she indicates doubt 

and uncertainty with pauses, corrections, and clarification questions (e.g. En: dónde? 

‘Where?’; Cómo se pronuncia... ‘How do you pronounce…’). She also provides her own 

stance on his statements surrounding the correct pronunciation of the double ‘l’ in 

Spanish before returning back to the learning task at hand at the end of the excerpt. 

Excerpt 5-34: Pronunciation Correction Disagreement; Session 5 (Jessica) 
 

958 J: Ahora la, i griega, o la doble ‘l’ de español se dice, se pronuncia ‘ya’, 
verdad? Ya, ya. Y ese es un poco diferente que la /ʤ/. 
Now the, Spanish ‘y’, or the double ‘l’ are said, are pronounced ‘ya’, 
right? ‘Ya’, ‘ya’. And that’s a little different from the /ʤ/. 

  959→ MS1: Es como, no, la doble l es como /lja/. 
   It’s like, no, the double ‘l’ is like /lja/. 
  960 J: (…) ya. 
  961 MS1: /lja/. 
  962 J: En: dónde? 
   Where? 
  963 D: In Spain [don’t they say /ʤ/? 
  964 MS1: [La doble l es /lja/. 
   [The double ‘l’ is /lja/. 
  965 J: L-, dónde? 
   L-, where? 
  966→ MS1: En español no es ‘ya’. 
   In Spanish it’s not ‘ya’. 
  967 D: In Spain [they say /ʤ/. 
  968 J: [No es, dices- 
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   [It’s not, you’re saying- 
  969 MS1: /lja/. /lja/. 
  970 J: Cómo se pronuncia este pala-, esta palabra? 
   How do you pronounce this wor-, this word? 
  971 MS1: Llegar, es /lje/-, /ljego/. 
   ‘Llegar’ (arrive), is /lje/-, /ljego/. 
  972 J: /ljego/? Llego o (...) allá. 
   /ljego/? Llego (I arrive) or (...) there. 
  973 D: [/lja/, he’s saying an l. 
  974 MS1: [(XX) pronuncia la doble ‘l’. 
   [(XX) pronounce the double ‘l’. 
  975 D: No, he’s, he’s pronouncing an ‘l’ in there, I can hear an ‘l’ when he- 
  976 J: Tú estás diciendo- 
   You’re saying- 
  977 MS1: La doble l, muchos, de la gente de espan-, de, de Latinoamérica no  
   pronuncia bien la ‘l’. 

The double ‘l’, a lot, of  people from Span-, from, from Latin America 
don’t pronounce the ‘l’ well. 

  978 J: Oh s- 
  979 MS1: La doble l. Dicen la ye. 
   The double ‘l’. They say ‘ye’. 
  980 J: (...) Ah hah. 
  981 MS1: Y no está bien. Es /lje/. 
   And it’s not right. It’s /lje/. 
  982 J: /lje/? 
  983 D: In Spain liego. 
  984 J: /lje/? /lyego/? 

985 MS1: /ljego/ (Some other students saying ‘liego’) Por eso la gente de 
Bolivia habla muy bien, porque ellos usan la /lje/. 
/ljego/ (Some other students saying ‘liego’) Because of that people from 
Bolivia speak very well, because they use the /lje/.    

  986 J: Mm 
  987 D: I’ve heard that too. 
 988 MS1: No es el país, es el Real la Academia de la Lengua. No lo enseñan 

 bien. 
It’s not the country, it’s the Real la Academia de la Lengua. They don’t 
teach it well. 

 989 J: Entonces, esta palabra 
  So, this word 
 990 MS1: Ese es ‘yo’. 
  That is ‘yo’. 
 991 J: Yo. Ok. 
 992 MS2: Ento-, para todo el idioma de español. 
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  So-, for the whole Spanish language. 
 993 MS1: Sí, para todo el idioma de español. 
  Yeah, for the whole Spanish language. 

994→  J: Pero, creo que los bolivianos dicen /lje/ porque es un sonido del 
portugués. 
But, I think that the Bolivians say /lje/ because it’s a sound from 
Portuguese. 

 995 MS1: Ok ya no hablemos de Bolivia hablemos de, de Castilla. 
  Ok let’s not talk about Bolivia anymore let’s talk about, about Castilla. 
 996 J: De co-, de como España? 
  About li-, about like Spain? 
 997 MS1: Castilla la Mancha, sí. 
  Castilla la Mancha, yeah. 
 998 J: Ok 
 999 MS1: Hablan perfectamente, ellos hablan /lje/. 
  They speak perfectly, they say /lje/. 
 1000 J: Oh sí? /ljego/? 
  Oh yeah? /ljego/? 

1001 MS1: Yo no lo digo porque en Latinoamérica los mejores que hablan son 
los bolivianos. 
I don’t say it because in Latin America the ones that speak best are the 
Bolivians. 

 1002 J: Ah hah 
 1003 MS1: Pero en Castilla la Mancha es, la lengua del: español. 
  But in Castilla la Mancha it’s, the language o:f Spanish. 
 1004 J: Ok 
 1005 MS1: Ellos usan la ‘s’ y la ‘z’. 
  They use the ‘s’ and the ‘z’. 
 1006 D: Ok the importance is not that one word in Spanish. 
 1007 J: Es este sonido. 
  It’s this sound. 
 1008 D: But the pronunciation of that sound... 
 
 While Jessica clearly disagrees with MS1’s claim regarding the pronunciation of 

the double ‘l’ in Spanish, as well as his positioning of her as a novice speaker in this 

instance, she displays her ability to maintain alignment even in the face of dissent. By 

asking clarification questions and offering alternative views, she avoids expressing 

outright disagreement. Although they never come to a consensus on the pronunciation of 
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the double ‘l’, the extended discussion does provide Jessica with an opportunity to 

negotiate differences of opinion in the L2 and learn about NS perceptions regarding 

regional differences in Spanish accents. The exchange also highlights how quickly 

Jessica’s identities can change in this context, moving from expert Spanish instructor, to 

other-appointed novice Spanish speaker, and back to expert instructor in under two 

minutes. 

Expert Speaker 
 
 As a L2 learner, Jessica takes on and is assigned novice speaker roles often 

throughout the semester, as delineated in the sections above. However, as an advanced 

speaker of Spanish who has been trained in academic settings in the language, as well as 

in her position as a tutor in the ESL class, she also conforms to an expert role during her 

volunteer work in the class. The context where Jessica’s expert Spanish identity becomes 

most visible is when she serves as a translator to both the main teacher, Don, and the 

Spanish-speaking ESL students. Jessica also demonstrates an expert level identity when 

she effectively embodies a teacher role in the class. The sections that follow demonstrate 

exchanges from throughout the semester when Jessica takes on or is assigned expert roles 

in these two contexts. 

Expert Role: Translator 
 As the sole person in the classroom who is fluent in both English and Spanish, 

Jessica becomes the primary translator for the ESL students and Don beginning in 

Session 1 of the semester. Most often, these translations occur as a result of Don (D) or 



 208 

ESL students asking for the translation of a word or phrase that is either not understood in 

spoken conversation, or that they need in order to express themselves in the L2. Since 

they are in a level 1 ESL class, the students have a very basic knowledge of the language. 

In addition, Don possesses only a very rudimentary level of Spanish. Communication 

between Don and the ESL students, therefore, becomes difficult at times, and they turn to 

Jessica for help with translations. While Don (D, below) does try to use his limited 

Spanish at times in an attempt to clarify instruction, the large majority of the class is 

taught in English. He therefore relies on Jessica to help with conveying information and 

academic concepts, and the students turn to Jessica when they are in need of clarification 

and help with expression in English. 

 During class time, translations are often simple requests for a missing word or 

words, as is represented in Excerpts 5-35 and 5-36 below.  

Excerpt 5-35: Simple Translations; Session 1 (Jessica) 

669→ FS3: Se dice ‘period’? 
 You say ‘period’? 
670→  J: Period, mhm, period, ah hah. 
671 FS3: Period, period. 
672→  J: Period. Punto. 
 Period. ‘Period’. 
673 MS5: Y la otra? 
 And the other one? 
673 MS3: Capital, the T. 
674 J: T. La t. 
675 MS5: No, la period. Eso se hace así. 
 No, the period. You do that like this. 
676 J: Oh no, eso es para una pregunta. 
 Oh no, that’s for a question. 
677→ MS5: Pero cómo se llama? 
 But what’s it called? 
678→  J: Oh, question mark. 
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Excerpt 5-36: Simple Translations; Session 2 (Jessica) 
  258 D: I’m gonna pass this out too. This is all the different bones. 

259 J: O:h 
260→ D: This is ‘huesos’ (bones), right? (pointing to worksheet). 
261→  J: Uh huh, huesos. Son los huesos del cuerpo. 

Uh huh, ‘huesos’. They’re the bones of the body. 
 
 More often than the simple word translations that she provides, like Excerpts 5-35 

and 5-36 above, Jessica frequently serves as an interpreter to translate larger amounts of 

speech from English to Spanish, or vice versa. Sometimes, either Don or a student will 

specifically ask for Jessica to translate something either not understood or that they 

cannot express themselves. This type of translation request can be seen in Excerpt 5-37 

below. When being asked to translate in these cases, the person requesting the translation 

is usually discussing a complex topic that would be beyond their current range in the 

second language.  

 In Excerpt 5-37, MS1 asks Jessica to translate his thoughts to Don on why 

language learning is difficult for him. By asking her to do so, he reveals the complexity 

of the topic for him given his limited English ability, but also implies the importance of 

being able to express his thoughts on this topic.  

Excerpt 5-37: Extended Translations; Session 1 
 554→ MS1: Bueno, me lo traduce. Yo no traigo deberes, he hecho solo uno.  
  Well, translate for me. I don’t bring homework, I’ve only done one. 
 555 J: Ah hah 
 556 MS1: Porque yo trabajo todos los días. 
  Because I work every day. 
 557 J: Mhm 

558 MS1: Y tengo dos trabajos, así cuando vengo aquí, solamente, porque ya 
lo he pedido martes y jueves no puedo venir. Pero sí yo a veces como él 
me siento frustrado, hoy quise hacer tarea, pero yo trabajo en una tienda 
de rentas, y hoy me vino mucha renta para mañana, y salí, vine a casa, me 
cambié 
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And I have two jobs, so when I come here, only, because I’ve already 
asked to not come Tuesdays and Thursdays. But I do sometimes like him I 
feel frustrated, today I tried to do homework, but I work in a rental store, 
and today came in a lot of rent for tomorrow, and I left, I came home, I 
changed 

 559 J: Mhm mhm 
 560 MS1: Y ya no hay tiempo. Y yo trabajo con un americano. 
  And there’s not any more time. And I work with an American. 
 561 J: Mhm 

562 MS1: Por eso yo entiendo cuando ellos hablan. Sí y, pero lo que me falta 
es la pronunciación. 
Because of that I understand when they talk. Yeah and, but what I’m 
missing is the pronunciation. 

 563 J: Mkay 
564 MS1: Pero yo asisto y vengo. Está mi señora, mi mujer, está mi hijo, y 

hacemos el esfuerzo, mi señora es la que siempre me dice, vamos. 
  But I attend and I come. My wife’s here, my wife, my son’s here, and we  
  make the effort, my wife is always the one that tells me, let’s go. 
 565  J: Mhm, mhm 

566 MS1: A veces, sí es verdad, y yo a él le dije la primera vez, si te hace 
difícil, no lo dejes. 
Sometimes, it is true, and I told him the first time, if it’s hard for you, 
don’t quit. 

 567 J: Mhm 
568 MS1: Yo estuve un mes, y no vine más, y volví otra vez, porque quiero, y 

sé que puedo aprender bien. 
I was here a month, and I didn’t come any more, and I came back, because 
I want to, and I know that I can learn well. 

 569 J: Mhm, sí. So he said that…(translates for D) 
 
 By explaining the reasons behind why he has difficulty coming to class and 

completing the homework, it seems that MS2 truly wants Don to see the complete 

picture. It appears that MS1 wants to stress to Don the barriers he faces to language 

learning, yet the strong desire he possesses to do so. In this way, Excerpt 5-37 reveals the 

importance of Jessica’s expert Spanish/English translator role in the ESL class in easing 

communication and being able to express oneself fully given limitations in the L2. 
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 While Jessica is mostly accurate in her translations and interpretations, there are 

times where she is unable to fulfill a translation request due to not understanding the 

speakers, not closely listening to them, or providing an inaccurate/incomplete translation. 

 Excerpt 5-38 shows a translation request from Don where Jessica has difficulty relaying 

what FS1 has just expressed. She admits in line 418 her inability to fulfill the request due 

to forgetting and possibly not paying full attention. FS1 then repeats what she has just 

said, which seems to jog Jessica’s memory, although she fails to translate the first part of 

FS1’s phrase Que se: enfada ‘That he: gets mad’. Then, she continues to have some 

difficulty translating the phrase se cansa rápido ‘he tires quickly’. 

Excerpt 5-38: Difficulty with Translation; Session 1 (Jessica) 

417→ D: What is she saying, what is she telling you? 
418→ J: Well she just said that he speaks well, but (...) I forgot what she said, I 

wasn’t (…) 
419 FS1: Que se: enfada, se cansa [rápido. 
 That he: gets mad, he tires [quickly. 
420→ J: [Oh yeah yeah he kind of gets (...) um, what’s the word I’m looking for 

in English? It’s, he gives up easily, he gets, not tired, not I don’t wanna 
say annoyed, but he: gets, sick of it, easily. 

 
On occasions where Jessica provides an inaccurate translation, it is often due 

either to not understanding the terminology, not listening intently, or being otherwise 

distracted. In Excerpt 5-39 below, Don specifically asks for a translation in line 715 of 

what MS3 has just said, which MS3 first attempts to do on his own. Picking up on his 

difficulty to translate what he has said in English, Jessica then takes on the translation in 

line 721, first saying He said he almost wanted the dog to scratch him which she then 

changes to asked the dog to scratch him, both of which are inaccurate translations. While 
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Jessica does identify her first translation as inaccurate, her second attempt also does not 

correctly express the phrase, quisiera ser perro ‘I wished I were a dog’.  

Excerpt 5-39: Difficulty With Translation; Session 2 (Jessica) 

714→ MS3: Quisiera ser perro para rascarme. (laughing) 
 I wished I were a dog to scratch myself. (laughing) 
715→ D: What’s he saying? 
716 MS3: He, the, the poison ivy. 
717  D: Uh huh 
718 MS3: He (...) ah, cómo digo, que quisiera ser perro para rascarme como 

los perros, dije (XX) 
He (...) uh, how do I say, that I wished I were a dog to scratch myself like 
dogs, I said (XX) 

719 J: ((laughs!)) Porq- 
 ((laughs!)) Becau- 
720 D: So it’s very itchy. 
721→ J: ((laughing)) Uh huh. He said he almost wanted the dog to scratch him, 

asked the dog to scratch him.  
 

 In another example of translation inaccuracies, Excerpt 5-40 below reveals an 

exchange where Jessica clarifies Don’s request by translating his question, first in line 

665, then again in line 668. Her addition of line 668 shows that she recognizes that her 

first translation is not completely accurate, since Don does not ask if ‘si’, but how much 

‘cuánta’ information parents should provide to their children about sex. As she continues 

translating for the students, in line 665, Jessica provides what turns out to be an 

inaccurate translation of cuando van, haciendo su cambio ‘when they, go through their 

change’. She interprets this as life changes, when it is actually more accurately referring 

to puberty, specifically. 

Excerpt 5-40: Inaccurate Translation; Session 4 (Jessica) 
660 D: How much information, should the parent, give to the children? 
661 J: About sex. 
662 D: About sex, how much information? 
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663 FS3: You mean that- 
664 D: How much? 
665→ J: Él está preguntando si, si los padres, deben de hablar del sexo con los 

niñ- con los hijos- 
He’s asking if, if parents, should talk about sex with their kid- with their 
sons and daughters- 

666 FS1: Sí, sí- 
 Yes, yes- 
667 D: How much? How much information? A lot of information? A little?- 
668→  J: Cuán-, cuánta información?- 
 How-, how much information?- 
669 FS4: Según la q- los hijos piden. 
670 J: However much the children ask for. 
671 MS1: Según la edad. 
 According to their age. 
672 D: Yes, yes, so, if the children ask a question, you answer it. 
673 FS4: Porque no les podemos dar, más información de lo que el niño no 

pide. 
Because we can’t give them, more information than what the child asks 
for. 

674→  FS1: Yo pienso que se les debe de dar, cuando van, haciendo su cambio. 
I think that you should give it to them, when they are, going through 
puberty. 

675→ J: Oh, she said that you should go, keep go-, like gradually speak to them 
as life goes on, and as changes happen. 

 
 While Don and the ESL students frequently position Jessica in an expert role by 

requesting translations from her during class, Jessica also initiates her own translations 

without a specific request. Often, she does so when she notices that someone may not 

have understood something well in their L2, such as moments where students may not 

have understood instructions from the teacher or when Don does not understand 

something a student has said in Spanish. By picking up on these gaps in conversation, 

Jessica reveals her sophisticated ability to use her abilities in both languages to align with 

her interlocutors and facilitate conversation in the class. 
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 Excerpt 5-41 below reveals one case where a student has misunderstood the 

teacher’s question posed to her. They have just completed an activity where a student 

draws a picture on the board and then describes it in English to the rest of the class. 

Judging from FS2’s response to Don, it is likely that she thinks he is asking her to be the 

next student to do the activity. Jessica identifies the error in understanding and clarifies 

the instructions for her, unprompted. 

Excerpt 5-41: Initiates Translation; Session 3 (Jessica) 
 

  332 D: FS2, did you send me that picture? Did you send that picture to me? 
333→  FS2: Yo no puedo dibujar:! 
 I can’t draw:! 
334 D: [Can you text it to me? 
334→  J: [No, no, la foto que sacaste, antes de la clase. 
 No, no, the picture that you took, before class. 
335 FS2: Oh la- 
 Oh the- 
336→  J: Sí, con, con tu celular. 
 Yeah, with, with your cell phone. 
337 D: The picture, send me those pictures. 
 

 Jessica’s translations reveal a certain level of ability in the L2, as she is able to 

interpret students’ intentions from small amounts of speech. In Excerpt 5-42, Jessica 

anticipates FS1 is looking for the English equivalent of grasa ‘fat’ from her attempts in 

line 64.  

Excerpt 5-42: Initiates Translation; Session 4 (Jessica) 
59 D: What is a diet? 
60 FS1: Diet es uh 
 Diet is uh 
61 MS4: Esmall food 
62 J: ((laughs)) 
63 D: [What’s a diet? 
64 FS1: [No, no no, no gras-, no de gras-, gras-  
65→  J: Fat 
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66 FS1: No, fat? 
 

 Oftentimes, Jessica’s ability to translate from these small excerpts of often unclear 

speech is vital to moving the conversation forward when the students’ basic English 

language level makes communication and understanding difficult. Excerpt 5-43 reveals 

another instance where Jessica is essential to facilitating communication between Don 

and an ESL student. 

Excerpt 5-43: Initiates Translation; Session 3 (Jessica) 

173 FS2: The paper, is reeth. 
174 D: The paper 
175 FS2: Reeth, rojo? 
176 D: It, isn’t real? 
177→  J: Is red. 
178 D: Oh, is that red, um, the paper. 
 

 Overall, Jessica plays an important role in the ESL class as she serves as 

interpreter and translator for both the lead teacher and his students, which facilitates the 

exchange of information in both English and Spanish. Not only does translating help 

foster alignment among those in the ESL class when communication barriers could 

otherwise prevent this from occurring, Jessica also signals alignment with her 

interlocutors by anticipating their needs, providing translations even when she is not 

specifically asked, to help others understand what is being said in their L2 or supporting 

them when speaking in the L2. While she is not always successful in her translations, 

Jessica takes on this role confidently, and she reveals the ability to operate as a translator 

in a high capacity, embodying this expert role skillfully throughout the semester. In 

addition to helping others through her translations, the occasions result in learning 
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opportunities for her as she navigates between the two languages, learns new terminology 

in the L2, and has many chances to refine her translation skills. 

Expert Role: Instructor 
 In addition to serving as a translator during a significant portion of class time, 

Jessica’s other main role is instructor. Jessica fulfills this role when students ask her 

specifically for academic information, when Don asks for help with instruction, and also 

when she initiates instruction based on a need that she identifies. Many times, students 

turn to Jessica for help with academic tasks as they are able to ask questions and receive 

answers in their native language. Jessica has a unique perspective that she can offer as 

she, unlike Don, possesses knowledge specific to both languages. 

 Excerpt 5-44 demonstrates an example of a student asking Jessica for clarification 

on an academic concept in Spanish. Prior to FS3’s contribution in line 157, Don has just 

discussed singular versus plural subjects and their corresponding verb endings in English. 

Instead of asking Don for clarification, FS3 turns to Jessica and asks in Spanish whether 

her understanding is correct.   

Excerpt 5-44: Others Assign Instructor Role; Session 2 (Jessica) 

157→  FS3: Ah: o sea:, entonces cuando es singular, agrego la s? 
 Oh: I mean:, so when it’s singular, I add an s? 
158  D: Singular (English pronunciation) 
159 J: Sí. 
 Yeah. 
160→  FS3: Ah, entonces es como al revés, pues. 
 Oh, so it’s like backwards, then. 
161  D: So this is one arm. 
162 J: Más o menos sí. 
 More or less yeah. 
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163  FS3: My arm, ah: 
164  D: One arm, with s, singular. 
165  FS3: Hurts. 
166  D: Two arms, plural. 
167→  FS4: Para decir, me duelen los dos brazos, tengo que decir 
 To say, my two arms hurt, I have to say 
168  J: Hurt 
169  FS4: Hurt 

 
 By addressing her learning questions to Jessica, FS3 places her in an expert role. 

Jessica is able to convey the information in Spanish and verify FS3’s understanding of 

this English language concept successfully. During these side conversations in Spanish, 

Don usually continues with the lesson, to which the students then return their attention 

once Jessica has clarified any doubts. 

 In addition to students assigning Jessica an expert role as instructor, Jessica often 

takes on this role herself when she notices a need or when discussing a topic about which 

she feels she knows a lot. In Excerpt 5-45, Jessica recognizes that FS3 may not 

understand the meaning of “bump” during a discussion on bodily injuries, and asks Don 

for permission to explain the word in Spanish. By asking for permission to assume this 

expert instructor role, she acknowledges that this is not a permanent identity of hers in the 

class, while it is for Don as lead teacher. In addition to giving a translation, Jessica acts 

out the action of bumping another, showing how it can mean both a thing and an action. 

FS3 signals her understanding in line 619 by restating Jessica’s explanation in her own 

words, which Jessica then verifies in the following line.  

Excerpt 5-45: Self-Assigned Expert Role; Session 2 (Jessica) 
 

605 FS3: Bump? 
606 J: Bump. 
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607 D: Bump. I bumped another player. 
608 J: Bump. 
609 D: Bump. (writing on board) Bump. 
610→  J: Mm, bump, bump, can I explain what bump is? 
611  D: Yeah. 
612 J: Bump es un golpe, sí. 
 Bump is a ‘golpe’ (bump), yes. 
613 FS?: Mm 
614 J: Pero también bump es:, es un verbo, es hacer así (motions like she is 

hitting something), o, es, I’m gonna show them bump (bumps into Don). 
But bump also is:, is a verb, it’s to do this (motions like she is hitting 
something), or, it’s, I’m gonna show them bump (bumps into Don). 

615 D: Oh, ow:! 
616 J: ((laughs)) 
617 D: Stop it ((fake cries)) 
618 J: ((laughs)) (laughter) Bump ((laughs)) 
619→  FS3: Puede ser los dos, entonces. 
 It can be both, then. 
620 J: Sí, es un sustantivo y también es un verbo. 
 Yeah, it’s a noun and it’s also a verb. 
621 FS3: Mm 
622 J: Mhm 
 

 By recognizing language needs in her students, Jessica demonstrates close 

alignment with them. Not only does she anticipate when they need help, she navigates her 

identity to provide them with the assistance they need, even when taking over instruction 

from the lead teacher. 

In Excerpt 5-46 that follows, Jessica notices a need in one of the ESL students, 

and offers specific, individualized instruction. During this exchange, the class is 

discussing pronunciation differences between English and Spanish, and the students are 

practicing saying several sounds, one of which is the /z/ sound in English, which does not 

occur in Spanish. Jessica notices that MS5 is still pronouncing it as a /s/ sound and offers 
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him a strategy for correcting the pronunciation, after which he is successful in 

pronouncing the sound correctly. 

Excerpt 5-46: Expert Instructor; Session 5 (Jessica) 
901→ J: MS5, estás diciendo una s. Verdad? Ok. Cierra la boca y, así así. Di 

mmm. Y, pone la mano acá en, en la garganta. Mmm. Mira cómo las 
cordas están vibrando. Ok, entonces /z/. Están vibrando? Ok. Esta es una 
z de inglés (several students practicing sound) 
MS5, you’re saying an ‘s’. Right? Ok. Close your mouth and, like this like 
this. Say ‘mmm’. And, put your hand right here on, on your throat. 
‘Mmm’. Look how the cords are vibrating. Ok, so /z/. Are they vibrating? 
Ok. This is an English ‘z’ (several students practicing sound). 

902 MS5: /z/ 
903 J: Así! Ah hah! 
 Like that! Uh huh! 
 

 By identifying needs in the ESL students and offering help in their native 

language, Jessica portrays herself as an expert instructor. She is able to use her 

knowledge of English and Spanish to instruct the students in the class in their native 

language successfully and fill gaps in their knowledge. The fact that the students turn to 

Jessica in times of need and that she is able to recognize when they are struggling 

indicates the alignment that they have been able to establish over the course of the 

semester.  

 In addition to the ESL students assigning Jessica an expert instructor role, Don 

also places her in this role. He often turns to Jessica for advice with his instruction or they 

work together to teach concepts to the class. Don also confides in Jessica his feelings 

about what he perceives as limitations in his instruction, and seeks her input for 

instruction moving forward. The fact that Don discusses his feelings about teaching and 
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that he values her contribution to class instruction demonstrates the high regard he has for 

her as an expert instructor. 

Overall, Jessica adheres to an expert instructor role often throughout the semester, 

as she is both assigned and assigns herself this role. The ESL students and Don clearly 

view her as a knowledgeable asset to the class, and rely on her for instruction and 

explanations of academic content in their native language.  

 

Expert Role: L2 Culture 
 
 A final context in which Jessica portrays expertise is L2 culture. She often speaks 

about L2 culture from an expert’s point of view, providing statements about cultural 

aspects such as regional accent variations and cuisine. Some of the contexts are displayed 

below. 

 In Excerpt 5-47, Don asks for the meaning of “aguardiente” after MS1 gives it as 

an example of something often left as an offering on altars for The Day of the Dead. MS1 

first describes what it is in the line that follows Don’s initial question, although Jessica 

negates this in line 358 ‘No, it’s a different type of alcohol’. By rejecting a member of the 

L2 culture’s definition, she places herself in an expert L2 culture role. In line 359, FS1 

seems to support Jessica’s rejection of MS1’s description as she, too, describes it as 

something different from tequila. Jessica goes on to expand on her description of the 

beverage in line 361, giving more information where aguardiente comes from. In this 



 221 

excerpt, Jessica reveals her knowledge of a common beverage in many L2 cultures, even 

rejecting the description given by a member of the culture. 

Excerpt 5-47: L2 Cultural Expert Role; Session 3 (Jessica) 
354→  D: What’s ‘aguardienta’? 
355 MS1: Aguardiente es:, a strong the tequila. 
356 J: It’s, it’s 
357 D: Oh, it’s tequila. 
358→  J: No, it’s a different type of alcohol (several students talking about 

aguardiente at once) 
359 FS1: El aguardiente es más, puro. 
 Aguardiente is more, pure. 
360 D: Very pure, very pure. 
361→  J: Yeah, it’s like, it’s a it’s a, it’s a liquor, uh huh, it’s a liquor that comes 

from cane sugar, yeah. 
 

 Another context where Jessica reveals her L2 cultural knowledge is regarding 

regional accents in Spanish-speaking countries. In Excerpt 5-48, she identifies FS3 as 

being from Mexico City due to her accent, which she goes on to describe in lines 579 and 

581. FS4 appears to agree with Jessica, as she finishes her thought in line 580, describing 

the accent as one that falls and rises (baja y sube). Initiating a description of the accent 

and receiving confirmation from a NS both reveal Jessica’s expert cultural knowledge of 

Mexico specifically in this case. 

Excerpt 5-48: Cultural Expert; Session 5 (Jessica) 
567 J: De dónde eres FS3? 
 Where are you from FS3? 
568 FS3: De México. 
 From Mexico. 
569 J: Pero de dónde en México? 
 But where in Mexico? 
570 FS3: De la ciudad, de México. 
 From the city, from Mexico. 
571→  J: Yo pensé que sí porque tienes ese acento, de la ciudad de México. 
 I thought you were because you have that accent, from Mexico City. 
572 FS4: Sí yo también soy de México. 
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Yeah I’m from Mexico City too.  
573 J: Sí? 
 Yeah? 
574 FS3: Tú has ido a la ciudad? 
 Have you been to the city? 
575 J: M-m, pero yo conozco a mucha gente de, de [D.F. 

M-m, but I know a lot of people from, from [D.F. (Distrito Federal, 
Federal District, referring to Mexico City) 

576 FS3: [De la ciudad de México. 
 [From Mexico City. 
577 J: Sí.  
 Yeah. 
578 FS3: No te dicen chala? 
 They don’t call you ‘chala’? 
579→  J: No ((laughs)). E-, es que, yo creo que el acento, de la ciudad, tiene esta 

entonación que: 
No ((laughs)). It-, it’s just that, I think that the accent, from the city, has 
this intonation tha:t 

580 FS4: Baja y sube. 
 Falls and rises. 
581 J: Ah hah. Pero, pero, en, en la, en el fin de una frase, siempre sube así. 

Como, ella tiene una, no, no crees que ella, ella tiene un acento más o 
menos fuerte de D.F.? Es como, dónde, dónde (saltarró)? Na NA na NA 
na NA, así verdad? 
Uh huh. But, but, at, at the, at the end of a phrase, it always rises like that. 
Like, she has a, don’t you, don’t you think that she, she has a more or less 
strong accent from D.F.? It’s like, ‘dónde, dónde (saltarró)’? Na NA na 
NA na NA, like that, right? 

 
 Jessica also reveals her expert cultural knowledge about Spanish regional accent 

variations during a class discussion on accents. She initiates the discussion by sharing her 

knowledge of a feature unique to Costa Ricans: their inability to pronounce the double 

‘r’. MS1 at first places her in a novice role by negating the truth of her statement, 

claiming it is actually Puerto Ricans who have this accent. However, MS2 supports her in 

the following line, and then she goes on to further display her knowledge of regional 

accents by identifying the feature unique to Puerto Ricans, which is the use of an ‘l’ 
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sound in place of an ‘r’. Again, MS2 backs up her claim, and Jessica and several students 

go on to demonstrate these accents with examples.  

Managing Multiple Identities 
 
 In the prior sections, some of the various expert and novice roles that Jessica 

embodies or is assigned while volunteering in the ESL class at the community center 

have been portrayed. What is particularly noteworthy in Jessica’s ability to fluidly move 

between these various identities while managing conversation in the L1 and L2. By 

adopting different roles, Jessica is largely able to maintain alignment with her 

interlocutors. 

 Moving between multiple identities is commonplace as Jessica moves between 

expert and novice roles in interactions in the ESL class. Some of these identities are 

visible in Excerpt 5-49 below, where Jessica and several students work together on a 

word search in both English and Spanish. The exchange begins with MS2 placing Jessica 

in an expert translator role by asking her for verification of his use of the English term 

“corn flour”. She is initially unable to fulfill this request as she herself struggles to verify 

whether this is the correct term in English to describe the ingredient in MS2’s Peruvian 

dessert that he has brought to share with the class. In line 382, Jessica, then, inadvertently 

calls on her identity as a heritage Portuguese speaker, since the term for the missing word 

comes to her in this language, followed by the Spanish term maizena ‘corn starch’. It is 

interesting that, at this point, Jessica struggles to find the correct term in her native 

language, yet the words from her heritage and second language come to mind. In the 
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subsequent lines, Jessica and several students in the class discuss the term maizena for 

this ingredient in MS2’s dessert. During the exchange, Jessica learns that the term is 

actually a brand name, not the name of the product itself, providing her with a learning 

moment, although FS4, one of the NS students, shares Jessica’s novice Spanish speaker 

role in line 396 as she admits to also using the brand name to refer to the product. Don’s 

question in line 397 prompts Jessica to call on her expert translator role to explain to him 

the gist of the conversation, that ‘Maizena’ is the name of a brand and that it is used to 

refer to the product of cornstarch itself similarly to ‘Xerox’. This excerpt reveals the ease 

with which Jessica moves between various expert and novice roles as she strives to 

converse in the L1 and L2. Because of her ability to take on numerous identities, Jessica 

aids the establishment and maintenance of alignment with her interlocutors. 

Excerpt 5-49: Managing Multiple Identities; Session 2 (Jessica) 
 

379 MS2: Se hierve, y eso tiene:, ah, cómo se llama este: flour, flour, corn 
flour? 

 It boils, and that has:, uh, how do you say um: flour, flour, corn flour? 
380 J: Corn- 
381 MS2: Corn- 
382 J: No, es, um (...) uh! Euc-, eucem-, ah! Estou falando portugues. Um, yo 

siempre digo ‘maizena’ 
383 MS3: Es, uh huh, en Perú es maizena, pero 
 It’s, uh huh, in Peru it’s maizena, but 
384 J: What do you call that stuff? It’s corn s-, no es, corn starch? 
385 D: Corn starch 
386 J: Corn starch? Is it corn starch? Yeah. 
387 D: To give it consistency 
388 J: Oh sí? 
 Oh yeah? 
389 MS3: Pero Maizena es la marca de un producto. 
 But Maizena is the brand name of a product. 
390 J: Oh ok 
391 MS3: No es el producto. 
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 It’s not the product. 
392 J: Oh ok 
393 MS3: ((laughs)) 
394 J: [Yo siempre digo ‘maizena’. 
 [I always say ‘maizena’. 
395 FS3: [Es harina de maíz, no? 
 [It’s corn flour, right? 
396 FS4: Yo también digo ‘maizena’. 
 I also say ‘maizena’ 
397 D: [Marca es Maizena? 
 [Brand is Maizena? 
398 J: [Pero acá en los Estados Unidos, nadie sabe:, qué, qué es maizena, no? 

[But here in the United States, no one knows:, what, what maizena is, 
right? 

399 MS2: [El, no, el del, de: cómo se llama? Cómo se dice la marca del 
producto? 
[The, no, the, the: how do you say it? How do you say la marca del 
producto? 

400 J: Uh, the brand. 
401 MS2: The br- the, Maizena. 
402 D: Maizena. 
403 MS2: So, este: 
 So, um: 
404 J: So everyone calls cornstarch Maizena, kind- kinda like we say, um, like, 

Xerox. 
405 D: Mhm 
406 J: Inst-, for, any kind of paper. 
407 D: Mhm. 
408 J: But it’s really just the brand. 

  
What is interesting about the multiple roles that Jessica embodies or is assigned 

throughout the semester, is her ability to move to and integrate into each one smoothly. 

This is a skill in the L2 and reveals that she is comfortable relating to her Spanish-

speaking interlocutors in purposeful ways. The SL context provided Jessica with 

opportunities for many different ways for her or others to position her identity, indicating 

how IC is co-constructed. 



 226 

Below is another example of the co-construction of identity between Jessica and 

one of the male students (MS2) in the ESL class where she volunteered. The excerpt 

shows how renegotiating the classroom identities of teacher/student and NS/NNS become 

relevant as the interactants work together to complete an activity on plurals in English, 

and how this process of identity co-construction contributes to alignment in the 

conversation.  

Excerpt 5-50: Co-Construction of Identity; Session 5 (Jessica) 

223→  J: Y, el, plural de iglesia, es church, churches. 
And, the, plural of church, is church, churches. 

224 MS2: Churches. 
225→  J: Or judge es un ju-, cómo se dice judge? Es un (...) hm- 

  Or judge is a ju-, how do you say judge? It’s a (...) hm- 
226→  MS2: Judge, what is it a- 
227→  J: Yo sé en portugués es juiz. 

  I know in Portuguese it’s juiz. 
228→  MS2: Ah, jugos? 

  Oh, juices? 
229→  J: No, juiz, es (...) es una pers- es, no es, no es la, no es la policía, pero es 

la persona que- 
No, juiz, is (...) is a pers- is, it’s not, it’s not the, it’s not the police, but it’s 
the person that- 

230→  MS2: Watchman? Watchman? 
231→  J: No, es la persona (...) oh shit (...) look in there ((laughs)) ((points at his 

dictionary)) 
No, it’s the person (...) oh shit (...) look in there ((laughs)) ((points at his 
dictionary)) 

232 MS2: Ju- ((looking in the dictionary)) 
233 J: Ju, jota, u, de, ge, e 

  Ju, j, u, d, g, e 
234 MS2: Ah. 

  Oh. 
235 J: de, ge, e (...) no, let me see (...) judge, juez. 
236 MS2: Oh: el juez. 
237→  J: Judge. Entonces, la forma, la forma, plural, de judge, es judges. 

  Judge. So, the form, the plural, form, of judge, is judges. 
238 MS2: Judges. 
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239 J: Ah hah. 
  Uh huh. 
  

Jessica begins the conversation in line 223 speaking in her role as MS2’s ESL 

instructor. She then attempts in line 225 to provide another example of the grammar point 

on plurals, but quickly realizes she does not know the equivalent word in Spanish, 

invoking her Spanish learner identity. Here, Jessica simultaneously orients to MS2’s 

identity as Spanish NS expert who might potentially provide the linguistic resources to 

resolve her communicative impediment. MS cannot fulfill his role as NS expert in the 

following line, as he indicates he does not know the word judge in English, positioning 

himself in the role of English learner. The word search continues in lines 227-230 as 

Jessica provides the Portuguese equivalent of ‘judge’ (juiz) and attempts to describe the 

meaning of the word ‘judge’, hopeful that this knowledge will provide MS2 with the 

information necessary to be able to translate the word to Spanish. However, MS2 

provides incorrect guesses in lines 228 and 230 with the words jugos and watchman. 

Seeing that they are not getting any closer to the translation of judge in Spanish, Jessica 

tells MS2 to look it up in the dictionary. Due to her laughter, use of the phrase oh shit, 

and the command form look it up as opposed to a more polite request such as “why don’t 

you look it up”, Jessica appears to orient away from her role as instructor and position 

herself as more of a peer. Finally, in line 235, they find the word in the dictionary and 

Jessica then reassumes her role as instructor in line 237. 

This moment-by-moment analysis of developing talk looks at how identity was 

negotiated and renegotiated in the conversation between Jessica and MS2. Since the 
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missing word temporarily prohibited further progress of the lesson on plurals in English, 

the co-construction of changing asymmetric expert/novice and NS/NNS identities 

becomes a resource for successful communication as the interactants both use their 

knowledge to advance the conversation, while Jessica’s temporary assumption of a peer 

role connects them more on a personal level. Excerpt 4-133 demonstrates how identity is 

a joint accomplishment, created by interactants in their effort to sustain effective 

conversations and maintain alignment. Instead of being a predetermined construct ahead 

of time, identity is highly subject to negotiation as participants use their identities to align 

with one another during conversation. It was evident in this exchange how changing 

identities help both Jessica and MS2 function as competent interlocutors despite their 

developing linguistic abilities respectively in English and Spanish.  

Conclusion 
 
 Jessica’s ability to move smoothly between different participant roles in L2 

conversation demonstrates her IC in Spanish. Due to this flexibility, she successfully 

contributes to alignment and the joint activity of dialogue in the context of the ESL class. 

Taking on different roles, whether initiated by her or others, allows her to coordinate her 

actions with others, contributing to alignment with her interlocutors. It also displays her 

ability to manage deficiencies in conversation and keep the flow of the talk, which 

contributes to alignment. Given the nature of conversation in the ESL class, the ease with 

which Jessica moves between different identities is vital to supporting the students’ 

learning and supporting the lead instructor, Don. 
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 In terms of any development of IC seen in the participation in conversation in the 

L2, Jessica does not show the clear decreased orientation to the novice/expert paradigm 

as the semester progresses that Anthony does, although her novice identity does become 

less visible. She does, however, reveal increased participation in the contribution to 

interaction via the number of times she initiates topics of conversation. At an average of 

two topic initiations per conversation, she increases from one in Session 1 to five in 

Session 5. This increase could indicate a move from peripheral to fuller participation in 

the co-construction of conversation at the community center. 

 The final chapter to follow presents an overall discussion of the study, 

conclusions, and implications. 
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Chapter 6: Discussion and Conclusions 

OVERVIEW 

 Overall, the purpose of this dissertation study is to provide a detailed description 

of the construct of IC and trace its development over a semester in the L2 Spanish 

acquisition of two advanced students who volunteered in the SL context. This chapter 

reviews the initial research questions and hypotheses, summarizes the findings of the 

study, and discusses their implications for the field of SLA. The chapter ends with 

pedagogical implications, study limitations, and directions for further research. 

 In order to trace the development of IC in the context of SL, the following 

research questions were used to guide the study: 

1. What types of interactional resources for alignment do the advanced and heritage 
learners of Spanish employ in Spanish interactions during SL? 

 
a. Do these resources contribute to their establishment of alignment and 

intersubjectivity? If so, how? 
 

b. Are there any changes/developments over the semester?  
 

2. What are the students’ self-perceptions of these interactions? Do they view them 
as contributing to their alignment and intersubjectivity with NSs? If so, how? 

 
3. What do these findings imply for the learning of interaction in the L2 in the 

service-learning context? 
 

It was hypothesized that the SL experience would be a rich language-learning 

environment that would offer participants many opportunities for authentic conversation 

in the L2 and that, as a result, students would have the chance to develop a wide range of 

interactional resources that contribute to building alignment and intersubjectivity with 

their native Spanish-speaking interlocutors. Furthermore, it was believed that the students 
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would self-reflect positively on their interactions in SL, considering them as opportunities 

to connect with NSs at the community center where they volunteered as well as improve 

their Spanish language skills. 

SL was selected as the context for this study due to the growing number of SL 

courses offered in college-level foreign language programs, paired with a lack of research 

on actual L2 interactions that take place in this context. While SL students and 

researchers have praised these courses for the opportunity to use and practice the L2 in an 

immersion environment without going abroad, most data are based on observations and 

self-reports. In the United States, foreign language pedagogy tends to send students the 

message that the best way to be exposed to ‘authentic’ L2 discourse is to immerse oneself 

in the target culture in a foreign country, while ignoring local speech communities as 

valid contexts for language learning (Ortega, 1999). If SL can truly offer language 

students a linguistic and cultural immersion context without needing to go abroad, then 

looking at L2 interactions and subsequent language learning is critical for evaluating the 

benefit of these classes.  

By analyzing actual discourse that two undergraduate advanced Spanish students 

had during their SL immersion experiences, this study highlights the rich language-

learning opportunities that can take place in this context. In addition, tracing students’ 

development of IC over the semester substantiates the claim that SL can indeed offer a 

worthwhile immersion environment for language learners. Finally, by considering the 

participants’ own reflections on their experiences during SL, this study provides both an 

etic and emic view of language learning in this context. 



 232 

The following sections outline the significance of the findings of this study for the 

field of SLA. The first section describes the significance of the findings in relation to the 

development of important targeted interactional resources for alignment; i.e. assessments, 

collaborative contributions, collaborative completions, affect, and participation 

structures. The next section summarizes the students’ self-perceptions of their 

interactions in SL, focusing on the impact they believed conversations had on their ability 

to align and build intersubjectivity with NSs at the community center and their self-

perceived Spanish language gains. Finally, pedagogical implications discuss what the 

findings suggest for the learning of L2 interaction in the SL context. 

SIGNIFICANCE OF FINDINGS: INTERACTIONAL RESOURCES FOR ALIGNMENT 
The first research question asked about the types of interactional resources that 

the learners employed in their conversations that contributed to alignment and 

intersubjectivity with the NSs, as well as any development in these resources over the 

course of the semester. The goal of the analysis in Chapter 4 was to track NNSs’ use of 

these interactional resources in the L2 from the beginning to the end of the semester, 

focusing on any changes and developments that took place during interactions with NSs 

over the eight-week study period.  

In terms of the interactional resources that contributed to alignment in this study, 

growth was seen nearly across the board for both participants in terms of frequency, 

complexity, timing, logicality, and grammaticality. Although Anthony and Jessica were 

both new to the specific, interactive practice of academic Spanish language instruction 
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before volunteering at the community center, they were advanced Spanish language 

learners with a strong and varied background in the language. Both had prior experiences 

in L2 conversation in formal academic contexts as well as more informal settings during 

study abroad. Given their advanced level in the language, both began the semester 

already implementing the interactional resources analyzed in this study (assessments, 

collaborative contributions, collaborative completions, affect, and participant roles) to 

create, or at least strive to create, intersubjectivity with their conversational partners. In 

comparison, Dings’ (2007; 2014) study, which looked at the presentation and 

development of interactional resources for an intermediate-level Spanish study-abroad 

student, found that the targeted learner initially presented lacking or underdeveloped 

skills in the area of alignment activity. While the learner, Sophie, had experience in L2 

conversation prior to study abroad, alignment moves, when present at all at the beginning 

of her time abroad, consisted of minimal contributions like agreement markers, 

rephrasing, and nods. Sophie was classified as an Intermediate-High Spanish learner at 

the beginning of her time abroad, while the more advanced level of the participants in the 

current study may account for the presence of all alignment moves analyzed, used by the 

participants even at the start of their volunteer work at the community center.  

However, although the participants in this study were able to employ the 

interactional resources for alignment, they did not always do so effectively at the start of 

the semester, and development was still seen in most areas. Tables 1 and 2 below 

summarize some of the development seen throughout the semester in terms of alignment 

moves used by both Jessica and Anthony. 
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Table 3: Development of Anthony’s Interactional Resources for Alignment  

Interactional 
Resource 

Session 1 Sessions 2-4 Session 5 

Assessments Uses minimal 
assessments 
(laughter paired 
with agreement 
markers, 
repetition) 

Continues to use minimal 
assessments; begins to use more 
complex/extensive assessments 
like evaluations and participatory 
moves 

Uses more 
complex/extensive 
assessments like 
evaluations and 
participatory moves; 
increases number of 
assessments from 3 in 
Session 1 to 9 in Session 5 

Collaborative 
Contributions 

Adds perspectives, 
opinions 

List-making (Session 4), 
rephrasing 

Length, timing, 
appropriateness for context 
improve (Longest 
contributions in Sessions 4 
and 5) 

Collaborative 
Completions 

Uses starting in 
Session 1; logical 
and grammatical, 
but timing is 
problematic 
(overlapped 
speech) 

Logical and grammatically 
correct completions, but timing is 
problematic (interrupts tutees); as 
2 completions with more 
appropriate timing in Sessions 2 
and 3 (after pause, no overlap or 
interruption); highest number of 
completions in Session 3 

Does not use any in Session 
5. 

Affect Initiates humor on 
1 occasion, which 
is reciprocated 

Initiates humor on several 
occasions, which is often, but not 
always, reciprocated; expresses 
understanding and 
encouragement in response to 
tutee 

Offers encouragement in 
response to tutee 

Participation 
Structures 

Takes on role of 
Spanish language 
learner often 
 
Only cases where 
embodies role of 
heritage language 
learner occur in 
Session 1 

Takes on role of expert Spanish 
speaker 
 
Initiates more topics of 
conversation 
 
More questioning as means of 
contributing to turn-taking 

No longer takes on role of 
Spanish language learner 
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Table 4: Development of Jessica’s Interactional Resources for Alignment 

Interactional 
Resource 

Session 1 Sessions 2-4 Session 5 

Assessments Uses combination of 
minimal and complex 
assessments 
(reformulations; 
evaluative assessments)  

Uses combination of 
minimal and complex 
assessments 
(reformulations; 
evaluative assessments) 

Uses combination of minimal 
and complex assessments 
(reformulations; evaluative 
assessments); overall number 
increases to 23 from 10 in 
Session 1  

Collaborative 
Contributions 

List-making, adds 
perspectives, opinions 

Introduces rephrasing; 
Contribution in Session 
2 leads to disalignment 

Increased number, length, and 
contributions with multiple 
turns in Sessions 4 and 5 

Collaborative 
Completions 

Uses starting in Session 
1, only 2 successful in 
terms of logicality, 
grammaticality, and 
timing 

More successful in 
terms of logicality, 
grammaticality; timing 
still cuts off 
interlocutors 

Timing improves (after 
pauses, sound stretches); Most 
completions in Session 5; all 
10 successful in terms of 
timing, grammaticality, 
logicality 

Affect Expresses support, 
understanding, 
encouragement, and 
praise in response to 
students; uses humor 

Uses humor to connect 
with students and 
responds to their humor; 
reciprocated by NSs 

Offers praise, encouragement; 
uses humor to connect with 
students and responds to their 
humor; reciprocated by NSs 

Participation 
Structures 

Most instances of taking 
on role of Spanish 
language learner 
 
Few instances of 
questioning as means of 
contributing to 
conversation 
 
Only 1 case of topic 
initiation 

Increasing use of 
questioning as means of 
contributing to 
conversation 
 
Increasing instances of 
topic initiation 

Most cases of questioning as 
means of contributing to 
conversation in Sessions 4 and 
5 
 
Most cases of topic initiation 
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Both Anthony and Jessica began the semester displaying the use of all 

interactional resources analyzed in the study. With the exception of Anthony’s lack of 

collaborative completions in Session 5, both participants increased the number of 

resources used in each category from the beginning of the conversation to the last, 

suggesting development in IC. In addition to the increase in number, Anthony and Jessica 

displayed interactional resource changes, including longer, more elaborate contributions, 

improved timing that led to smoother conversation, and better accuracy in terms of their 

additions being more grammatically correct and logical in the context of the 

conversation.  

While instances of a lack of alignment did occur during L2 conversation, these 

numbers also decreased over the course of the semester. For example, Anthony had 

several failed attempts at humor in the L2 at the beginning and middle of the semester 

that led to disalignment with his interlocutors. At the end of the semester, however, there 

were no cases of humor that were not reciprocated. In another example, Jessica’s use of 

collaborative completions at the beginning of the semester often missed their mark in 

terms of anticipating what her interlocutors were going to say, and they tended to cut off 

or overlap the other’s speech, which was not conducive to alignment. However, at the 

end of the semester, both timing and accuracy of Jessica’s collaborative completions 

improved so that all instances of this resource in Session 5 were successful both at 

projecting what the other person was going to say and being employed at more 

appropriate times, such as after pauses or sound stretches from her interlocutors. 
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 In conclusion, results of this study have suggested that, while advanced L2 

learners came to SL with a repertoire of interactional resources for building alignment, 

there was still improvement and growth needed. Overall, it can be said that IC took place 

for both participants in all areas of interactional resources for alignment.  

SIGNIFICANCE OF FINDINGS: STUDENTS’ PERCEPTIONS  
 The second research question in this study asked about students’ self-perceptions 

of their interactions in SL and whether they saw them as beneficial to building 

relationships with their Spanish-speaking interlocutors as well as improving their Spanish 

language competence. 

According to the theory of IC, interactants draw on the interactional resources that 

they have learned previously to co-construct ‘interactive practices’, or recurring episodes 

of talk that share the same structure (Young, 1999). Young points out that one of the 

goals of IC is to analyze its development in specific discursive practices and “the degree 

to which interactional competence in a given practice can be generalized to other 

practices” (1999, p. 120). Although Anthony and Jessica as advanced Spanish learners 

had already accomplished a high degree of IC in the L2 prior to taking the SL course, 

they were both new to the interactive practice of Spanish language academic instruction. 

As a result, there was some degree of learning involved in participating effectively in 

instructional conversation in the Plazas comunitarias and ESL classes where they 

volunteered. This initial difficulty was made apparent in the beginning conversations and 

was also mentioned by the students themselves in their class reflection essays. 
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For example, Anthony mentioned his initial struggle in Session 1 with the 

discursive practice of math tutoring in one of his reflection essays:  

(1) Pero cuando mi estudiante, “Silvia” me preguntó cómo solucionar algo me di 

cuenta inmediatamente de que no tengo un vocabulario muy amplio en español 

con respecto a las matemáticas y las ciencias ‘But when my student, “Silvia” 

asked me how to solve something I immediately realized that I don’t have a very 

large vocabulary in Spanish regarding Math and Science’.  

 

He later reflected on how he used another tutor’s instructional methods to model 

after his own, therefore learning, by necessity, the terminology required for explaining 

fractions and percentages in Spanish:  

(2) Pensé en lo que hacía el maestro unos minutos antes mientras yo le estaba 

observando, y traté de combinar mis métodos con los suyos. FT1 entendía lo que 

decía, y a través del proceso aprendí rápidamente (por razón de necesidad 

urgente) el léxico que se usa para las fracciones y los porcentajes en español ‘I 

thought about what the teacher did a few minutes before while I was observing 

him, and I tried to combine my methods with his. FT1 understood what I said, and 

through this process I quickly learned (due to urgent need) the vocabulary that’s 

used for fractions and percentages in Spanish’. 

 

According to Young (1999), “Individuals become participants by watching and 

participating in specific instances of a given practice”. By first observing, then putting 
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what he found to use, Anthony became more adept at the discursive practice of math 

instruction in Spanish. 

Similarly, Jessica mentioned in one of her reflection essays about understanding a 

student’s question, yet being unable to answer it:  

(3) Pensé que fue una pregunta buenísima! Pero me quedé con un problema. ¡No 

sabía explicarlo! ‘I thought that it was a really great question! But I was left with 

a problem. I didn’t know how to explain it!  

 

This initial difficulty gave way to confidence as the semester progressed. In a later 

essay, Jessica commented:  

(4) Antes yo diría que sí hablaba bien el español, pero todavía me sentía insegura 

y tímida cuando hablaba. Ahora, aunque yo sé que no hablo con cien por ciento 

fluidez, yo hablo con confianza ‘Before I would say that I did speak Spanish well, 

but I still felt insecure and timid when I spoke. Now, although I know that I don’t 

speak with one hundred percent fluency, I speak with confidence’. 

Throughout the course of the semester, Anthony and Jessica display fewer 

instances of difficulty in explaining academic concepts during their tutoring in the Plazas 

comunitarias and ESL classes, as revealed in the transcripts. The theme of linguistic 

problems during instruction is also not mentioned in their later essays. For these reasons, 

it is apparent that both participants’ IC has developed for this specific discursive practice 

of Spanish academic instruction. As J. K. Hall (1995) explains it, "Our becoming 

participants involves three processes: the discovery (other- and self-guided) of interactive 
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patterns in the practices in which we engage with others; observation and reflection on 

others' participatory moves and the responses to these moves; and our own active 

constructions of responses to these patterns" (p. 218). By noticing, observing, and finally, 

participating in the discursive practice of academic instruction in Spanish, Anthony and 

Jessica gained competence in this particular area in the L2 and were able to co-construct 

meaning effectively with their native Spanish-speaking interlocutors during L2 academic 

instruction. 

Although Anthony and Jessica did reveal gains in IC in the domain of 

instructional practices in Spanish, not all conversations with NSs centered around specific 

language use or academic topics. Discussions in the L2 covered a wide range of subjects, 

including, but not limited to, weekend plans/events, childhood experiences, cultural 

similarities/differences, likes/dislikes, and current events. Together, the variety of 

discursive practices that they experienced in SL allowed them to take part in a wide range 

of discussions in Spanish and hone their competence as conversationalists in the L2 in the 

context of SL. 

In addition to academic instruction in Spanish, another topic that was discussed in 

participants’ reflection essays was their perceptions of relationship-building with the NSs 

at the community center as well as their perceptions of Spanish language development as 

a result of their SL experiences. Both participants discussed the process of becoming part 

of a community, from feeling at first like outsiders, to being enveloped as a part of the 

group. Anthony discussed this transformation in his second reflection essay:  
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(4) (Laura) me presentó a todos, y me sentí un poco raro o fuera de lugar, pero 

me hicieron sentirme muy bienvenido ‘(Laura) introduced me to everyone, and I 

felt a little weird or out of place, but they made me feel very welcomed’.  

 

He further elaborated on the feeling of belonging in his reflection essay 5: 

(5) ...y obviamente no dudaba que los participantes en la clase y los otros tutores 

serían antipáticos pero nunca esperaba que serían tan acogedores o que me 

harían sentir tan cómodo en poco tiempo...Muchas veces, la timidez que yo sentí 

al trabajar con alguien nuevo fue atenuada por el entusiasmo que tienen los 

estudiantes en conocerme mejor y aprender juntos conmigo. No importaba si era 

un estudiante avanzado de matemáticas o una alumna que apenas empezaba leer 

por primera vez, todos siempre me hacían sentir apreciado y bienvenido ‘...and 

obviously I didn’t doubt that the participants in the class and the other tutors 

would be unpleasant but I never expected them to be so welcoming or that they 

would make me feel so comfortable in such a short time...A lot of times, the 

shyness that I felt when working with someone new was alleviated by the 

enthusiasm that the students have in getting to know me better and learning 

together with me. It didn’t matter if it was an advanced math student or a student 

that was barely beginning to read for the first time, they all made me feel 

appreciated and welcomed’.  
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In their reflection essays, Anthony and Jessica also discussed working together at 

the community center, all to help each other, no matter the status of student or teacher. In 

his reflection essay 4, Anthony commented on students helping him to think of examples 

for a concept they were discussing:  

(6) Para mí era más difícil pensar en ejemplos de este concepto pero otros 

estudiantes alrededores lograron ayudarme con esto ‘It was harder for me to 

think of examples of the concept but other students around me were able to help 

me with this’. 

 He further discusses this mutual benefit of the community center in his final essay 

of the semester: 

 (7) Ese nombre – plazas comunitarias – perfectamente captura el salón de clase 

que en el cual yo participé este semestre. Aunque algunos tengan el título de 

asesor y otros el de estudiante, todos van trabajando juntos, enseñando el uno al 

otro y viceversa. ‘This name - plazas comunitarias - perfectly captures the 

classroom in which I participated this semester. Although some have the title of 

adviser and others of student, everyone works together, teaching each other and 

viceversa’.  

This theme of shared roles was mentioned often in participants’ reflection essays 

and during the one-on-one interviews, as well. 

A final theme that was mentioned was students’ self-perceived changes in 

Spanish-language competence and ability. During the semi-structured interview, Jessica, 
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for example, discusses learning from one of her students to have confidence in speaking 

the L2:  

(8) J: I feel like I speak with more confidence now, and I don’t feel, uh, you know 

you always feel that kind of embarrassed initially when you make like a glaring 

mistake, but um I just don’t care as much now, and there was one student in 

particular, do you remember MS2? 

R: I’m trying to remember which one he was. 

J: I don’t, he was kinda going bald too, and he had a son, and he dressed as 

Batman on Halloween, he is one of the students that, his English is not that great, 

right? He ((laughs)) doesn’t know how to form a complete sentence, but 

R: He’s not scared to use it, yeah 

J: Not at all, and he just, says as many things as he can to get his point across and 

he doesn’t get nervous, and it’s like, I can learn a lot from him, that’s like a, I 

think it’s a good philosophy to have, I think the more you practice and the more 

mistakes you make, the more you’re gonna learn, and the faster you’re gonna 

learn, so he taught me a lot. 

  

Anthony also discusses the transition he experienced from the first day at the 

community center to gaining more confidence and ability in the language:  

(9) Antes de llegar ese día, no me había puesto nada de nervioso, pero en el 

momento cuando entré al edificio perdí mi confianza y dudaba mis habilidades de 

comunicar suficientemente en español para ser tutor y enseñar… ‘Before arriving 
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that day, I hadn’t been nervous at all, but at the moment when I entered the 

building I lost my confidence and doubted my ability to communicate sufficiently 

in Spanish to be a tutor and teach…’. 

 

In terms of specific learning that Anthony experienced, in reflection essay 4, he 

discusses at times recognizing the moment of learning and other times, not realizing until 

later something learned:  

(10) A veces reconozco un aprendizaje en el mismo momento allí en [el centro 

comunal], pero han sido momentos cuando no me di cuenta de haberme 

aprendido algo hasta mucho más tarde. Además, a veces una combinación de las 

dos ocurra – aprendo algún concepto o palabra y estoy consciente de esto, pero 

después en algún otro aspecto de mi vida, se me hace claro la importancia de lo 

que aprendí para otras personas ‘Sometimes I recognize learning in the moment 

at [the community center], but there have been moments where I didn’t realize 

having learned something until much later. Also, sometimes a combination of the 

two occur - I learn some concept or word and I’m conscious of it, but later in 

some other aspect of my life, it becomes clear the importance of what I learned 

for other people’. 

In their class reflections and during semi-structured interviews, Anthony and  

 

Jessica commented on other self-perceived benefits of the course, such as an 

increased sense of civic awareness and social responsibility, the opportunity to build new 



 245 

friendships, and enhancing cultural knowledge. In their last reflection essays, Anthony 

and Jessica reflected on what their service-learning experience meant to them in their last 

reflection essays of the semester:  

(11) Reflections by Anthony and Jessica 

 La experiencia de verlos conseguir hacer algo que no podían hacer antes me dio 
mucha satisfacción y me sentí muy alegre. (Jessica) 

 
Una cosa importante que aprendí este semestre es que los inmigrantes son muy 
trabajadores y no vienen a este país para pedir esmolas y para explotarlo por los 
recursos y los programas gubernamentales que ofrece...deseo que el público 
americano pueda ver como los inmigrantes luchan para integrarse y para ser 
independiente, y como contribuyen a la comunidad. (Jessica) 

 
Cada jueves de este semestre, he tenido la única y muy especial oportunidad de 
abrirme la mente un poco más, de conocer a nuevas personas que de otra manera 
nunca conocería, y de observar los resultados de la dedicación y el esfuerzo para 
aprender y mejorarse la vida. (Anthony) 

 
Seguir poniendo mi granito de arena para servir a la comunidad y a la vez aprender 
y crecer como persona es lo máximo y espero hacerlo por mucho tiempo. (Anthony) 

 
  

The outcomes of this study show that incorporating a SL component into a 

language course involving active engagement with L2 community members and critical 

reflections on those experiences, can help learners develop their IC, in addition to a 

wealth of other benefits. Overall, both Anthony and Jessica reveal through their reflection 

essays for class and during semi-structured interviews with the researcher that SL, for 

them, offered opportunities for close interaction with Spanish speakers that led to a sense 

of becoming part of a community and building personal connections, as well as growth in 

the L2. 
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PEDAGOGICAL IMPLICATIONS 
 According to He and Young (1998), IC is acquired via interactions with more 

experienced individuals in specific discursive practices. Therefore, opportunities for 

interaction with NSs is ideal for language learners to develop IC in the L2. While SA is 

most often recommended as the optimal setting for second language learners to 

participate in NS interaction, the current study presents SL as an alternative context with 

significant potential for L2 cultural and linguistic immersion. Given the results outlined 

in Chapter 4, I can conclude that SL does indeed provide students with a unique 

immersion experience without the need to go abroad that can be highly beneficial to their 

language development in the L2, as the prior literature has suggested. In fact, I argue that 

SA may not be as superior of an immersion context as previously believed, for the 

reasons detailed below. 

In SA excursions, students often travel with a group of other L2 learners from 

their home university. This cohort tends to stick together in the foreign country during 

excursions, classes, free time, and even sometimes living together with the same host 

family. This arrangement begs the question: are students really experiencing immersion 

when SA? If they are so often surrounded by other English-speaking students, how 

frequently do they actually interact in the L2? Another factor to take into consideration is 

the role of technology in keeping students connected to the home country and language 

while abroad. With social media platforms and smartphones, SA students are able to stay 

in constant contact with their friends and family back home in a way that previous 

generations were not. In addition, since English is now a lingua franca in many countries 
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around the world, even students who are motivated to immerse themselves in the foreign 

language may find it difficult to do so.  

In SL, on the other hand, students are placed in leadership roles where they 

provide some form of assistance to those in need in target-language communities. Using 

the L2 to help others in SL as opposed to fulfilling personal or curricular goals in SA is a 

major difference in the language learning that occurs in the two immersion contexts. The 

responsibility that comes with providing a service to others who are depending on them 

makes language learning and L2 interaction in SL more relevant and critical to real-life 

applications of the language. For Jessica and Anthony, serving as instructors at the 

community center where they volunteered had real implications for the adults they 

taught, since most were attending the classes with the hopes of receiving a GED or for 

career advancement. However, SL students do not just help others; one of the unique 

benefits of the SL context is its potential to foster relationships between university 

students and community members that constitute mutually-beneficial collaborations. The 

interactions that took place over the course of the semester demonstrated this dynamic as 

constant changes to the expert/novice paradigm revealed teachers become students and 

students become teachers, depending on the context.  

Another unique aspect of SL as compared to SA it its potential to provide 

language students with a close-knit target-language community. While SA students are 

tempted to remain with the cohort from their home country, therefore impeding their 

immersion into local L2 communities, the nature of SL requires students to enter into an 

L2 community during their service. For Jessica and Anthony, the community center 
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became a CofP in which they became increasingly integrated as the semester progressed. 

Although they felt initial discomfort during Session 1 of their volunteer work, both 

participants noted that they were quickly welcomed into the community. As they 

developed friendships with the lead teachers and students over the course of the semester, 

they participated in other events at the community center, like a tamale sale, a Halloween 

celebration, and an end-of-year party. Anthony and Jessica also both mentioned that they 

hoped to continue volunteering at the community center even after the semester ended 

and they were not bound by course requirements. The ability to remain part of the SL 

CofP after a course has ended is an aspect of SL that does not translate to SA, as most 

students return to their home country after their excursion has ended, forcing them to cut 

ties with the connections they have made.  

SL also provides language students with opportunities to become familiar with a 

variety of discursive practices as they take on a number of roles during their volunteer 

work. Since volunteer sites in SL can take place at many different locations within a 

community, students have the potential to be exposed to new discursive contexts, 

increasing their IC in the L2. In addition, as compared with SA, these contexts have the 

capacity to provide students with a “more direct connection with life and the context in 

which it is lived out in their surrounding communities” (Hellebrandt & Varona, 2005, p. 

10), helping them bridge the content of what is learned in the language classroom to what 

is utilized in the real world around them, as opposed to a foreign country abroad. 

Finally, in his article, Young (2019) broaches the topic of myths surrounding the 

effectiveness of study abroad on L2 pragmatics and IC development. He concludes that 



 249 

“exposure alone to discursive practices in an L2 community is not sufficient for 

developing IC, no matter how long or intense the exposure is” (p. 104) and goes on to 

advocate for the need for concept-based instruction to explicitly teach aspects of L2 

pragmatics and IC. In concept-based instruction, learners undertake conscious study of 

specific discursive practices and are guided through participation in the practice by more 

experienced individuals, which is precisely what occurs during SL as community leaders 

assist students in adjusting to their new roles during volunteer work, and students reflect 

on their experiences and interactions during class via class discussions and essays, 

allowing students to recognize and better understand differences between discursive 

practices in their home and SL communities. In study abroad, on the other hand, students 

are generally lacking these components involving conscious study of and reflections on 

differences in discursive practices at home and abroad. 

Another implication of SL for the language learner is related to the concept of 

‘translingual’ or ‘translanguage’ competence. Translingualism has been defined in a 

variety of ways in the literature, but overall, it refers to maximizing communication by 

the flexible use of a variety of resources from more than one language, eliminating the 

traditional understanding of separate languages and breaking away from traditional 

linguistic norms. With translingualism, instead of developing an identity representing one 

language or another, “interlocutors are not constrained to pull from one such structure or 

label, but draw on all of them to accomplish meaningful communication and new 

meanings and identities” (Kramsch, 2018, p. 108). Pennycook (2016) further discusses 

the fluid use of resources gained from contact with other languages and cultures: “No 
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longer, from this point of view, do we need to think in terms of competence as an 

individual capacity, of identity as personal, of languages as entities we acquire, or of 

intercultural communication as uniquely human” (p. 2). In relation to SL, translingual 

competence is a skill that both Jessica and Anthony honed during their semester of 

volunteer work at the community center. As they increasingly participated in 

communication with NSs, they negotiated their roles and identities beyond just NSs and 

NNSs and used a variety of resources at their disposal to create meaningful 

communication and align with one another, including fluidly moving between various 

roles and languages. By doing so, they revealed the importance of translingual 

competence in this setting, where limiting their label to ‘Spanish language learner’ would 

have stifled their ability to communicate successfully in this setting. One of the language 

learning implications for participating in SL is that it provides students with an 

opportunity to develop translingual competency in a translingual environment to be more 

successful interactionalists in an increasingly multilingual world. After all, SL represents 

a community of individuals trying to understand and learn new languages, and in this 

environment, translingualism facilitates communication. 

While SL can be a great option for language students, there are some pedagogical 

implications to consider. One is that SL can take place in a wide variety of volunteer 

contexts. Students in the SL course in the current study were able to choose between a 

number of settings in addition to the community center, including a community health 

clinic, local public elementary schools, and an adult computer-skills course. Other studies 

in SL have followed students in contexts such as food kitchens, homeless shelters, youth 
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centers, homes for adults with physical and mental disabilities, rehabilitation centers, and 

centers for literacy and citizenship. Given the wide range of possible SL contexts, 

experiences at each location can vary considerably. Additionally, students’ prior 

experience in related settings can have a significant effect on their ability to participate 

meaningfully in the CofP in question. Adding to this variability is the question of whether 

students have the opportunity to choose the best volunteer location for them. Challenges 

involving scheduling and transportation difficulties may interfere with students’ ability to 

choose the location that they want and for which they are best prepared to experience 

success.  

STUDY LIMITATIONS 
 This study’s small number of participants from one university, lack of random 

participant selection, and absence of a comparison group, such as SA students or students 

in the same course but without the SL component, limit the degree to which the results 

can be generalized beyond its own participants. In addition, the two participants who 

volunteered to take part in this study were most likely not typical language students. 

Results of the data in this study indicate that, not only were the NNSs able to align in 

their conversation with NSs despite their limited prior knowledge of one another, but they 

did so using a variety of resources. While this may be surprising, it can be assumed that 

the participants are not necessarily typical language students and, in fact, may be 

exceptional. Responses to the surveys imply that Anthony and Jessica are highly-

motivated Spanish students who sought out the opportunity to study abroad in order to 
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improve their language skills. In addition, they took full advantage of the opportunities 

the SL context offered by consciously choosing the one section of the course with this 

additional component. A less-motivated student might not pursue the additional time and 

work that accompanies the SL section. With this in mind, Anthony’s and Jessica’s 

motivation and prior experience with the Spanish language and culture most likely gave 

them an advantage over other students at this same level. Future research could expand 

the results of this study by observing less-motivated students or those without prior SA 

experience or somewhat advanced L2 proficiency to see how their alignment with NSs 

differs from that of Anthony’s and Jessica’s. However, there is value in investigating 

interactions in SL for advanced students, as there is a lack of research in this area. 

Furthermore, since Jessica and Anthony volunteered at the same community center but in 

different types of classes, it may be that some aspects of their experiences are not 

comparable. Despite this difference, results indicated very similar interactions involving 

both individual and multi-party talk centered around both academic topics and more 

personal matters. 

However, taking the previously-mentioned limitations into consideration, the 

findings do suggest that integrating a SL component into a language course can help 

learners develop their IC in the L2. Furthermore, if the goal of language educators is to 

help their students become competent speakers of the L2, then their pedagogy should 

include opportunities for students to interact with NSs outside of the classroom, and SA 

should no longer be considered the only worthy context for immersion.  
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IDEAS FOR FUTURE RESEARCH 
 Since this is the first known study to analyze interactions in SL, there is the 

potential for more research in this area. In order to capture the wide range of NNS-NS 

interactions taking place in SL, future studies could analyze NNSs from a variety of 

levels and L2 backgrounds at many different volunteer locations. Additionally, future 

research should also investigate SL in SA. This would be an area of considerable interest 

as there is a dearth of research in the area, and it combines two immersion environments. 

Given the limitations highlighted in the previous sections, it is thus important for 

future studies to address the issues of sample size and lack of a control group. Including a 

larger sample size would help make the results more generalizable to the wider 

population of language learners. It would also be beneficial to compare the effects of SL 

on students’ L2 proficiency with SA students to see how the two immersion contexts 

affect students’ acquisition of IC. Students in the current study chose to register for the 

one section of the course that had a SL component. It would be compelling to compare 

students’ gains in the SL course section with the students who took the same course but 

without the SL component. Future studies should also consider longer-term outcomes of 

SL, such as several years after the course has ended. A follow-up could be helpful for 

knowing any lasting effects of the experience on language learning. Overall, SA is a 

promising area of SLA research that is ripe for investigation. Given the lack of prior 

interaction studies, this area, specifically, is currently underdeveloped. It is hoped that 

future research can continue to investigate the types of interactions that students are 

experiencing in this context. 
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CONCLUSIONS 
 The aim of this dissertation study was to explore the interactions that advanced 

and heritage Spanish language students have in a semester-long SL course with NSs on 

the development of their IC in the L2. The analysis viewed changes in the use of 

alignment moves as evidence of development, documenting the emergence of 

competence. Overall, it was found that even students at an already high level of 

competence in the L2 benefit from extended opportunities for authentic interaction with 

NSs in this setting. After analyzing discourse from the semester-long volunteer work, it 

was found that participants improved their ability to build and maintain alignment with 

their interlocutors using interactional resources accurately and effectively. According to 

Galackzi (2014), “...IC development goes hand in hand with the development of general 

language ability and that as learners become more efficient speakers and listeners through 

higher automaticity of cognitive processes such as decoding messages and composing 

spoken contributions (Field 2011), then working memory can be freed to allow them to 

engage more collaboratively in the interaction and to display successful IC strategies” (p. 

572). As participants became more efficient with the use of interactional resources for 

alignment, they were able to participate more meaningfully and add more to conversation 

in the L2. Furthermore, expanding their repertoire to include the discursive practice of 

Spanish academic instruction, as well as participating in informal conversations covering 

a wide range of topics, Anthony and Jessica were able to become more proficient in 

contributing to L2 conversation. 
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Given the increasing number of SL courses offered in language departments 

across the country, it is the right moment to focus on measuring the effect of these 

programs. With their potential to connect universities and communities in meaningful 

ways, SL courses can offer mutually-beneficial rewards for students and community 

members alike. By analyzing actual interactions that take place in this context, further 

research can help to determine the benefits of this language exchange. This, in turn, may 

provide educators with the means to improve their courses, helping students to take full 

advantage of the opportunities available in the short time they have at the university, 

thereby helping to foster L2 development in this language-rich context. 
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Appendices 

APPENDIX A: PRE-QUESTIONNAIRE 
Background Information 
 
1. I am a: 
 ___ freshman  ___ sophomore  ___ junior   ___ senior  
 
2. Years of Spanish classes prior to this class:  
___ 0-1 year  ___ 2-3 years   ___ 3-4 years   ___ 5 + years  
 
3. Have you studied or lived abroad in a Spanish-speaking country before? 
 ___ Yes   ___ No  
 
Where and for how long?  
 
4. To the best of my knowledge, my overall college GPA fits within the following range: 
 
___ 3.50-4.00 ___ 3.00-3.49 ___ 2.50-2.99 ___ 2.00-2.49 ___ below 2.00 
 
5. What is your major in school? (List all if more than one)  
 

Service-Learning Goals and Expectations 
 
6. What drew you to register for this class as opposed to one of the other sections of SPN 
327? 
 
7. What goals do you have for this class? 
 
8. How would you rate your speaking skills in Spanish? 
___ unintelligible    ___ I can sometimes get my point across  
___ I can usually get my point across  ___ I can always get my point across  
 
9. Do you have experience interacting with native Spanish speakers outside of the 
classroom? 
 ___ Yes  ___ No 
 
Please explain:  
 
10. What types of interactions do you think you will have with native Spanish-speakers 
from the community in your volunteer work for this class? 
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11. What do think will be some of the challenges will be working with Spanish speakers 
from the community and how do you think you will overcome these? 
 
12. Do you see yourself establishing personal relationships with community members 
over the course of the semester? 
 
 ___ Yes ___ No 
 
Please explain: 
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APPENDIX B: POST-QUESTIONNAIRE 
 
Service Learning Experience 
 
1. Where did you complete your service learning volunteer work?  
 
2. Please tell me a little about your responsibilities and experiences at this volunteer site:  
 
3. Approximately how many hours of volunteer work did you complete over the course 
of the semester? 
___ 5-10 hrs.  ___ 10-20 hrs.  ___ 20-30 hrs.  ___ 30 hrs. + 
 
4. What percentage of the time did you speak Spanish while volunteering? 
___ 0% ___1-25% ___ 26-50%   ___51-75% ___ 76% +  
 
5. Before this class, how would you rate your ability to speak Spanish? 
___ unintelligible    ___ I could sometimes get my point across  
___ I could usually get my point across  ___ I could always get my point across  
 
6. How would you rate your Spanish-speaking abilities today?  
___ unintelligible    ___ I can sometimes get my point across  
___ I can usually get my point across   ___ I can always get my point across  
 

Rating Questions 
 
7. During my time in this class, I became more interested in gaining fluency in Spanish. 

  
1             2             3             4             5  

Strongly Disagree           Strongly Agree 

 
8. My main reason for taking this class was to improve my Spanish speaking abilities.  
  

1             2             3             4             5  

Strongly Disagree           Strongly Agree 

 
 
 
If you disagree, your main reason for taking this class:  
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9. I am comfortable in my ability to communicate with native Spanish speakers in 
Spanish. 
  

1             2             3             4             5  

Strongly Disagree           Strongly Agree 

 
10. I am pleased with the progress I made in speaking Spanish during my time in this 
class. 
  

1             2             3             4             5  

Strongly Disagree           Strongly Agree 

 
How often did you seek opportunities to improve your Spanish? 
 
11. I spoke with native Spanish speaking clients/students/tutees as much as possible.  

  
1             2             3             4             5  

Never           Very often 

 
12. I spoke with my Spanish-speaking co-workers as much as possible. 

  
1             2             3             4             5  

Never           Very often 

 
Overall opinions/perceptions of service learning experience. 
 
13. Overall, do you feel that your service learning experience met your expectations?  
___ Yes  ___ No 
 
Please explain why it did or did not.  
 
15. Did your service learning experience help you improve your Spanish language skills?  
___ Yes  ___ No 
 
Please explain how or how not. 
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15. Did you feel welcomed by your volunteer location? Did you feel like you fit in with 
the other volunteers and with the community members you were assisting? 
 
___ Yes  ___ No 
 
Please explain why or why not. 
 
16. Do you feel that your prior Spanish language experiences and speaking skills  
adequately prepared you for this experience? 
 
___ Yes  ___ No 
 
Please explain how or how not. 
 
17. Do you plan to continue your volunteer work after the class is finished? 
 
___ Yes  ___ No 
 
Please explain. 
 
18. Did you make any lasting friendships? 
 
___ Yes  ___ No 
 
Please explain. 
 
19. How do you think your experiences interacting with native Spanish speakers in this 
class will affect future interactions? For example, do you think you will feel more 
comfortable/confident/skilled at speaking in Spanish? Do you envision yourself seeking 
out more opportunities to speak Spanish? Etc… 
 
Please explain. 
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