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| em vas dir: "Com més gran em faig
Menys entenc qui ho té tot clar

Qui no es permet dubtar

No es deixa espai per canviar

Ni avangar"

I de tot el que em vas dir
Quan 'navem a caminar
L'hivern passat

El que més em va ajudar
Es que quan hi ha dubte
Entre el cervell i el cor
L'estdmac és la clau

Extracte de la cangé Cervell vs Cor
Pau Vallvé, 2024

And you told me:

“The older | get

The less | understand those who have it all figured out.
Those who don’t allow themselves to doubt

Leave no room to change

Nor to move forward.”

And of all the things you told me
When we went walking

Last winter,

What helped me the most

Was that when there is doubt
Between the mind and the heart,
The stomach holds the key.

Excerpt from the song Cervell vs Cor
Pau Vallvé, 2024



“[Studying L2 learning] is in many ways
similar to painting a chameleon. Because
the animal’s colour depends on its physical
surroundings, any one representation
becomes inaccurate as soon as that
background changes”

Taken from Masats (2008), who took it from Ortega (2007%) who adapted it from Tucker (1999, p. 208-
209) who found it in Donato (1998) who took it in Hamayan (n.d. given) and, according to Ortega (2007),
it could also have been written by Tarone.

! Ortega, L. (2007). Social context in task-based language learning: (How) Does it matter? In refereed colloquium
Towards an educational agenda for research into task-based language teaching, Martin Bygate convener. Conference
on Social and Cognitive Aspects of Second Language Learning and Teaching, University of Auckland, New Zealand, 12-
14 April 2007.
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Abstract

This thesis takes the form of a compendium of four publications and explores, from a
sociocultural perspective, how learners mobilise their linguistic repertoire in both task-based
and authentic communicative situations in local and translocal plurilingual settings. It
contributes to research on plurilingual interaction in three key areas: (a) learners’ participation
as a means for language learning, showing how interactional and plurilingual competence
develops in the interplay of progressivity and intersubjectivity; (b) learners’ language choices,
understood as co-constructed and evolving procedures of establishing and changing discourse
norms shaped by participants’ communicative ends and contextual settings; (c) learner
agency—enacted in its behavioural, cognitive, and relational dimensions—as a discursive action
that shapes the different learning scenarios.

The data of all four publications stems from a telecollaboration classroom proposal,
codesigned and implemented by the author of the dissertation in collaboration with two
secondary school teachers of English, one sited in Catalonia and the other one in Greece. The
classroom proposal, which culminated in an in-person encounter between the two groups of
students, provided rich opportunities to generate episodes of authentic communication in
various contexts and formats. Those occurrences constitute the corpus of this study. Rather than
addressing the design of the proposal or the nature of the collaboration, this dissertation focuses
on the interactions it generated. By studying learners’ participation, language choice, and
agency together, as they emerge in talk-in-interaction, this thesis offers a comprehensive view
of the interactional architecture of plurilingual interactions learners take part in, building on but
also going beyond those approaches that treat these three aspects separately.
Methodologically, it applies CA-for-SLA, that is, Conversation Analysis to plurilingual and digitally
mediated data and combines ethnographic and micro-analytic approaches to the analysis of the
corpus. Pedagogically, it supports the idea that in order to foster meaningful participation and
autonomy, teachers need to acknowledge the value of learners’ plurilingual practices as a
scaffolding tool for communication, the need to link formal and informal learning spaces, and
the importance of designing tasks that align with young learners’ everyday communication.

Each study examines interaction within a different scenario and is grounded in distinct
theoretical frameworks, but they are interrelated. As a whole, they contribute to a holistic
understanding of how interaction unfolds across the different learning scenarios. Importantly,
these scenarios are characterised by spatial and temporal dislocation from the strictly

conventional, classroom-based interactions. Publication 1 analyses face-to-face peer
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interactions, showing how learners negotiate meaning in English as a lingua franca while
strategically drawing on plurilingual and multimodal resources to keep the communication flow.
It highlights the importance of progressivity and intersubjectivity as triggers to the development
of their interactional competence. Publication 1B focuses on Instagram chats, where learner
agency is expressed through topic selection, collaboration among participants, code-switching,
and multimodal resources. Findings underline how informal, digital environments, not mediated
by teachers, can turn into learning scenarios as they foster authentic engagement and relational
cohesion among learners. Publication 2 examines a WhatsApp group used for task coordination.
Initially teacher-led in English, the space evolved into a hybrid in-between scenario where
students’ plurilingual practices became the norm, showing how participation frameworks shape
language use in mobile-mediated settings. Publication 3 examines both virtual and face-to-face
tasks, revealing how learners balance task progressivity with mutual understanding. Agency is
enacted behaviourally, cognitively, and relationally, as students manage turn-taking, repair
breakdowns, and maintain inclusive participation. This integrated analysis contributes to
research in the acquisition of additional languages by showing how learners’ use of multilingual
and multimodal resources, agency, and collaborative scaffolding serve as mechanisms that
support the development of the target language while also offering teachers insights into how

learning can be fostered across diverse learning scenarios.

Keywords: Talk-in-interaction; Learning Scenarios; CA-for-SLA; Practiced Language Policy;

Online communication; Progressivity; Intersubjectivity, Peer Interaction, Task-based Language

Learning
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Resum

Aguesta tesi es presenta com un compendi de quatre publicacions i examina, des d’'una
perspectiva sociocultural, com els i les aprenents mobilitzen el seu repertori linglistic tant en
situacions comunicatives basades en tasques com en interaccions auténtiques en contextos
plurilinglies locals i translocals. El treball contribueix a la recerca sobre la interaccid plurilinglie
en tres ambits principals: (a) la participacié com a mitja per a I'aprenentatge de llengies,
mostrant com la competeéncia interaccional i plurilinglie es desenvolupa en la interrelacio entre
la progressivitat i la intersubjectivitat; (b) les tries de llengiies de qui aprén, enteses com a
procediments co-construits i en constant evolucio per establir i transformar normes discursives
segons els seus objectius comunicatius i els contextos en quée es troben; (c) I'agentivitat—en les
seves dimensions conductuals, cognitives i relacionals—com a accid discursiva que configura els
diferents escenaris d’aprenentatge.

Les dades de les quatre publicacions sorgeixen arran d’una proposta de telecol-laboracid
a I'aula, co-dissenyada i implementada per I'autora de la tesi juntament amb docents d’anglés
de secundaria, un a Catalunya i I'altra a Grecia. La proposta, que va culminar en una trobada
presencial entre els dos grups d’alumnes, va generar nombroses oportunitats en les quals es van
produir episodis de comunicacié autéentica en diversos contextos i formats. Aquestes
interaccions constitueixen el corpus d’aquest estudi. En lloc d’analitzar el disseny de la proposta
o la naturalesa de la col-laboracié, la tesi se centra en les interaccions que aquesta proposta va
propiciar. En examinar conjuntament la participacio, les tries de llenglies i I'agentivitat de
I"'alumnat, tal com emergeixen en la parla en interaccid, la recerca ofereix una visié integral de
I'arquitectura interaccional de les practiques plurilinglies de qui apren, contribuint aixi a I'aveng
dels enfocaments que han tractat aquests aspectes de manera separada. Metodologicament,
s’aplica el que en angles s’"anomena CA-for- SLA, és a dir, I'Analisi de la Conversa a dades
plurilinglies i mediades digitalment, en combinacid amb els principis dels enfocaments
etnografics i microanalitics. Des d’un punt de vista didactic, es defensa la necessitat de
reconeixer el valor de les practiques plurilinglies com a bastida per a la comunicacié, d’enllacar
els espais d’aprenentatge formals i informals i de dissenyar tasques alineades amb les formes
de comunicacio quotidiana del jovent. Cada estudi analitza la interaccié en un escenari diferent
i parteix de marcs teorics especifics, pero tots estan interrelacionats. En conjunt, contribueixen
a una comprensioé global de com es desplega la interaccid en contextos d’aprenentatge diversos.
Un tret rellevant d’aquests escenaris és la seva dislocacid espacial i temporal respecte a les

interaccions convencionals d’aula. La publicacié 1 analitza interaccions presencials entre iguals
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i mostra com es negocien significats en anglés com a llengua franca, a través de recdrrer
estrategicament a I'Us de recursos plurilinglies i multimodals per mantenir la fluidesa de la
comunicacié. Es destaca la importancia de la progressivitat i la intersubjectivitat com a
procediments que impulsen el desenvolupament de la competéncia interaccional de qui apren.
La publicacid 1b examina converses a Instagram, on I'agentivitat es manifesta a través de la
seleccio de temes, la col-laboracio, el canvi de codi i les estratégies multimodals. Els resultats
mostren com els entorns digitals informals, no mediatitzats pel professorat, poden esdevenir
escenaris d’aprenentatge, ja que afavoreixen la implicacié auténtica i la cohesio relacional. La
publicacid 2 estudia un grup de WhatsApp utilitzat per coordinar tasques. Inicialment conduit
pel professorat en anglés, aquest espai evoluciona cap a un escenari hibrid on les practiques
plurilinglies de I'alumnat es van normalitzar, fet que posa en relleu com els marcs de participacio
influeixen en I'Us linglistic en entorns digitals. La publicacié 3 analitza tasques virtuals i
presencials, i revela com els i les aprenents equilibren el progrés de la tasca amb la comprensio
mutua. L’agéncia es desplega de manera conductual, cognitiva i relacional en la gestié dels torns
de parla, la reparacié de malentesos i el manteniment d’una participacié inclusiva. Aquesta
analisi integrada contribueix a la recerca en adquisicié de llengilies addicionals en mostrar com
I’Gs de recursos multilinglies i multimodals, I'agentivitat i les bastides col-laboratives funcionen
com a mecanismes que afavoreixen el desenvolupament de la llengua meta, alhora que

ofereixen orientacions al professorat per donar suport a I'aprenentatge en contextos diversos.

Paraules clau: parla interactiva; escenaris d’aprenentatge; CA-for-SLA; politica
lingliistica practicada; comunicacid en linia; progressivitat; intersubjectivitat; interaccié entre

iguals; aprenentatge de llenglies basat en tasques.
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Resumen

Esta tesis se presenta como un compendio de cuatro publicaciones y examina, desde
una perspectiva sociocultural, como los y las aprendices movilizan su repertorio linglistico tanto
en situaciones comunicativas basadas en tareas como en interacciones auténticas en contextos
plurilinglies locales y translocales. El trabajo contribuye a la investigacidn sobre la interaccion
plurilinglie en tres ambitos principales: (a) la participacion como motor para el aprendizaje de
lenguas, mostrando cémo la competencia interaccional y plurilinglie se desarrolla en Ia
interrelacién entre la progresividad y la intersubjetividad; (b) las elecciones lingiiisticas de quien
aprende, entendidas como procedimientos co-construidos y en evolucion para establecer y
transformar normas discursivas segun el contexto y los objetivos comunicativos; (c) la agencia—
en sus dimensiones conductuales, cognitivas y relacionales—como accidn discursiva que
configura los distintos escenarios de aprendizaje.

Los datos de las cuatro publicaciones surgen de una propuesta de telecolaboracion en
el aula, co-disefiada e implementada por la autora de la tesis junto con docentes de inglés de
secundaria, uno en Catalufia y otra en Grecia. La propuesta, que culmind en un encuentro
presencial entre los dos grupos de estudiantes, generd numerosas oportunidades para producir
episodios de comunicacion auténtica en diversos contextos y formatos. Estas interacciones
constituyen el corpus de este estudio. En lugar de analizar el disefio de la propuesta o la
naturaleza de la colaboracidn, la tesis se centra en las interacciones que esta propicio. Al
examinar conjuntamente la participacion, las elecciones lingliisticas y la agencia de los
aprendices, tal y como emergen en el habla en interaccién, la investigacidn ofrece una vision
integral de la arquitectura interaccional de las practicas plurilinglies de quien aprende,
avanzando mas alla de los enfoques que han tratado estos aspectos de manera independiente.
Metodoldgicamente, se aplica lo que en inglés se denomina CA-for-SLA, es decir, el Andlisis de
la Conversacion a datos plurilinglies y digitalmente mediados, combinado con procedimientos
de los enfoques etnograficos y microanaliticos. Desde un punto de vista didactico, se defiende
la necesidad de reconocer el valor de las practicas plurilinglies como herramienta de andamiaje
para la comunicacidn, de vincular los espacios de aprendizaje formales e informales y de disefiar
tareas alineadas con las formas de comunicacién cotidiana de la gente joven.

Cada estudio analiza la interaccion en un escenario distinto y parte de marcos tedricos
especificos, pero todos estan interrelacionados. En conjunto, contribuyen a una comprensién
global de como se desarrolla la interaccidon en contextos de aprendizaje diversos. Un rasgo

relevante de estos escenarios es su dislocacion espacial y temporal respecto a las interacciones
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convencionales de aula. La publicacién 1 analiza interacciones presenciales entre iguales y
muestra cémo se negocian significados en inglés como lengua franca, recurriendo
estratégicamente a recursos plurilinglies y multimodales para mantener la fluidez comunicativa.
Se destaca la importancia de la progresividad y la intersubjetividad como procedimientos que
impulsan el desarrollo de la competencia interaccional de quien aprende. La publicacion 1b
examina conversaciones en Instagram, donde la agencia se manifiesta a través de la seleccion
de temas, la colaboracién, el cambio de cddigo y las estrategias multimodales. Los resultados
muestran como los entornos digitales informales, no mediados por el profesorado, pueden
convertirse en escenarios de aprendizaje, ya que fomentan la implicacion auténtica y la cohesion
relacional. La publicacién 2 estudia un grupo de WhatsApp utilizado para coordinar tareas.
Inicialmente conducido por el profesorado en inglés, este espacio evoluciond hacia un escenario
hibrido donde las practicas plurilinglies del alumnado se normalizaron, evidenciando cémo los
marcos de participacion influyen en el uso linglistico en entornos digitales. La publicacién 3
analiza tareas virtuales y presenciales, y revela cémo los y las aprendices equilibran el progreso
de la tarea con la comprension mutua. La agencia se despliega de manera conductual, cognitiva
y relacional en la gestion de los turnos de habla, la reparacién de malentendidos y el
mantenimiento de una participacién inclusiva. Este andlisis integrado contribuye a la
investigacion en adquisicion de lenguas adicionales al mostrar como el uso de recursos
multilinglies y multimodales, la agencia y el andamiaje colaborativo funcionan como
mecanismos que favorecen el desarrollo de la lengua meta, al mismo tiempo que ofrecen

orientaciones al profesorado para apoyar el aprendizaje en contextos diversos.

Palabras clave: habla en interaccién; escenarios de aprendizaje; CA-for-SLA; politica lingistica
practicada; comunicacion en linea; progresividad; intersubjetividad; interaccion entre iguales;

aprendizaje de lenguas basado en tareas.
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Foreword

My path in the research field began with two intensive years as a research technician
for a project—DATE3—conducted by my thesis supervisor, followed by my participation as a
junior investigator in another project—IEP*—led by a fellow researcher from GREIP® (Research
Group for Education, Interaction and Plurilingualism). During those years, | engaged in long-
term ethnographic work within the high school where | conducted the study | present here.
Consequently, this thesis emerged from a journey that has been both professional and personal.
My involvement in these two wide-ranging projects offered me not only the opportunity to gain
one of my first insights as a researcher but also the privilege of immersing myself in a school
community that, over time, became much more than just a research site. Both undertakings did
not only spark my interest in the field of language learning research but also inspired me to begin
my own investigations and encouraged me to take on the challenge of developing this thesis.

Although certain methodological decisions were shaped by the overarching agendas of
the broader studies—such as the so-called co-labor (Leyva & Speed, 2008; Ballena et al., 2020)
approach to educational research and the adoption of project-based learning (PBL) as both a
teaching methodology and means for data collection—, the classroom proposal framing this
thesis, as well as the research questions it pursues, emerged from the lived experiences,
relationships, and reflections that | gathered while being part of the community at every stage
of the process. Thanks to the time | spent in the school and the active role | assumed, my

involvement was not limited to that of an external observer, as | felt like an active member of

3 Els docents com a agents transformadors de les practiques educatives gracies a la seva participacié col-laborativa
en un projecte interdisciplinari d’innovacié docent a les aules d’anglés de dos instituts de secundaria del Vallés
Occidental (DATE). RecerCaixa. Obra Social La Caixa (2016ACUP-001, 2017-2020): 28/02/2018 —27/02/2020.

IP: Dolors Masats.

4 |EP! Practicas extraescolares de aprendizaje del inglés v epistemologias inclusivas. Ministerio de Ciencia,
Innovacidén y Universidades: Proyectos I+D de Generacién de Conocimiento y Proyectos de I+D+i Retos Investigacion
(PRPPGC2018-099071-A-100): 01/02/2019 — 31/01/2021. IP: Dra. Emilee Moore.

5 Grup de Recerca en Educacid, Interaccid i Plurilingliisme (GREIP): https://webs.uab.cat/greip/
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the school, sharing the aspirations and challenges of the other members of the school
community. This two-fold position meant that | could not only contribute to the design and
implementation of many of the classroom proposals but also that | became one of the
participants in the study. Although this thesis does not address the impact of my presence or my
positionality, reflecting on these aspects has been a meaningful exercise and even a potential
source of inspiration for future investigations. This insider perspective, in any case, unavoidably
shaped the interactions and its analysis, but at the same time, it also allowed for deeper, more
affective engagement with the research process.

For all these reasons, therefore, this thesis represents not only an academic endeavour

but also a significant stage in my professional and personal trajectory.

Note on the Author’s Voice

The pronoun (we) is used intentionally in this thesis to acknowledge and give credit to the many
participants and stakeholders who made this work possible, reflecting the collaborative nature
of much of this research. The first-person pronoun (/), however, is also used on some occasions
to refer to my direct experience and positionality in the research process and its interpretation.
The combined use of (/) and (we) is then not only stylistic but aims to reflect the dual nature of
the research as both an individual ethnographic and analytical work and a collaborative research
process.

17



m CHAPTER 1

.eoc0oadddovcossoctoos

INTRODUCTION

Research Relevance and
Contextualisation

Significance of the Study,
Research Objective, and
Research Questions

Structure and Organisation
of the Thesis



1. INTRODUCTION

Approaching research on language learning requires a previous understanding of how
different perspectives and disciplines conceptualize the notions of language and the actual
meaning of learning—and, by extension, teaching—a language. These concepts, far from being
universal or static, have been shaped and reshaped through continuous debates and evolved
influenced by different linguistic, psychological, and sociocultural theories. This section briefly
reviews a few of these theories to situate the research topic historically and academically. It
then highlights the significance of the current study and present the research objective and the

guiding research questions. Finally, it outlines the structure of this dissertation.

1.1. Research Relevance and Contextualization

Traditionally, structuralist theories—with Saussure as its main representative in the late
19" and early 20™ centuries—conceptualized language as a system of signs and emphasised the
relationships between these signs within a structured system. From this perspective, the
meaning of linguistic elements—such as words or phonemes—derives not from their individual
characteristics, but from their position within a larger linguistic structure (Saussure, 1916). In
contrast, Chomsky’s described language as an innate, universal faculty of the human mind,
which explains why humans can generate (produce and understand) an infinite number of
sentences from a finite set of rules and vocabulary, highlighting the creative and rule-governed
nature of language. His postulations,—which gave rise to the generative theory—also proposed
that humans possess an innate capacity to make judgements about the grammaticality (or lack
of it) of speakers’ utterances (Chomsky, 1965). A key feature of early generative language
models is the distinction Chomsky drew between linguistic competence—the ideal knowledge
of those grammatical rules—and performance—the application of those rules when using
language in real contexts. However, this dichotomy was later criticised by several language

researchers who argued that it was insufficient to explain how a language is used socially,
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particularly when people take part in communicative events in different cultural and
interactional settings. In response to this, Hymes (1972a) introduced the notion of
communicative competence, which expanded the scope of Chomsky’s linguistic competence by
incorporating the social and cultural dimensions of language use. Accordingly, Hymes’ notion of
communicative competence encompasses not only the ability to construct grammatically
correct sentences but also the capacity of interpreting them appropriately within the
communicative context in which they are produced. The author illustrated this challenge with
the well-known SPEAKING acrostic, which highlights that, when communicating, speakers need
to adapt their discourse to various factors: the Setting (place and scene), the Participants
(speakers and listeners), the Ends (purposes and outcomes), the Act sequence (form and order
of speech), the Key (tone or manner), the Instrumentalities (channel and code), the Norms
(social rules of interaction), and the Genre (type of communicative event). Expanding Hymes’
work, Canale & Swain, (1980) proposed a model of communicative competence with three key
components: grammatical competence (which relates to Chomsky’s notion of linguistic
competence —the ability to recognise and use lexical, morphosyntactic and phonological
features of language), sociolinguistic competence (the ability to communicate appropriately
taking into account the context and the participants), and strategic competence (the ability to
overcome communication barriers). Canale (1983) refined the model by adding a fourth
component, discursive competence (the ability to structure texts using cohesive devises and
patterns of discourse organization) and later Bachman (1990) further developed the model by
distinguishing organizational (grammar and text) and pragmatic (functional and sociolinguistic)
components, highlighting the strategic and assessable aspects of communicative competence.
The notion of communicative competence also gave rise to the concept of interactional
competence (Kramsch, 1986; He & Young, 1998; Young, 2000, 2011). The construct aligns with

a socially grounded theoretical perspective that views language learning not as an isolated
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cognitive act, but as an inherent socially co-constructed process. In this vein, learning occurs
dynamically through interaction, with participants actively (re)shaping the communicative
context in which they take part. As Hall and Pekarek-Doehler (2011, pp. 2-3) argue in this regard,
interactants rely on a set of “routinised yet context-sensitive procedures” to navigate the
moment-by-moment unfolding of social interaction. In multilingual milieus, the notion of
plurilingual competence should also be considered, as it has influenced contemporary
understandings of the terms communicative and interactional competences and has challenged
traditional beliefs—such as the existence of an ideal native speaker—that idealise monolingual
competences while ignoring the different and complex ways in which plurilingual individuals use
their communicative resources (Masats, et al.,2025)°.

These changes in the conceptions of language have directly influenced the
understanding of language learning, and consequently, language teaching. Behaviourist theories
(Skinner, 1957) proposed that language learning occurs through the imitation, repetition, and
reinforcement of language patterns. Errors are viewed as habits that need correction. In
contrast, innatist/cognitivist perspectives—closely associated with Chomsky’s generativist
theory—are based on the belief that humans possess a “universal grammar” that consists of a
set of universal fixed principles common to all languages. Each principle (i.e. languages have
subjects) is composed of two parameters (i.e. subjects are overt/non-overt). Learning entails
using the information obtained by being exposed to the target language through interaction to
set the parameter that corresponds to that particular language. Cognitivists, such as Piaget

(1952), argued that knowledge is actively constructed by the learner through interaction with

6 In line with this perspective, in this study the term additional language is preferred over the traditional L1/L2 labels,
as the latter reflect a monolingual view of language competence. However, the terms L1/L2 are occasionally used in
the theoretical framework when discussing established second language learning theories and models, since this
terminology is well-established in the existing literature and ensures greater expository clarity.
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the environment—a view often referred to as cognitivist constructivism. In Piaget’s theory, the
individual’s cognitive processes are the primary trigger for learning, with social context playing
a more secondary role. This contrasts with social constructivism, which holds that human
development is socially situated, and knowledge is constructed through interaction with others.
Vygotsky (1978), a key proponent of social constructivism, claimed that learning involves
constructing new knowledge, storing it in memory, and retrieving it through meaningful activity.
His views laid the foundation for the sociocultural theory. While both social constructivism and
social cultural theory emphasise the contextual and interactive nature of learning, sociocultural
theory places emphasis on the mediating role of historically and culturally situated tools and
artifacts—including language, through which learning is facilitated. Thus, from the sociocultural
view, learning occurs through action, that is, by participating in meaningful social activities
shaped by cultural, institutional, and historical settings.

As noted by Wertsch (1998), the term sociocultural is broad and not limited to a single
discipline, which makes it useful to describe research on learning in different social and cultural
contexts. Building on this broad understanding, sociocultural perspectives comprise numerous
multidisciplinary approaches that collectively explore the relationship between social, cultural
and contextual factors in learning. These include the sociocultural theory (e.g. Lantolf & Thorne,
2006; Thorne & Hellermann, 2017); the critical sociocultural perspectives (e.g. Norton, 2013;
Pennycook, 2006); the situated learning theory (e.g. Lave & Wenger, 1991; Wenger, 1998); the
ecological approaches (e.g. van Lier, 2000), the translanguaging pedagogy (e.g. Garcia & Wei,
2015); the plurilingual and pluralistic approaches (e.g. Dooly & Moore, 2017; Llompart et al.,
2020; and Candelier, et al., 2012); the strong socio-interactionist perspective (e.g. Mondada &
Doehler, 2004; Pekarek-Doehler, 2013), and conversation analysis for second language

acquisition (CA-for-SLA) studies (e.g. Markee & Kasper, 2004; Seedhouse, 2005a; Kasper &
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Wagner, 2014; Markee et al., 2021). Some of these postulations will be explored in greater detail
within the theoretical framework outlined in Chapter 2.

The evolution of language learning theories has, in turn, significantly influenced
language teaching methodologies. Behaviourist theories inspired several teaching methods,
such as the audiolingual method and the Total Physical Response (TPR) method. Both see
learning as a process of memorisation and repetition and teaching as the procedure of engaging
learners in language production through mechanical practice exercises (e.g. drills).
Innatist/Cognitivist theories led to the development of Krashen’s (1977) Monitor Theory, which
consists of five hypotheses. One of the most influential is the Input Hypothesis, which claims
learners acquire language by being exposed to input just beyond their current level of
competence. Krashen’s views were later expanded by Swain’s (1985) Output Hypothesis, which
argues that access to modified input does not suffice and that "the act of producing language
(speaking or writing) constitutes, under certain circumstances, part of the process of second
language learning” (Swain, 2005, p. 471).

In parallel, Hymes’s (1972) views on language, and Swain’s (1985) view of language
learning resulted in the emergence of an approach known as communicative language teaching
(CLT), which emphasises the need to plan meaningful activities that reflect real-life
communication and engages learners in processes of negotiating meaning. Thanks to the
growing influence of interactionist perspectives in second language acquisition (SLA) research
(e.g. Hatch, 1978; Gass & Varonis, 1994; Pica, 1994; Long, 1996), the communicative approach
evolved into other learner-centred, goal directed, and context-based teaching approaches, such
as project-based learning (PBL) and task-based language teaching (TBLT). Although these
approaches are often confused—mainly because both are focused on meaning and aim for
clearly defined outcomes beyond mere language form practice—, they differ in important ways.

The key distinction lies in their scope and their connection to real-life (Dooly, 2013). A task
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involves the meaningful use of language, focuses on specific linguistic or communicative
outcomes, and is often only indirectly related to real-world contexts. In contrast, a project has a
wider scope and usually consists of a sequence of interconnected tasks that culminate in a final
product or presentation, often addressed to a real audience outside the classroom. Dooly and
Sadler (2013) further highlight that projects that integrate digital tools and telecollaboration—
as is the case of this study—offer a robust teaching methodology in which tasks can be situated
and, therefore, enable scaffolded language development through continued collaboration and
authentic communication.

This thesis is composed of four publications that stem from a series of sequential tasks
embraced in a telecollaborative project that twinned the two translocal groups of learners in
this study. It should be noticed that a task is both a pedagogical notion and a research construct
(see Section 2.1.2 on the “split personality” of the task [Seedhouse, 2005b, p. 533] underscoring
the task’s potential, as both a structured teaching tool and a meaningful site for investigating
social interaction). This study is framed around the notion of task as a research construct. Two
of the publications analyse how learners participate in specific instances of performing a
pedagogical task, while the other two examine learners’ communication during their

engagement in a real-world task.

1.2. Significance of the Study, Research Objectives and Research Questions

Talk-in-interaction—in line with the premises of Conversation Analysis (CA)—constitutes the
primary analytical focus of the present study and provides a theoretical foundation that
integrates sociocultural, interactionist, and plurilingual perspectives, situating learning as a
dynamic process that develops through participation, task engagement, and learners’ agentive
use of their multimodal and plurilingual repertoires. This framework strengthens the study’s
contribution to the broader academic field of second language learning by addressing a gap in

the integrated examination of participation, language choice, and learner agency. While existing
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research has often treated these dimensions separately—considering participation, agency, or
plurilingual practices as isolated phenomena—, this dissertation adopts a comprehensive
perspective that highlights their interplay and how they mutually shape the language learning
experience. By examining multiple communicative scenarios—including in-class and out-of-class
task-oriented interactions, both online or face-to-face, and even in an in-between learning
scenario (see publication 2 for the study on this hybrid scenario)—this dissertation also
addresses the underexplored complexity of dislocated learning environments, characterised by
shifting spaces, times, and participant constellations, which emphasises the learners’ learning
experiences as dynamic and situated. This comprehensive approach, which encompasses
different angles and particular scenarios, underscores the relevance and value of this
compendium to the research field.

Building on this significance, then, the objective of this thesis is to examine how learners’
participation, language choice, and agency are co-constructed and interrelated during the
execution of both pedagogical and real-world tasks in multilingual settings. Using Conversation
Analysis (CA), the study investigates how these dimensions emerge in real time through talk-in-
interaction, across different communicative learning scenarios. By analysing these dimensions
together, rather than separately, the thesis aims to provide a more comprehensive
understanding of how learners organise participation, mobilise their plurilingual repertoires,
and enact agency when working collaboratively on pedagogical and real-world tasks. In doing
so, the research seeks to contribute to second language learning research by deepening
understanding of the sociocultural mechanisms that shape L2 learning in plurilingual settings,
and by highlighting the pedagogical potential of integrating plurilingual and digitally mediated
practices to foster both plurilingual and interactional competence in language education.

To pursue these objectives, the study is guided by the three following research questions,

focused on a key dimension each: participation, language choice, and agency.
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RQ1: How do learners organise participation in talk-in-interaction across different scenarios?
This question explores the ways in which learners engage, negotiate roles, and manage

interaction when working collaboratively in plurilingual settings.

RQ2: How does learners’ language choice emerge in talk-in-interaction across different
scenarios?
This question investigates the dynamics of language selection in talk-in-interaction,

and how choices are shaped by various sociocultural and contextual factors.

RQ3: How do learners enact agency in talk-in-interaction across different scenarios?
This question explores the ways in which learners make choices, act autonomously,

and shape the architecture of talk-in-interaction in plurilingual contexts.

The publications included in this compendium address these research questions in depth,
as | will present in Chapter 4 and further consider in the conclusions in Chapter 5. In addition,
the methodological section (Chapter 3) complements these general research questions with
sub-questions that are used as a guide for structuring and interpreting the findings in the last

chapter.

1.3. Structure and Organisation of the Thesis

Following the first two subsections of this introductory chapter, which outlines the academic
interest in the research topic, contextualises the study within the broader framework of SLA
research, and briefly presents the goal and questions guiding the investigation, the thesis is

structured as follows:
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Theoretical framework: Chapter 2 reviews the theoretical basis of this study. The first
section examines interaction as a site for learning, focusing on the development of
learners’ competence through interaction, the role of tasks as contexts for learning, and
the value of peer interaction. The second part contrasts different communicative
scenarios, such as online versus face-to-face exchanges, and in-class versus out-of-class
settings. Finally, the chapter presents the integrative analytical framework guiding the
study and focuses on participation, language choice, and agency as the three
interrelated central dimensions displayed in this study to understand how learners co-

construct and reshape talk-in-interaction.

Methodological framework: Chapter 3 outlines the methodological decisions adopted
to conduct the research. It begins with the research design, explaining the qualitative
single-case approach presented here, the research questions guiding the study, the
classroom project that provided the data, and the participants in the study. The next
section presents the data sources that constitute the corpus of this study, and the
procedures for data collection, selection, and treatment. The final part is dedicated to
the data analysis. First it justifies the use of Conversation Analysis (CA) to analyse talk-
in-interaction, then it discusses its adaptation to online and computer-mediated
communication, and finally it highlights the challenges associated with these new types

of interactions.

Publications: Chapter 4 compiles the set of publications and offers a brief description of
each to emphasize their significance to the research. It provides an overview of the four
publications included in the compendium, outlining their individual focus, theoretical

frameworks, and research settings. The chapter concludes by summarizing how each
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publication contributes to the understanding of participation, language choice, and the

enactment of agency.

Conclusion and Findings: Chapter 5 closes this work and discusses the main findings and
conclusions of the study in an integrative manner, addresses the research questions and
reflects on the theoretical, methodological and pedagogical contributions of the thesis
to the research field. This last section includes some practical recommendations for
teachers. The chapter also acknowledges the main challenges and limitations of the

study and outlines directions for future research.
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2. THEORETICAL FRAMEWORK

In recent decades, second and foreign language teaching—and, to some extent, first
language teaching—has been increasingly informed by sociocultural theories of learning. For
example, Vygotsky’s (1978) notion of the Zone of Proximal Development (ZPD)—which explains
how learning is mediated through social interaction with more capable peers—gained
prominence in language education in the late 1980s and 1990s, through the work of Appel &
Lantolf (1994), Lantolf (2000), Donato (1994), and Swain (2000), among others. Consequently,
today learning is no longer seen simply as a process of acquiring knowledge but the consequence
of being actively engaged in a social and cognitive learning process that fosters deeper
understanding and skill development through talk-in-interaction. Thus, learning is not envisaged
as an individual process of incorporating pre-existing knowledge but reconceptualised as a social

practice rooted in the learners’ participation in meaningful activities.

In this vein, interaction is not merely a means for conveying information but the very
medium through which knowledge, competences, and identities are (re)constructed. This
theoretical shift aligns with a widely held view in educational research that learning is inherently
situated (Lave & Wenger, 1991), as it unfolds in specific contexts, within particular social
relationships, and through the mediation of cultural tools and practices. In language education,
this implies that the development of competence—whether linguistic, interactional, or
plurilingual—cannot be disentangled from the real-life communicative situations in which this
competence is enacted. This belief underpins the strong version of the socio-interactionist
approach to language development, described and adopted by Mondada & Pekarek Doehler
(2004) in their review of different interpretations of the role of social interaction in learning.
They situate this perspective at the intersection of two main sources of theoretical inspiration:
the ethnomethodological and CA approach to social interaction (Bange, 1989; Gajo & Mondada,

2000, among others) and the sociocultural approach to cognition and learning (Hall, 1993;
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Lantolf, 2000; Lantolf & Appel, 1994; Lantolf & Pavlenko, 1995; Young & Miller, 2004; Hall, 1993).
Unlike the weak interactionist perspective—which regards social interaction as a mere backdrop
to developmental processes—, the strong socio-interactionist perspective asserts that without
social interaction, the development of language and higher cognitive functions cannot occur—
sociality is not just beneficial but constitutive. Within this view, the learner participates in the
interaction as a co-constructor of joint activities with other social agents, continuously adapting
to the unfolding circumstances and activities that constitute talk-in-interaction (Mondada &
Pekarek Doehler, 2004).

We now proceed to present the theoretical framework that supports this study. The chapter
begins by reviewing how interaction has been approached and conceptualised in SLA research,
contrasting sociocultural and cognitivist perspectives to language learning and highlighting the
role of interaction in the development of learners’ competence (Section 2.1). This is followed by
a discussion of different communicative learning scenarios (Section 2.2). Finally, the chapter
outlines an integrative analytical framework (Section 2.3) that brings together the three core
dimensions in the analysis—participation, language choice, and the enactment of agency—and

provides the lens through which the data will be examined.

2.1. Interaction as a Site for Learning

2.1.1. Competence Development through Interaction

The sociocultural perspective underscores learning as a social process primarily
occurring through interaction (Hall, 1993; Lantolf, 2000; Hellermann, 2007; among others),
therefore fostering learners’ development of their interactional competence (IC) becomes
essential. As described in Section 1.1, IC can be understood as the ability to accomplish
meaningful social actions, to respond contingently to co-participants’ previous actions and to
recognize and orient to expectations regarding what to say and how to say it (Young, 2011; Hall

& Pekarek Doehler, 2011; Hall et al., 2011). IC is essential for effective language use and social
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engagement, as it involves deploying and acknowledging context-specific patterns by which
turns are taken, actions are organized on a moment-to-moment basis, and practices are ordered
(Hall & Pekarek Doehler, 2011). Section 1.1. has already established that the current construct
of IC builds on the notion of communicative competence—coined and elaborated by Hymes
(1972a) and further developed by Canale and Swain (1980), Canale (1983) and Bachman (1990),
among others—, as a reaction to Chomsky’s linguistic competence (1965). The main difference
between communicative competence and IC, according to Young (2011, p. 430), is that “IC is
distributed across participants and varies in different interactional practices” and,
fundamentally, that “IC is not what a person knows, but what a person does together with
others”. Kramsch’s view (1986) also clearly distinguishes IC from communicative competence
arguing that IC presupposes “a shared internal context” or “a sphere of intersubjectivity”
(p.367).

The resources that characterize IC and which participants bring to interaction were listed
and classified by Young (2008) within 3 groups: (a) identity resources (participation framework),
(b) linguistic resources (register, modes of meaning) and (c) interactional resources (speech acts,
turn-taking, repair, boundaries). Other forms of conduct in addition to talk (nonverbal semiotic
resources) are also considered in the analysis of the achievement of communicative activities
(Goodwin, 2000), such as verbal prosody, rhythm and intonation (Young, 2011). Conversation
Analysis (CA) examines how these resources are mobilized in the organization of talk-in-
interaction (Sacks, Schegloff & Jefferson, 1974; Heritage, 1984). More specifically, within the
field of second language research, this interest has been developed in CA-for-SLA (Firth &
Wagner, 1997; Markee, 2008; Pekarek Doehler & Pochon-Berger, 2015; Masats, 2017), which
conceptualises L2 interactional competence, as Pekarek Doehler and Pochon-Berger (2015)
explain, in terms of members’ “methods” (Garfinkel, 1967) for managing social interaction—i.e.,

systematic procedures such as turn-taking, repairing or opening and closing a conversation.
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Thus, members of a social group organise their conduct (Brouwer and Wagner, 2004) employing
these systematic procedures, accordingly with the increased complexity and accuracy of their
interactional repertoires (Markee, 2008). Consequently, the development of L2 interactional
competence is conceptualised as change over time in participants’ methods for accomplishing
L2 talk-in-interaction (Mondada & Pekarek Doehler, 2004; Hellerman, 2007).

In a similar way, plurilingual competence (Coste, Moore & Zarate, 1997, 2009) can also
be considered as emerging through interaction, since learners mobilize their linguistic resources
across languages in interaction, shaping and expanding their repertoires through social
practices. Understanding plurilingual competence challenges the traditional monolingual view
of language learning, which is grounded in the classical assumption that individuals acquire
competences in different languages in isolation. Instead, research suggests that plurilingual
individuals develop a dynamic and holistic skill set which goes beyond isolated linguistic abilities
in different languages (Lidi & Py, 2009; Nussbaum, 2014). Plurilingual Competence is then
understood as a situated resource that enables speakers to flexibly mobilise their linguistic
repertoire in both endolingual and exolingual conversations (Liidi, 2003). It develops through
participation in communicative activities and fosters the acquisition of new language knowledge
and skills.

The Catalan school curriculum defines the plurilingual competence as the capacity to
use and learn multiple languages effectively and appropriately for communication and learning
(Generalitat de Catalunya, 2022). It involves awareness of one’s own linguistic repertoire,
capacity to transfer knowledge and strategies across languages, and recognition of the value of
linguistic and cultural diversity. The curriculum also emphasizes respect for all languages and
varieties—including official, additional, and heritage languages—as well as the promotion of
democratic coexistence, tolerance, and non-discriminatory language practices. Plurilingual

competence includes the notion of repertoire, as proposed by Gumperz (1964), that comprises
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all the communicative resources available to an individual, including the languages and varieties
they are familiar with and can use, regardless of their level of proficiency. These resources are
not static but continually reshaped by linguistic socialization processes (Schieffelin & Ochs,
1986). This concept also challenges traditional classifications of languages (e.g., first, second, or
native languages) as overly simplistic, particularly for individuals whose life experiences may
challenge such categorizations. For instance, the notion of "mother tongue" often fails to
capture the complexities of multilingual socialization, as it does not necessarily align with the
first language learned or the language used in various social contexts, as explained in Masats, et
al., (2025).

In language learning contexts, the way participants orient themselves to develop a task in
the target language (and how they do it) is also a central issue in understanding the relationship
between plurilingual practices and their development of communicative expertise. This
expertise builds on participants’ full linguistic repertoire. Research has shown that plurilingual
uses scaffold participation in learning tasks and eventually foster the acquisition of the target
language and its progressive use in a unilingual mode of participation. Additionally, plurilingual
practices also facilitate the development of learners’ interactional competence, which is vital for
meaningful communication in diverse linguistic environments (Hall et al., 2006; Ludi & Py, 1986,
2009; Swain & Lapkin, 2000; Nussbaum & Unamuno 2000; Duff & Kobayashi 2010). Learners
initially rely on their entire linguistic repertoire, using plurilingual resources to manage the task
or overcome communicative obstacles (Masats, 2008; Llompart-Esbert & Nussbaum, 2018).
Learning can be understood as a developmental process that progresses through stages in which
learners shift from plurilingual interaction modes of communication to unilingual interaction
modes, where they progressively orient themselves more exclusively toward the target language
(Nussbaum & Unamuno, 2006; Masats et al., 2007; Masats, 2008; Lliompart-Esbert et al., 2020).

As Llompart-Esbert et al. (2020, p. 98) suggest,
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learners set out from an initial stage in which they have little possibilities
of participating in communicative activities in the target language, and
progressively, through practice, and through the use of interlinguistic (e.g.
recourse to resources from other named languages in their plurilingual
repertoire) and intralinguistic (lexical substitution and paraphrasing)
procedures, they learn to participate in interactions in unilingual mode in that

language.

The resources participants mobilize as they progressively shift from one interaction
mode to the other are diverse and varied. Four are particularly noteworthy: code-switching (CS),
code-mixing (CM), fused lects (FLs) and making use of a hybrid medium of classroom interaction
(Bonacina-Pugh & Gafaranga, 2011). Code-switching, as described by Auer (1999), is the
alternation between languages within an interaction, perceived by participants and serving
discourse or participant-related functions such as quoting, emphasizing, or adapting to social
norms. Code-mixing, by contrast, is the integration of elements from different languages into a
single communicative act, often producing hybrid language forms that sustain interaction,
especially in learning contexts (Auer, 1999). Auer's notion of fused lects (FLs) refers to the
blending or merging of distinct linguistic varieties (such as dialects or languages) in a single
interaction, where features from both are integrated fluidly in the discourse. This results in a
hybrid form of communication that transcends traditional boundaries between languages or
dialects. Masats & Noguerol (2022) expand this idea of hybridity when they argue that to
maintain the flow of communication—and occasionally to dodge language alternation—,
interactants resort to a hybrid medium of interaction by drawing on a variety of multimodal

resources (e.g., gestures, tone of voice) alongside their plurilingual repertoires.
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It is precisely in the progression from plurilingual to unilingual interaction modes of
communication that evidence of language acquisition can observed. This process often occurs
within potential acquisition sequences (de Pietro et al., 1989), which refer to moments when
learners temporarily pause the conversation or the resolution of a task to focus on specific
linguistic features. These pauses create opportunities for learning (Llompart-Esbert et al., 2020)
precisely because they enable participants to attend to communicative forms.

Potential acquisition sequences highlight how learners encounter, address, and overcome
communicative challenges in real-time interactions. They originate, therefore, from a need for
repair; an interactional activity aimed at solving a misunderstanding and refining language use.
Repair mechanisms play a crucial role in scaffolding language development (Schegloff, et al.,
1977; Kasper, 1985; Masats & Unamuno, 2001; Masats 2008; Batlle & Suarez, 2021). There are
four key types of repair activities: self-initiated self-repair, where a speaker notices and corrects
their own mistake; self-initiated other-repair, where a speaker signals difficulty and another
participant provides the correction; other-initiated self-repair, where a participant encourages
other participants to correct themselves; and other-initiated other-repair, where a participant
identifies and directly corrects an utterance produced by another participant. Repair allows
learners to refine their communicative skills at the time they actively participate in meaningful
interactions and serve as support procedures in the progression from their total reliance on
plurilingual resources to the exclusive use of the target language.

To conclude, it is important to notice that although the notion of translanguaging (Garcia &
Wei, 2015) also emphasises the holistic nature of plurilingual practices, this study is founded on
the strong-interactionist view of plurilingual education. Translanguaging shares certain
similarities with the interactionist perspectives on plurilingual communication in educational
contexts (Vallejo & Dooly, 2020). For example, both acknowledge learners’ use of a wide range

of activities that include multiple languages and modalities, including oral, written and digital
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forms, which reflects individuals’ ability to deploy their linguistic repertoire to participate in all
types of interactions. However, the interactionist tradition—embraced by authors such as Gajo
and Mondada (2000), Nussbaum et al., (2006), Masats, 2008, Bonacina-Pugh and Gafaranga
(2011), Moore (2014), Liompart-Esbert (2016), among others—places greater emphasis on the
sequential unfolding of plurilingual practices in a conversation and highlights how these
instances of language use enable participants to attend to communicative forms and foster

potential learning opportunities (Llompart-Esbert et al., 2020).

2.1.2. Tasks as Tools for Interaction and Learning

In the literature on TBLT, a distinction is often made between pedagogical tasks and real-
world tasks (Nunan, 1989; Ellis, 2003; Willis & Willis, 2007; see also Prabhu, 1987). Pedagogical
tasks are classroom activities specially designed to promote language learning and, although
they may not always mirror authentic communicative practices, they are structured to elicit
particular forms or functions in a controlled setting (Ellis, 2003). Real-world tasks, by contrast,
are communicative activities that speakers naturally engage in outside the classroom, such as
ordering food, solving a problem, or writing an email (Nunan, 1989). In other words, as Long
(1985, p. 89) defines it, “by task is meant a hundred and one things people do in everyday life,
at work, at play, and in between”. Thus, while pedagogical tasks prioritize learning objectives,
real-world tasks emphasize authentic communicative goals (Willis & Willis, 2007). In what
follows, | will use the term task without adjectives to cover both senses.

As stated in the introduction to this chapter, the exact role played by interaction is a key
point of divergence between cognitivist and sociocultural approaches to language learning.
Cognitivists assume that acquisition is an internal cognitive process where interaction plays a
complementary role—primarily by providing learners with comprehensible input (Krashen,
1985), opportunities for output (Swain, 2005), and feedback that triggers cognitive restructuring

(Gass, 1997). In contrast, sociocultural theorists claim that learning is fundamentally social,
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occurring through interaction. This distinction is related to another key point of controversial
divergence between these two approaches: the conceptualization of the notion of task (see
Masats, 2008, for a comprehensive review).

From a sociocultural perspective, tasks are seen as socially situated processes co-
constructed by participants during interaction (Seedhouse, 2005b; Mondada & Pekarek-
Doehler, 2005; Masats, et al., 2007). This perspective challenges the assumption that tasks are
static constructs that shape discourse; rather, it posits that it is interaction that (re)configures
the task. By doing so, it emphasizes “the dialogic processes (such as scaffolding) that arise in a
task performance and how these shape language use and learning” (Ellis, 2000, p. 193). Likewise,
the author also argues that “tasks commonly used in SLA research are not just performed but
rather interpreted, meaning that the activity itself is ‘constructed’ by the participants based on
their unique goals, motives and contextual affordances” (p. 187). As tasks, from a sociocultural
approach to learning, are constructed through moment-to-moment interactions (Brooks &
Donato, 1994) no fixed categorization of task types can be established’. Therefore, research
from a sociocultural approach focuses not on tasks as isolated units, but on the communicative
acts that unfold as learners collaboratively perform tasks. Tasks are thus treated as activities
that are both locally and historically shaped, reflexively defined and collaboratively
accomplished by learners “in relationship to partners, either present, virtual or absent”
(Mondada & Pekarek-Doehler, 2004, p. 462).

Breen (1989) identifies two stages in task development: task-as-workplan—pre-
classroom implementation of what both the teacher and the learners will do—and task-as-
process—actual classroom performance when participants collaborate to co-construct meaning

with the actions that they take to accomplish the task, i. e. what actually happens in the

7 This dissertation does not delve into the literature on task types, as its focus lies on the interactions learners engage
in during task performance rather than on the design or effectiveness of the tasks themselves. It only briefly
introduces the distinction between pedagogical and real-world tasks at the beginning of this section for clarity.
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classroom. The so-called “split personality” of the task as a research construct arises because
“conceptualization is based on the task-as-workplan, but data is gathered from the task-in-
process” (Seedhouse, 2005b, p. 533). Seedhouse (1999) argues that the primary goal of
participants who take part in a task is not merely the practice of linguistic features but its
successful resolution through interaction. This shift in focus is crucial to understand the
importance of studying the interaction generated during the process of task resolution rather
than simply measuring task outcomes. Seedhouse (2005b) argues that a solid foundation for
understanding tasks as a research construct and for analysing interactional data can be built by
focusing on the task-as-process. This approach involves studying how tasks unfold and develop
in real-time interaction rather than treating them as fixed or predefined entities. It also entails
a close examination of how interaction is organized, how turn-taking unfolds, and how learners
strategically use linguistic and non-linguistic resources to accomplish communicative goals.
Finally, drawing on the socioconstructivist perspective that learning is a socially situated
process emerging through collaborative interaction, it is important to emphasize that learning
is a dynamic process that occurs in the discursive actions—the verbal and non-verbal moves
used to construct meaning and coordinate interaction—that learners perform while
participating in the resolution of the task (Pratginestds, 2025). Exploring these discursive actions
thus involves examining both the decisions learners take in the interaction and the resources
they deploy. The Task Execution Frame devised by Masats (2008, p. 142) systematically
categorises learners’ discursive actions while engaged in the resolution of pedagogical tasks,
namely doing the task, managing the task, and overcoming trouble, as they unfold during task

engagement:
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Figure 1. Observable actions in the context of carrying out a task (Masats, 2008, p.142)

Her model could easily be adapted to real-world task talk as learners always perform
three types of discursive actions: participating, managing participation and overcoming trouble.
Additionally, the study of talk-in-interaction also relies on the concepts of intersubjectivity and
progressivity to explain how learners approach and organise their participation with the purpose
of and preference for achieving interactional order. The notion of intersubjectivity (Heritage,
2007) refers to a state of ‘shared understanding’ between participants at talk, while the term
progressivity (Schegloff, 2006) signals the forward-moving nature of interaction. These elements
shape the constantly evolving nature of talk-in-interaction, demonstrating how conversations
are co-constructed through moment-to-moment collaboration. Examining the interplay
between these features provides a lens through which to understand how learners face
interactional challenges while maintaining the forward-moving nature of communication.

In all types of interactions, these two key features of social interaction—progressivity
and intersubjectivity—often coexist but can also come into tension. Indeed, these notions may
initially seem self-contradictory as, at certain moments in interaction, “progressivity is pitted
against intersubjectivity” (Heritage, 2009, p. 308). Participants must regularly negotiate

between the tension of (a) acquiring a certain level of shared understanding, at the time they
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maintain and pay attention to the linguistic and cultural diversity of all participants, and (b)
progressing forward with the business of talk, which, when it comes to language learners,
involves ensuring the task accomplishment (Heritage, 2007) through the adoption of all the
possible resources that enable them to go on with the current activity (Markaki et al, 2013). In
this intersubjectivity-progressivity axis, focusing on language learners’ interactions as they
engage in task resolution, Borras (2013) summarises that progressivity integrates all the
variables and actions that drive the task towards its resolution, including indicators such as
efficiency, immediacy, and simplicity. Intersubjectivity, however, refers to the orientation
towards the needs of other participants: equity (vs. efficiency), collaboration (vs. immediacy),
and complexity (vs. simplicity). Participants mobilize all available resources to advance
communication; which means, as said earlier, that they rely on multimodality, make use of
language alternation or create hybrid forms, among others. By doing so, they balance the dual
orientation of progressing with the task at hand while simultaneously fostering cooperation and
achieving a shared understanding that is “adequate-for-all-practical-purposes” or “good
enough” (Garfinkel: 1967, p. 8), typically reached through processes of negotiation.
Participants also use specific strategies to manage the interactional work necessary for
successfully completing a task—either a pedagogical or a real-world one—particularly aligning
with the progressivity pole of the progressivity-intersubjectivity axis. Among the practices that
help learners establish the interactional order, Firth (1996) identified the procedures of let it
pass and make it normal. The author defines let it pass as a procedure used by the recipient
participant to leave unclear or unfamiliar language (e.g., 'grammar infelicities' or 'unidiomatic
clause constructions') unaddressed, with the assumption that the meaning will either become
clear or prove irrelevant as the conversation progresses. In doing so, the recipient participant
avoids focusing on minor misunderstandings, making these issues interactionally insignificant, a

stance that reflects passivity. In contrast, make it normal involves the recipient taking a more
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active, though implicit, role in interpreting and understanding the communication taking place
(Firth, 1996) not only by constructing the interactional order but also by creating the appearance
of order. Yet, as Firth notes, even in this case the recipient participant refrains from explicitly
signalling trouble in the co-participant’s contributions, as this would indicate that the co-
participant’s statements are perceived as problematic. Letting hybrid or creative (or invented)
forms pass is common, especially in interactions in English as lingua franca (ELF)?, where such
forms are rarely explicitly highlighted—except when they seriously hinder or impede
understanding. Hybridity—whether creative or multimodal—is so common in ELF that locally
emerging hybrid forms, especially lexical ones, can become normalised as their non-standard
use is adopted by other participants.

The procedures let it pass and make it normal favour progressivity and thus are crucial
for facilitating smooth task advancement, which plays a key role in what Erickson (1982, 2004)
describes as the task learning environment. This environment emerges from the interplay
between the Academic Task Structure (ATS) and the Social Participation Structure (SPS), both of
which shape various social participation structures. While the ATS refers to the sequential steps
required to complete a task, the SPS regulates the allocation of interactional rights and
obligations among participants. The SPS—which includes conversational rules for sequence
interaction—is a key element for promoting intersubjectivity.

Intersubjectivity can indeed manifest through the collaborative construction of
statements, known as ‘candidate completions’ (Firth, 1996). This occurs when one participant
takes over an interrupted turn to finish the statement, interpreting the initial speaker's
hesitations and pauses as a request for assistance or clarification. Intersubjectivity is also tied to

what Smit (2010), drawing on Poulisse (1997), refers to as joint forces, or the inclination to work

8 English as a Lingua Franca (hereafter, EFL) refers to English being used to as a 'contact' or 'vehicular' language by
people who do not share a first language (L1) and are neither native speakers (NSs) nor L1 speakers of the language
being used (Firth, 2012), for whom English is the chosen foreign language of communication (Firth, 1996).
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together. The principle joint forces “implies that the participants contribute everything they can
to the communicative exchange that is interactionally necessary” (Smit, 2010, p. 398). One way
for participants to join forces for collaborative action is by engaging in cooperative work around
the lexicon, particularly within repair sequences (see Borras & Moore, 2019). In this vein, Smit
(2010) also argues that repair is used to build ‘shared understanding’ and is regarded as a first-
order interactional necessity in aligning one participant’s intention with the co-participant's
interpretation. Therefore, once more, the more formal aspects of language are not given
attention unless they become relevant in the negotiation of meaning.

In plurilingual interactions, participants tend to display a strong preference for
progressivity, opting to continue the interaction rather than pausing to fully resolve
misunderstandings. This dynamic is particularly evident in instances of other-repair, where one
participant addresses another’s error or misunderstanding, often through multimodal resources
such as gestures, laughter, or changes in tone. These repairs help maintain sufficient
intersubjectivity to keep the task moving forward, without entirely pausing the interaction
(Mondada, 2014). Even when misunderstandings occur, participants tend to prioritize task
advancement, using implicit cues or covert claims to signal the need for repair while maintaining
the flow of communication (Mondada, 2016; Stivers, 2001). This constant negotiation allows
participants to balance task completion and collaborative understanding with communication
breakdowns—such as abandoning a communicative attempt—, which represents the extreme
end of progressivity, where task achievement takes priority over further interaction (Schegloff,
1979; Mondada, 2014). The relationship between intersubjectivity and progressivity is
particularly complex in interactions where participants are using an additional language they are
still learning. Compared to interactions conducted in a participant’s primary language, the risk
to rely on intersubjectivity is higher, since basic comprehension difficulties are more likely to

arise. Within the framework of additional language learning and mobility programme
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experiences, learners may have less shared knowledge and common ground on which to build
intersubjectivity. This can make communication more challenging, and potential difficulties
more noticeable.

To sum up, the need to find the balance between intersubjectivity and progressivity
illustrates therefore the dual orientation of participants: aiming at mutual understanding while
ensuring the efficient task completion. This negotiation shapes the interactional order and
emphasises the need to study the role of communicative and interactive resources used by

learners.

2.1.3. Peer Interaction as a Learning Resource

Among the various types of interactions learners engage in, peer interactions provide
rich opportunities for learning through collaborative interaction and collective scaffolding
(Donato, 1994). These collaborative interactions allow learners to co-construct new knowledge
that goes beyond what any individual could achieve alone. This aligns with Vygotsky’s (1978)
formulation of the Zone of Proximal Development (ZPD), which highlights how learning is most
effectively supported through social interaction with more knowledgeable peers. Collaborative
peer interactions—particularly those occurring during pair and group tasks—are especially
relevant because they offer each member in the interaction increased possibilities of
participation than those offered in interactions between teachers and learners (Masats, 2008).
In this vein, Donato (1988) discovered that students who collaborated closely on preparing for
a role-play task, achieved better learning outcomes—both individually and collectively—
compared to those who worked more independently.

Collaboration is not merely the accumulation of language knowledge as an inert, solitary
possession (Larsen-Freeman, 2003). Instead, it enables learners to actively participate in a social
activity, promoting future learning and development through expanding participation (Donato,

2004). According to Wenger (1998), collaborative learning not only supports the construction of
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knowledge but also establishes and sustains mutual accountability among members of a
community of practice. In this sense, rather than simply gaining information and remaining
isolated from others, individuals that engage in a collaborative event evolve from peripheral
members of a community into active participants, gradually getting more involved in the shared
practices of the community. Peer interactions play a key role in fostering shared responsibility
in learning, as students take on active roles as both experts and non-experts. Explaining concepts
to peers not only benefits the recipient but also enhances the understanding of the person giving
the explanation, as they must reorganise and articulate their ideas clearly. This reflects the
concept of ‘reciprocal learning’ described by Ohta (2001), which emphasises the mutual benefits
of peer-assisted learning, where both participants actively engage in the learning process.
Interacting with peers who are also learning a language may also create opportunities
for more natural communication, as learners tend to participate in spontaneous dialogues that
foster fluency and encourage them to experiment with new linguistic forms (Swain, 2000). This
dynamic is particularly evident in peer interactions, where the absence of teacher mediation
allows learners to explore different linguistic resources, structure topics collaboratively, and
experiment with the actual organization of the interaction (Nussbaum, 1998; Masats, 2008).
Peer collaborative interaction—particularly in informal settings as the one provided by peer
work—may help learners feel less intimidated than in more formal, teacher-led interactions.
According to Lantolf and Thorne (2006), this supportive environment facilitates the willingness
to take risks, to make mistakes and to learn from them, fostering a less judgmental and more
encouraging experience. In plurilingual learning contexts, drawing on plurilingual and
multimodal repertoires is also a key aspect of peer collaboration. This is further supported by
multimodal tools—such as gestures, images and digital resources—which enrich interactions
and facilitate meaning-making in complex situations. As Jewitt (2009) observes, this perspective

underscores the importance of considering multiple semiotic resources when analysing
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interactional practices. Collaborative peer participation therefore provides a rich space for
negotiation of meaning, a process in which learners work to face misunderstandings or to clarify
their communicative intentions to successfully participate in the communicative event. Long
(1996) stresses that these negotiations of meaning are fundamental to language development,
as they help learners to identify and deal with their linguistic gaps.

Apart from enhancing linguistic correctness, peer collaborative interactions offer rich
opportunities for learners to engage with a wider range of communicative strategies and
viewpoints. Through these interactions, learners are exposed not only to various linguistic forms
and styles but also to social norms and cultural differences that configure how language is used
in different contexts. Exposing learners to different language diversity and cultural contexts
contributes to the development of their pragmatic awareness and fosters adaptability (van Lier,
2000), providing learners with the skills necessary to participate in real-world, multilingual and

multicultural communication effectively.

2.2. Communicative Dislocated Learning Scenarios in Context

Today, human interaction no longer occurs exclusively face-to-face. This shift is
particularly significant in educational settings and among younger generations. To further
explore peer interaction, it is essential to examine how learners participate in various
communicative environments, where these interactions take place, and how they contribute to
language development. In this vein, numerous scholars have approached the difference
between face-to-face and online interactions, where participation is shaped by the affordances
and constraints of the medium. Online interactions—both in classroom settings and in informal
out-of-class contexts—provide unique interactional opportunities and challenges that can have
an impact on how learners engage with language and among themselves. In-class online
interactions are guided by task objectives, while out-of-class online interactions tend to be more

spontaneous and autonomous, providing learners with the opportunity to engage in more
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authentic communicative exchanges through various digital platforms. Some researchers have
sought to explain how learners interact in both settings to understand how they organise
participation in digital contexts, and how this differs from what they do in physical contexts.
Learners’ interaction unfolds in multiple scenarios that may have different modes,
purposes, affordances, and constraints. Two dimensions are especially relevant for
understanding how interaction shapes language learning: the distinction between online and
physical settings, and the contrast between in-class and out-of-class interactions. Importantly,
all these scenarios share a common feature: they are dislocated communicative contexts in the
sense that are de-anchored from stable local frames and mediated by digital, cross-cultural, or
translocal practices in the sense that interaction is not tied to one place, one language, or one
cultural frame. Focusing on the characteristics of these dislocated scenarios is theoretically
relevant as they foreground interaction as a dynamic, situated practice in which learners’
participation and opportunities for language development are directly shaped by the
affordances and constraints of each setting. The next sections will discuss how language learning
research has approached online interaction as opposed to that occurring in physical settings, as

well as the contrast between out-of-class and in-class interactions.

2.2.1. Online and Face-to-Face Interaction

The rise of online communication has naturally sparked increased research into its role
in language learning. Some scholars have focused on the study of online interactions—
computer-mediated communication (CMC)® for the sake of simplicity—to explore the unique

opportunities this mode of communication offers for authentic and meaningful learner

9 In this study, online communication—either audiovisual or text-based—will be referred to as computer-
mediated communication (CMC) or online communication for coherence and clarity. Other researchers in this field,
though, have also used the terms computer-mediated interaction (CMI), mobile-mediated interaction (MMI) and
mobile-mediated communication (MMC).
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engagement. Gonzalez-Lloret (2011) emphasizes how CMC can transform language learning by
providing learners with real-world interactional opportunities that go beyond the traditional,
teacher-controlled classroom discourse. Unlike conventional learning environments, online
interactions allow learners to communicate directly with peers, including native speakers,
fostering genuine communicative exchanges that reflect real-life language use. Technology-
mediated contexts—particularly Virtual Exchanges (VE)—as in the case of part of the data
analysed in Publication 3, for example—extend beyond the limitations of conventional learning
spaces. As noted by Dooly & O’Dowd (2018), VE challenge traditional classroom boundaries,
promoting a more dynamic and interactive environment. Additionally, they provide meaningful
opportunities for learners to engage in authentic communication in culturally diverse settings,
thereby enhancing their language proficiency and intercultural awareness (Dooly, 2022).

Beyond the structural changes online interactions introduce, their impact on learner
agency and participation is also relevant. Text chat, for instance, has been recognized as a level
playing field (Kern, 1995; Warschauer, 1996) that facilitates participation for both shy and
confident learners. The possibility to reread and modify text-based communication also allows
learners to reflect on their interactions, promoting metalinguistic reflection and self-correction
(Gonzalez-Lloret, 2008a). Moreover, recent technological affordances, such as posts-in-progress
in platforms like WhatsApp, have introduced new interactional possibilities, enabling learners
to observe how their conversation partners construct messages in real time (Garcia & Jacobs,
1999; Zemel & Cakir, 2009). These affordances help learners maintain coherence in online
conversations, but they also create opportunities for them to have more control of their
interactions.

Pedagogically, as Gonzalez-Lloret (2013) argues, CMC offers learners spontaneous
alternatives to conventional classroom languages and repertoires, bridging the gap between

formal education and real-world communication. This idea aligns with the research on the
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concept of participatory web (Androutsopoulos, 2010) as a site for language practice, where
learners engage with language through social media, online communities and other digital
platforms in multilingual and multicultural contexts. Such environments help learners develop
intercultural competence and learner agency, as they actively construct their roles and identities
through interaction. In this vein, as Androutsopoulos (2010, p. 203) discusses, “the novelty of
the web 2.0 era [...] is the capacity it creates for a large number of people to become ‘intertextual
operators’ who digitally modify multimodal text, for instance by adding subtitles, by replacing
voices or images, and so on.” Recent studies extend this view: mobile-assisted technologies now
enable learners to engage in language and identity work beyond the classroom, in networked,
cross-cultural digital spaces (Li et al., 2023; Shadiev et al., 2024).

While online interaction offers major potential for research, it also presents significant
challenges. As Herring (1999) and Tudini (2019) note, analyses based solely on text fail to identify
multimodal resources such as gaze, prosody, and gesture that are central to face-to-face
communication. Conversation Analysis (CA), however, has proved to be a robust framework for
examining the sequential, rhetorical, and contextual features of online communication
(Meredith, 2019), informing how learners construct meaning and negotiate interaction in digital
spaces. Despite methodological and analytical advances that have contributed to understanding
how these interactions are constructed (e.g., Thorne, 2013; Tudini, 2019; Pratginestds & Masats,
2021), research on emerging contexts such as social media, video games, and mobile chat
remains limited, leaving many popular forms of interaction (especially among younger
generations) underexplored. The application of CA to this study on online interaction, as well as
the challenges faced, is elaborated in the methodology, Sections 3.2.2. and 3.2.3.

Within online interactions, the focus now shifts to those occurring outside the
classroom—particularly through social media—as these out-of-class exchanges are also relevant

to this study (see Publication 1b and 2).
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2.2.2. Out-of-Class Interactions

The reasons adolescents might have for interacting through social media in their
everyday lives are countless, but most of the time, they are arguably not primarily related to
language learning. Using a foreign language in digital channels, however, can become an
unexpected language learning experience for teenage learners. The notions of online informal
learning (Sockett, 2014; Toffoli & Perrot, 2017) and CALL (Computer-Assisted Language
Learning) in the digital wilds (Sauro & Zourou, 2019)—based on the concept of learning in the
wild (Firth & Wagner, 2007; Clark et al., 2011; Moore, 2015; Wagner, 2015)—capture the idea
of informal language learning in digital spaces, communities, and networks that are independent
of formal instructional contexts. There are numerous studies addressing language learning
situations outside the classroom, with some or no connection to the class environment. These
include Extramural English (Sylvén & Sundqvist, 2012), Online Informal Learning of English
(Sockett, 2014; Toffoli & Perrot, 2017), and Language Learning and Teaching Beyond the
Classroom (LBC) (Reinders & Benson, 2017(Reinders & Benson, 2017)). All these research lines
share the idea that these interactional settings are less controllable or organized than a
classroom (Sauro & Zourou, 2019), “but which present interesting, and perhaps even
compelling, opportunities for intercultural exchange, agentive action, and meaning making”
(Thorne, 2010, p.144).

This growing interest reflects a shift in understanding language learning as a process that
is not exclusive of formal education but extends into informal and digital contexts. These
environments align with the everyday practices and preferences of learners, highlighting the
relevance and potential of studying informal language learning spaces and practices in the

current digital era.
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2.3. Analysis of Talk-in-Interaction: An Integrative Approach

Having reviewed how language learning and competence unfolds and develops through
interaction, tasks, and peer collaboration, this section will now introduce an integrative
framework that brings together the three core dimensions that are central to this study:
participation, language choice, and agency. Participation refers to how learners take part in
conversations and negotiate roles, language choice is linked to the plurilingual resources
learners employ to participate in the foreign language class or in interactions in ELF, and agency
refers to learners’ capacity to make decisions and co-construct the interaction. Together, these
dimensions form a comprehensive framework for understanding how learners collaboratively

navigate talk-in-interaction and create opportunities for learning.

2.3.1. Participation as a Collaborative Process

The exploration of interactional practices and the detailed analysis of the multimodal
resources interactants use to construct meaning are closely linked to the study of participation
(Masats & Nussbaum, 2022). From this perspective, participation is not merely an individual
cognitive activity but a collaborative, situated learning practice (Lave & Wenger, 1991),
manifested through the actions performed by all interactants during the course of a particular
communicative event (Goodwin & Goodwin, 2004, as discussed above). Building on the notion
of situated learning (Lave & Wenger, 1991), it has been argued that learning is a social practice
in which learners activate their linguistic, cognitive and sociocultural competences, constantly
adapting to others within the emergent context (Atkinson et al., 1984; Hall, 1993; Firth &
Wagner, 1997; Lantolf, 2000; Hellermann, 2007; Young, 2007). Learning is therefore not a
process located in the individual’s mind, but a social process unfolded in interaction, deployed
in communities of practice (Lave & Wenger, 1991) and distributed among interactants, as

reflected in the following model:
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Figure 2. Situated learning: Legitimate peripheral participation (Lave & Wenger, 1991)

Lave & Wenger’s (1991) Situated Learning Theory emphasizes the importance of viewing
learning as a dynamic process that extends beyond the mere transmission of content. Factual
knowledge alone does not lead to learning; rather, it is through participation in the community
of practice that learners engage in activities, interact with artifacts, and develop relationships
with more expert members. As learners move from the periphery toward the centre of the
community, their identities evolve, and they gain expertise. The evolution of the learner into a
more expert member of this community, within a contextualized setting, is what ultimately
supports knowledge construction, as the learner contributes more fully to the community's
practices.

From this perspective, the study of participation focuses on the interactional practices
enacted by participants and the multimodal resources they employ. Goffman’s (1981)
foundational model of participation underscores how speakers position themselves in discourse
and define the roles and status of their interlocutors. Although his model had an exploratory
nature, it was criticised because the speaker and the listener were treated as separate identities.
Building on Goffman’s (1981) model, Goodwin & Goodwin (2004), continued to investigate the

complex dynamics of how individuals engage in communicative events by moving beyond static
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categorizations of participants to explore the fluid and dynamic nature of interaction. In this
vein, the authors contributed to the study of interaction claiming that participation is not limited
to the fixed roles of ‘speaker’ or ‘listener’. Instead, they highlight how individuals actively
negotiate and constantly interchange these roles, adapting to the evolving circumstances of the
interaction. Another key aspect of their analysis is the role of embodied interaction, where
gestures, facial expressions, and body position, together with speech, are used to convey
meaning, shape turn-taking, and establish relationships among participants. The authors also
emphasize the role of multimodal resources—the combined use of verbal, visual, and embodied
modes of communication—in the collective construction of meaning and actions. Finally, their
work underlines the importance of contextual sensitivity, referring to the way communicative
practices are shaped by the immediate physical environment, cultural norms, and the
peculiarities of the interaction, all of which influence how participation structures are formed
and approached. By integrating these elements, Goodwin & Goodwin (2004) offer a complex
perspective on human interaction, contributing to the study of how individuals collaboratively
construct meaning, manage social roles, and adapt to the changing dynamics of interaction.
Their model, therefore, can also be implicitly related to learning and has actually been applied
to educational contexts, particularly in studies framed in sociocultural and situated learning

theories.

2.3.2. Language Choice in Plurilingual Contexts

Learning in multilingual milieus is inherently shaped by the interaction between the
languages used by participants, and by how interactants co-construct the communicative event
they participate in, as demonstrated in the study presented in Publication 2. In these contexts,
participants draw on their language repertoire—understood as the totality of linguistic forms
regularly employed in the communicative interactions of a community (Gumperz, 1964)—when

selecting, combining, and alternating between languages. Learners and teachers usually orient
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to plurilingual talk, defined as “the alternating use of more than one language in the same
episode of talk” (Musk & Cromdal, 2018, p. 16). The study of language alternation—which has
evolved over the past three decades (Lin, 2013)—has become a key area in sociocultural and
interactional research (see Filipi 2019 for an exhaustive review of the field). These studies have
explored the functions of language alternation (Eldridge, 1996; Unamuno, 2008), its impact on
the learning outcomes (Masats et al., 2007; Macaro, 2009; Lliompart-Esbert & Nussbaum, 2023),
its role in constructing identities and navigating social inequalities (Prego Vazquez, 2000), and in
the distribution and patterns of language use (Polio & Duff, 1994; Kim & Elder, 2005). Research
in this area can be broadly classified into two perspectives: the learner-peer perspective and the
teacher-centred perspective (Filipi & Markee, 2018). From the learner-peer perspective—the
central focus of this research—studies have examined the learning opportunities created
through language alternation (Kasper, 2004; Mori, 2004), its role in fostering engagement in
interaction (Cheng, 2013) and its contribution to task development (Markee & Kunitz, 2013).
From the teacher-centred perspective, attention has been given to the pedagogical implications
(Ustiinel & Seedhouse, 2005), the establishment of epistemic status (Cheng, 2014; Filipi, 2018)
and the dynamics of vocabulary teaching (Huq et al., 2017). Additionally, practices such as
linguistic policies (Amir & Musk, 2013) and the enactment of practised language policies
(Bonacina-Pugh, 2012; as discussed below) have also been explored.

At this point, it is pertinent to focus more closely more closely on how participants orient
themselves to and make sense of the language used in interaction. Gumperz (1982), building on
previous research, suggested that the grammarian’s notion of language and the participants’
own notion of code could not be the same. In line with this distinction, Auer (1984, 1999)
contributed to the debate by arguing that when participants alternate frequently between turns
and within turns, none of the languages involved can be seen as the language-of-interaction.

Instead, the use of various languages must be seen as a resource that constitutes the code to
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which participants orient to. In a similar vein, Gafaranga (1999) argues in favour of suspending
the concept of language and replacing it by the concept of medium of an interactional episode.
This concept was later extended to that of medium of classroom interaction (Bonacina-Pugh &

“uw,

Gafaranga, 2011), understood as “‘the linguistic code’ that classroom participants actually orient
to while talking, as opposed to the policy-prescribed medium of instruction” (Bonacina-Pugh &
Gafaranga, 2011, p.330). Auer’s foundational work (1984, 1998) had earlier conceptualised bi-
/plurilingual talk as relying on alternation either as a discourse-related activity—as a
contextualization cue (Gumperz, 1982)—or as a participant-related resource—indexing
speakers' preference for a particular language or medium (Gafaranga 1999). Following
Gafaranga (2001), this research, particularly the study discussed in publication 2, draws on the
idea that language preference (Auer, 1984) should be understood as a membership
categorisation device (Sacks, 1974). In other words, “speakers ascribe each other to a ‘language
preference’ category (Gafaranga 2001) and use therefore that language in interaction”
(Bonacina-Pugh, 2013, p. 299). Membership Categorization Analysis (MCA) expands this
understanding by framing language choice as a “category-bound activity” (Sacks, 1992). That is,
participants’ language choices co-construct their practised language policy. This term, coined by
Bonacina-Pugh (2012), refers to Spolsky’s idea (2004) that there is a policy within practices,
where speakers orient themselves to international norms they have observed or co-constructed
with other interactants as they draw on a set of implicit rules that they have deduced from their
observation of patterns of language use (Spolsky, 2004). That is, a policy—which has traditionally
been conceptualized as a notion separate from that of practice—can actually be found in
language learning practices themselves. In turn, enacting practiced language policy is closely
bound to what conversation analysts refer to as doing being, in this case doing being the student
or doing being the teacher (also referred to as teacher-hood in Bonacina-Pugh’s work 2012,

2013).
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In this vein, it can also be argued that the participants’ language choices create the
practical status of the languages they use (Unamuno 2015), that is, the choice of a particular
language is a resource learners have at hand when they (a) need to solve communication
breakdowns, (b) enact a particular identity, or (c) display their affiliation to the educational
institution (Cots and Nussbaum 2008) by accommodating to the explicitly or implicitly agreed
norms of language use present at schools understood as communities of practice (CoP, Lave and
Wenger 1991). Observing groups of learners who share a common interest for a particular
domain and learn to improve their skills or knowledge through regular interactions is especially
relevant for this research as it is crucial to understand the notion of the in-between learning
scenario in relation to practised language policies (see Publication 2). CoPs, as discussed in the
previous section, underscore the social nature of learning: knowledge is co-constructed through
participation and collaboration within a community. CoPs have three common key elements: a
shared domain—which defines the group's focus and purpose—, a community—where
members interact, build relationships, and exchange ideas—, and a practice—which involves
shared tools, techniques, and approaches developed with time.

The ways in which learners select and alternate between languages gain relevance in
peer interaction, where collaborative exchanges not only provide the context for these choices
but also create affordances for scaffolding, co-construction of knowledge, and the joint

development of communicative practices.

2.3.3. Agency in the Co-construction of Interaction

Agency—an individual’s will and capacity to act—is one of the most fundamental
characteristics of human behaviour. Recently it has been framed as relational, embodied,
socially situated, and dynamically adaptive (Duff & Doherty, 2014; Buhrmann & DiPaolo, 2017,
Bouchard & Glasgow, 2019; Larsen-Freeman, 2019; Bui & Filipi, 2024). As Mercer (2011) argues,

numerous SLA studies have examined agency in respect to learners’ capacities for autonomous,
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self-regulatory and goal-oriented strategic behaviours (e.g. Bown, 2009; Gao, 2010; Huang,
2011; Toohey & Norton, 2003). In this vein, Larsen-Freeman (2019) claims that “although second
language development is rightly seen to be embedded in a larger sociohistorical ecological
system, languaging is still performed by an agentive learner in particular in a specific place [...]
for particular reasons with particular others” (p. 63).

Gao (2010) argues that it is not just the affordances of a specific context that are
responsible for shaping learners’ selection and use of resources—and the ways in which
interactants and their actions relate to one another—but rather the balanced interaction of
both. Thus, agency can be seen as “people’s [learners’ in our study] ability to make choices, take
control, self-regulate, and thereby pursue their goals as individuals, which may lead to personal
or social transformation” (Gao, 2010, p. 417), or, in other words, as the right attitude toward
learning a new language. Additionally, Mercer (2012) emphasizes the need to consider "the
dynamics of a person's ongoing life history, including their past and present experiences, as well
as their future goals, expectations, and imaginations" (Mercer, 2012, p. 57) to be able to
examine agency holistically.

Agency is not an attribute of a person, but a relationship between the learner and what
their context affords (Driver et al., 2021). When the context is favourable and opportunities for
participating are granted, learners may begin to take responsibility for their own learning, taking
initiative and even creating opportunities to learn. They may also start taking more risks—
confident in their ability to learn from their mistakes—and develop the ability to adapt and
persevere in order to overcome obstacles (Driver et al., 2021). These agentive actions—along
with more or less deliberate decisions—can influence the way learners participate in
interactions and may contribute to learning, understood as “the development of increasingly
effective ways of dealing with the world and its meanings” (van Lier, 2000, pp. 246-247). Parallel

to this—and especially relevant to this study—, Mercer (2011) outlines an agentive system that
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encompasses both a learner's sense of agency—the extent to which a learner feels agency, both
generally and within specific contexts—and their agentive behaviour—the exercise of agency
through participation and action, or, conversely, through deliberate non-participation or
inaction). This system involves the choice to engage actively or, alternatively, to intentionally
refrain from participation or action. This is why the study examines how agency is enacted in
learners' interactions—rather than on how agentive they feel—, specifically examining how
resources are mobilized through this enactment and how these actions can be identified and
categorised.

Learner agency is thus a dynamic and multifaceted construct that emerges within
specific temporal and spatial contexts, shaped by past experiences, present interactions, and
future expectations (Larsen-Freeman, 2009) and is characterized as emergent, relational,
heterarchical, multidimensional, and changeable through iterative processes of co-adaptation.
Agency is considered emergent because it arises within specific moments, influenced by the
interplay of past habits and future goals, as well as the contingencies of the present (Emirbayer
& Mische, 1998). It also depends on the availability of social, cultural, and economic resources
within a given ecological context (Biesta & Tedder, 2007). Moreover, agency is inherently
relational because it develops through interactions with others and the broader environment
(Miller, 2014; Gallagher, 2017). The relational nature of agency explains how learners adapt to
one another over time, with these iterative processes continuously reshaping their agency. The
interconnection of its various traits also makes agency heterarchical, with each characteristic
influencing and being influenced by the others. Finally, agency is multidimensional as it is
influenced by internal factors such as emotions, beliefs, and personality, and it operates across
three levels of learner engagement: behavioural, cognitive, and emotional. These dimensions
are visible through learners’ discursive actions—as discussed in publication 3. The behavioural

dimension relates to participation, interaction patterns, and processes such as turn allocation
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and selection. The cognitive dimension concerns how learners construct and interpret meaning
during interactions. Finally, the emotional dimension—referred to in this dissertation (and in
Publications 1b and 3) as relational to underline its focus on social presence'®—includes affective
and cohesive strategies that foster group cohesion. These might include humour, the use of
inclusive language, or references to other participants’ messages, which collectively contribute
to the discourse construction.

Larsen-Freeman (2019) asserts that while learning occurs within a broader
sociohistorical framework, it is ultimately shaped by the intentional discursive actions of
learners within specific contexts, driven by particular goals and collaborators. Similarly, Gao
(2010) argues that agency emerges from the dynamic interplay between contextual
opportunities and learners’ strategic decisions. Thus, agency represents learners' ability to
adapt, and make meaningful contributions within their contexts, as evidenced through their
discursive actions, which plays a crucial role in the learning process. One tangible manifestation
of learners’ agency is reflected in the language choices learners make during interaction, as

explored in the next section.

10 Social presence (Short, J., Williams, E., & Christie, B., 1976; Lowenthal, P. R., 2010) refers to the feeling that
others are "real" and present during communication, whether in face-to-face or mediated environments (like online
chats, video calls, or social media). It plays a crucial role in shaping how people engage, perceive, and respond to one
another (Robbins, 2020) in different communication contexts.
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3. METHODOLOGICAL FRAMEWORK

This chapter presents the qualitative methodological framework guiding our study.
Section 3.1. (Research Design and Approach) introduces the qualitative single-case approach of
the research and explains how the overarching research questions outlined in Section 1.2 are
addressed through sub-questions across the four case studies. This section also outlines the
classroom proposal from which the interactional data were obtained, and presents the different
participants involved in the study. Section 3.2. (Data Collection, and Treatment) describes the
composition of the data, the methods used followed to collect and select them, and the steps
undertaken to prepare them for analysis. This includes the transcription conventions used to
render face-to-face and digitally mediated interactions, as well as a classification of scenarios
and datasets. Section 3.3. (Data Analysis) explains the application of Conversation Analysis (CA)
within an Ethnomethodological framework, emphasising how this approach is complemented
by ethnographic insights. The section concludes with a reflection on the methodological
challenges encountered during the research process, particularly with respect to the digital

nature of certain interactional data.

3.1. Research Design and Approach

This study adopts a qualitative, single-case analysis approach. The design is guided by
the overarching research questions and further specified through sub-questions, which enable
each article in the dissertation to contribute to addressing the broader aims. This section also
provides a detailed account of the development and implementation of the classroom proposal
that frames the analysed interactions, as well as an overview of the participants involved in the

study.
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3.1.1. Research Method

Instead of aiming for broader statistical results, the adoption of a qualitative research
design particularly valuable to focus on rich and detailed descriptions that capture the
complexity of human interaction and learning (Merriam, 1998). This is especially useful in
education and linguistics, as it allows for the analysis of meaning-making, identity, and
interaction as phenomena that are inherently situated and continuously emerging in real-world
settings (Richards, 2003). Such a perspective enables the researcher to capture the dynamic,
socially constructed nature of interactions as they unfold in authentic educational
environments. Building on this, the present dissertation adopts a single-case analysis approach,
in which each of the four publications presents an interconnected case study. While the four
cases are framed within the same classroom proposal, each focuses on specific episodes with
distinct characteristics that occurred at different stages of its implementation.

Case study research, as Mercer (2011) highlights, offers a powerful methodological
approach by enabling rich, exhaustive, personal and contextualised data to be generated. This
type of research allows for a thorough exploration of distinct phenomena, which can lead to “a
full and thorough knowledge of the particular” (Stake, 2000, p. 22). Single-case studies are
valuable in educational settings because they enable researchers to closely analyse unique,
situated experiences, providing insights into complexities of individual and group learning
experiences, classroom dynamics, and pedagogical interventions. They allow researchers to
capture nuanced ways in which learners engage with language or their own language learning
processes in a way that could be overlooked in a broader quantitative study. As Duff (2008)
points out, such an approach is particularly appropriate in language education research, where
context, identity, and interaction play a critical role in shaping learning outcomes. According to
this author, the selection of cases is shaped not by statistical prevalence, but by what the

researchers know about the topic, the uniqueness or relevance of the case, and the theoretical
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or epistemological positions guiding the research. Moreover, as Waring (2009) observes, the
value of single-case analysis does not lie in discovering entirely new interactional practices, but
in revealing the complexities of specific episodes. This approach enhances understanding of
interactional phenomena across institutional settings, provides a foundation for collecting
similar cases, and documents previously unrecognised practices that may be significant within
specific contexts. Although findings from case studies should not be generalised statistically or
directly transferred from one context or population to another (Mercer, 2011), they can be
considered “generalizable to theoretical propositions” (Yin, 2003, p. 10), enabling researchers
to identify patterns, refine conceptual frameworks, and generate insights suited to addressing
the theoretical questions posed. In this sense, the use of single-case studies in this dissertation
is well-suited to address the exploratory nature of the research questions while also contributing
to the broader academic discourse on language learning and the role of peer interaction in
educational settings.

In short, each single-case study focuses on a particular episode that enable a close
examination of participation, language choice, and learner agency as they unfold in talk-in-
interaction. Each of the analysis offers unique insights to the phenomena but together they
provide complementary perspectives that address the overarching research questions guiding

the dissertation.

3.1.2. Research Objectives and Questions

As detailed in Section 1.2., the study is guided by three overarching research questions,
centred on participation, language choice, and agency. These are further specified through sub-
qguestions, which are used as an analytical guide for the individual case studies. Rather than
being addressed separately or sequentially, the sub-questions presented here provide a
framework for interpreting the findings of each article and, collectively, for answering the main

research questions in the Conclusions (Chapter 5).
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RQ1: How do learners organise participation in talk-in-interaction across different scenarios?
This question investigates the processes through which learners engage with one
another, negotiate roles, and regulate interaction while conducting collaborative tasks in

plurilingual educational settings. The analysis is guided by the following subquestions:

e How do learners balance shared understanding and task progress when managing turns
and roles across face-to-face and online modalities?

e How do learners co-construct participation in dislocated scenarios, including
pedagogical, off-task, and informal learning moments?

e How do digital affordances—e.g., social media, messaging platforms—reshape
participation in plurilingual (peer) interactions?

e How does participation contribute to the development of learners’ interactional

competence across contexts?

RQ2: How does learners’ language choice emerge in talk-in-interaction across different

scenarios?

This question examines patterns of language selection in talk-in-interaction and the way in
which these choices are shaped by sociocultural and contextual factors. The analysis is guided

by the following subquestions:

e What factors guide learners’ language choices during interaction?

e How do practiced language policies (Bonacina-Pugh, 2012) emerge and evolve in
collaborative plurilingual settings?

e How do learners use their plurilingual repertoires to scaffold meaning, manage roles,
and construct identities?

e How do patterns of language choice reflect or shape emerging communities of practice

(Lave & Wenger, 1991)?
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RQ3: How do learners enact agency in talk-in-interaction across different scenarios?

This question explores how learners act autonomously, make interactional choices, and
shape the structure of talk-in-interaction within plurilingual contexts. The analysis is guided by
the following subquestions:

e How do learners exercise agency in relation to peer participation and task goals?

e How do learners position themselves and project identities through participation and
language use?

e How is agency enacted differently across classroom-based and dislocated learning
spaces?

e How do learners balance academic task demands with social participation when

enacting agency?

3.1.3. Research Context

The teaching proposal that frames the interactions analysed in the four publications of
this dissertation stems from a broader research and innovation project (DATE Project'?),
designed to empower English teachers to transform their teaching practices and create
opportunities for learning. For two academic years (2018-2021) | held the position of research
support technician in the DATE project and became an active and committed member of one of
the participating school communities The current proposal was co-designed and co-
implemented by me and two of the teachers from this school community (see Section 3.1.4. for
information on the different participants) within the frame of the DATE project. The classroom
proposal that frames my study, which we named This is us!, was primarily aimed at offering a

group of students of 3rd of ESO (secondary compulsory education in the Spanish educational

11
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27/02/2020. IP: Dolors Masats.
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system for students aged 14-15) from one of the high schools participating in the DATE project
opportunities and spaces to use and interact in English meaningfully. Its objective was to enable
learners to deploy and develop their interactional competence (Kramsch, 1986) throughout the
process. At a broader level, the proposal was also designed to increase learner engagement
among students who were not intrinsically motivated to learn English, as well as to enhance
their global awareness and their appreciation of their own city and culture. The classroom
proposal adopted a project-based learning (PBL) methodology, in line with the general
guidelines of the DATE project, which stipulated that the classroom proposals should follow a
PBL approach—preferably including technology—to address socially relevant issues, such as the
refugee crisis or environmental sustainability. For example, students participated in cultural
exchanges, created digital stories, or engaged in activities that allowed them to communicate
with peers from other schools in other countries. These approaches aimed to foster authentic
communication in English while simultaneously engaging students in meaningful and socially
relevant activities (Dooly & Sadler, 2019).

Building on these principles—and going back to the design and implementation of the
classroom proposal framing this study—an initial contact with a secondary school in Greece was
started through the eTwinning!? platform. A group of students of the same age as the Catalan
participants, along with their English teacher, took part in the This is us! collaborative proposal,
which was designed to foster familiarity with each other’s culture and ways of life. The two
groups were connected through a series of virtual exchanges organised and mediated by their
teachers so that they could share information on various topics related to their traditions and

daily life. Prior to the first virtual connection, the students were encouraged to investigate on

12 The eTwinning platform is a European School Education initiative sponsored by the European
Commission that aims to facilitate collaboration between schools across Europe, fostering intercultural learning,
digital literacy, and the development of collaborative skills through joint educational projects. (see https://school-
education.ec.europa.eu/en/etwinning).
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their peers’ respective countries and prepare a video introducing themselves and posing
guestions about their peers’ culture and lifestyle. By the end of the project, a face-to-face
meeting in Greece was planned, which triggered the interest of participants to get to know their
each other even better. Consequently, during the video conferences carried out in their
classrooms, some students found an excuse to exchange their personal Instagram accounts to
socialise. The translocal telecollaborative project, therefore, succeeded in offering the students
an authentic context in which to use the target language in and outside the classroom. At that
point, researchers requested access to their Instagram chat conversations and students
voluntarily accepted to send them screenshots on the understanding that these data would be
used for research purposes, in this case as part of the IEP! project'?, which focused on out-of-
school use and learning of English. Finally, after a recruitment process, a group of students were
selected to travel to Greece to meet their international project peers. Before the trip, however,
the group of Catalan students were assigned the task of organizing some fund-raising activities
to subsidise part of the trip. As the decision to travel to Greece was announced just before the
summer break and the trip was planned for September, the meetings to think of ideas to raise
money for the trip—and the actual activities—had to be conducted outside the school during
the summer break. For that matter, a WhatsApp chat was created for teachers to have a direct
instant communication channel with all the students and to supervise over the summer the
preparation of this forthcoming school trip. Within this initiative, the young Catalan students
proactively decided to create an Instagram account to announce all the shops in their town that
had joined the initiative to help raise money for the trip to Greece. Finally, the actual trip to
Greece of a group of Catalan students provided numerous encounters and opportunities for

interaction.

13 The research project ‘Inclusive epistemologies and practices of out-of-school English learning (IEP!)’, was
funded by FEDER/Ministerio de Ciencia, Innovacion y Universidades — Agencia Estatal de Investigacion. Grant ID
PRPPGC2018-099071-A-100. IP: Emilee Moore.
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The interactions that emerged during the various stages of the didactic proposal—
including the international experience—constitute the primary source of data compiled for the
analyses presented in this research (see Section 3.2. for a detailed account of the interactional

data collected throughout the process).

3.1.4. Participants and Their Roles

This section presents the participants involved in the interactions analysed across the
publications comprising the compendium. The first participant is the researcher—me, the
author of this thesis—whose role was not limited to that of an external observer. As an active
member of the school community throughout the project, | contributed not only to the design
and implementation of the classroom proposal but also became part of the data generated in
the study. The second group comprises members of the school community, with particular
emphasis on the in-service teachers who, alongside other stakeholders, collaborated in the
design and implementation of the classroom project. This group also includes volunteer
university students who participated in the broader DATE Project and provided additional
support to the classroom proposal. The final group consists of the learners themselves, who
were the primary participants in most of the classroom interactions. Their participation in the
project—especially through peer interaction—was central to the studies conducted in the

various publications.

The Researcher as Participant

Drawing on ethnographic approaches commonly employed in the exploration of
classroom practices in educational settings (see Mondada & Nussbaum, 2012, or Masats and
Nussbaum, 2022, for examples), in this study | assumed a dual role that went beyond that of an
external observer. My continued presence in the secondary school involved in the DATE project

allowed me to integrate temporarily into the community, assist the English teacher, conduct
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ethnographic work, and develop a nuanced understanding of institutional practices and
linguistic policies. This immersion provided critical insight into the institutional dynamics,
enabling me to better interpret the observable phenomena, in line with the recommendations
of Kunitz and Markee (2017), who emphasize the importance of such understanding for
researchers external to an institution. The ethnographic approach in language learning research
is grounded in the concept of membership knowledge (ten Have, 2002), which refers to the
insider understanding the researcher gains through active participation and immersion in the
field, as previously mentioned. Ethnography is therefore not only a methodological tool for
observing and analysing language practices, but, as Martin Rojo (2010) highlights, also provides
a critical, context-embedded methodology for examining how language practices are
intertwined with institutional structures, identities, language ideologies, and power relations in
educational settings. This approach is particularly valuable in educational contexts, where
formal and informal language practices intersect and mutually influence one another.

In sum, my position as a research support technician within the DATE Project allowed
me to become an active member of the school community. This dual role enabled me to conduct
ethnographic observation and analysis, which formed the foundation of this thesis. Importantly,
occupying an insider position also meant becoming part of the data itself—a situation that
inevitably influenced both the interactions and their interpretation, while simultaneously

providing a privileged perspective as a researcher.

In-service Teachers and Other School Community Members

This group includes the in-service teachers who played a key role in co-designing and
implementing the classroom project, alongside with other members of the school community
whose support was crucial. To clearly situate the participants in this group and their specific
roles, it is first necessary to distinguish between aspects and roles in the design and

development of the classroom proposal that were predetermined by the broader DATE project,
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and those decisions made collaboratively with members of the school community during the
design and implementation of the classroom proposal that frames the data in this study.

The DATE Project was primarily conducted as collaborative action research (Nussbaum,
2017; Masats et al., in press). This methodology is also referred to by the Spanish-coined term
co-labor (Leyva & Speed, 2008; Ballena et al., 2020) to contrast with traditional notions of
collaboration in education, which often involve researchers entering schools from an expert
position of authority to assist teachers—regarded as non-experts—in improving their practices.
Conducting research in co-labor, however, presents certain challenges, particularly in
negotiating the goals and expectations of multiple stakeholders, including researchers, in-
service teachers, and pre-service teachers (see Pratginestds, et al., [2019] for a study on the
relationships established among all the stakeholders in the DATE Project). Collaboration within
a co-labor framework among the various project participants—the researchers and the in-
service teachers, as well as the volunteering pre-service teachers—was prioritised to attain the
project main goals: developing innovative, project-based learning methodologies that could be
integrated into the classroom, while also empowering teachers as agents of transformation in
both their teaching practices and professional development. The following figure illustrates the
dynamic, interrelated relationship among the different stakeholders; all working toward the

same goals.

VOLUNTEERING PRE-SERVICE TEACHERS

(/7 Develop professional competences

THE SCHOOL COMMUNITY
&7 Modify their teaching approach to help
students learn English
(Project-based learning)

_ THE RESEARCH TEAM
e
%) Investigate how innovation can be
enhanced in socieconomically
underpriviledged settings

Figure 3. Participants in the DATE research and teaching innovation project and project objectives
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The DATE project drew on the belief that meaningful teaching innovation can only be
achieved when in-service teachers are empowered and actively engaged in transformative
educational initiatives in collaboration—within a co-labor framework—with researchers and
pre-service teachers. Such collaboration not only serves as a training model for pre-service
teachers but also fosters professional development for both in-service teachers and researchers
alike (Masats & Guerrero, 2018). Such belief is, in turn, based on the premise that knowledge
gained by teachers who reflect upon their practices has positive consequences in their students’
learning success (Burnard, et al., 2015). To this end, mixed teams of researchers and in-service
teachers worked collaboratively from symmetrical positions to design, implement, assess, and
disseminate classroom proposals. The co-labor framework emphasizes the horizontal
distribution of tasks and responsibilities, whereby all members contribute to planning, data
collection, analysis, and dissemination of results (Ballena et al., 2020). The incorporation of
preservice teachers and volunteers—who collaborated with researchers and in-service teachers
in the design and implementation of interdisciplinary, project-based classroom initiatives—was
essential to the successful development of the project.

The first and most important participant in this group—who is also an informant in the
data collected for this study—was the in-service English teacher in the Catalan secondary school
in the project. Apart from actively participating in the design and implementation of the
classroom proposal, which introduced a PBL methodology relatively new to the subject at that
time, he was also co-responsible for the preparation of the trip to Greece and for the planning
the pedagogical activities carried out throughout the process. As a teacher, he inevitably became
part of the interactional data collected for this study, typically in the role of facilitator and, at
times, as a voluntarily spectator of the interactions that occurred mainly among peer learners
(see Publication 3). Following the principles of the co-labor approach to research practices

(Leyva & Speed, 2008), this teacher also participated in the data collection, analysis and
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dissemination of some of the findings of the DATE project, along with the supervisor of this
thesis (see, for example, Pratginestds, et al., 2019 and Pratginestds, et al., 2020).

The English teacher in Greece, who acted as counterpart in the This is us!, also played a
significant role in this study. After initial contact through the eTwinning platform, she became
actively involved in the design and implementation of the classroom project, particularly in
preparing the trip to Greece and in developing the pedagogical activities conducted there. She
also features in some of the interactions analysed (e.g. Publication 3, although due to sound and
image limitations, her contributions are only partially audible and not visually captured. Her role
was primary that of a facilitator of the exchange, while also actively encouraging both groups of
students to interact, as discussed in the analysis of Publication 3.

In addition, a volunteer university student participated in the implementation of project
and can be seen and heard in some of the interactions analysed (Publication 3). Her role in these
exchanges was mainly that of occasional support, intervening in moments of communication
breakdown or prolonged silences, thereby helping to maintain the flow of interaction among

the learners, as illustrated in the analysis of Publication 3.

The Learners as Protagonists

Both the Catalan and the Greek learners, aged 14 and 15, form the central group of
participants and the main protagonists of the classroom proposal. Their peer-to-peer
interactions form the core of the data analysed across all the publications of this thesis. As active
agents in the project, they engaged in the tasks designed within the PBL methodology—partly
new to the Catalan students—, participated enthusiastically in the (tele)collaborative activities
with their partner school, and engaged in the pedagogical and intercultural experiences

associated with the trip—before, during and after the visit. Their voices and interactions were
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therefore key in shaping both the classroom dynamics and the analyses presented in this
dissertation.

From an ethical perspective, data collection practices involving teenage learners raised
both opportunities and challenges. The translocal project offered students an authentic context
for language use, which was especially valuable in the Catalan school—located in an
underprivileged milieu where learners had rarely encountered genuine communicative needs in
English. The use of social media in a language other than their home language further reinforced
the value of learning foreign languages.

Teachers/researchers obtained parental consent for translocal communication both in
the classroom and online—through social media—, as well as explicit permission from all
participants to collect screenshots for research purposes. Data were duly anonymised and
handled in accordance with ethical guidelines for research with human participants and with the
principles of the EU General Data Protection Regulation (GDPR, 2016/679), which emphasize
informed consent, data minimization, and respect for participants’ rights. However, as bonds
between the two groups strengthened—particularly after meeting in Greece—students
increasingly perceived the requirement to send Instagram chats with their teachers as an
intrusion into their private lives. At that point, data collection was discontinued. This experience
not only safeguarded participants’ privacy but also helped us reflect on the ethical complexities
of using personal digital communication in research. Such practices demand a careful balance

between authenticity and respect for participants’ rights.

3.2. Data Sources, Collection, and Treatment

This section presents the data sources underpinning the study, the procedures followed

for data collection, and the steps taken to treat and prepare the data for analysis.
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3.2.1. Corpus and Data Sources

The interactional data generated along the various stages of the didactic classroom

proposal (as described in Section 3.1.3)—including the exchange trip—constitute the core of the

data compiled and analysed in this research. Although not all the data have been thoroughly

analysed or used as the primary the source for a specific publication, presenting the full dataset

is essential for understanding the broader data compilation process. In Table 1 below, each set

of interactional data is outlined and linked to the corresponding publication(s) in which its

analysis is featured.

DATA DESCRIPTION

PARTICIPANTS present in the data ‘ PUBLICATION

1. Classroom project

1.1. Audiovisual recording of the process of preparation

of the introductory videos in the classroom (in

groups)

Catalan students

1.2. Introductory videos

Catalan and Greek students

1.3. Virtual encounters Catalan and Greek students 3
(+ teachers/researchers)

2. Selection process and preparation of the exchange trip

2.1. Students' answers to a questionnaire via Google | Catalan students -

forms created to select those interested in travelling

2.2. Interviews of the shortlisted candidates Catalan students -
+ Catalan interviewers/researchers

2.3. WhatsApp group chat to plan the activities to raise | Catalan students and teachers 2

funds to subsidise the trip

2.4. Instagram account created by students for fund- | Catalan students -

raising

3. Exchange trip

3.1 Informal conversations with teacher presence in Catalan and Greek students -

Greece (+ teachers/researchers)

3.2 Joint classroom activity in Greece Catalan and Greek students 1
(+ teachers/researchers) 3

3.3 Instagram chats (one-to-one chat & group chats) Catalan and Greek students 1b

3.4 Focus group with students who travelled to Greece

Catalan students

(+ teacher/researcher)

Table 1. Brief outline of each set of interactional data and its presence in publications.
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To provide a clear overview of the collected data, the various interactions that emerged

throughout the different stages of the process were categorised according to their contexts and

communication channels. These interactions were classified based on several parameters, as

presented in Table 2 and further detailed below, including their scenario, the type of data, and

the participants of each interaction.

SCENARIO

TECHNOLOGY MEDIATION

TYPE OF DATA

PARTICIPANTS

IN-CLASS

OUT-OF-CLASS

LEARNERS

TEACHERS

DATA DESCRIPTION

Pedagogical | Real-world

task

task

Pedagogical | Real-world
task task

IN-BETWEEN

YES

(face-to-face)

WRITTEN
screenshots/
text extracts

ORAL
audio/video

CATALAN GREEK

CATALAN GREEK

1_Classroom project

1.1. Audiovisual recording of the process of
preparation of the introductory videos inthe

|ctassroom (in groups)

*

1.2. Introductory videos

*

1.3. Virtual encounters

*

2_Selection process and preparation for th

2.1. Students’ answers to the questionnaire via
Google forms created to select those interested
inravelling

exchange trip

2.2, Interviews of the shortlisted candidates

2:3. WhatsApp group chat to plan the activities to
raise funds to subsidise the trip

24. Instagram account created by students for
fund-raising

3 Exchange trip

3.1. Informal conversations with teacher
presence in Greece

3.2. Joint classroom activity in Greece

33, Instagram chats
(one-to-one chat & group chats)

3.4. Focus group with students who travelled to
Greece

Table 2. Classification of the compiled data

Each set of interactional data, as illustrated both in Table 1 and 2, correspond to a

specific easily identifiable stage and scenario of the learning proposal. Please note in the setting

column a sub-column referred to as an in-between learning scenario—a term coined in our study

(Pratginestds & Masats, 2024) to identify a very specific scenario within a WhatsApp chat with

learners (see Section 5.2. for further insight on this methodological contribution).

3.2.2. Data Collection and Selection

The data for this research were collected within the framework of the DATE project,

following an extended period of ethnographic fieldwork (see Section 3.1.3. and 3.1.4. for further
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details). A variety of data collection methods were employed, adapted to the specific contexts
of interaction. Classroom interactional data in physical settings were recorded using both audio
and video, depending on the situation. In many cases, audio recording was preferred to minimise
intrusiveness and avoid overwhelming the participants. In the Catalan context, classroom data
were gathered from two secondary-school classes, each consisting of approximately 30
students. In this context, around 10 hours of classroom interaction were recorded, capturing a
range of activities and stages within the whole implementation process of the classroom
proposal. During the trip to Greece, an additional 4 hours of in- and out-of-classroom interaction
were audio-recorded, complementing the dataset collected to that moment.

In parallel, online interaction data were collected through multiple channels. Instagram
exchanges were documented with the support of participating Catalan students, who voluntarily
shared 15 screenshots of their group and one-to-one exchanges with their Greek peers—with
the understanding that these data would be used exclusively for research purposes and fully
anonymised. For WhatsApp interactions—as | was a direct participant in the conversations;
acting both as a teacher and a researcher— | obtained permission form other participants to
extract and convert the data into plain-text files to facilitate their systematic analysis, ensuring
once again that all participant information was anonymised to protect their identities. The
resulting dataset consisted of interactions from a chat among 12 participants, which amounted
to approximately 15 pages of text.

Following the data collection phase, the entire dataset underwent an initial review and
preliminary analysis. Selecting the data was not an easy task, as there were many interesting
extracts, but the process was guided through collaborative data sessions organised by the GREIP
research group, involving my supervisor and other senior and junior researchers. These sessions
were particularly valuable for discussing and refining analytical strategies. Based on the insights

gained during these discussions, and the relevance of specific datasets to the preliminary
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research objectives, a selection of data was retained for the present study, while other sets were
disregarded. From the recordings with classroom interactional data, a curated subset of
analytically relevant extracts was selected for detailed analysis and incorporated into
Publications 1 and 3. From the Instagram dataset, 4 screenshots were selected for analysis and
included in Publication 1b. From the WhatsApp corpus, 5 analytically relevant extracts were
identified and retained for Publication 2. In this vein, further details regarding the specific
characteristics of each dataset are provided in the corresponding publications.

All selected interactions take place in dislocated scenarios that diverge from strict
conventional classroom-based interactions. These deviations manifest through spatial
displacement, temporal shifts, or alternative participant configurations, setting them apart from
traditional school-based interactions. This common feature emerged not from an intentional
design at the outset, but rather from the natural process of data selection, guided by the specific
research interests each dataset elicited. Table 3 below offers a brief description of the datasets
analysed in each study and highlights the dislocated nature of the learning scenarios examined.

These dislocations reveal learners' experiences as dynamic, situated, and shaped by the specific

social and technological affordances and constraints of each setting.

Publication Description of the Data Set Dislocated Nature of the Scenario

Task-based peer interaction data

i . collected during a transnational project
Interactional Competence in

Transnational Plurilingual

Publication 1:

involving Catalan and
. Greek secondary students
Peer Interactions X i i
using English as a lingua franca

in face-to-face group work.

Screenshots of informal
Instagram messages exchanged

Publication 1b:
. o between Catalan and Greek students
Learning English in Translocal

. after the project
Exchanges in Instagram Chat

ended, voluntarily shared by
participants.

While classroom-based, the scenario is dislocated in
terms of language use (ELF in
a local setting) and social configuration,
with learners engaged in intercultural
collaboration beyond their usual peer groups.

This is a fully out-of-class, informal, and digital

scenario, marked by temporal dispersion (which

extended after the trip), spatial separation, and
spontaneous participant-led engagement.
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Publication Description of the Data Set

WhatsApp group conversations
Publication 2:

Dislocated Nature of the Scenario

The scenario is referred to as an “in-between
learning scenario”, situated between formal
instruction and informal communication. It is

involving students and teachers

Exploring Language preparing for a joint trip, dislocated temporally (interactions happen

Alternation in an 'In-Between including both planning and asynchronously) and socially (teachers and students

Learning Scenario' social interaction. co-construct a learning space outside institutional

norms).

A combination of online and . ) .
. . . Learners interact across variable contexts—digital
face-to-face task interactions during a

Publication 3 . . . .
L. . transnational project, involving Catalan
Examining Learner Agency in

Plurilingual Peer Interactions

and physical, scheduled and improvised—making

. the learning ecology participant-variable, with
and Greek secondary students using o .
] ] . learners engaged in intercultural collaboration

English as a lingua franca in

. beyond their usual peer groups.
online and face-to-face group work.

Table 3. Rationale for the dislocated nature of each scenario

3.2.3. Data treatment for the Analysis

Once the data had been selected, the transcription process started. As Conversation
Analysis (CA)—further discussed in Section 3.3.1. below—requires detailed attention to turn-
taking, sequence organisation, and the contextual flow of interactions (Sacks et al., 1974),
transcription plays a central role. It acts as a critical bridge between naturally occurring
interactions and their analysis. In fact, the very act of transcription already constitutes an initial
stage of data interpretation (Psathas & Anderson, 1990). As Ochs (1979:44) emphasizes,
“transcription is a theoretical process reflecting theoretical goals and definitions.” In this sense,
transcription goes beyond simply recounting participants’ practices: it functions as a systematic
documentation of those practices and, together with the methodology employed, ensures that
the data can be examined and critically engaged with by other researchers (Mondada, 2002;
Nussbaum, 2006).

Fine-grained transcriptions are vital in CA research to capture the key features of talk—
such as pauses, overlaps, intonation, stress, and non-verbal cues. As Balaman and Sert (2017)
point out, “participants’ designs of turns, formations of actions and organisation of sequences

can be best depicted via a transcription system that does not dismiss any detail of interaction as
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irrelevant” (p. 14). This view aligns with the work of Jefferson, a pioneer figure in CA, who
developed a comprehensive transcription system to represent the temporal and interactional
dynamics of talk-in-interaction with precision. Jefferson (2024) regarded transcription not
merely as a technical step, but as an analytical activity in itself—one that requires interpretive
decision-making to accurately reflect the intricacy of human interaction. She compiled a widely
used glossary of transcript symbols, accompanied by an introductory chapter that remains
foundational for researchers working within this tradition. This study uses the transcriptions
conventions developed by GREIP (Research Group for Education, Interaction and
Plurilingualism), which are based on Jefferson’s system (2004), particularly for face-to-face

interactions (in Publications 1 and 3). These conventions are outlined in Figure 4 below:

Pseudonym of speaker: STU:
Intonation

a. Falling: \

b. Rising: /

c. Maintaining _
Pauses:

a. Timed: (n2 seconds)

b. Untimed: () (..)
Overlapping: [text]
Latching: =
Interruption: text-
Lengthening of a sound: te:xt
Soft: ‘text’
Loud: TEXT
Slow: <text>
Fast: >Stext<
Incomprehensible fragment: XX
Best guess at unclear fragment: (text?)
Continuation of a previous turn: ~ STU:
Transcriber’s comments: ((comment))
Language (as oriented to by speakers):

a. Catalan text

b. English text

c. Spanish text

e. Other languages text
Translations: text

Figure 4. Transcription conventions used for face-to-face interactions
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As indicated in the first convention above, all participant names have been replaced with
pseudonyms to ensure anonymisation and protect participants’ identities in accordance with
ethical research guidelines. In addition, ethical approval to use the data collected for the

publications was obtained from the UAB Research Ethics Committee CEEH (ref. No. 3670).

Apart from the transcription conventions listed above—originally proposed to transcribe
oral data—additional decisions had to be made regarding how to present data obtained from
social media, including how to handle anonymisation in these contexts. These issues are
discussed in Section 3.3.3, where the adaptations made to apply CA transcription conventions

to digital and online interactions are examined in detail.

3.3. Analytical Approach

All the data presented in the publications are analysed using Conversation Analysis (CA)
within an ethnomethodological framework, complemented, when relevant, by ethnographic
perspectives, as outlined in this section. The methodological challenges that arise when applying

CA to the analysis of online, computer-mediated data are also addressed in this chapter.

3.3.1. Conversation analysis (CA) as the Research Apparatus

CA provides both a methodological and theoretical framework for investigating
authentic situated social practices, particularly how participants orient to, understand and
construct each other's actions (Sacks et al., 1974). CA is rooted in the principles of
ethnomethodology, the sociological approach developed by Garfinkel (1967) to examine the
methods people use to make sense of and organise their everyday activities. Ethnomethodology
focuses on participants’ interpretative procedures—ethnomethods—that enable them to
attribute meaning to their actions and sustain social order. CA extends these principles to the
study of verbal and embodied interaction, applying them to naturally occurring talk-in-

interaction. The integration of the theoretical principles of ethnomethodology and the
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methodological tools of CA is often referred to as Ethnomethodological Conversation Analysis
(EMCA). While CA examines the sequential patterns of verbal and non-verbal interaction, EMCA
emphasises how participants use these practices as methods for producing and recognising
social order. This includes attention to embodied resources such as gaze, gesture, and posture,
while maintaining an emic perspective, that is, by focusing on how participants orient to,
understand, and construct each other's actions. By combining a commitment to naturalistic data
with a focus on participants’ perspectives, EMCA offers a robust framework for analysing how
understanding is displayed and achieved in interaction (Heritage, 1984; Lynch, 2019).

As mentioned above, both ethnomethodology and CA adopt an emic view, that is, they
try to understand social actions from the participants’ point of view, without including or
considering external interpretations. In this line, ethnomethodology postulates that the
meaning of social actions is indexical—it depends on the context—and reflexive—actions are
not only influenced by the context but also construct it. CA applies these concepts to analyse
how speakers create and renew the context through their interaction. Besides,
ethnomethodology proposes the notion of the documentary method of interpretation
(Garfinkel, 1967), which involves treating everyday actions as documents that reveal primary
social patterns and structures, i.e., specific instances of behaviour as evidence of broader, often
implicit, social rules and norms (Schittpelz, 2019).

Conversation analysis (CA), however, has traditionally been reluctant to document
learning for various reasons. As Moore & Nussbaum (2011) argue, this reluctance derives, firstly,
from the fact that it deals with data collected at a specific moment in time and cannot reflect
changes in behaviour in the mid and long term (He, 2004). Secondly, because CA focuses on the
empirical study of interaction without seeking explanations outside the activity studied (Psathas,
1990) and, thirdly, because CA is radically emic, as mentioned, seeking to understand the

organisation of social life just like the actual participants in the interaction live it and interpret
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it. Documenting learning would involve adopting an ethical vision, projecting on the data
external visions of the researchers, something that the CA does not admit.

In SLA research, however, EMCA has been used to trace how learners’ interactional
competence develops through participation in talk-in-interaction (Mondada & Pekarek Doehler,
2004; Pekarek Doehler, 2018). This perspective, often referred to as CA-for-SLA, uses the tools
of CA to investigate how second language learning emerges through interaction (Markee &
Kasper, 2004; Kasper & Wagner, 2011). Seedhouse (2005a), for example, used CA-for-SLA in the
language learning context to explore how learners and teachers co-construct meaning by
analysing the interactional architecture of language classrooms. Masats (2008) focussed on
learners’ perceptions of the task to understand which processes facilitate acquisition in
interaction. Other studies have examined how repairs shape the identities speakers adopt when
they interact in learning situations (Masats & Unamuno, 2001) or how leaners make use of
plurilingual mechanisms like code-switching and code-mixing as scaffolding mechanism to
communicate in the target language (Masats et al., 2007; Llompart-Esbert et al., 2020). In this
sense, when exploring task-based interactions, CA methodology—which focuses on the fine-
grained details of talk within its sequential order— can only apply to the task-as-process. This is
because, as Seedhouse (2005b) argues, CA relies on the sequential details of talk as it unfolds,
and therefore its analysis pertains to the task-as-process rather than the task-as-workplan, the
latter being a plan rather than an actual communicative event (see Section 2.1.2. for a more
elaborate discussion on this matter). As also noted in other studies (Markee, 2000; Ohta, 2001;
Seedhouse, 1999, 2005b), through CA methodology—particularly CA-for-SLA—tasks can only be
analysed emically. As these studies illustrate, CA-for-SLA provides a useful framework to
examine tasks as they unfold in interaction from the participant’s perspective, and it is the

approach adopted in this thesis. To better understand how CA-for-SLA enables such analyses, it
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is important to outline the four basic principles of CA (Sacks, et al., 1974) on which this approach
is grounded. These can be summarised as follows:

The first principle holds that spontaneous speech is neither disordered nor unstructured
but is organised in a rational and systematic way within a sequential organisation. This means
that verbal interactions follow patterns and rules that can be analysed and described. CA studies
how turns in conversation are ordered, such as adjacency pairs (Schegloff, 2007). The second
principle points out that speakers' contributions not only create the context of the interaction,
but also constantly renew it. This is related to the concepts of indexicality and reflexivity
(Garfinkel, 1967), which explain how speakers give meaning to their actions in the context of
conversation (Heritage, 1984). The third principle defends that all semiotic material that is part
of the interaction (such as gestures, looks, body positions, etc.) can be relevant for interpreting
participants' activities. This implies that CA does not only analyse verbal language, but also other
communicative resources and embodied interaction. Finally, the fourth principle holds that
analysis should be data-driven, with no prior assumptions. This means that the analyst must
observe the data without prejudices and let the interpretation emerge from the data only,
adopting an emic perspective. This means that the information should only be considered if the
participants orient to it in their discourse, by referring to it in any way or make it relevant.
Otherwise, it should not be taken in account.

Additionally, to describe how interactions are structured and managed CA focuses on

different mechanisms:

1 Turn-taking refers to how speakers manage their turns in conversation, ensuring that
talk is organised and that participants know when to speak and when to listen.

2 Adjacency pairs refer to two related utterances by different speakers, such as a question
and an answer, or a greeting and a response. These pairs are fundamental to the

structure of conversation.
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3 Sequentiality refers to the fact that speakers' contributions create and renew the
context of the conversation, following a logical sequence.

4  Preference organization refers to the ways in which certain types of responses are
preferred over others in conversation. Preferred responses—such as acceptations—
help to maintain the flow of the conversation, while non-preferred responses—such as
rebuttals—) may require additional explanations.

5 Repair mechanisms refer to how participants address and correct problems in speaking,
hearing, or understanding during the interactions. Repairs can be initiated by the person
producing the utterance (self-initiated) or the interlocutor (other-initiated) and can
likewise be carried out either by the initiator of the utterance (self-repair) or by the
interlocutor (other-repair). We elaborated on how repairs (within potential acquisition

sequences) may be a potential opportunity for learning in Section 2.1.1.

As clearly described above, our primary methodological approach is thus CA-for-SLA—
Conversation Analysis (CA) within the EMCA tradition—, as it provides the tools for examining
how participants make sense of social interactions through turn-by-turn sequences. However,
recent research shows that CA within the EMCA approach can be meaningfully complemented
by ethnographic insights that situate interaction in broader contexts. While CA has traditionally
resisted external interpretations to avoid imposing meaning, Matsumoto (2018) demonstrates
that incorporating ethnographic data can enrich our understanding of why participants act in
certain ways, how prior relationships shape interaction, and how nonverbal behaviour acquire
social significance. This approach aligns with linguistic ethnography, which maintains CA’s
commitment to participants’ orientations while situating the analysis of the interaction within
broader social and institutional contexts. Although epistemological tensions between sequential

analysis and ethnography are acknowledged, scholars such Rampton et al., (2004) and Creese
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(2008) argue that language and social context are inseparable, and that CA can benefit from
ethnographic perspectives linking micro-level details to lived sociocultural realities.

Following this perspective, the present study draws on our—the researcher’'s—own
sustained ethnographic fieldwork (as described in Section 3.1.2) not only to complement the CA
analysis but also to provide a deeper, situated understanding of the classroom norms,
participant roles, and communicative expectations that structure and can be detected through

everyday interaction.

3.3.2. Conversation Analysis in Online and Computer-mediated Interaction

As exposed above, all the data explored for this dissertation has been analysed
sequentially following the premises of the CA-for-SLA a research apparatus. However,
considering the digital nature of some of the data explored in publications 1b and 2, we need to
move on from the traditional conventions of CA to consider the unique features of online text-
based interactions. Numerous researchers have tackled the challenge of applying CA to online
data, whether audiovisual or text-based, and to computer-mediated communication (CMC) or
interaction (CMI). Most studies focus on sequence organization and turn-taking in CMC/CMI as
opposed to more established findings of such aspects in face-to-face oral communication (see
Giles, et al., (2015) and Tudini and Liddicoat (2017) for influential research reviews). Additionally,
several authors have explored the unique interactional resources users employ on social media
platforms and video games (Thorne, et al., 2015; Androutsopoulos 2010) and the affordances
and constraints of each medium (Hutchby 2001; Meredith 2019). Research on L2 CMC and CMI
(and mobile-mediated interaction and communication: MMI or MMC) from a CA perspective has
focused on learners’ participation and task accomplishment, while also questioning the use of
traditional CA devices to analyse online data produced by L2 learners, such as turn-taking,

sequence organization, or repair (see, for example, Gonzalez-Lloret 2011; Negretti, 1999;
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Thorne & Hellermann, 2022; Balaman & Sert, 2017; Pekarek-Doehler & Balaman, 2021;
Pratginestds & Masats, 2021; Pratginestds, 2022).

When analysing a technologically mediated interaction that is not oral but written,
applying CA implies that the sequence organization may appear "chaotic, highly disrupted,
without any adjacency [...], mainly due to the fact that the exact timing of message placement
cannot be controlled by the interactants" (Gonzalez-Lloret, 2011, p. 310). Yet, research indicates
that participants' turns often orient towards specific previous turns within the same
conversation as in any other ordinary face-to-face interaction, which is known as 'virtual
adjacency' (Schonfeldt & Golato, 2003). This is so even among language learners (Gonzalez-
Lloret, 2007, 2008a). As Gonzalez-Lloret (2011) notes, however, the turn-taking system in
technologically or mobile-mediated text-based communication is significantly different from
face-to-face communication and is highly constrained by the medium, which presents challenges
for both participants and CA analysts (see also Garcia & Jacobs, 1999; Herring, 1999; Murray,
1989; Negretti, 1999; Thorne, 2000; Schonfeldt & Golato, 2003; Beisswenger, 2008). In line with
this, Gonzalez-Lloret (2008b, 2011) examined the role of explicit repair and sequence
organization in synchronous, text-based computer-mediated communication (SCMC),
highlighting how learners adapt to the medium to achieve understanding and maintain
conversational coherence. Despite some methodological and analytical advances to deepen the
understanding of this type of CMC interactions (e.g., Thorne, 2013; Tudini, 2019; Pratginestds &
Masats, 2021), research on some emerging interactional contexts—including social media, video
games, and mobile chat—is still insufficient, and despite their popularity among learners some

contexts are still underexplored from this interactional participation framework.

3.3.3. Methodological Challenges in Analysing Digital Interaction
One of the challenges CA analysts face when exploring digital or computer-mediated

interactions—as we expose and discuss in Publication 1b—is determining what constitutes a
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turn. To describe the organization of turns, we have coined the term 'message unit'. Message
units are created when participants press enter to post their contributions. Participants can
either post a single message unit or split their post into smaller units. In the first case, the turn
consists of a 'compact message unit', where no other participant speaks during the production
and delivery of the message. In the second case, the message is divided into 'split message units',
allowing other participants to either wait for the complete contribution or join in while different
units are still being constructed. To illustrate our approach, the following excerpts present
examples of both compact and split messages from the online interactions analysed, both from
WhatsApp and Instagram. In Excerpt 1, we see that lines 22 and 23 form a split message unit—
the message is being divided across different turns—whereas line 24 appears as a compact
message unit, produced and delivered without interruption. In Excerpt 2, lines 13-16 further

demonstrate a split message unit, whereas line 17 shows a compact one.

6 | am 15 years old | am the
7 president of the students cuncil |
8 am playing basketball for 4 years
9 | like wtcing movies and hanging
10 out with my friends | have one
1 sister and | also get bored very
2 @ much&s
13 Jajaj we are already twowho got
14 very bored
15 Wow 4 years to his playing
16 basketball will be goog no? @
22 [un.27 9:57:11] ANN: Yes tomorrow morning 17 @ Haha....I like basketball a lot
23 [Jun. 27 9:57:30] ANN: Or as you want - "
24 [Jun. 27 9:59:10] ZOE: Podemos hablar en castellano que nos entendemos bien?= 18 ',t AL I.Ess.the CICREAL
19 I've been doing judo for 10 years
ZOE: Can we speak Spanish so that we understand each other well &
25 [Jun.27 9:559:45] ANN: No 20 Haha e
26 (in response to line 21) [Jun. 27 10:00:03] MAR: Yes, please
27 (in response to line 24) [Jun. 27 10:00:10] KAI: In English better, in this way we can practice the language a bit more 21 @ Wowww
28 [Jun.27 10:00:22] ANN: Yes
29 (in response to line 26) [Jun. 27 10:00:38] ZOE: I'm in Bulgaria i can't @
&
30 [un. 27 10:00:43] ZOE: Videocall — R
Excerpt 1. WhatsApp interaction Excerpt 2. Instagram interaction illustrating
illustrating the notion of message unit the notion of message unit

Additionally, our description of turn composition includes not only lexical (words),
phrasal (phrases), clausal (clauses), and sentential (sentences) units but also visual (pictures,

gifs, giphys, and emojis), audial (instant recorded oral messages), audiovisual (videos), and
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hypertextual (links to other multimodal texts) units. This can also be observed in the excerpts
provided. Line 24 in Excerpt 1 (above) and line 10 in Excerpt 3 (below) illustrates a compact
message unit that combines a sentential and a visual component, whereas lines 11 and 12 in
Excerpt 3 offer an example of a message unit divided into two smaller parts: a visual unit (line

11) and a lexical unit, the latter repeated twice (line 12).

—
10 @ Use Google &2
—

Lo

11
12 @ True true

Excerpt 3. Instagram Interaction illustrating turn composition

Building on these examples, the analysis of interaction in text-based chats, such as the
Instagram or WhatsApp ones, requires attention to the particular features of each platform, as
these may differ from or add a nuance to the traditional CA understanding of certain notions
such as the turn or the overlapping.

Some notable features of WhatsApp chats regarding these notions should indeed be
highlighted. The system records the exact time a turn is posted, providing information on
overlapping and transition times between turns. However, this is less relevant than in face-to-
face interactions, as participants may not respond immediately for various reasons. This way of
marking adjacency connects directly to how we have dealt with overlapping turns and turn
representation. Since the extracted file from the WhatsApp includes precise timestamps
(hour:minute:second), it was possible to reconstruct interactional timing with accuracy. This
enabled us to determine whether contributions occurred in immediate succession (with possible
overlap) or were separated by considerable temporal gaps. As illustrated in Excerpt 4 below, all

turns were posted within just over a minute. Furthermore, each message in the exported file is
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numbered sequentially, meaning that every new message—regardless of its length or content—

is treated as a separate turn.

35 [Jun.27 10:05:34]) TEACHER 1: Let’s see how many of you could make it tomorrow
36 (let’s say at 11.30 at the school) and we could also meet again one day next week.
37 [Jun.27 10:06:05] ANN: I can’t go

38 (in response to 35-36) [Jun. 27 10:06:27] POL: Okey, I can go the two days &
39 (in response to 37) [Jun. 27 10:06:50] NOA: me neither

Excerpt 4. WhatsApp Interaction illustrating turn adjacency

WhatsApp also allows users to refer to a specific previous turn, even if it was posted
much earlier in time. This feature helps organize sequences and avoid misunderstandings,
favouring what has been referred to as the virtual adjacency (Schonfeldt and Golato 2003).
However, not all users utilize this mechanism, which can lead to ambiguity when multiple
sequences occur simultaneously, posing a limitation to our study. To address this, we annotated
the exported text file (extracted from the app) by marking explicit replies with the phrase “in
response to line X, thereby making relational links across turns visible, as shown above in
Excerpt 4 (lines 38 and 39).

The Instagram interactive features pose some specific analytical challenges too.
Overlapping, for example, is harder to interpret in Instagram chats, as turns do not physically
overlap. Two participants may produce messages simultaneously, but their posts are published
sequentially. Unlike what occurs in WhatsApp chats, in Instagram posts the exact posting time
is not recorded—at least at the time of this study—, so overlaps cannot be measured, and
pauses cannot be inferred. If messages are not read synchronously, it is impossible to determine
whether two messages were posted simultaneously or after a pause. Similarly, a series of turns
repeating the same words within the same exchange cannot simply be analysed as a choral
response; participants might have chosen to take the floor simultaneously through self-

selection, or some may have responded only after observing others’ posts. A further challenge
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concerns the identification of adjacency pairs. In contrast to WhatsApp, where users can
explicitly select a previous message to signal a reply, Instagram did not offer that feature at the
time of this study—though it does now. The absence of this functionality complicated the re-
establishment of adjacency pairs, requiring the analyst to rely instead on sequential positioning,
repetition, or contextual cues to reconstruct interactional links. In Excerpt 5, for instance, we
observe how two sequences of turns—one related to a joke about meeting at the airport (lines
24-29) and another about attending a German lesson (lines 23, 30, 32-34)— are interwoven.
While these overlapping threads make it difficult to trace conversational coherence, it is still

possible to distinguish them thanks to the contextual and thematic cues.

23 + | have German lesson

n@ v

27 He said that he wants to come to the
28 airport

29 @ But he cant

30 @ Did you do German G1 ?

—
1
CE&E
31 —-—
—
C1 I have agerman lessonin5

32
33 @ minutes

34 @ Wow, you're a box of surprise

. @

36 @ Sosee you later G1 &2
37
(W)
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Excerpt 5. Instagram interaction to illustrate adjacency and vocatives

A reliable way to identify the turn adjacency is by observing how participants address
one another directly with vocatives (i.e., by naming the interlocutor). This strategy, however,
posed challenges for transcription, as it required concealing participants’ identities while at the
same time preserving the interactional features essential for analysis. In the case of Instagram
interactions (see Excerpts 2, 3 and 5), we manipulated the screenshots to hide usernames and
profile pictures and replaced them with an alphanumeric identifier. This coding system consists
of a letter to identify the group of students (G for Greek students, C for Catalan students) and a
number indicating the order of first appearance in the chat. This code was also consistently used
to replace students’ names when they appeared in the text messages, thereby ensuring that
vocatives continued to function as markers of adjacency. As seen in Excerpt 5 (above), the use
of coding allowed recognition of turn adjacency, as vocative references continued to signal the
intended addressee despite anonymisation. In lines 30, for example, C1 directs a question
specifically to G1 by explicitly naming him, thereby clarifying that the message is not addressed
to the group as a whole. G1, in turn, answers his question with C1’s name, using the same
strategy to maintain the conversational link.

For WhatsApp interactions (Excerpts 1 and 4), anonymisation was achieved in a way
more similar to face-to-face data: students’ names were replaced with three-letter pseudonyms
(e.g., NER, PAN), which also protected privacy while maintaining the recognisability of
conversational links, which balanced ethical concerns and analytical needs.

Another level of complexity—beyond the features of the chat itself—relates to the fact
that the exchanges may not always be complete when data is shared with the researcher. This
could be due to the fact that the students only selected fragments of their Instagram chats or
because the screenshots acknowledge the presence of audio and visual elements that are either

not disclosed to the teachers/researchers or no longer accessible.
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4. PUBLICATIONS

4.1. Compendium overview

The four publications included in this compendium constitute its foundation and
collectively fulfil the criteria established by the Doctoral Programme in Education at the
Universitat Autonoma de Barcelona (UAB) for the submission of a compendium-based doctoral
thesis. These requirements include authorship criteria (as sole or first author), date of
publication (post-registration of the doctoral thesis, between the years 2021 and 2025), and
dissemination through high-impact academic platforms. Two publications appear in peer-
reviewed journals of recognised academic value and the other two are book chapters published
by internationally prestigious publishers. As outlined below, three of the publications are
available in open access on the respective publishers’ official websites and, in agreement with
the doctoral programme’s requirements, all four have also been uploaded to the Diposit Digital

de Documents de la UAB (UAB Digital Repository of Documents).

Publication 1

Pratginestds, C. (2022). Interactional competence in transnational plurilingual peer
interactions. In D. Masats and L. Nussbaum (Eds.), Plurilingual classroom practices and
participation in Catalonia: Analysing interaction in local and translocal Settings (pp. 188—199).

Routledge. Open access here.

Available at the permanent link of the UAB Digital Repository of Documents:
https://ddd.uab.cat/record/308440?In=ca

This is a single-authored book chapter published by Routledge—a globally recognised
academic publisher known for its rigorous and selective peer-review process in manuscript
acceptance. According to the Scholarly Publishers Indicators (SPI) for foreign publishing
companies, Routledge (Taylor & Francis Group) ranks first in Education and fifth in Language,

Literature and Philology.
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https://www.taylorfrancis.com/chapters/oa-edit/10.4324/9781003169123-21/interactional-competence-transnational-plurilingual-peer-interactions-c%C3%A8lia-pratginest%C3%B3s
https://ddd.uab.cat/record/308440?ln=ca

Editoriales extranjeras

EEEER Posicion Editorial ICEE
1 Cambridge University Press 220
2 Oxford University Press 194
Editoriales extranjeras 3 Peter Lang Publishing Group 183
Posicion Editorial ICEE 4 De Gruyter 140
1 Routledge (Taylor & Francis Group) 19 5 Routledge (Taylor & Francis Group) 138

Figure 5. Ranking of Routledge (Taylor & Francis Group) in Scholarly Publishers Indicators (SPI) in humanities and

social sciences (Publication 1)

Publication 1b (complementary)

Pratginestds, C., & Masats, D. (2021). Learning English in translocal exchanges in Instagram
chat. In E. Moore & C. Vallejo (Eds.), Learning English out of school: An inclusive approach to

research and action (pp. 69-97). Peter Lang. Open access here.

Available at the permanent link of the UAB Digital Repository of Documents:
https://ddd.uab.cat/record/282649?In=ca

I am the first author of this book chapter, co-authored with my doctoral supervisor and
published by Peter Lang Publishing Group, a publishing house of recognised international

standing. According to the SPI ranking for foreign publishing companies, Peter Lang ranks third

in the field of Linguistics, Literature, and Philology and tenth in the field of Education.

Educacion

Editoriales extranjeras

Posicion Editorial ICEE LIng

1 Routledge (Taylor & Francis Group) 119

2 Springer 110

3 McGraw Hill 58

4 Kluwer Academic Publishers (Wolters Kluwer) 39

5 HumanKinetics 38 Editoriales extranjeras

6 1GI Global 34

7 Sage Publications 29 Posicion Editorial ICEE
8 Oxford University Press 28 1 Cambridge University Press 220
o Pearson Publishing i 2 Oxford University Press 194
10 Chicago University Press 22

10 Peter Lang Publishing Group 22 3 Peter Lang Publishing Group 183

Figure 6. Ranking of Peter Lang Publishing Group in Scholarly Publishers Indicators (SPI) in humanities and social

sciences (Publication 1b)

This publication is included as a complementary contribution to the compendium because

according to the criteria of the Doctoral Programme in Education from the UAB only one book
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https://www.peterlang.com/document/1159549
https://ddd.uab.cat/record/282649?ln=ca
https://spi.csic.es/indicadores/prestigio-editorial/prestigio-editorial-clasificacion-disciplinas-2022/2022-prestigio-editorial-clasificacion-disciplinas-educacion
https://spi.csic.es/indicadores/prestigio-editorial/prestigio-editorial-clasificacion-disciplinas-2022/2022-prestigio-editorial-clasificacion-disciplinas-linguistica-literatura-y-filologia
https://spi.csic.es/indicadores/prestigio-editorial/prestigio-editorial-clasificacion-disciplinas-2022/2022-prestigio-editorial-clasificacion-disciplinas-educacion

chapter can be part of the main corpus. Nevertheless, given the high impact of the publishing
house and the direct relevance of the study to the content of the compendium, it is

incorporated here.

Publication 2

Pratginestds, C., & Masats, D. (2024). Exploring language alternation and participation in an ‘in-
between learning scenario’: A case study of a WhatsApp chat with secondary students of
English. Classroom Discourse, 15(3), 273-292.
https://doi.org/10.1080/19463014.2024.2315022

Available at the permanent link of UAB Digital Repository of Documents:

https://ddd.uab.cat/record/289852

| am the first author of this article, co-authored with my doctoral supervisor, and
published in Classroom Discourse, a peer-reviewed Q2 (second quartile) journal in the category
of Education and Educational Research in the Journal Citation Reports (JCR). In SJR (Scimago
Journal Rank) has the following indexing impact factors in the discipline of Social Science: Year
2024—Q1 in Linguistics and Language (SJR 2024: 0.693, h-index: 25, position: 151) / Q2 in
Education (SJR 2024: 0.693, h-index: 25, position: 399). The journal also ranks high in other major

academic databases including Scopus, and Social Sciences Citation Index.

Quartiles AN

Education
SJR 2024

0.693

Linguistics and Language

H-INDEX

2019 2020 2021 2022 2023 2024 25

Figure 7. Indexing impact factors of Publication 2
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https://doi.org/10.1080/19463014.2024.2315022
https://ddd.uab.cat/record/289852

Publication 3

Pratginestds, C. (2025). Examining learner agency in plurilingual peer interactions: Managing
participation in virtual and face-to-face tasks. Bellaterra Journal of Teaching & Learning

Languages & Literature, 18(3), 1-24. Open access here

Available at the permanent link of the UAB Digital Repository of Documents:
https://ddd.uab.cat/record/319865?In=ca

This last publication is a single-authored peer-reviewed article published in Bellaterra
Journal of Teaching & Learning Languages & Literature, which has the following indexing impact
factors for year 2024: Q1 in Literature and Literary Theory (SJR 2024: 0.188, h-index: 9, position:
151), Q2 in Language and Linguistics (SJR 2024: 0.188, h-index: 9, position: 619) and Q4 in

Education (SJR 2024: 0.188, h-index: 9, position: 1244).

Quartiles

\/&

Linguistics and Language S0R2024

0.188

Literature and Literary Theory

H-INDEX

2019 2020 2021 2022 2023 2024 9

Figure 8. Indexing impact factors of Publication 3

Regarding impact indexes, it is important to note that research in Language Didactics
falls within the field of Social Sciences, but it is more closely aligned with Linguistics and
Language than with Education. In the case of publishers, index rankings tend not to vary
significantly across fields; however, in the case of journals, it does. As an example, the journal of
the Language and Literature Didactics Unit, Bellaterra Journal of Teaching and Learning
Language and Literature, is ranked Q1 in the field of Literature and Literary theory, Q2 in the
field of Linguistics and Language, but only Q4 in the field of Education, as shown in Scopus:

https://www.scopus.com/sourceid/21100208058
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https://revistes.uab.cat/jtl3/article/view/v18-3-pratginestos
https://ddd.uab.cat/record/319865?ln=ca
https://www.scopus.com/sourceid/21100208058

4.2. The Publications in Detail
This section presents a description of each publication and concludes with a summary

table that synthesises the main point for ease of reference and comparison.

4.2.1 Publication 1

Pratginestds, C. (2022). Interactional competence in transnational plurilingual peer
interactions. In D. Masats and L. Nussbaum (Eds.), Plurilingual classroom practices and
participation in Catalonia: Analysing interaction in local and translocal settings (pp. 188—199).
Routledge. https://doi.org/10.4324/9781003169123-21

Brief summary

This chapter presents a single-case analysis of peer interactions among the Catalan and
Greek secondary students of English while engaged in the resolution of a pedagogical task during
a face-to-face school encounter in Greece within the framework of the joint transnational
project. Drawing on Conversation Analysis (CA) and ethnographic perspectives, the study offers
a micro-analysis of the interaction to examine how learners use English as a lingua franca (ELF)
and mobilise their Interactional Competence (IC) as they manage turn-taking, address
misunderstandings, and use multimodal and plurilingual resources to sustain mutual
understanding and advance task progression. Two excerpts from the recorded interactions are
analysed. The first one illustrates initial difficulties in topic alignment and understanding,
stemming from linguistic gaps and differing interpretations of the Academic Task Structure
(ATS). These moments reveal how learners attempt to repair or move forward using various
resources—such as code-switching, gestures, or letting misunderstandings pass. The second
excerpt demonstrates improved interaction flow as students manage to find a shared topic—
local festivals—and collaboratively construct meaning. Here, a shift toward unilingual modes of
communication in ELF is observed, although supportive plurilingual resources—e.g., terms in

Spanish, gestures, sound effects—continue to be mobilised. The analysis highlights two key
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concepts: preference for progressivity—participants' determination to sustain conversational
flow—and intersubjectivity—their efforts to maintain mutual understanding, which can,
however, come into conflict in interaction. Overall, the study underscores the pedagogical value
of transnational exchanges in enhancing learner engagement and the development of their IC.
Such interactions not only foster the authentic use of English but also encourage learners to
deploy their full communicative repertoires. The findings suggest that peer interactions in
diverse, less socially privileged environments promote linguistic risk-taking and collaborative

learning—phenomena often less visible in traditional teacher-led settings.
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Chapter |5

Interactional competence
in transnational plurilingual
peer interactions

Célia Pratginestds

Introduction

Enhancing learners’ engagement in using and exploring a language they still do
not master is a challenge most secondary teachers need to face in English as a
foreign language (EFL) classrooms. Yet, triggering students’ need for commu-
nicating to one another in a language other than the one they use to socialise
within the group is not an easy task. It is our belief that teachers can reverse the
situation by providing learners with opportunities to participate in transnational
plurilingual interactions with peers. In such practices the use of English goes
beyond the classroom walls, which creates a need to use English and occasions
for genuine communication. In turn, these initiatives also create a ‘space for
learning’ (Walsh, 2011) as students can practice the target language and deploy
their Interactional Competence (IC) through the mobilisation of plurilingual
and multimodal resources.

This chapter will focus on how participants in transnational plurilingual
interactions use English-as-a-lingua-franca (ELF), a mediating communication
tool in and outside the classroom, and also will explore the resources they
mobilise when exposed to the opportunities for real communication with peer
students with a different L1. On the one hand, we will look at how learners
organise their participation, focusing on certain aspects of the interaction
and their IC deployment such as turn-taking and topic management. On the
other, we will heed the plurilingual and multimodal procedures they mobilise
in favour of progressivity and intersubjectivity. Towards this purpose, we have
analysed two sequences of interaction — collected within the framework of a
collaborative research and innovation project — recorded during the implemen-
tation of a group task (within an transnational exchange) between Greek and
Catalan secondary school students. The task assigned to the learners consisted
of exchanging information, in groups of four, on their own culture and life-
style to finally report said information to the group as a whole at the end of
the class. First, the theoretical framework will be laid out. Then, the methodo-
logical apparatus used for analysis will be described and, after the data analysis,
conclusions will be formed.

DOI: 10.4324/9781003169123-21
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Transnational peer interactions 189

On the nature of learner’s interactional competence

When engaging in interactions with others (both in an L1 or L2 language),
we deploy our ability to accomplish meaningful social actions, to respond to
co-participants’ previous actions and to recognise and respond to expectations
of what to say and how to say it (Hall and Pekarek Doehler, 2011; Young,
2011). IC relates to this ability as it involves deploying and recognising context-
specific patterns by which turns are taken, actions are organised on a moment-
to-moment basis and practices are ordered (Hall and Pekarek Doehler, 2011).
The current construct of IC builds upon the concept ‘communicative com-
petence’, coined by Hymes (1972) and operated and theorised by Canale and
Swain (1980) and Bachman (1990), among others, in contrast to Chomsky’s
‘linguistic competence’ (1965). The main difference between ‘communicative
competence’ and IC, according to Young (2011: 430), is that “IC is distributed
across participants and varies in different interactional practices” and, funda-
mentally, that “IC is not what a person knows, but what a person does together
with others”. Kramsch’s view (1986) also clearly distinguishes IC from commu-
nicative competence arguing that IC presupposes “a shared internal context or
‘a sphere of inter-subjectivity’”. The resources that participants bring to inter-
action, which characterise IC, were listed and classified by Young (2008: 71)
within three groups: (1) identity resources (participation framework), (2) lin-
guistic resources (register, modes of meaning) and (3) interactional resources
(speech acts, turn-taking, repair, boundaries). Other forms of conduct in add-
ition to talk (nonverbal semiotic resources) are also considered in the analysis
of the completion of communicative activities (Goodwin, 2000), as indeed are
verbal prosody, rhythm and intonation (Young, 2011).

Among all the types of interactions learners participate in, peer interactions
provide opportunities for learning through collaborative interaction and col-
lective scaffolding (Donato, 1994). There is consensus among researchers that
interactions in paired and group tasks are particularly relevant because they offer
every member in the interaction increased possibilities of participation than
those offered in interactions between teachers and learners (Masats, 2008). As
the author shows, in plurilingual peer interactions, without the presence/medi-
ation of a teacher, learners dare to explore, take risks and participate both in the
topic structuring, the actual interaction organisation and even in freer explor-
ation of different linguistic forms. Understanding how participants interact
with peers entails understanding how they communicate and co-construct
learning in a moment-by-moment fashion within the interaction, i.e. how they
deploy their IC (Kramsch, 1986; He and Young, 1998; Hall, Hellerman, and
Pekarek-Doehler, 2011).

Within an L2 educational setting, as Borras, Moore, and Nussbaum (2015)
explain, participants are simultaneously responsible for managing the organ-
isation of their talk, which resembles an ordinary conversation with various
participants (Lerner, 2003), and the need to complete the task they have been
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190 Céelia Pratginestods

assigned. This duality, as the authors point out, is linked to a framework proposed
by Erickson (1982), which suggests an intertwined relationship between the
‘Social Participation Structure’ (SPS), i.e. the set of constraints on the alloca-
tion of interactional rights and obligations of the various group members, filled
with conversational rules of sequence interaction (Seedhouse, 2005; Masats,
Nussbaum, and Unamuno, 2007), and the ‘Academic Task Structure’ (ATS), i.e.
the stages necessary to complete the task. The way participants orient them-
selves to develop and execute a task in an L2 is also central to the study of
the relationship between plurilingual practices and the development of L2
communicative expertise (built on the participants’ full repertoire), because, as
Llompart and Nussbaum (2018) establish, plurilingual uses scaffold participa-
tion in L2 learning tasks and the eventual acquisition of unilingual competences
(Nussbaum and Unamuno, 2000; Hall, Cheng, and Carlson, 2006; Liidi and Py,
2009). This process is characterised by different stages (Llompart et al, 2019)
that move from plurilingual interaction modes, where diverse resources, i.e.
‘code-switching’, ‘code-mixing’, ‘fused lects’ (Auer, 1999), hybrid forms,
gestures, etc., are used simultaneously to manage the task or overcome com-
municative obstacles, to unilingual modes, where participants orient themselves
towards the exclusive use of the target language. A single-case analysis cannot
provide insights on this process — as a longitudinal study would indeed do — but
can provide information on the specific plurilingual mechanisms deployed by
participants at that very stage of the learning process. Language switching is
analysed to understand the nature of the sequence and to explore how the lan-
guage chosen by every participant impacts on the organisation of the following
turns (Auer, 1984).

The use of diverse resources deployed by participants in ELF interactions is
closely linked to the purpose of and preference for achieving interactional order
while maintaining intersubjectivity for mutual comprehension (Heritage, 2007)
based on the preference for progressivity (Schegloft, 2006). The maintenance
of the intersubjectivity of the interaction engages participants in the treatment,
prevention and repair of possible troubles and problems of understanding,
whereas the preference for progressivity involves participants in the adoption of
all the possible resources that enable them to go on within the current activity
(Markaki et al, 2013). The procedures ‘let it pass’ and ‘make it normal’ are
brought into play to accomplish the interactional order (Firth, 1996) in favour
of progressivity, essential for the development of the ATS (Borras, Moore, and
Nussbaum, 2015). As Firth (1996) puts it, the concept ‘let it pass’ involves “the
hearer letting the unclear or unknown utterance ‘pass’ on the assumption that
it will either become clear or redundant as interaction progresses”, involving
passivity on the hearer’s part. Conversely,“the concept ‘make it normal’ involves
the hearer actively, though implicitly, attempting to make sense of what is being
done and said” (Firth, 1996: 243). In this case, however, as the author states, the
hearer avoids ‘other-repairs’ or ‘candidate completions’ as these would manifest
the interlocutor’ utterances being perceived as problematic.
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Methodology

Our data were collected within a collaborative research initiative targeted
at empowering and enabling teachers to transform teaching practices in the
English classroom through the adoption of Project-based Learning (PBL).
Projects have proved to be meaningful proposals that create a real need to use
English and opportunities for authentic communication (Dooly and Sadler,
2019). In this study data emerge from the implementation of a teaching pro-
posal designed, executed and assessed in ‘colabor’ (Leyva and Speed, 2008;
Ballena, Masats, and Unamuno, 2020), that is, through a form of ‘collaborative
action research” (Nussbaum, 2017; Masats et al, in press) between the author
of the chapter and an in-service English teacher participating in the research
study. The teaching proposal took the form of a telecollaboration and mobility
project designed to offer a group of Catalan adolescents — from a public high
school in the metropolitan area of Barcelona — opportunities to use and interact
in English during the preparation and accomplishment of a cultural exchange
and actual trip to Greece.The interaction presented here corresponds to a face-
to-face encounter recorded during the development of an in-class group task
(described below) when the Catalan students travelled to Greece.

We present a single-case analysis of the plurilingual peer interactions,
generated during the implementation of a group task. Our approach to data
stems from an ethnographic and emic perspective and is based on the theoretical
and methodological premises of Conversation Analysis (CA) (Sacks, Schegloff,
and Jefferson, 1974) to describe the numerous resources comprising L2 users’
IC. As Balaman and Sert (2017) put it, “CA provides a complete picture of
situated participant orientations mainly through the socio-analytic constructs
such as turn-taking, sequence organisation, preference organisation, and repair”
and enables the researcher to determine how speakers demonstrate they under-
stand each other in the “context-shaped and context-renewing” (Heritage,
1984) character of any interaction. Through these data we focus on the impact
this project has had on the L2 interactive competence of the participating sec-
ondary school students and the resources they mobilised to achieve an effective
communication in ELF when interacting with peers with a different L1.

Analysis

The following excerpts correspond to a sequence of interaction in which
Nerea (NER) and Laia (LAI) — Catalan — and Panagiotis (PAN) and Giorgios
(GIO) — Greek — were asked by their teacher to sit in groups of four for a
group discussion. Very few guidelines were given as learners were expected to
talk freely about any topic they found worth sharing (related to their culture
and lifestyle) for approximately 15 minutes. It is relevant to mention that both
NER and LAI are using their mobile phones, which constitutes a mediation
tool, to find photos of the places they are talking about and to show PAN and
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GIO. These excerpts will serve as examples of two aspects of the participants’
interaction and IC deployment: (1) how learners organise their participation in
interaction (SPS) and co-construct the task (ATS),and (2) how they use diverse
plurilingual resources and other mechanisms in favour of progressivity while
orienting to a ‘unilingual mode of interaction’ (Liidi and Py, 1986 [2002]).

Organising participation for task-completion

In excerpt 1, which corresponds to minute 3:10 of a 21-minute sequence, NER
and LAI are trying to come up with names of places to fulfil the requirements
of the task proposed according to their interpretation of the ATS and the com-
plete ecology of the activity.

Excerpt 1. Participants: two Catalan students, namely Nerea (NER) and Laia
(LAI) and a Greek student, namely Panagiotis (PAN)

1 NER: this is sevilla/ ((showing her mobile to the other participants))
2 PAN: is it near to barcelona/

3 NER: no::: it’s like ah: eight hours in car

4 PAN: ah ok\ (0.2)

5 NER: e:: next (.) madrid/

6 PAN: =yeah: we know

7 LAI: [is the capital/

8 NER: [ves (.) is the capital (.) [of spain]

9 LAI: [of spain] (0.2)

10  PAN: so there’s athens/ also/ (.) have you go- have you been to athens/

11 NER: asthens/
12  PAN: athens is the capital of greece/
13 NER: no\

14 PAN: ah\ (.) there’s a akropolis there
15 LAI: (.) cémo/
16 NER: =que si hemos ido a- NO: la-
=if we have been to- NO: the-
17 LAI: =PORTAVENTURA/ ah: did you have xx
18 ((showing her mobile to the other participants))

19 NER: mira\ this is madrid\

The sequence starts when NER initiates a topic talking about Sevilla (line 1)
that she herself closes with another self-selected turn giving the name of
another city (“Madrid”, line 5). NER does not expand her self-initiated topic
even though PAN has showed alignment with the topic proffered by expanding
NER's topic with a follow-up question (line 2) and a validating token (line 4).
Instead, in line 5, NER brings in another topic to the interaction and PAN
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responds with an epistemic stance marker (line 6) demonstrating that they are
already aware of Madrid, as it is the capital of Spain.To expand (and align with)
the topic NER has initiated, PAN asks NER and LAI about “Athens” (which
links to the topic “Madrid” because they are both capitals). NER, however,
does not seem to recognise the word (nor the connection with “Madrid”)
as she does not even reproduce it in the same way and utters it with a rising
intonation (“Asthens”/,in line 11). NER does not acknowledge the word even
though PAN has expanded the topic in favour of mutual understanding (and
to avoid misalignment) with some more information on the city (line 14).The
data suggest that NER does not recognise the word Athens as the translation
of “Atenes” (in Catalan). We sustain that idea because of the action performed
within the lateral sequence NER and LAI engage in (lines 15-16). In this
lateral sequence, where they switch to Spanish to try to conjointly solve the
misunderstanding, we appreciate that NER (line 16) starts translating PAN'’s
question in line 10, but interrupts her own utterance with a “NO: the...” as if
she does not associate the word Athens (“Asthens”, for her) with the capital of
Greece, “Atenes” (in Catalan). She does not complete her turn (so we cannot
confirm our analysis), however, because LAI, who is still looking for photos of
places on her mobile to share with the group, interrupts NER (line 17), with
an abrupt topic shift to name another place, a theme park, to probably restart
the dynamics of the task (and in favour of progression), which brusquely breaks
alignment with the previous turns.

The actual sequence of the task, consisting of bringing up different topics to
the conversation, nearly as a ‘competition’ to demonstrate who has the nicest
places in their countries, and the possible participants’ interpretation of the
ATS, may have contributed to the development of the interaction, so far: fast
turn distribution with short turns, no turn allocation and misalignment (as
they do not seem to find a topic of shared interest). The irruption of the topic
“Portaventura” (line 19), a theme park, however, generates a change of the
interaction dynamics as participants seem to find a common interest and align
with the other participants, increasing intersubjectivity among them. The
participants have finally achieved alignment (through a common ground topic)
after bringing up different topics that had not been so productive for the task
development nor so successful in terms of intersubjectivity to date. This new
productive dynamics continues in excerpt 2 when NER initiates another self-
selected turn introducing the topic of the “parties of city” (line 1, excerpt 2).

Mobilising plurilingual and multimodal resources

Excerpt 2, which corresponds to minute 5:40 of the 21-minute interaction,
allows us to identify how the participants orient themselves to a unilingual
mode of interaction, although they rely on plurilingual resources and other
mechanisms to overcome obstacles and complete the task.
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Excerpt 2. Participants: three Catalan students, namely Nerea (NER), Laia
(LAI) and Alaae (ALA) and a Greek student, namely Panagiotis (PAN)

1 NER: =and did you have (.) parties of city/

2 LAI yes

3 PAN: =[uh.. there:

4 LAI: =[ah the

5 NER: the city [parties]

6 LAI: [si\ (.) the city have [uhm one weekend (.) that have parties
for xxx
[yes\

7 ALA: [party of xxx

8 PAN: uhm there are bars
9 NER: one: [one time a year]
10 PAN: [there’'s a (xxx)]

11 LAI: yes

12  PAN: one time a year/

13 LAI: in one a weekend one weekend

14 PAN: there is one party here in chrysoupoli eh: every saturday/
15 LAI: [no no

16 ALA: [no

17 LAI: [but it’s a party xxx

18 NER: [no\ but we in spain we have (.) like we say fiestas del pueblo (.)

19 that are the parties of the city (.)its’ like a weekend with:

20 all the people go to the street: there are music: eh: dri::nk

21 eh eat a lot of: typical food:: all the: and petardos/

22 ((she looks at LAI and moves her hands)) and the last day (.) there are:
23 PAN: [ah

24  LAI: [highlights\ petardos\

25 PAN: =ah:: ehm:

26 LAI: POOM/ ((she moves her hands))

27 PAN: [yeah yeah::

28 NER: [yes

29 PAN: [((whispers something unintelligible in Greek))
30 GIo: a:h/

31 NER: this is typical of spanish

Focusing on the plurilingual resources participants mobilise, we identify a
whole sequence in this excerpt about the topic proffered by NER, the “parties
of city” (line 1), referring to the local festivals taking place once a year in most
towns around Catalonia and Spain. In line 1 we see how NER clearly orients
herself to a unilingual mode of interaction when she performs a word-to-word
translation of “fiestas de ciudad”. We can identify, however, she is aware that the
concept “parties of city” might not be understood by the receiver when she,
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in favour of mutual understanding, reformulates the phrase in line 5 (“the city
parties”) and expands the topic with more information (line 9) and a whole
description in lines 18-21. Actually, from line 18 to 21 NER engages in a
description task offering a lot of details and even decides to switch codes (“like
we say fiestas del pueblo”, in line 18) with the objective of contributing to the
illustration of the concept. It is not until line 30 that NER signals the end of
the sequence with an utterance that appears as a summary of the whole topic
on the “parties of city”. Within this description we can also see that she uses
another word in Spanish (“petardos”, in line 21). In an attempt to continue
orienting to a unilingual mode, however, NER starts a word search. She does so
by resorting to LAI uttering the word in Spanish (code-switching to direct the
message to one specific participant exclusively; Auer, 1999), as if expecting LAI
to scaffold her with the word in English. Instead, LAI moves her hands, possibly
representing fireworks, and uses the onomatopoeia “POOM?”.Yet NER does
not interrupt her turn and strives to continue her description in English.

Within this sequence we can also observe different occasions in which LAI
and also another Catalan student, ALA, (in lines 7 and 16) take turns to help in
the definition and clarification of the concept “parties of the city”. LAI does
a topic expansion to NER’s topic-initiation turn, validating NER’s new idea
with a “yes” in line 2, and expanding the topic with some more details in lines
4,13 and 17.In order to make the interaction progress and flow smoothly, LAI
also orients herself to a unilingual mode of interaction when she offers the
translation to the word “petardos” as a response to NERs request. She does not
appear very confident about her contribution (“highlights”, in line 24), though,
because she immediately resorts to the word “petardos” in Spanish again and
makes a sound and moves her hands (using multimodal resources) to illustrate
the whole idea.

Within the interaction, we have also identified other procedures participants
mobilise in favour of progressivity and intersubjectivity to let anomalies and
misunderstandings ‘pass’ where these are considered to be transparent and/or
interactionally ‘non-fatal’ (Firth, 1996: 243). In line 25 PAN, after the com-
munication obstacle generated by the word “petardos” (translated by LAI into
“highlights”), responds with a validating token, without a ‘candidate comple-
tion’ or an ‘other-repair’ providing the right word (presumably, “fireworks”)
or an explanation. Instead, he ‘lets’ the unsolved word search ‘pass’ as he can
presumably figure out what the Catalan students are referring to thanks to
both the plurilingual and multimodal resources deployed. Far from under-
scoring the obstacle, PAN corroborates his understanding in line 27 after LAI’s
attempt to describe the actual term multimodally (using an onomatopoeia and
gestures). Similarly, in lines 3, 8, 12 and 14, we can confirm PAN’s preference
for progressivity (letting it pass) and interactional order (also essential for the
development of the ATS) when he expands NER and LAI’ initiated topic
without probably having clearly understood what they refer to.
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Finally, going back to excerpt 1, we see PAN deploying another resource to
‘normalise’ the previous turn and thus let the appearance of interactional order
prevail, hoping that the misunderstanding with the word “Athens” (excerpt 1,
line 12) will unfold as the talk progresses. He does so by including the word
“Athens” (not “Asthens”, as NER has said in the previous turn) and by pro-
viding further information on the city (line 14), possibly expecting NER and
LAI to finally recognise it. PAN ‘lets’ the obstacle ‘pass’ because he does not
other-repair NER when she utters “Asthens”, but he does not take a passive
role as he actively, though implicitly (‘normalising’ it), attempts to clarify the
term in favour of understanding.

Conclusions

Our analysis describes how learners, when exposed to English-as-lingua-franca
(ELF) peer interactions in transnational educational settings, organise their par-
ticipation following the rules of any ordinary interaction (Social Participation
Structure, SPS) and at the same time orient themselves to task completion
(Academic Task Structure, ATS), which entails full deployment of different
interactive resources in favour of progressivity. The excerpts analysed here show
how participation develops in terms of turn-taking and topic-management.
As presented in the analysis, in excerpt 1 participants seem to initially find it
hard to hold on a topic and to manage their participation fluently. However,
in excerpt 2 (approximately two minutes later), it is significant to note how
learners finally seem to engage in a more productive dynamics as they are
able to focus on one topic and organise their participation in a more effective
manner. The analysis reveals that the convoluted participant organisation in
excerpt 1 could be a result of the learners’ interpretation of the ATS as a
‘competition’ to demonstrate which country has the nicest places or the most
alluring culture and lifestyle. This produces a sequence characterised by fast
turn distribution with short turns and little (or no) turn allocation together
with some misalignment among the participants. However, the change in the
dynamics of the interaction, after they find a common ground topic (observed
in excerpt 2), contributes to the production of longer turns and more turn
allocation. This favours learners’ deployment of both plurilingual (‘let it pass’
and ‘make it normal’) and multimodal resources in favour of intersubjectivity
among participants and progressivity of both the task and the interaction. The
analysis also gives some insights on the progression from plurilingual to unilin-
gual mode of interaction which learners orient to. Although this is not a longi-
tudinal analysis and we do not aim to track development, we can identify some
of the actual stages of this progression when observing how learners, when
faced with some communicative obstacles, display diverse resources (word-
to-word translation, gestures, sounds, etc.) and, eventually, orient themselves
towards the exclusive use of the target language (with a thorough description
of the unclear concepts).
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While it is not the aim of this study to demonstrate learners take bigger risks
when interacting with peers, the data seem to suggest that they put different
plurilingual resources into play, along with other interactive mechanisms in
favour of mutual understanding, alignment (intersubjectivity) and task com-
pletion, which does have an impact on their Interactional Competence (IC)
deployment. Presenting learners with spaces to engage in transnational peer
interactions can enhance their engagement to use English and can provide
them with opportunities to participate in plurilingual interactions and thus to

display (and possibly eventually develop) their IC.

Acknowledgements

The data presented here were collected within the research project “Teachers as
agents of transformation through their engagement in cross disciplinary innova-
tive projects in the English classrooms (DATE)’ sponsored by RecerCaixa 2016
(Project Ref.: 2016ACUP-001 (2017-2020)- LCF/PR/RC16/10100003).

Principal investigator: Dolors Masats.

References

Auer, P. (1984). Bilingual conversation. Amsterdam: John Benjamins.

Auer, P. (1999). From code-switching via language mixing to fused Lects: Toward a
dynamic typology of bilingual speech. International Journal of Bilingualism,3(4):309-332.

Bachman, L. E (1990). Fundamental considerations in language testing. Oxford: Oxford
University Press.

Balaman, U., & Sert, O. (2017). Local contingencies in L2 tasks: A comparison of
context-sensitive interactional achievements across two different task types. Bellaterra
Journal of Teaching & Learning Language & Literature, 10(3), 9-27. http://doi.org/
10.5565/rev/jtl3.746.

Ballena, C., Masats, D., & Unamuno, V. (2020). The transformation of language
practices: Notes from the Wichi community of Los Lotes (Chaco, Argentina). In E.
Moore, . Bradley, & J. Simpson (Coords.), Translanguaging as transformation: The collab-
orative construction of new linguistic realities (pp. 81-97). Bristol: Multilingual Matters.

Borrias, E., Moore, E., & Nussbaum, L. (2015). Comment les étudiants montrent leurs
connaissances dans des interactions internationales. In X. Gradoux, J. Jacquin, & G.
Merminod (Dir.), Agir dans la diversité (pp. 171-190). Paris: De Boeck.

Canale, M., & Swain, M. (1980). Theoretical bases of communicative approaches to
second language teaching and testing. Applied Linguistics, 1(1), 1-47.

Chomsky, N. (1965). Aspects of the theory of syntax. Cambridge, MA: MIT Press.

Donato, R.. (1994). Collective scaffolding in second language learning. In J. P. Lantolf
& G. Appel (Eds.), Vygotskian approaches to second language Research. New York: Ablex.

Dooly, M., & Sadler, R.. (2019). Preparing English student-teachers with digital and col-
laborative knowledge: An illustrative synopsis. In D. Masats, M. Mont, & N. Gonzalez-
Acevedo (Eds.), Joint efforts for innovation: Working together to improve foreign language
teaching in the 21st century (pp. 21-28). Rothersthorpe: Paragon Publishing. https://
doi.org/10.5281/zenodo.3064130.

108



198 Celia Pratginestods

Erickson, E (1982). Classroom discourse as improvisation: Relationships between
academic tasks and structure and social participation structure in lessons. In L.
C. Wilkinson (Ed.), Communicating in the classroom (pp. 153—181). Cambridge,
MA: Academic Press.

Firth,A. (1996).The discursive accomplishment of normality: On ‘lingua franca’ English
and conversation analysis. Journal of Pragmatics, 26, 237-259.

Goodwin, C. (2000). Action and embodiment within situated human interaction.
Journal of Pragmatics, 32, 1489—1522.

Hall.J. K., & Pekarek Doehler, S. (2011). L2 interactional competence and development.
In J. K. Hall, J. Hellerman, & S. Pekarek-Doehler (Eds.), L2 interactional competence and
develepment (pp. 1-15). Bristol: Multilingual Matters.

Hall, J. K., Cheng, A., & Carlson M. (2006). R econceptualizing multicompetence as a
theory of language knowledge. Applied Linguistics, 27(2): 220—240. https://doi.org/
10.1093/applin/aml013.

Hall,J. K., Hellerman, J., & Pekarek-Doehler, S. (Eds.). (2011). L2 interactional competence
and development. Bristol: Multilingual Matters.

He, A.W., & Young, R. (1998). Language proficiency interviews: A discourse approach.
In R.Young & A.W. He (Eds.), Talking and testing: Discourse approaches to the assessment
of oral proficiency (pp.1-24). Amsterdam: John Benjamins.

Heritage, J. (1984). Gatfinkel and ethnomethodology. Cambridge: Polity Press.

Heritage, J. (2007). Intersubjectivity and progressivity in person (and place) reference. In
N. J. Enfield & S. Levinson (Eds.), Person reference in interaction: Linguistic, cultural, and
social perspectives (pp. 255—280). Cambridge: Cambridge University Press.

Hymes, D. (1972). Models of interaction of language and social life. In J. J. Gumperz
& D. Hymes (Eds.), Directions in sociolinguistics: The ethnography of communication (pp.
35-71). New York: Holt, Rinehart and Winston Inc.

Kramsch, C. (1986). From language proficiency to interactional competence. The
Modern Language Journal, 70(4), 366—372.

Lerner, G. H. (2003). Selecting next speaker: The context-sensitive operation of a
context-free organization. Language in Society, 32, 177-201.

Leyva, X., & Speed, S. (2008). Hacia la investigacién descolonizada: Nuestra
experiencia de co-labor. In X. Leyva, A. Burguete & S. Speed (Eds.), Gobernar (en)
la diversidad: Experiencias indigenas desde Ameérica Latina. Hacia la investigacion de co-labor
(pp- 4-59). Mexico: CIESAS, FLACSO Ecuador & FLACSO Guatemala.

Llompart, J., Masats, D., Moore, E., & Nussbaum, L. (2019). ‘Mézclalo un
poquito’: Plurilingual practices in multilingual educational milieus. Journal of Bilingual
Education and Bilingualism, 23(1), 98-112. DOI: 10.1080/13670050.2019.1598934.

Llompart-Esbert, J., & Nussbaum, L. (2018). Doing plurilingualism at school: keys
concepts and perspectives. In S. Melo-Pfeifer & C. Helmchen (Eds.), Plurilingual lit-
eracy practices. Bern: Peter Lang.

Liidi, G., & Py, B. (1986 [2002)). Etre bilingue. Bern: Peter Lang.

Liidi, G., & Py, B. (2009).To be or not to be ... a plurilingual speaker. International Journal
of Multilingualism, 6: 154—167.

Markaki,V.,Merlino, S., Mondada, L. Oloft, E, & Traverso,V. (2013). Multilingual practices
in professional settings: Keeping the delicate balance between progressivity and inter-
subjectivity. In A. C. Berthoud, E Grin, & G. Lidi (Eds.), Exploring the dynamics of
multilingualism: The DYLAN project (pp. 3—32). Amsterdam: John Benjamins.

109



Transnational peer interactions 199

Masats, D. (2008). EI discurs dels aprenents d’anglés com a llengua estrangera: Una aproximacio
interactivista al procés de construccio de tasques comunicatives. (Unpublished PhD thesis).
Universitat Autonoma de Barcelona, Bellaterra.

Masats, D., Dooly, M., Juanhuix, M., Moore, E., & Vallejo, C. (in press). Treballem junt(e)s
per innovar: Col-laboraci6 entre professorat i investigador(e)s en entorns plurilingiies
/ Working together to innovate: Collaboration between teachers and researchers
in plurilingual contexts. In D. Masats & C. Pratginestés (Eds.), L’aula com a ambit
d’investigacié sobre ’ensenyament i I’aprenentatge de la llengua / El aula como ambito de
investigacion sobre la ensefianza y el aprendizaje de la lengua / A aula como contexto de
investigagdo sobre o ensino e a aprendizagem de lingua / The classroom as a site for research on
language teaching and learning. Bern: Peter Lang.

Masats, D., Nussbaum, L., & Unamuno, V. (2007). When the activity shapes the reper-
toire of second language learners. In L. Roberts, A. Giirel, S. Tatar, & L. Marti (Eds.),
EUROSLA Yearbook: Volume 7 (pp.121-147). Amsterdam: John Benjamins.

Nussbaum, L. (2017). Doing research with teachers. In E. Moore & M. Dooly (Eds.),
Qualitative approaches to research on plurilingual education / Enfocaments qualitatius per a la
recerca en educacié plurilingiie / Enfoques cualitativos para lainvestigacion en educacion plurilingiie
(pp- 46—67). Research-publishing.net.  https://doi.org/10.14705/rpnet.2017.
emmd2016.621.

Nussbaum, L., & Unamuno, V. (2000). Fluidité et complexité dans la construction du
discours entre apprenants de langues étrangeres. Acquisition et Interaction en Langue
Etmngére, 12, 27-49.

Sacks, H., Schegloff, E. A., & Jefferson, G. (1974). A simplest systematics for the organ-
isation of turn-taking in conversation. Language, 50, 696—735.

Schegloff, E. A. (2006). Interaction: the infrastructure for social institutions, the natural
ecological niche for language, and the arena in which culture is enacted. In N. J.
Enfield & S. C. Levinson (Eds.), Roots of human sociality: culture, cognition, and interaction
(pp- 70-96). Oxford: Berg Publishers.

Seedhouse, P. (2005). The interactional architecture of the language classroom. Hoboken,
NJ: Blackwell Publishing.

Walsh, S. (2011). Exploring classroom discourse: Language in action. London: Routledge.

Young, R.. E (2008). Language and interaction:An advanced resource book. London: Routledge.

Young, R. E (2011). Interactional competence in language learning, teaching and
testing. In R.EYoung (Ed.), Handbook of research in second language teaching (pp. 426—
443). London: Routledge.

110



4.2.2. Publication 1b
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Brief summary

This chapter investigates how the group of adolescents from Catalonia and Greece—
learners of English—spontaneously use Instagram chats for informal interaction to say goodbye
after a trip to Greece, undertaken as part of the classroom-based translocal project. The study
explores how learner agency manifests in digital interactions that are neither teacher-mediated
nor situated within formal learning environments. Drawing on real Instagram conversations—
both one-to-one and group chats—we analyse how participants engage in meaning-making
through English as a lingua franca, supported by plurilingual and multimodal resources.

Findings reveals that learner agency is expressed behaviourally (e.g., posting, topic
selection), cognitively (e.g., language choice, turn construction), and relationally (e.g., emoji,
humour, code-switching, and procedures of interactive cohesion). Emojis for instance, serve not
only as emotional markers but also as resources for managing discourse and signalling social
presence. Similarly, code-switching and code-mixing scaffold communication when participants
encounter linguistic breakdowns or limitations.

The analysis also considers the constraints of Instagram’s affordances—such as the
absence of visible message threading and the fixed display of posting time—by developing the
notion of message units (see Section 3.3.3). These encompass compact and split messages, as
well as multimodal components like photos, audio clips, and emoji. The chapter demonstrates
that, even without teacher supervision, learners successfully co-construct meaning, manage

turn-taking, and display interactional competence.
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In both one-to-one and group settings, learners actively participate in interactional
sequences by taking initiative, showing empathy, and navigating relational as well as language
challenges. In group chats, they exchange jokes, words of farewell, and personalized messages
that signal strong peer relationships and foster inclusivity despite linguistic barriers.

The study also raises ethical considerations around the use of personal digital
communication for research, particularly the balance between capturing authentic data while
safeguarding participants’ privacy. The findings suggest that digital, informal spaces can provide
meaningful opportunities for language learning, especially when learners feel personally
empowered to engage in the communicative event. The chapter concludes by arguing for a
stronger integration of such practices into formal education and calls for teaching approaches

that align more closely with learners' real-world communication practices and needs.
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Celia Pratginestés / Dolors Masats

Learning English in translocal exchanges
in Instagram chat

Abstract This chapter analyses how social media - Instagram chats - is employed by
a group of youth in Catalonia and in Greece for communicating in English as a lingua
franca, as an extension of a translocal project initiated in their schools. We set out from the
premise that learners’ participation and willingness to use the language to communicate
in this context can be attributed to a genuine, agentive interest in learning English, even
though learning English is neither the immediate nor the main goal of the youths’ com-
municative exchanges. Our study focuses on the plurilingual and multimodal procedures
participants employ to organise participation, construct meaning and build relational
bonds. Our results suggest that learners’ communication in the lingua franca is scaffolded
by a channel they are well acquainted with - Instagram - and a shared code including
emoji and multimodal resources. Additionally, we discuss the methodological and ethical
challenges teachers and researchers face when supporting out-of-school digital spaces for
learning and conducting research.

Keywords: learner agency, participation, turn-construction units (TCU), plurilingual and
multimodal communication, Instagram chat, informal language learning

1. Introduction

The reasons adolescents might have for interacting through social media in their
everyday lives are countless, but most of the time, they are arguably not pri-
marily related to language learning. However, using a foreign language in digital
channels can become an unexpected language learning experience for teenage
language learners. The notions of ‘online informal learning’ (Sockett, 2014;
Toffoli & Perrot, 2017), or ‘CALL in the digital wilds’ (Sauro & Zourou, 2019) -
the latter based on the notion of ‘learning in the wild’ (Clark & Lindemalm, 2011;
Clark et al,, 2011; Firth & Wagner, 2007; Moore, 2015) — encapsulate the idea of
informal language learning in digital spaces, communities, and networks that are
independent of formal instructional contexts, less controllable or organised than
a classroom (Sauro & Zourou, 2019), “but which present interesting, and per-
haps even compelling, opportunities for intercultural exchange, agentive action,
and meaning making” (Thorne, 2010, p. 144). In this chapter we focus on peer
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interactions in Instagram chats, as an extension of a translocal project initiated
in their school.

Our study seeks to comprehend how a group of Catalan and Greek
adolescents organise their participation and create social bonds in this digital
space. In particular, we analyse how they structure their turns and orient to
the other participants to convey and construct meaning in English as a lingua
franca. In Section 2 of the chapter, we discuss the notion of learner agency and
the nature of communication through social media. In Section 3, we present
our corpus and justify our decision to employ the theoretical and methodolog-
ical toolkit of conversation analysis (CA) in our study. We also argue for the
need to expand the understanding of turn construction units (TCUs) proposed
by Sacks et al. (1974) to account for the nature of multimodal communication
in social media. In Section 4, we use our proposed model for analysing par-
ticipation and learner agency in Instagram chats in interpreting our data. To
conclude, we reflect upon the implications of our study for the teaching and
learning of foreign languages.

2. Learner agency and participation in peer interaction
through social media

Agency has been described as a “temporally embedded process of social engage-
ment” (Emirbayer & Mische, 1998, p. 963) and as a socioculturally mediated
process related to people’s will to act (Gao, 2010). According to Mercer (2012), it
“concerns how agentic an individual feels both generally and in respect to par-
ticular contexts [...] [and how that] individual chooses to exercise their agency
through participation and action, or indeed through deliberate non-participation
or non-action” (p. 42). Learner agency has captured the attention of language
education researchers as one of the keys to success in learning (McLoughlin,
2016), especially because it is linked to processes of self-regulation and has an
impact on learners’ self-efficacy, identity, motivation, and meta-cognition (Xiao,
2014). As Larsen-Freeman (2019) claims, “although second language develop-
ment is rightly seen to be embedded in a larger sociohistorical ecological system,
languaging is still performed by an agentive learner in particular in a specific
place [...] for particular reasons with particular others” (p. 63). Larsen-Freeman
(2019) defines learner agency as being emergent, spatially and temporarily sit-
uated, achieved, relational, changeable through iteration and co-adaptation,
heterarchical and multidimensional.

Agency is emergent because it is situated in a particular time and space, while
also being shaped by past, present and future experiences (Larsen-Freeman,
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2019); it is the “capacity to contextualize past habits and future projects within
the contingencies of the moment (Emirbayer & Mische, 1998, p. 963). Agency
should “be conceived as something that is achieved, rather than possessed,
through the active engagement of individuals with aspects of their contexts-for-
action” (Biesta & Tedder, 2007, p. 134). It further depends on “the availability of
economic, cultural and social resources within a particular ecology” (Biesta &
Tedder, 2007, p. 137). Additionally, it is relational because it does not depend on
one individual (Gallagher, 2017), but develops “in relationship with others and
with the world” (Miller, 2014, p. 142) and it changes because learners iteratively
co-adapt to one another time and again. Change - co-adaptation through an
iteration process — depends on several of the previously mentioned traits; thus
agency is heterarchical because those traits are interlinked. Finally, agency is
multidimensional and contingent upon intrapersonal factors (emotions, beliefs,
personality, etc.), occurs simultaneously on the three levels of learners’ engage-
ment (behavioural, cognitive and emotional), and is observable in learners’
discursive actions. The behavioural dimension of learners’ agency relates to
participation and interaction patterns and to turn allocation and turn selection
processes. The cognitive dimension refers to how interactants understand and
convey meaning. The emotional dimension - which we will refer to as rela-
tional so as to distinguish this type of engagement from emotions as interper-
sonal factors — concerns the employment of affective, cohesive, and interactive
indicators of social presence. For example, the use of humour, emoji or self-
disclosure texts denotes affection; the use of vocatives or inclusive pronouns
are a few of the procedures learners employ to maintain group cohesion; and
referring to others’ messages or asking questions contributes to the social con-
struction of discourse.

Participation is reflected through the actions all interactants perform during
the development of a particular communicative event (Goodwin & Goodwin,
2004). Text-based, mobile-mediated chats like Instagram feature the use of
abbreviations, interjections, and a range of audiovisual resources that shape the
way in which utterances are produced and received. Consequently, meaning
is mediated by photographs, gifs, short videos, audio messages, emoji, etc.,
which may remain in the chat or disappear after being viewed once, according
to the parameters set by the sender. These features influence turn-taking and
the construction of the next turn; they “might posit word-like properties and
show grammatical patterns and orders, similar to words” (Stamatov, 2017, p. 2).
Furthermore, these multimodal resources may often convey meanings that are
more complex than the simple observation of what they represent, because their
interpretation relies on the ability to make constantly evolving and varying
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intertextual connections that can be highly ephemeral as they are often linked
to trends or events that are only meaningful and relevant for a certain time.
This constant adaption and evolution can be linked to the idea put forward by
Blommaert and Rampton (2011) that:

contexts in which people communicate are partly local and emergent, continuously
readjusted to the contingencies of action unfolding from one moment to the next, but
they are also infused with information, resources, expectations and experiences that
originate in, circulate through, and/or are destined for networks and processes that can
be very different in their reach and duration (as well as in their capacity to bestow priv-
ilege, power or stigma). (p.14)

Therefore, when approaching technology-mediated interaction through a social
media app, conducting a “multimodal analysis is an inevitable empirical adjust-
ment to contemporary conditions, and we are compelled to move from ‘language’
in the strict sense towards semiosis as our focus of inquiry” (Blommaert &
Rampton, 2011, p. 28).

In the Instagram chats studied in this chapter, participants are more
focused on the progressivity (Heritage, 2007) of the interaction than on
language problems, and they orient to different discursive activities to accom-
plish and co-construct understanding (Gonzalez-Lloret, 2011; Mori 2004;
Wong, 2005). Different languages are frequently put into play to help com-
munication progress and meaning is co-constructed and mediated through
translation and peer-scaffolding. The mobilisation of plurilingual resources
(Llompart et al., 2020) in the interactions studied in this chapter is closely
related to the use of multimodal elements. The visual resources deployed per-
tain to a medium which young participants are not only familiar with, but
expert users of. Even those young people who are not confident in English as
the lingua franca still interact more or less successfully thanks to their mobil-
isation of multimodal resources, together with plurilingual ones. The young
people switch from one code to another (Auer, 1999), including different
languages and modalities; for example, to emphasise an idea, participants may
convey the same message subsequently in different languages or in different
modes (text, image, audio, etc.). Our research thus supports the claim that
plurilingualism must be regarded as being embedded within multimodality
(Masats & Nussbaum, 2021).

3. Methodology

In this section of the chapter, we present the theoretical and methodological
toolkit employed, our research objectives and the corpus studied.
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3.1. CA for the study of Instagram chats

Conversation analysis (CA) offers the theoretical and methodological appa-
ratus used in this study to investigate authentic, situated interaction, focusing on
how participants orient to, understand and construct each other’s actions (Sacks
et al.,, 1974). CA enables researchers to determine how speakers demonstrate
they understand each other in the context-shaped and context-renewing char-
acter of interaction (Heritage, 1984). When the interaction analysed is not oral
but written and technology-mediated, adopting CA involves taking into account
that sequence organisation in technology- or mobile-mediated communication
might seem “chaotic, highly disrupted, without any adjacency [...], mainly due
to the fact that the exact timing of message placement cannot be controlled by
the interactants” (Gonzélez-Lloret, 2011, p. 310). However, previous research
has shown that participants’ turns tend to orient clearly to specific previous turns
within the same conversation, which has been referred to as ‘virtual adjacency’
(Schonfeldt & Golato, 2003), including when participants are language learners
(Gonzalez-Lloret, 2007, 2008). It must be noted, however, that in Instagram
chats, unlike other text-based chats (i.e. WhatsApp), participants cannot select
a previous message to signal they are posting a response to that message, which
makes it more complex to reconstruct adjacency pairs. In this vein, as Gonzalez-
Lloret (2011) points out, the turn-taking system in technology- or mobile-
mediated text-based communication differs from face-to-face interaction and is
highly constrained by the medium (see also Beisswenger, 2008; Garcia & Jacobs,
1999; Herring, 1999; Murray, 1989; Negretti, 1999; Schonfeldt & Golato, 2003;
Thorne, 2000), which poses challenges for both participants and CA analysts.
Difficulties arise when determining what constitutes a turn. To describe the
organisation of turns, we have coined the term ‘message unit. Message units are
created when participants press enter to post their contributions. Participants
may opt to post a contribution as a single message unit or divide it into smaller
units. In the first case, turn message units are compact (we call them ‘compact
message units’); no other participant takes the floor while the message is being
produced and delivered. In the second case, the message is split into what we call
‘split message units’ and other participants may either decide to wait to receive
what they interpret as the complete contribution, or participate while one (or
more) different units are still being constructed. In this latter case, we interpret
that a new turn has been opened by means of an overlap. Other types of overlap
are difficult to interpret as such because in Instagram chat turns do not physi-
cally overlap; that is, two participants may be producing their messages at the
same time, but their posts will be published one after the other. The exact time
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when a message is posted is not recorded either, therefore overlaps cannot be
measured and pauses cannot be inferred. If messages are not read synchronically,
itis impossible to determine whether two messages were posted at the same time
or after a pause. Similarly, a string of turns repeating the same word(s) within
the same exchange cannot simply be analysed as choral responses; it may be the
case that all participants had simultaneously opted to take the floor following
a self-selection procedure, but some participants may also opt to respond after
seeing other participants doing so. Furthermore, our description of the composi-
tion of turns is not only constituted by lexical (words), phrasal (phrases), clausal
(clauses) and sentential (sentences) units, but also by visual (pictures, gifs, giphys
and emoji), audial (instant recorded oral messages), audiovisual (videos) and
hypertextual (links to other — multimodal - texts) units.

To demonstrate our approach, in Image 1 we observe two turns; one produced
by speaker C1 and the other produced by speaker G1. Speaker C1’s turn is com-
posed of a compact message unit which consists of a sentential and a visual unit
(line 10). As a response, G1 produces a turn composed of a message unit split
into two smaller units: a visual unit (line 11) and a lexical unit, which is repeated
twice (line 12).

—)
10 @ Use Google &2
e

11 =
12 @ True true

Image 1. Screenshot of message units.

3.2. Research objectives

This chapter studies learners’ spontaneous use of social media (i.e. Instagram
chat), triggered by their participation in a translocal classroom project.
Particularly, we aim to investigate how the learners’ interaction in social media
prompts their agentive use of English. We will identify the three dimensions
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(behavioural, cognitive and relational) that constitute this multimodal agency
by observing the discursive actions learners adopt to interact and co-construct
meaning. Thus,

« to identify the behavioural dimension of learners’ agency, we analyse partici-
pation and turn allocation and turn selection processes;

« to explore the cognitive dimension, we study how interactants construct their
turns, and

« to examine the relational dimension, we focus on their employment of af-
fective, cohesive, and interactive indicators that denote affection or social
presence.

3.3. Corpus

The study presented in this chapter is an extension of a collaborative research
project aimed at empowering teachers to transform teaching practices in the
English classroom (‘Teachers as agents of transformation through their engage-
ment in cross disciplinary innovative projects in the English classrooms [DATE],
led by Dolors Masats'). Within this initiative, teachers were encouraged and
enabled to implement meaningful and innovative teaching, creating opportuni-
ties for authentic communication in English (Dooly & Sadler, 2019). The design,
implementation and assessment of these proposals was done through a form of
collaborative action-research (Nussbaum, 2017; Masats et al., in press), in which
teachers and researchers work in collaboration from symmetrical positions to
design, implement, assess and disseminate classroom proposals. This type of
research is also referred to with the Spanish term colabor (Leyva & Speed, 2008;
Ballena et al., 2020). In this collaborative spirit, the actual teaching proposal that
frames the data analysed here was designed by the authors of this chapter and an
English teacher (Jorge Solans) participating in the study. It aimed at offering a
group of Catalan adolescents from a public high school in the metropolitan area
surrounding Barcelona opportunities to use and interact in English. This collab-
orative proposal engaged two groups of students, in Catalonia and in Greece, in a
classroom project to get to know each other’s culture and lifestyle. The two groups
were connected through different virtual exchanges organised and mediated by
their teachers so that they could share information on various topics related to
their traditions and daily life. By the end of the project, the classes planned a
face-to-face meeting in Greece, which triggered the interest of participants to

1 Funded by a RecerCaixa grant, reference: 2016-ACUP-001.
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get to know their peers better. As a consequence, during the videoconferences
carried out in their classrooms, they found an excuse to exchange their personal
Instagram accounts to socialise. The translocal project, therefore, succeeded in
offering the students an authentic context in which to use the target language
in and outside the classroom. At that point, teachers requested access to their
Instagram chat conversations and students accepted to send them screenshots
on the understanding that these data would be used for research purposes; in
this case as part of the IEP! project, which focused on out-of-school use and
learning of English.

3.4. Data treatment and ethical issues

The data studied in this chapter are screenshots of Instagram chat conversations
that Catalan students voluntarily shared with researchers, before and after
meeting face-to-face with their Greek counterparts. Ethically, our data collection
practice has pros and cons. The translocal project offered students an authentic
context in which to use the target language. This was particularly important in
the school in Catalonia which was located in an underprivileged milieu and
whose students had rarely experienced a real need to learn English. The use of
social media in a language other than the one used in their homes also reinforced
the value of learning foreign languages. Teachers/researchers had parental per-
mission for legitimising communication outside the classroom through social
media and also permission from all participants to have access to the screenshots
for research purposes, which have been anonymised. Yet, as the bonds between
students grew more solid, especially after the two groups had met personally in
Greece, having to send their teachers screenshots of their chats was seen as an
intrusion into their private lives. At this point the data collection ceased.

The excerpts we examine in this chapter serve as examples of interactions
not mediated by the teacher, where learners use language in a natural, authentic
manner, without any supervision. Methodologically, the data is interesting
because it gives access to natural talk-in-interaction occurring outside class-
room walls. However, it poses two major problems. In Section 3.1, we already
problematised the notion of TCU to account for the multimodality of dis-
course in social media. A second problem relates to the features of the chat itself
and to the fact that the exchanges may not always be complete when data is
shared with the researcher, either because the students only select fragments of
their Instagram chats or because the screenshots acknowledge the presence of
audio and visual elements which are not disclosed to the teachers/researchers,
or no longer available. Here we present an example of the type of data being
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analysed to illustrate the characteristics of our corpus. As we see in Image 2, the
screenshots of Instagram chats reveal that our participants deploy different types
of multimodal resources to interact, as discussed in Section 2 of the chapter (e.g.
abbreviations, audio clips, emoji or photos). As for the photos, it is to be noted
that there are two types according to their display time; some stay in the chat
and some others become unavailable once they have been seen once. The user of
the app decides on either option before sending the photo to the chat. The same
applies to audio messages.

ENGLISH

True true

Where are you ?

We're at the airport waiting for enter
atthe plane

ENGLISH MIXALH
: @ 16

6 Q idk how to translate this dude chill

B8R

Image 2. Screenshot of group chat at the end of the trip to Greece.

Image 2 also illustrates the way data was treated before the analysis. To guar-
antee anonymity, students’ faces in the pictures were blurred by the researchers.
Similarly, the names of the participants were crossed out and their profile pictures
replaced by a code composed of a letter (G for Greek students or C for Catalan
ones) and a number identifying the order of first appearance of the participants
in the chat, which is maintained throughout the different excerpts (so G1, for
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example, is the same student in all the data). This code is also employed to sub-
stitute students’ names when they are mentioned in the text messages (see Image
3 in the next section).

Screenshots are shown as they were received by the teachers/researchers,
which means the photos are shown if they were visible in screenshots learners
shared. Multimodal data such as photos and audio clips are considered as
information present in turns. The content of the deleted photos or the audio
clips that are not available to researchers are counted as elements that consti-
tute a turn because they were available to the participants. Additionally, we
added line numbers. Turns can be simple and correspond to one line, as we
can see in lines 3 (picture), 4 (audio) and 5 (text) of Image 2, or longer and
correspond to several lines. In Instagram chats, participants’ names appear at
the beginning of their turns. In our data, turns start in the lines with no partic-
ipant code and end in the lines that contains the participants’ code. Thus, lines
14-16 of Image 2 correspond to one turn produced by a Catalan student (C1).
That turn is composed of text (lines 14 and 15) and a photo (line 16). Finally, it
is important to mention that any non-standard language use or spelling in the
excerpts was produced as such by the participants. Translations from Greek to
English have been added, when necessary, after text lines (see Image 3 in the
next section).

4. Understanding Instagram chat and language
learning

The objective of the analysis is two-fold. First, we examine two excerpts of one-
to-one Instagram chats as examples of how learner agency is triggered by the
classroom telecollaboration proposal and the mobility programme that derived
from it. Second, we will focus on how a group of Catalan students participate in
those chats, and especially how they construct and convey meaning. Our analysis
sheds light on learning in the digital wild and on how interaction unfolds in
Instagram chats.

4.1. One-to-one Instagram chat

The first excerpt (Image 3) we analyse corresponds to a private chat with two
participants in which a Catalan female student (C2) and a Greek male student
(G12) are sharing information about each other after one of the teacher-mediated
virtual encounters, during which participants spontaneously and agentively
decided to share their Instagram accounts by holding up pieces of paper with
their usernames.
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¢ (D) e oo
1 @ Hiii againn
2 Hyy
3 1 get bered very much tell me
4 something about your life jajaja e
5 Haha okeyy
6 Iam 15 years old | am the
7 president of the students cuncil |
8 am playing basketball for 4 years
9 | like wicing movies and hanging
10 out with my friends | have one
1 sister and | also get bored very
L@
13 Jajaj we are already twowho got
14 very bored
15 Wow 4 years to his playing
16 basketball will be goog no? Q
17 @ Haha....| like basketball a lot
18 it's more or less the same for me,
19 I've been doing judo for 10 years

20 Haha e

®© en 0B8R

Image 3. One-to-one chat occurring after one of the teacher-mediated virtual
encounters.

First, wesee that participation is quitebalancedamong the two participants: G12
produces four turns with a total density of 52 words/emoji, whereas C2 produces a
total of three turns and 49 words. Yet, although G12 enactsan agentive behavioural
action and takes the initiative of starting the conversation (line 1), C2 immediately
self-assigns the role of allocating turns and proposes the topics that will unfold in
the conversation, by making an explicit request (“tell me something about your
life”, lines 3 and 4) or by prompting a response through a question tag (“no?”, line
16) based on a comment previously made by G12 (that he had played basketball
for four years). So, in this excerpt we can interpret agency as a process of co-
adaptation to the circumstances in which the interaction unfolds and which is
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observable in the procedures of turn and topic selection and acceptance. Second,
if we focus on the traces that participants’ cognitive actions leave on this chat, we
can observe that the composition of the turns each participant constructs differs
slightly. By asking G12 to introduce himself (lines 3 and 4) and commenting on
what he says (lines 13-16; 18-20), C2 actively participates in the communicative
event through the production of turns which take the form of split message units
that only contain short sentences. Yet, her action triggers the production of a
compact message unit by G12, which is composed of both text and visual units.
With regards to how the message is conveyed, we might argue that the Greek stu-
dent seems to use a rehearsed discourse when introducing himself, with the ut-
terance being similar to one that could be produced during a classroom activity.
On the contrary, the Catalan student’s turns resemble more spontaneous dia-
logue and she enacts listenership by showing attention to and commenting on
the information G12 provides (lines 13 and 14) and constructing her messages
based on that information (lines 15-16; 18-19). Third, the relational dimension
of the learners’ agency can be observed by analysing social presence in the con-
tent of the turns. Affective indicators of social presence in this excerpt take the
form of visual (emoji) and lexical units (interjections) to represent laughter. Both
participants resort to laughter to show affiliation with each other and to create
a sense of ‘community’. Laughter is used by C2 to justify her request to G12 to
disclose his life (line 4) and by G12 to signal his acceptance (line 5), reinforced
by the use of the lexical unit ‘okeyy’ (his lengthening of the “y” reinforces the
acceptance), before actually taking the action of introducing himself. When G12
completes his disclosure of personal information (lines 11 and 12), he does so
with laughter represented by an emoji, preceded by an iteration of the sentence
unit C2 had produced to request that information from him (line 3). Referring to
another’s message is an interactive indicator of social presence. C2’s response to
the last part of G12’s message also starts with a lexical unit to represent laughter,
followed by a sentence unit that embraces G12 in her state of being bored. The use
of inclusive pronouns (“we”, in this case, line 13) is a cohesive indicator of social
presence. Finally, laughter in line 17 is used by G12 to indicate that he liked C2’s
appraisal of his basketball skills and in line 20 it is used by C2 to signal that she
made an impressive revelation — that she has been doing judo for 10 years and
is thus also good at it — which is interpreted as such by G12 when he produces
an interjection to show admiration (“Wowww?, line 21). Social presence is also
traced through other interactive indicators, such as asking questions (as C2 does
in line 16) or referring to others’ messages (as G12 does in lines 11 and 12; or C2
does in lines 15 and 16). Additionally, C2’s split message unit in lines 18 and 19 is
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constructed by relating to one of the topics (interest in sports) G12 had brought
up, which is a cohesive indicator of social presence.

As this excerpt is an example of peer interaction on Instagram chat, it is not
surprising that participants deploy so many indicators of social presence. The
opposite would be strange. Yet, we also claim this is a learning space. In this
regard, we can observe that both participants take risks when participating. G12
misspells two words (“cuncil’, line 7; “wtcing”, line 9), which seems to indicate
he struggles with them. We do not consider the spelling errors to be the typ-
ical abbreviations people use when texting because G12 does not employ this
procedure in any other message he sends. C2 seems to take even more risks;
she expresses herself more naturally in the sense that she does not produce
classroom-like messages as G12 does, and she relies on plurilingual procedures
to overcome language troubles and participate in the conversation in English. For
example, in lines 13-14 she relies on code-mixing procedures and constructs a
sentence unit (“we are already two who got very bored”) that is a word-for-word
translation of a typical Catalan expression (“ja som dos els que ens avorrim”).
Similarly, in line 16, she closes her sentence unit with a “no?”, which corresponds
to the standard confirmation tag that it is used in Catalan and Spanish. At the
end of this excerpt, we can also observe an instance of self-repair; when C2 first
made use of the interjection for laughter, she used the Spanish spelling (line 4),
which was followed by G12 using the same interjection spelt in English (line
5). As his split message unit was immediately followed by quite a long compact
message unit (lines 6-12), G12’s move was not interpreted by C2 as a hetero-
repair, which explains why she uses the Spanish spelling again in line 13, when
she takes the floor. Yet, it is interesting to note that after the Greek student uses
again the interjection “Haha” with English spelling in line 17, the Catalan stu-
dent incorporates the corrected spelling into her next turn (line 20). We cannot
confirm whether she does so as self-repair or to imitate G12, but we do consider
this uptake to offer learning potential. This focus-on-form episode can only be
understood in the emergent, spatially and temporarily situated context in which
learners’ agency has been achieved, and which leads participants to put into play
their interactional competence in English as a lingua franca.

4.2. Instagram group chats

In this section we analyse an episode that takes place on an Instagram group chat
when the Catalan students were at the airport about to board their plane back
home after their stay in Greece. The conversation is very lively as students are
recalling all the enjoyable moments they have shared together and are expressing
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how they will miss each other. There are several group members in this chat, but
only one Catalan student (the one who provided us with the screenshots) and
11 Greek students participate in the conversation by producing at least one post.
The episode has been divided into two parts to facilitate the analysis. In the first
part (see Image 4), C1 takes the initiative and addresses the Greek students. This
excerpt ends when he posts his last farewell message. The second part of this
episode (see Image 5) contains the response of the Greek students to C1’s last
message, which serves as a conclusion.

The communicative episode starts with a photo that is not available on the
screenshot (see line 1 in Image 4), as it is the kind of photo that can only be
viewed once according to the app parameters set by the sender, as detailed in the
Section 3.4. That unavailability of the totality of the content from when the actual
conversation took place poses a challenge for researchers; not having access to
the entirety of participants’ turns makes it impossible to interpret how the topic
was selected in turns 1 and 2 in Image 4 from an emic perspective. However, the
episode presented in Images 4 and 5 does not contain any other non-disclosed
image, therefore, we can trace how the conversation unfolds.

Image 4 has two main participants: the Greek student G1 and the Catalan
student C1. C1 produces eight turns with a density of 46 words/emoji and G1
produces nine turns with a density of 32 words/emoji. The other participants —
Greek students G2, G3 and G4 - base their participation on G1’s and C1’s turns;
G2 produces four turns and a total of 15 words/emojis, G3 produces three turns
and a total of six words and G4 produces one turn and a total of four words.
Other Greek students are also attentive as we will see through their participa-
tion in Image 5. From Image 4 (line 25), we can also see that at least one Catalan
student - C3 - is also a silent participant (the photograph depicts students C1
and C3). We will now proceed to analyse participation and the construction and
allocation of turns and topics.
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Image 4. Instagram group chat with Greek and Catalan students occurring just before
the group of Catalan students board their plane back to Catalonia.
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Image 4 provides an example of agency, understood as a process of co-
adaptation, that is observable through the actions taken by participants when
selecting and accepting turns and topics. Participants’ behaviour in this chat
differs from that of the students in Image 3 in the sense that the sequences
that make up this episode do not unfold one after the other, instead most
are embedded in another. The fact that this is a group chat and that different
participants may be writing a post at the same time offers an explanation of
why this is so. Although Instagram does not allow for participants to refer
to the exact turn they are responding to, 10 different sequences can easily be
traced. C1 is the participant who took the agentive action of initiating the epi-
sode, the one that participates most and who initiates most of the sequences
(five out of 10) by proposing new topics. G1 is the student who produces
most turns and words/emoji, but only initiates a side-sequence to take on the
role of interlinguistic mediator (see Zhang & Llompart, this volume). G2 only
produces four turns (two sentence units in Greek, one in English and one
visual unit) but initiates three sequences. Additionally, we can see that most
sequences are made up of either two- or three-turn units. Occasionally, the
same turn is responded to sequentially by several participants. For example,
in lines 14 to 16, G2 had suggested that G1 go to the airport through a split
message composed of a textual and a visual unit (two emoji laughing with
tears of joy). G1 responded with the same emoji (line 17). The sequence
could have ended with this adjacency pair (proposal/reaction), but G4 (line
18) and C1 (line 19) also react. It is interesting to note that C1’s turn in line 19
serves to close a sequence (lines 14-19) but also triggers a new adjacency pair
(request/refusal, in lines 19-21) in which G1 provides a reason for not going
to the airport. Thus, we can conclude that agency in this medium and at the
time in which the episode occurred is achieved through students’ behaviour
(turn initiation and topic selection) but does not correlate with the density of
participants’ discourse.

The cognitive actions students undertake to construct their messages are
varied. C1 seems to have preference for producing messages composed of sen-
tence units in English (lines 2-3, 6-7, 19, 30, 34 and 36) and G1 for constructing
messages composed of sentences (lines 4, 21, 23, 27-29 and 32-33) and lexical
units (lines 5, 11, 12, 38 and 39). Occasionally they both resort to the use of
emoji as indicators of social presence in response to what other participants
have said. As Dooly and Czura (2021) note, emoji are combined with verbal
communication and are understood as an alternate code or language variety.
Thus, emoji:
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may have more communicative purposes than simply conveying emotions or pictorially
representing facial expressions or gestures [...] [and] may be deployed to orchestrate the
interaction (e.g. mitigation through humour) or to elicit a next-turn interaction from
other participants (e.g. orientation of an expected response). (Dooly & Czura, 2021,
p. 223-224)

In our data, emoji produced in multimodal turns (used in combination with
lexical units) are used by interactants to provide connotative meaning relating
to the degree of commitment to the truth of the propositions they utter. For
example, when C1 in line 19 requests G1 to go to the airport, he knows it is not
feasible. Therefore, his verbal request is followed by an emoji laughing with tears
of joy. However, when turns are only composed of visual units or two split mes-
sage units (one of which is visual), emoji express a reaction to a previous turn.
For example, C1’s reaction to the turn produced in Greek (line 8) is delivered
through a visual unit in the form of an emoji with crossed eyes, often meaning
dead or astonished (line 10). In either case, emoji are code-switching procedures
with communicative intent.

That is, in line 10, C1 shows astonishment about G2’s turn by switching from
one code (verbal) to the other (visual). Similarly, G1 responds multimodally with
laughter to G2’s proposal both with a lexical unit (the slang interjection “Lol” in
line 12) and with a visual unit (tears of joy emoji, in line 17). G2’s four turns are
produced in Greek and in English and are also composed of sentence units (lines
8, 14-15 and 22) complemented with emoji (line 16). G2’s code-switching, un-
like C1’s actions, is used to signal a change of addressee (G1 and not the whole
group), which, on one of the occasions (line 8) is also reinforced by the fact
that a vocative (the addressee’s name) is used. So, by switching to Greek, G2 is
not only addressing a Greek participant but also excluding (purposely or not)
the Catalan participants that do not speak Greek. The participant-related switch
(Auer, 1999) in line 8 triggers G3’s turns in lines 9 and 13 in which she asks her
peer to switch back to English. Thus, G3 takes the agentive action of regulating
code use without actually translating G2’s turn. This is done by G2 himself, who
in lines 14-15 accepts G3’s request and translates the utterance he had previously
produced in Greek into English.

As we discussed earlier, C1’s acceptance of G2’s proposal (line 19) through a
message composed of a sentence unit and a visual unit (an emoji laughing with
tears of joy, possibly showing that his proposal is a joke) serves to open a new topic
(a request/invitation to G1 to visit them at the airport). G1’s message to declare
he cannot travel to the airport and justify why (lines 21 and 23) is split into two
posts. G2’s second switch into Greek (line 22) is again participant-related, as it is
addressed to G1 only and embedded within his split message. G1 responds with
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an emoji in line 24. As his message is produced after his response to C1’s invita-
tion, G1 adds G2’s name in his turn. G2’s message in line 22 is delivered in a quite
informal register with the inclusion of an abbreviated swear/slang word. His use
of the first-person plural pronoun signals he embraces G1’s idea when he claims
“we (Greek students) don’t have anything else better to do” — presumably, apart
from going to the airport to see the Catalan group off. G3 participates with an
interjection in Greek representing laughter and written in capital letters (“XAXA’,
line 26), suggesting a louder utterance in digital text-based communication. In
her turn in line 26, G3 seems to be responding exclusively to G2’s previous turn in
Greek. This leads G1 to take on the role of interlinguistic mediator and to entirely
reformulate G2’s message (he changes “we” in Greek to “he” in English, uses a
more formal register and “We don’'t have anything better to do” is replaced by “He
said that he wants to come to the airport But he cant’, lines 27-29). The transla-
tion of G2’s turn does not include G1 as one of the people who have nothing to do,
and it comes after G1’s disclosure of the reasons why he cannot get to the airport
(“+ T have a German lesson’, line 23). This prompts C1 to ignore G1’s translation
of G2’s comment and to ask for more information regarding G1’s German lesson
(line 30), just before G2 formulates a turn with a visual unit (the thumb-up emoji)
to signal his acceptance of G1’s adapted translation of his own words (line 31). G1
responds with a sentence unit explaining that he has a German class imminently,
preceded by a vocative to indicate C1 as the person he is addressing (lines 32-33).
C1 completes this sequence with a comment preceded by the interjection “Wow”
to indicate amazement (line 34), to which G1 responds with an emoji (line 35).
The turn produced by G1 here also triggers the initiation of a new sequence, in
this case, an adjacency pair as a farewell. The fact that C1 starts this last exchange
with the adverb “so” (line 36) indicates the connection between the two turns
(lines 32-33 and 36). The use of G1’s name also corroborates this and signals that
C1’s farewell is addressed to him only.

The fact that the sequences are interwoven does not seem to be a barrier
for participants to convey or interpret messages. This is so, in part, because
participants take multiple agentive relational actions to guarantee the cohesion
of the co-constructed message. For example, G1’s sentence unit in line 23 is pre-
ceded by a “+” symbol to indicate that this turn is part of a split message unit he
was elaborating before G2’s turn. The use of vocatives by G1 and G2 also serve
to guarantee discourse cohesion and, like code-switching procedures, are also
indicators of social presence as they signal who is included or excluded from
each sequence. Group cohesion is achieved through interactional procedures
including asking questions on a previous topic (as in line 30) or responding
to other’s messages (as in lines 17, 18 or 19, to cite a few). The employment of
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affective indicators such as humour (as in lines 14-16 or 19), self-disclosure
(as in line 23) and especially the use of emoji, reveal social presence; that is,
participants’ ability to project themselves socially and affectively. The whole con-
versation is scattered with emoji, representing different reactions and emotions
as a response to an immediate or distant previous turn. Code alternation from
textual to visual message units is done naturally and emoji are integrated into the
different sequences. Emoji are also employed to qualify messages. For example,
in line 37, C1 produces a turn by simply clicking “like” on his previous sentence
unit message to reinforce the idea that he really hopes to see G1 again. Thus
G1’s next turn is a split message to respond both to this wish (line 38) and to the
farewell (line 39). In Image 5, which is the continuation of this conversation, we
observe how two other interactants also participate by clicking “like” on a mes-
sage produced by a peer (lines 52 and 55).
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Image 5. Continuation of the Instagram group chat with Greek and Catalan students
occurring just before the group of Catalan students board their plane back to Catalonia.
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Image 5 is also interesting because although up to that point only four Greek
students had displayed the agentive action of taking the floor, there were, at least,
seven other Greek students engaged in the communicative episode we are exam-
ining. We are unsure whether the Catalan students did not respond to this choral
farewell because they were no longer available — they may have been boarding
the plane — or due to other reasons. We need to bear in mind that time is not
recorded in Instagram chats, so this string of messages could have been pro-
duced within a few seconds or over a longer time span. Additionally, turns do
not overlap, which poses a challenge for researchers when recreating how the
discourse evolved. In Image 5 we can observe 19 turns and three sequences. The
first sequence is a farewell exchange that started in the last two turns of Image
4, when C1 says goodbye to G1 (line 36) and the latter responds (line 39). This
farewell exchange has three moves. The first one is the farewell between C1 and
Gl (lines 36 and 39, Image 4); the second one (lines 40-51, Image 5) is a string of
farewell utterances whose target addressee changes as the discourse unfolds; and
the third one (line 52, Image 5) is an assessment move (a “like”) performed by G3
on G11’s turn. If we take a closer look at the second move from the first sequence,
we can see that Image 5 starts with a post by G3, one of the students who had
already taken part in this episode (see Image 4). In her turn, she is unlikely
farewelling C1 as C1 had not explicitly addressed his farewell to her; instead, she
seems to address the whole silent Catalan student audience. This is confirmed
when the string of farewell utterances is over; the use of a plural vocative ‘them’
in the sequence produced in Greek by G11 and G3 (lines 53 and 54) indexes that
the Greek students perceive the group of Catalan students as ratified participants
(Goffman, 1981) in the event, and were addressing their farewell to them all, and
not just to C1. Similarly, the fact that G1 offers his farewell again (line 47) also
indicates that he is no longer addressing CI, as he had done in the previous
excerpt (line 39, Image 4), but the whole Catalan audience. This change of target
audience is not signalled but is implicitly assumed by the Greek participants and
is possibly what triggered them to explicitly participate by posting.

In Image 5 we can also observe that the string of messages is not produced
simply as iterations of G3’s first turn. So, out of the 11 turns that make up the
second move of this first sequence, eight are composed of the same single lex-
ical unit (versions of “bye” in lines 40, 41, 45, 46, 47, 48, 49 and 50), one is
produced with this lexical unit followed by a visual unit (line 51), and one is
made up of two lexical units (line 42). In all cases, “bye” is produced with a
variety of spellings, with various extensions of the vowel “¢” at the end of the
word. In Instagram, like in other text-based social media chats (e.g. WhatsApp,
Messenger or Facebook), the more letters that are used to extend the last vowel
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sound, the longer the sound being represented, which could be an indicator of
interactants’ genuine interest in participating in this last communicative episode.
Finally, only G7 takes the agentive action of expressing farewell by employing a
different conversational formula (“Have a nice trio”, line 43), which semantically
connects with the actual reason why they are saying goodbye to their friends. It
is also worth mentioning that G7’s clause unit contains a spelling mistake that is
marked with the “*” symbol, as is convention in this medium, and self-repaired
in the following line (“trip”).

The second sequence in this excerpt takes place in Greek and involves two
Greek students: G11 (in lines 53 and 56) and G3 (in line 54). G11 is the last par-
ticipant to post a farewell message and the only one that complements the lexical
unit with a visual unit: a smiling face with three hearts emoji (line 51). This ac-
tion is followed by a comment on how other Greeks should farewell their Catalan
friends (line 53, translated as “Be a little sweeter with them”). His participant-
related switch into Greek indicates he is addressing his Greek counterpart only.
G3 (the same student who had asked G2 to use English in Image 4) responds
(we can't tell in which order) by liking the message that contains the emoji (line
52) and by producing another sentence unit in Greek (line 54, translated as
“Don't flirt with them”), which is marked with a “like” by student G5 (line 55). In
reply, G11 produces another sentence unit in Greek (line 56, translated as “You
just say bye you could at least add a heart”) to justify himself.

A final consideration about Image 5 relates to the third sequence. In it, G5
participates again by producing a clause unit (line 57) that paraphrases G3’s
turns 9 and 23 from Image 4. G11 responds to this with a visual unit, a face with
tears of joy emoji (line 58). These last two turns reveal that although G5 and G11
had not posted earlier, they were attentive to how the interaction unfolded.

5. Discussion and conclusions

In this chapter we have examined how two groups of English learners use
Instagram chats to communicate and socialise translocally. Their interest in con-
solidating their bonds was genuine and was rooted in their participation in a
collaborative classroom project that involved several online exchanges and a trip
by the students from Catalonia to visit their counterparts in Greece. The initia-
tive of establishing contact in a non-teacher-led environment offered to them
by social media was an agentive action students took in class and that teachers/
researchers, after obtaining parental permission, encouraged. The results of our
analysis on learners’ participation in two communicative episodes occurring in
two of those Instagram chats — one between two learners and the other between
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the two groups - have implications for both teachers and researchers, which we
will discuss after summarising our findings.

We have seen that both posting and not posting constitute behavioural
agency actions participants undertake. Being silent does not indicate absence
or disengagement, as we saw in Image 5 when two Greek students, G5 and G11,
made reference to a previous joke to which they had not previously responded.
Similarly, the Greek students in Image 5 address their farewell to all the Catalan
students, when only one of them, C1, had been posting, while another was only
made visible in a photograph C1 had posted of the two of them. Our analysis also
reveals that the density of participants’ messages, calculated in terms of number
of turns and of lexical and non-lexical elements in their contributions, does not
relate to the agency actions of selecting and attributing turns or topics. Thus, in
Image 3, participation is quite balanced if we observe the behaviour of the two
students in the chat, yet the student who initiates the episode and produces most
turns and denser contributions is not the one who allocates the turns and selects
the topics. The same occurs in the group chat, in which G1 is the participant
with most turns and the second in terms of the density of his contributions, but
he only selects one of the 10 topics during the conversation. On the contrary, G2
intervenes half as much as G1, with less dense contributions — two of his turns
are in Greek, one is in English (the translation of one of the turns he produced
in Greek) and one is constructed with a single visual unit (an emoji) - but he
initiates the topic of three of the sequences.

With regards to indicators of participants’ cognitive agency, that is, the actions
interactants adopt to produce their messages, we can see that communication
through English, a language both groups are learning, is scaffolded by the use
of a channel they are familiar with (Instagram) and the legitimate shared code
(including emoji and other multimodal resources) that accompanies it. Posting
emoji (or “likes” to own and other’s messages) entails enacting listenership,
understood as “the act of giving feedback on prior messages” (Choe, 2018,
p- 703), but emoji are also used to add meaning to the message being conveyed.
For example, in Image 4 an emoji is used by G2 (line 16) to indicate that he
knew his proposal (lines 14-15) could not be accomplished. Similarly, laughter -
expressed through textual units in the form of interjections or acronyms - is
used to modulate a demand so that it could be interpreted as a mild request,
as in Image 3. Additionally, different symbols are employed for purposes that
are recognisable to technology-mediated text writers (e.g. the “+” symbol is em-
ployed to indicate that a message is incomplete or the “*” symbol is used to intro-
duce a correction). Participants’ communication, apart from being supported by
the agency action of employing multimodal resources (participants shift from
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text-based messages to visual messages in Images 4 and 5), is also scaffolded
by the languages in the participants’ repertoires, as observed when interactants
rely on mechanisms such as code-switching (they produce messages in Greek in
Image 4) or code-mixing (they make a word-per-word translation of a Catalan
idiomatic expression in Image 3).

Cognitive agency is also achieved when interactants take decisions regarding
the density of their contributions. In Image 3 we observed how one of the
participants opted for creating compact message units which contained several
smaller units (in the form of sentence units or image units) and a variety of top-
ical elements. On the contrary, in Images 4 and 5, participants opted to construct
their turns based on what we called split message units, that is, by developing a
topic though more than one brief post. These agency actions have implications
for how the conversation unfolds and are partially dependant on the space in
which it takes place; in Instagram chats turns never overlap, previous messages
cannot be selected to mark they are being addressed, unlike, for example, in
WhatsApp. Consequently, while in Image 3 topics develop sequentially, in
Images 4 and 5 all sequences contain other embedded sequences. Yet, the con-
versation develops fluently and with no misinterpretations, which indicates that
all participants know well how to participate.

The mediation actions of translating the sequences produced in Greek into
English could be regarded as a means of achieving relational agency in the sense
that while the original language choice excluded part of the interactants from
the conversation, interlinguistic mediation moves acknowledged them as rat-
ified speakers. Other relational actions in our data include the use of emoji,
humour, and self-disclosure (affective indicators), the employment of vocative
and inclusive pronouns (cohesive indicators) and the actions of asking questions
or referring to other messages (interactive indicators). Again, students seem to
rely on these procedures rather spontaneously, which leads us to argue for the
need to bring technology into the classroom to establish connections between
classroom practices and social practices. As we mentioned, the introduction pro-
vided by G12 in Image 3 in the form of a compact message unit resembles the
type of texts students produce in the classroom when asked to introduce them-
selves, but the way interaction unfolds in excerpts Images 4 and 5 differs a lot.
Hence, if the role of formal language instruction is to trigger an authentic need
for learners to use the target language to accomplish real communicative goals,
classroom practices cannot ignore the type of communicative practices learners
engage in in informal environments. That is, language teachers should allow for
classroom communication and learning to generate the kind of learning oppor-
tunities that informal communication offers. This study sheds light on the nature
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of participation in out-of-class peer interaction and may serve as inspiration for
those teachers willing to promote learners’ abilities to participate in real social
encounters mediated through technology.

Our chapter also seeks to contribute to the study of peer interaction and
learning in the digital wild. Since learning is a socially situated action, par-
ticipation in Instagram chats in English as a lingua franca is to be regarded
as a potential language learning experience in itself, although concrete evi-
dence of language learning can also be traced in the data (see for example C2’s
self-repair in Image 3), even though that is not learners’ immediate goal. The
study of language learning through social media needs a robust theoretical and
methodological apparatus. We have argued that CA, and especially the notion
of TCU proposed by Sacks et al. (1974) to study participation, is valid if it is
updated to capture the essence of multimodal communication such as that
developed in social media. In this regard, we suggest that the types of units
that make up a turn should be expanded to include non-textual units such as
audio/video files, photographs and all sort of visual elements (gifs, emoji, likes,
etc.) or the prototypical symbols in technology text-based communication
(*, +, etc.). In our data, non-textual units, apart from contributing to the co-
construction of meaning, also constitute the preferred mode of participation of
some of the interactants. Symbols, on the other hand, are used by interactants
as cohesive devices to link together the split message units that constitute their
turns, as we see in Image 4.

A second challenge researchers of authentic, informal, peer communication
face relates to the ethical implications of using personal data disclosed by
learners. The Greek and Catalan students in our study gave us permission to read
their personal communication and they were the ones who selected what we
could and could not see. We also had consent from their families. Nevertheless,
‘spying’ on how young people build up their relational bonds raises ethical issues
as we described in Section 3.4. Therefore, it is necessary to create conditions
under which social media can be used in classrooms in a genuine manner and
investigate the types of discourse it generates and how it contributes to learning.
Proposals in which formal teaching and learning is developed through social
media are still scarce but gaining prominence in the formal language class-
room. An example of one of these emerging initiatives in secondary classrooms
in Catalonia can be found in the work of Olivé (2020a, 2020b), who engages
language and literature students in the process of understanding literary work
by setting them, for example, the task of impersonating in Instagram a character
from the novel they are reading.
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‘in-between learning scenario’: A case study of a WhatsApp chat with secondary students of
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Brief summary

This paper presents a case study of a WhatsApp group created by the two secondary
school teachers in Catalonia to coordinate a student-led fundraising task related to the
upcoming school trip to Greece. Although the WhatsApp chat was not designed as a formal
learning tool, the interaction within it gradually created what we defined as an in-between
learning scenario—a hybrid space situated between formal and informal peer interaction.

Drawing on the notion of practiced language policy (Bonacina-Pugh, 2012), the study
shows how policies emerge in and through everyday practices rather than being externally
imposed. Initially, the teachers set the tone and the language policy by using English, emulating
the classroom’s medium of interaction (Gafaranga, 1999). Students aligned with this norm, both
implicitly and explicitly, treating the chat as an opportunity to practice English in preparation for
using it as a lingua franca with their Greek peers. However, findings show that control over topic
selection—and by extension, over the interactional norms—shapes language use. When
teachers lead the conversation, English dominates. When students start leading, Catalan and
Spanish emerge, reflecting their personal language preferences (Auer, 1984) and processes of
membership categorization (Sacks, 1974). At this point, a flexible, plurilingual medium of
interaction becomes the new norm, accepted implicitly by both parties, embodying a practiced
language policy that balanced task accomplishment, social positioning and a pragmatic

approach.
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Methodologically, the study applies Conversation Analysis (CA) to WhatsApp
interactions, adapting it to examine turn-taking, message timing, and multimodal resources
(e.g., text, emoiji, audio). Through five excerpts collected over three months, the analysis traces
how the medium of interaction was negotiated, suspended, and reshaped across time. Finally,
the study offers insights into how digital tools like WhatsApp can create in-between learning
spaces, where language learning, social identity, and task completion interconnect. It also
highlights the challenges of maintaining L2 use outside formal settings, emphasizing that
language learning in mobile-mediated environments greatly depends on shared objectives,

learner agency, and sustained teacher engagement.
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Exploring language alternation and participation in an ‘in-between learning
scenario’: A case study of a WhatsApp chat with secondary students of
English

Célia Pratginestos & Dolors Masats
Universitat Autonoma de Barcelona

The study of participation from a socio-interactional perspective relates to the
exploration of the interactional practices displayed by interactants and the close
examination of the multimodal resources they employ (Masats and Nussbaum 2022).
Here we observe the language choices made by two teachers and ten students who
participate in a WhatsApp chat over the summer break. Since language choice is a
social category-bound activity (Gafaranga 2001) linked to social forms of
participation, our analysis focuses on the negotiation participants engage in to
determine their practiced language policy (Bonacina-Pugh 2012) and to select their
medium of interaction (Gafaranga 1999). Our analysis reveals that language choices
reshape and construct what we would refer to as an ‘in-between learning scenario’.
This scenario creates tensions between the teachers’ and the students’ agenda,
observed through their alignment with other interactants and their interpretation of the
task at hand. Language selection is not a strict, personal choice. Instead, it is socially
situated and depends on how speakers co-construct the communicative event they

participate in and who holds the control of topic selection.

Keywords: language choice, practiced language policy, medium of interaction,

community of practice, mobile-mediated communication

1. Introduction

The use of technology has blurred the boundaries between technology-mediated interaction
within and beyond the classroom doors. This situation has an impact on language alternation
and generates different scenarios that spark the interest of numerous researchers in education.

To cite just some examples, Dooly and Masats (2020) pinpoint that technology in the classroom
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contributes, with the mediation of the teacher, to the creation of a learning space that enables
participants to simultaneously focus on meaning and form to adjust their language choices and
the interactional patterns they recreate to the features of the task they are engaged in. Moore
and Vallejo analyse technology-mediated non-formal educational settings and argue that
learning is a transidiomatic practice that develops through ‘a bricolage of diverse linguistic
codes, modalities and media’ (2021, 172). Dooly and Czura (2022) approach code-switching
in the scenario of technology-enhanced collaborative Virtual Exchanges (VE) occurring in
formal educational settings and argue that emoji should be understood as ‘an alternate code or
language variant (albeit not a full-fledged language) and is an additional modality within the
participants’ repertoire’ (p.201). Likewise, Pratginestés and Masats (2021) focus on how
learners interact translocally through technology with a group of peer learners and observe that
participants employ plurilingual and multimodal procedures to organise participation, construct

meaning and build relational bonds.

In our study participants belong to the same community of practice (CoP, Lave and Wenger
1991) as they share the common interest of teaching/learning English. The practiced language
policy (Bonacina-Pugh 2012) in this CoP, the regular English class, establishes that English is
not only the language being learned formally, but also the language participants orient to while
in class, thus, the agreed medium of interaction. However, students outside the class use their
preferred language, either Spanish or Catalan, to address their peers or their teachers. The chat
analysed here does not have the same number of participants as the regular L2 classroom
because it is only addressed to a few students who will travel to Greece as part of the closure
activity of a class project. Thus, we state that a new smaller CoP (with fewer participants,
different interests, and different scenario) emerges. We examine technology-mediated

interaction and, especially, participants’ language choices as activities bound to language
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preference (Gafaranga 2001) to delve into how they jointly construct what we will refer to as

an ‘in-between learning scenario’.

2. Language choice and alternation in learning settings

Learning in multilingual milieus takes a multimodal dimension and is shaped by how speakers
co-construct the communicative event they participate in. Teachers and learners orient to
plurilingual talk, understood as ‘the alternating use of more than one language in the same
episode of talk’ (Musk and Cromdal 2018, 16). Language alternation has been approached from
different perspectives for over three decades (Lin 2013). Research in language alternation as
social practice (see Filipi 2019 for an overview on this field) has focused on the functions of
language alternation (e.g. Eldridge 1996; Unamuno 2008), the distribution and frequencies in
speakers’ use of their languages (e.g. Polio and Duff 1994; Kim and Elder 2005), the impact of
language alternation on learning (e.g. Masats, Nussbaum and Unamuno 2007; Macaro 2009;
Llompart-Esbert and Nussbaum 2023), and the role of language alternation in indexing identities
and social inequalities (Prego Vazquez 2000), among others. On different terms, Filipi and
Markee (2018) divide the studies in this field into two broad research strands: those focusing on
learner-peer perspective and those on the teacher’s perspective. The former turns their attention
to the L2 learning opportunities created by language alternation (Kasper 2004; Mori 2004), to
how language alternation fosters engagement in interaction (Cheng 2013); and to the link
between language alternation and task development (Markee and Kunitz 2013). The latter
focuses on the pedagogical implications of language alternation (Ustiinel and Seedhouse 2005),

on the way language alternation is involved in establishing epistemic status (Cheng 2014; Filipi
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2018), and in enacting language policing (Amir and Musk 2013) and practised language policies

(Bonacina-Pugh 2012), among others.

Additionally, research has also focused on the goal of language alternation in talk-in-
interaction. In this vein, Auer (1984), following Gumperz’s work, argues that bi-/plurilingual
talk relies on alternation either as a discourse-related activity (e.g. as a ‘contextualization cue’;
Gumperz 1982), or as a participant-related resource indexing speakers' preference for a
particular language or ‘medium’ (Gafaranga 1999). In this paper, following Gafaranga (2001),
we argue that language preference (Auer, 1984) should be understood as a membership
categorisation device (Sacks 1974). In other words, ‘speakers ascribe each other to a ‘language
preference’ category (Gafaranga 2001) and use therefore that language in interaction’
(Bonacina-Pugh 2013, 299). That is, participants’ language choices co-construct their
practiced language policy. The term was coined by Bonacina-Pugh (2012) to refer to Spolsky’s
idea (2004) that there is a policy within practices, where speakers orient themselves to
interactional norms they have observed or co-constructed with other interactants as they ‘draw
on a set of implicit rules that they have deduced from their observation of patterns of language
use’ (Spolsky 2004). That is, a policy -which has traditionally been conceptualized as a notion
separate from that of practice- can actually be found in language learning practices themselves.
In turn, enacting practiced language policy is closely bound with what conversation analysts
refer to as doing being, in this case doing being the student or doing being the teacher (also

referred to as teacher-hood in Bonacina-Pugh 2013).

3. Data and methods

Our data stems from a transnational classroom project between two groups of secondary
students -one in Catalonia and one in Greece-, who participated through English in various

virtual exchanges in class to get to know each other’s culture and lifestyle. Inside the classroom
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Catalan students orient to English when addressing the teachers, but outside they address them
in their preferred language, either Spanish or Catalan. Students also use one of these languages

(or others) to address their peers both in and outside the classroom.

At the end of the school year, the cohort underwent a recruitment process to be able to
participate in a trip to Greece to meet their partners. Ten students were selected and over the
summer they were assigned the task of organizing fund-raising activities to pay for the trip. To
monitor this task, their English teacher (TEACHER 2) and a researcher (TEACHER 1) who
had assisted him throughout the whole academic year organized face-to-face meetings
developed in their habitual medium of interaction (bilingual talk in Catalan/Spanish) outside
the classroom. Prior to the organization of the first meeting, students were summoned through
a WhatsApp chat created by the researcher to have a direct instant communication channel with
the recruited Catalan students. This chat constitutes our corpus since it constructs a new
scenario that reshapes the practiced language policy (Bonacina-Pugh 2012) of the regular

English classrooms.

A first analysis of participants’ language choices allowed us to observe that although the
primary purpose of the WhatsApp chat is not teaching/learning English, participants’ actions
are still bound to the feacher-hood (Bonacina-Pugh 2013) or student-hood categories they enact
when doing being in the regular English class. We have name it ‘in-between learning scenario’
for several reasons. First, interaction does not unfold as a process strictly derived from the
regular classroom agenda, yet participants categorize one another as they did in the English
classroom. Second, interaction occurs beyond the physical and temporary space of the
classroom (after the academic period), and teachers are not expected to assign pedagogical
tasks, assess students’ performance or to provide pedagogical feedback. Third, learning cannot
be regarded as taking place ‘in the wild’ (Clark et al. 2011) as the interaction does not spring

spontaneously; instead, it is initiated and mediated by the teacher. Thus, this ‘in-between
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learning scenario’ is task-oriented (raising funds to subsidize the trip), goal-oriented (managing
face-to-face activities and actions, including meetings), teacher-mediated (the two teachers
create the WhatsApp chat and monitor the interaction), local (only Catalan students
participate), exclusive (only for those students who will travel abroad) and occurring beyond
the physical and temporary limits of the classroom (outside the school, during summer

holidays).

In this paper, we aim to explore how, in the WhatsApp chat, participants’ language choices
and alternation co-construct what we have called an ‘in-between learning scenario’ and shape

the practiced language policy they implicitly and explicitly adopt. We will focus on

1) how participants negotiate the medium of interaction in the chat and set the
norms of the practiced language policy.

2) the purposes language alternation serves.

3.1. Our corpus

The WhatsApp chat in the single-case study presented here hosted 12 participants (2 English
teachers and 10 Catalan students of English) and was created to monitor the task of raising
funds to subsidise a trip to Greece and it ended upon participants’ return. Thus, it was active
for a total of 3 months and half. Excerpts for this article only illustrate the planning of the trip.
They are presented and analysed chronologically and there is a time span of three months
between excerpt 1 and excerpt 5. During this period, communication did not occur exclusively
via chat, as participants had face-to-face meetings on a regular basis. Thus, the chat serves three
purposes. First, it allows all participants to arrange face-to-face meetings to discuss possible
fund-raising activities. Second, it serves the students not present in a particular face-to-face

meeting to notify their absence and to be informed of the agreements reached. Third, it allows
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students to give one another and their teachers an account of the actions they, individually or

in small groups, are engaged in between meetings.

The first excerpt illustrates how the teachers describe the purpose of the group. The second
excerpt exemplifies and how participants arrange the first meeting. The third excerpt shows
participants arranging another meeting and summarising the agreements taken once it is over.
In the fourth excerpt students inform about their fund-raising actions. These four instances
illustrate how participants construct the ‘in-between learning scenario’ drawing on the

emerging norms of the practiced language policy they set as a new community of practice.

Ethical approval to use this data was obtained by UAB Research Ethics Committee CEEAH

(ref. No. 3670) and all the names of the participants have been duly anonymised.

3.2. Methodology for analysis

WhatsApp provides the feature of downloading the chat in a .txt format. We chose this option
for two reasons: (a) to keep track of the exact time (minutes: seconds) every message had been
posted and (b) to be able to edit the text to mark the languages being used. We use underlining
for Catalan and bold for Spanish. We use italics to include researchers’ comments such as
translating the text produced in Catalan or Spanish, indicating who responds to each message
or informing of the type of file participants post to the chat. Teachers mark their language shifts
in the text either with parenthesis or quotation marks. We have left these symbols as they were

posted.

The selected excerpts are analysed sequentially following the premises of the
Ethnomethodological Conversation Analysis (EMCA) as a research apparatus. However,
considering the digital nature of our data, we have taken into account the special features of
the channel of the interaction analysed, i.e. an online text-based interaction. Multiple

researchers have taken the challenge of using CA to approach both data produced online (both
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audiovisual or text-based) and computer-mediated communication (CMC) or interaction
(CMI). Most studies place a special focus on sequence organization and turn-taking in CMC in
comparison to well-established findings of such aspects in face-to-face oral communication
(see for example Giles, Stommel, Paulus, Lester and Reed (2015) and Tudini and Liddicoat
(2017) for a review of some influential research on the field). Several authors have also turned
their attention to the unique interactional resources deployed by users to participate and interact
on different social media platforms and video games (Thorne, Hellermann, Jones, and Lester
2015; Androutsopoulos 2010, among others) as well as to the affordances and opportunities
offered by every specific medium and how users manage each medium’s potential constraints
(see, for example, Hutchby 2001; Meredith 2019). Among other aspects, the investigation of
L2 CMC and CMI (and by extension, mobile-mediated interaction and communication: MMI
or MMC) from a CA perspective (Gonzalez-Lloret 2011; Kitade 2005; Negretti 1999; Thorne
and Hellermann 2022; Balaman and Sert 2017; Pekarek-Doehler and Balaman 2021;
Pratginest6s and Masats 2021; among others) has focussed on learners’ participation and task
accomplishment and have also problematized the use of the traditional devices of CA to analyse

data produced online by L2 learners, such as turn-taking, sequence organization or repair.

In this paper, we draw on Pratginestds and Masats (2021)’s proposal on how to analyse
Turn Construction Units (TCUs) in the context of mobile-mediated interaction. The authors
expand Sacks, Schegloff and Jefferson’s (1974) categorisation of TCUs’ components proposal
by including visual (pictures, gifs, giphys and emojis), audial (instant recorded oral messages),
audio-visual (videos) and hypertextual (links to other (multimodal) texts) units added to the
already established lexical (words), phrasal (phrases), clausal (clauses) and sentential
(sentences) units. As for the turn organisation, the authors make a distinction between compact

message unit (no other participant takes the floor while the message is being produced and
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delivered), and split message unit (the message is broken into different units and other

participants may take the floor before the message is fully delivered).

Finally, some accountable features of a WhatsApp chat are to be underscored. The exact
time the turn is posted to the chat is registered by the system, which informs us of the
overlapping and the transition time between turns (which is not as relevant and informative as
it would be in a face-to-face interaction as participants might not answer straight away for
multiple reasons). Currently, WhatsApp also offers a feature to refer to the exact previous
adjacent turn the participant are responding to, even if this turn has been posted long before,
which is a peculiarity that helps the user organize the sequences better and avoid
misunderstandings. This device, which differs from the one that someone would use in face-
to-face oral interactions to refer to a previous adjacent turn, favours what has been referred to
as the virtual adjacency (Schonfeldt and Golato 2003). However, as we will see in the analysis,
not all users use this mechanism to respond to a previous turn, which can generate ambiguity
when different sequences are occurring simultaneously (and constitutes a limitation to our

study).

4. Analysis

To understand how participants jointly construct the practiced language policy (Bonacina-
Plugh 2012) governing the ‘in-between learning scenario’ they co-create, first we draw our
attention to the negotiation participants engage in to determine the medium of interaction
(Gafaranga 1999) in the chat. Then, we examine how through language alternation teachers
enact doing being the teachers (Sacks 1992), the identity they typically adopt in the regular
classroom. Finally, we describe how language choice and alternation on the students’ part
indexes their alignment with other interactants and their interpretation of the task at hand and/or

the actual scenario.
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4.1.  Negotiating the medium of interaction

The chat is initiated by TEACHER 1 to manage the actions students need to organize during
the summer to raise funds for the school trip. To observe how participants engage in it and
select the medium of interaction we first focus on how she directs the conversation. In excerpt
1, from line 1 to line 18, she self-initiates topics (lines 1, 7 and 13) that generate 3 sequences
which serve different communicative purposes: (a) to greet everyone and announce the reason
for creating the group (lines 1-6 and 11), (b) to add new members (lines 7-10 and 12) and (c)

to assign the task in a qualified manner (lines 13-15 and 17-18):

Excerpt 1. Setting the medium of interaction in a new Community of Practice

1 [Jun. 27 9:49:06] TEACHER 1: Good morning, everyone!!

2 [Jun.27 9:49:55] TEACHER 1: We are creating this group so that we can start planning
3 your trip to Greece®™

4 [Jun.27 9:50:43] MAR: Okey

5 [Jun. 27 9:50:53] ANN: Okey

6  [un.27 9:50:59] LUZ: <=

7 [Pun.27 9:51:06] TEACHER 1: Could anyone add Zoe, please?

8 [Jun. 27 9:51:14] ANN: Yes

9 [Jun. 27 9:51:31] ANN attaches Zoe's contact with a nickname

10 [Jun. 27 9:51:51] ANN: Its Zoe =

11 (in response to lines 2-3) [Jun. 27 9:52:00] NOA: okey &

12 [un. 27 9:52:13] Teacher 1 adds ZOE

13 [Jun. 27 9:53:58] TEACHER 1: We should also start thinking of some activities we

14 could do to earn some money for the trip!

15 [un. 27 9:54:32] ANN: Okey

16 [Jun. 27 9:54:44] TEACHER 1: Maybe we could meet one day and do a brainstorming &
17 (in response to lines 13-14) [Jun. 27 9:54:47] NOA: but what we have to do?

18  [Jun. 27 9:55:37] ANN: We should think about ideas

Although this is a mobile-mediated interaction that occurs outside the temporary/spatial
limits of the ordinary class, TEACHER 1 opts to initiate the chat in English, the same language
she would habitually use to address her students in the regular L2 classroom. Her first turn

opens a sequence directed to greet students (line 1) and to state the purpose of the chat (lines

10
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2-3). She is responded within the split of 16 seconds by three leaners, MAR, ANN, LUZ (lines
4-5-6) and 2 minutes later by NOA (line 11), who clearly approve her initiative of creating the
group chat. Participants’ responses to TEACHER 1°s first two turns adopt different formats.
For example, MAR (line 4) participates with a compact message unit consisting of a lexical
(‘Okey’) and a visual (a winking face emoji) unit (line 4), ANN simply produces a lexical unit
(‘Okey’, line 5), and LUZ’s answer (line 6) takes the form of a visual unit (a thumbs-up emoji).
We draw our attention to the fact that students signal their acceptance to both the creation of
the chat and the medium of interaction adopted by the teacher in two different modes (visual
and verbal). The spelling ‘okey’ (instead of ‘okay’) in our corpus does not signal a change of
medium. This is specially supported by observing ANN’s actions. Two of her message units
contain the discourse marker ‘okey’ (lines 5 and 15), but her other compact turns, which are
more elaborated, are produced in a unilingual mode in English (lines 8 and 18) or accompanied
by a visual unit (a face laughing with tears, line 10). So ANN contributes to the development
of the topics raised in two modalities, while aligning to the medium of interaction used by the

teacher.

The second sequence initiated by TEACHER 1 (line 7), serves to request students to
add a new member. The action is accepted (line 8) and executed (line 9) by ANN who adds
Zoe’s (see line 10). Again, this sequence is conducted in English. In lines 13-14 TEACHER 1
initiates a new sequence to expand the task instruction given in lines 2-3. Learners again
respond in English either with an approving utterance (line 15) or by requiring further details
(line 17), and even when ANN, doing being the expert, responds to NOA’s request for
clarification (line 18). Thus, what it is significant to highlight in excerpt 1 is the fact that
participants at this point do not challenge English as the medium of interaction in this newborn

CoP. This will, however, occur in excerpt 2.
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Excerpt 2. Co-constructing the acceptance of the medium of interaction

20
21
22
23
24

25
26
27
28
29
30
31
32
33

35
36
37
38
39

41
42
43

[Jun. 27 9:55:45] TEACHER 1: What about meeting tomorrow morning or one day

next week to talk about it?

[Jun. 27 9:57:00] NOA: the next week better please, at least for me

[Jun. 27 9:57:11] ANN: Yes tomorrow morning

[Jun. 27 9:57:30] ANN: Or as you want

[Jun. 27 9:59:10) ZOE: Podemos hablar en castellano que nos entendemos bien?+
ZOE: Can we speak Spanish so that we understand each other well &

[Jun. 27 9:59:45) ANN: No

(in response to line 217) [Jun. 27 10:00:03] MAR: Yes, please

(in response to line 24) [Jun. 27 10:00:10] KAI: In English better, in this way we can practice the language a bit more

[Jun. 27 10:00:22) ANN: Yes

(in response to line 26) [Jun. 27 10:00:38] ZOE: I'm in Bulgaria i can't

[Jun. 27 10:00:43) ZOE: Videocall

[Jun. 27 10:00:50] ANN: Yes

(in response to line 19-20) [Jun. 27 10:01:26] KAI: | don't care, the day that more

partners can come, I'm totally free &

[Jun. 27 10:05:34] TEACHER 1: Let's see how many of you could make it tomorrow

(let’s say at 11.30 at the school) and we could also meet again one day next week.

[Jun. 27 10:06:05] ANN: | can't go

(in response to 35-36) [Jun. 27 10:06:27] KAl: Okey, | can go the two days &

(in response to 37) [Jun. 27 10:06:50] NOA: me neither

[Jun. 27 10:07:05] ANN: Next day

[Jun. 27 10:07:23] ANN: Netx week

[Jun. 27 10:07:27) ANN: Next*

(in response to 35-36) [Jun. 27 10:20:21] ZOE: | can’t go any day, when you meet, I'll

make a video call with someone from the group and I'm informed

[Jun. 27 10:32:28] TEACHER 1: Ok, let's see what the others say and we'll decide

The proposal to negotiate how and when to meet is, again, initiated by TEACHER 1 in

line 16 (see excerpt 1) and reformulated in lines 19-20 (excerpt 2). NOA (line 21), ANN (lines

22-23) and MAR (line 26) again participate in English. However, in line 24, ZOE intervenes

for the first time to negotiate the medium of interaction, and therefore, in turn, challenges the

practiced language policy adopted so far by the CoP (Podemos hablar en castellano que nos
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entendemos bien? @). ZOE’s suggestion to use Spanish to facilitate understanding is enacted
with a compact message composed of sentential unit and a visual unit (an emoji of a face
laughing with tears @). Emojis serve a broader range of communication functions beyond just
expressing feelings (Kelly and Watts, 2015). In this case it “orchestrates the interaction” (Dooly
and Czura, 2022, p. 200) by softening her proposal, which involves breaking the set norm and
her alignment with the other participants. Interestingly, her request is responded to by two

peers, but not by the teachers (lines 25, 27 and 28).

ANN takes a stronger stance by refusing ZOE’s proposal with a blunt negative (line
25). KAI also reacts to ZOE’s request (lines 27) misaligning with her, albeit, not with a direct
openly disagreeing response but with an explicit expression of preference for English, and an
account that contributes to the language policy negotiation (i.e. the opportunity for practicing
the language). ANN reaffirms (line 28) KAI's justification for the use of English (lines 27) and
the other participants, by not aligning with ZOE and continuing using English in their
subsequent turns, implicitly align with the established practiced language policy. ZOE herself
aligns back with the group by returning to English in her immediately subsequent turn (line

29); and in lines 43-44, where she produces a long utterance also entirely in English.

This excerpt illustrates that up to this point, learners have aligned with TEACHER 1 in
the understanding that, although the interaction is taking place beyond the temporary and
physical limits of the classroom, the same norm regarding the practiced language policy in the
bigger CoP still prevails and therefore the exchange develops in English. Even though the chat
was not created as a resource to learn English, it emerges as an ‘in-between learning scenario’
in which learners display a genuine, agentive interest in practising the lingua franca they will
need to employ with their Greek counterparts (see Pratginestés 2022 to observe how Catalan

and Greek students carry out a face-to-face pedagogical task in English while in Greece).
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4.2.  Suspending the medium of interaction

The conversation initiated by TEACHER 1 in excerpts 1 and 2 continues 5 days later when she
sends a reminder of a previously scheduled face-to-face meeting. In the first part of the
interaction on this particular day (not presented here for sake of brevity) participants negotiate
the best time and place to meet. Later, JES, BEA, EVA and NOA excuse their presence at the
meeting and request to be informed of the decisions taken (lines 154 and 157). This whole

conversation still develops entirely in English and continue in excerpt 3.

Excerpt 3 shows the conversation occurring before (up to line 161) and after the face-
to-face meeting (from line 162 onwards). In this latter case it serves to report on the agreements
reached at the face-to-face meeting. It is worth noting that practiced language policy
established for this small CoP in the chat group was broken at the face-to-face meeting, in
which the conversation developed in Catalan and Spanish, accordingly to the participants’
preferred language. Yet, when the interaction moves back to the chat, English is again the

medium of interaction until Catalan is used by teachers to provide a digest of the meeting.
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Excerpt 3. Suspending the medium of interaction

154
155
156
157
158
159
160
161
162
163
164
165
166
167

168

169
170
m
172
173
174
175
176

177

178
179
180
181
182
183

185

[Jul. 3 14:34:58] EVA: | can't go, when you can, informed me pliss ¥

[Jul. 3 14:38:21] KEV: In the bar the zoo at four?

[Jul. 3 14:40:52) TEACHER 2: Yes, Kev

[Jul. 3 14:41:48] NOA: i can't go. can you informed please

[ul. 3 14:42:32) TEACHER 2: Those of you who are not coming today will be informed, no problemeds

[ul. 3 14:42:45] NOA: thanks ¥

[Jul. 3 15:57:36] TEACHER 1: I'll be 5 minutes late. Sorry« .

[Jul. 3 16:03:38) TEACHER 2: Ok

[Jul. 3 20:05:01] BEA: what you said in the meeting?

[ul. 3 20:07:05] EVA: yes plis, can you summarize what do you speak?

[Jul. 3 22:01:41] TEACHER 2: Summary: we talked about ideas to raise money. For

next week, each of you think of 2 shops you know in Badia.

You have to ask them if they want to participate in helping you by giving discount

tickets. Then we make a package (tipica cesta de sorteo) full of discount tickets and we

(typical raffle basket)

sell numbers for the people who want to help you. The winner of the raffle (rifa, sorteo)
(raffle)

gets the package.

[Jul. 3 22:02:15] BEA: Okay

[Jul. 3 22:03:08] EVA: okay

(in response to line 165-170) [Jul. 3 22:29:23] TEACHER 1: Great summary!& =

[Jul. 3 23:26:32] MAR: | don't understand £

(in response to line 174) [Jul. 4 16:22:16] TEACHER 1: Mar, you all need to think of two or three

shops in Badia or near Badia that would like to collaborate with you by offering a discount or free

products/services (vales de descuento o vales para algin producto o servicio gratis) to add in the

(discount coupon or vouchers for some free product or service)

‘panera’ that will be raffled in September.

‘raffle basket’

[Jul. 4 16:24:10] TEACHER 1: We are meeting next Monday 8 Jul. at 4pm again so

that we can already give you the document with the information you can give the shops

when you ask for their collaboration

[Jul. 4 16:24:35] EVA: ah okeyy perfect ¥

[ul. 4 16:24:35] BEA: Okay

[Jul. 4 16:24:57) TEACHER 1: Once we have ‘convinced’ some sponsors we will start

selling the raffle tickets at the price of 2€

[Jul. 4 19:31:53] JESS: Okey
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In lines 164-169 TEACHER 2, in a self-allocated long turn, provides the summary of
the meeting. On doing so, he enacts being doing the teacher with a plurilingual turn in which
Spanish (the preferred language of socialisation amongst students) becomes a resource to
clarify the meaning of English words he assumes will hinder comprehension. It is interesting
to notice that he marks his language switches with parenthesis. As we can see in lines 170-171,
TEACHER 2’s summary receives a simple validation of the learners that had requested the
progress update (both with a single lexical unit: okay) and, also, the positive appraisal of his
colleague through a compact message unit consisting of a sentential and two visual units: the
emojis of a happy face and a face with sunglasses (line 172). MAR, however, takes her
epistemic stance by overtly recognizing she does not understand what has been said (line 173).
On doing so, she shows misalignment and breaks intersubjectivity with the other participants,
but still accommodates with the agreed practice language policy and uses English as the

medium of interaction.

At this point, TEACHER 1 (lines 174-177) self-selects a turn and uses the turn-
allocation mechanism available in WhatsApp to do so (signalling the selected turn being
answered) and redundantly addresses MAR to reformulate for her the information TEACHER
2 provided. TEACHER 1 also enacts doing being the teacher and relies on language alternation
to clarify meaning. She signals her language switch into Spanish with parenthesis, as
TEACHER 2 had done, and her switch into Catalan with single quotation marks. Interestingly,
her assumptions of which English words in TEACHER 2’s summary are obscure for learners
may differ from those of her colleague. For example, in line 168 TEACHER 2 introduces the
word ‘raffle’ and immediately translates it into Spanish in brackets. TEACHER 1 recycles the
term and uses it as a verb in line 177. However, TEACHER 1’s enactment of doing being is
clearer when her discursive actions differ from those of her colleague. For instance, TEACHER

2 employs the concept ‘discount tickets’ in lines 166 (‘ask them if they want to participate in
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helping you by giving discount tickets’) and 167 (Then we make a package [...] full of discount
tickets’) without making it salient. However, in lines 174-177 TEACHER 1 opts to paraphrase
the idea expressed by his colleague (‘think of two or three shops in Badia or near Badia that
would like to collaborate with you by offering a discount or free products/services’) and, in
line 176, she translates into Spanish the word ‘discount ticket’ (‘vales de descuento’ o ‘vales
para algiin producto’ o ‘servicio gratis’). Hence, both her reformulation and the resource to
Spanish enables her to clarify the instructions of task they are describing. Another example of
the intertwined bond between language alternation and meaning making can be observed in
how the two teachers deal with TEACHER 2 use of the word ‘package’ to refer to a ‘gift
basket’. Since the choice is seen as problematic, in line 167 TEACHER 2 immediately
reformulates it in Spanish as ‘tipica cesta de sorteo’ (typical raffle basket) and, when
paraphrasing for NOA the information provided her colleague, TEACHER 1 avoids it and uses

‘panera’ (line 177), a Catalan term that clearly stands for the object they are describing.

Teachers’ choice to resort to Catalan and/or Spanish and suspend the medium of
interaction is a common trait of plurilingual talk in educational settings in Catalonia as the
mobilisation of a plurilingual repertoire can enhance the comprehension of complex terms
(Moore 2016). Thus, when confronted to a possible lack of understanding on the students’ part,
teachers resort to micro-alternations to enact doing being the teacher. That is, although teachers
created the chat as a managing tool, they adjust to their pedagogical agenda and offer students
the necessary scaffolding for the task to progress by strategically introducing unrequested and
unplanned clarifications in Spanish and/or Catalan. In classroom settings teachers typically
display their affiliation to the educational institution (Cots and Nussbaum 2008) and use
Catalan, not Spanish, when interacting with students or solving language problems in the case
of the English class. In this excerpt, though, teachers seem to resort to Spanish to align to

students’ preferred language (ZOE’s request in excerpt 2 was an attempt to establish Spanish
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as the medium of interaction). The accommodation norm (by which Catalan speakers often
switch to Spanish to address interlocutors who clearly show their preference for Spanish)
typically describes the complex dynamics of language alternation in Catalonia (Woolard 2016).
Catalan in this excerpt is only used by TEACHER 1 to label the object they are discussing with

the most precise term in students’ repertoire.

Excerpt 3, therefore, serves to illustrate that teachers’ language choices are accountable.
Catalan and Spanish serve the purpose of clarifying meaning whereas paraphrasing these terms
in English serves to align to the practiced language policy and offers learners a model on how
to overcome a possible intercultural misadjustment, which, in turn, is an attempt to favour the
development of their intercultural competence. This move is a resource to ensure the inclusion
of all participants (Seedhouse 2004) in their explanation, but it also serves to construct the

communicative event as an ‘in-between learning scenario.’

4.3. Reporting on the actions taken

So far, the practiced language policy of this small CoP in the WhatsApp chat has legitimized
English as the preferred medium of interaction, and alternation to Catalan and Spanish is
allowed when teachers support students’ understanding. However, as we can observe in excerpt
4, at a certain point, the practiced language policy changes. It is important to note that excerpt
4 occurs only 15 minutes after the face-to-face meeting has ended. Face-to-face meetings occur
in public spaces (cafeteria or library) in the town, where the members of this CoP abandon their
enactment of doing being the teacher or the students. Thus, as they mostly did during the school
year when they socialised at school outside the classroom, they co-construct a practiced
language policy that legitimates a bilingual (Catalan/Spanish) medium of interaction that does

not include English.
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Excerpt 4. Challenging the language policy

248

249

250
251
252

253
254

255
256
257
258
259
260
261
262
263
264
265
266

267

268

[Jul. 8 17:42:32] MAR: La luz y yo ya tenemos 3 tiendas
MAR: Luz and | already have 3 shops (original in Spanish)

[Jul. 8 17:44:27] KAI: Ja tinc el primer vale, de la merceria MLuisa, és de un vale per un arreglo de 6€
KAI: | already have the first voucher, from the haberdashery M°Luisa, it's a voucher for a 6€ arrangement

[Jul. 8 17:47:12] TEACHER 1: Olé!!
(in response to line 248) [Jul. 8 17:47:26) TEACHER 1: Which ones, girls?
[Jul. 8 17:48:01] MAR: Optica, un estanco y el centro digital (in response to line 252)
MAR: Optician's, a tobacconist's and digital centre
[Jul. 8 17:48:22] TEACHER 1: Wow!! What did they offer?
[Jul. 8 17:48:49] MAR: Nos han dicho que les demos los papeles de descuento y los rellenan
MAR: We have been told to give them the discount papers and they fill them out
[Jul. 8 17:49:43] TEACHER 1: Cool!!!
[Jul. 9 11:40:15) BEA attaches a photo of a voucher
[Jul. 9 11:40:15] BEA: We have another shop (+attaches a photo of a voucher)
[Jul. 9 11:53:18] EVA attaches a photo of a voucher
[Jul. 9 11:53:23] EVA attaches a photo of a voucher
[Jul. 9 11:53:30] EVA: another
[Jul. 9 11:56:21] BEA attaches a photo of a voucher
[Jul. 9 11:56:24) BEA attaches a photo of a voucher
[Jul. 9 11:58:58] TEACHER 1: Well done, everyone!!!'&
[Jul. 9 11:59:27] KAI: Upload it to the Instagram @bea @eva
[Jul. 9 12:08:16] ANN attaches 3 photos of a list of shops
[Jul. 9 12:09:31] EVA: |'armari de la Silvia també colaborara
EVA: The armari de la Silvia (name of the shop) will also collaborate
[Jul. 9 12:09:47] EVA: pero ha di m h r el val
EVA: but has told us to come and pick up the voucher on Friday
[Jul. 9 12:12:43] KAI: Poseu els vales al compte d'instagram @bea @eva
KAI: Post the vouchers to the Instagram account @bea @eva

Excerpt 4 serves students to announce they have already obtained vouchers from three

shops to include in the prize for the raffle they aim to organize to raise money for their trip

(line 248). We observe that MAR (line 248) and KAI (line 249), with a span of 2 minutes, send
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a message to the chat reporting their achievements. MAR (and Luz, as a ratified participant
virtually included by MAR in the interaction) do so in Spanish and KAI does it in Catalan. We
cannot explain why MAR and KAI challenged the agreed practiced language policy in the chat
by breaking the norm of using English only. We could argue that the short time span between
the face-to-face meeting (held in Catalan and Spanish) and their first turns in the chat right after
favours such change. The choice of Spanish (in the case of MAR) or Catalan (in the case of
KALI) is an individual preference for a particular medium of interaction that is beyond the scope
of this article. It is important to notice that KAI is the student who explicitly had refused to
accept ZOE’s proposal of not using English in the chart (see excerpt 2). His acceptance now of
MAR’s language shift into Spanish and his own into Catalan indexes the adoption of a new
norm in the practiced language policy (the embracement of a plurilingual medium of
interaction) and signals the occurrence of another change, related to who (the teachers or the

students) controls the conversation.

In the previous excerpts, teachers were in control of the conversation in the chat because
they had managed the conversation topics, had assigned tasks, had been in possession of the
information needed for the progression of the interaction and had selected the ratified medium
of interaction. Thus, we would argue that English was the medium of interaction because it is
the teachers’ preferred language and students accommodate to the norm. Students’ refusal of
ZOE’s earlier proposal (line 24, excerpt 2) to use Spanish in the chat proves English is also the
students’ preferred language while the chat serves students to get informed of the actions they
are expected to take. However, when the students start reporting on the actions they are taking,
they are the ones who have the information and can start managing the topics themselves. On
doing so, they cease to envisage the chat as an ‘in between learning scenario’ and break the

existing language policy by participating in their preferred language, either Catalan or Spanish.
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TEACHER 1’s language alternation in her split message (lines 250-251) serves two
purposes. First, she momentarily suspends the English only norm accepted by all participants
as their practiced language policy and endorses the learners’ achievements with a Spanish
interjection representing an exclamation of approval or encouragement (line 250). Second, she
immediately signals her interest in maintaining English as the medium of interaction when she
requires further information (line 251) in English. Turn 250 is constructed multimodally with
a lexical unit in Spanish followed by a visual unit consisting of 3 hands applauding. In
participation activities, multimodal resources play a key role, as participation is reflected
through all the actions interactants perform, including the use of gestures, gaze, images or
emoji, among others (Goodwin and Goodwin 2004). Thus, signalling approval in two codes
(textual and emoji) stresses the positive feedback learners receive. As Dooly and Czura (2022)
point out, the two codes reinforce one another as verbal and gesture communication do in face-
to-face communication. Yet, the fact that the emoji is posted after the lexical unit ‘Olé’ in
Spanish in turn 250, and just before the message TEACHER 1 addresses in English to MAR
and LUZ, serves as a discourse marker to signals the transition from one language to the other.
TEACHER 1’ turn 251 is explicitly addressed to MAR and LUZ (the teacher uses the
mechanism provided by the app to select a previous message and the vocative giris to address
them) and performed in English. Yet, this language switch does not trigger MAR’s return to
English as the medium of interaction and she responds in Spanish (line 252). In line 253
TEACHER 1 sticks to English but receives another response in Spanish by MAR (254), which,
in line 255 she acknowledges, again, in English. TEACHER 1’ use of the same emoji she had
used in line 250 to mark her shift from Spanish into English indexes her interest in maintaining
the intersubjectivity without deviating from the implicitly agreed practiced language policy.
This move is understood as such by BEA who, after sending a picture of one of her vouchers

(line 256), she switches back to English to report on this action verbally (line 257). BEA’s
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alignment with TEACHER 1°’s language choice and the agreed practiced language policy is

also supported by EVA (line 260) while the two of them share more pictures of their vouchers.

At this point students seem to have accepted TEACHER 1’s attempt of recovering
English as the medium of interaction and this explains why, after TEACHER 1’s new turn
congratulating everyone for their achievements (with a sentential unit and a visual unit in line
263), KAI also intervenes again in English. He requests BEA and EVA (by addressing them
specifically through the turn-allocation mechanism available in the app with the symbol @ in
line 264) to upload the photos of the vouchers to the Instagram account purposedly created for
the task. It is then when a new change of the medium of interaction occurs. EVA, unlike what
she had done earlier (line 260), intervenes in Catalan, now through a split turn (lines 266-267)
in which she ignores KAI's request, and provides information on one of the collaborating shops
she has managed to engage in the project. This language switch into Catalan triggers KAl's
next turn (line 268) in which he reproduces, 44 seconds after his previous turn in English, the
same request he makes in line 264 (again addressing BEA and EVA), but this time in Catalan
(line 268). KATI’s turn, thus, resort to a participant-related code-switching in favour of the task
progression and to avoid a breakage in intersubjectivity. By observing KAT's interventions in
this excerpt, we can conclude that Catalan is his preferred language, and he uses it when other
students intervene in their preferred languages (either Catalan or Spanish) but stick to English

when other participants do so.

Excerpt 4 illustrates that KAl and EVA’s last turns in Catalan in excerpt 4 constitute a
turning point in terms of language choices in the chat. From then on, although TEACHER 1
and 2 stick to the initial practiced language policy and produce their turns in English, the fact
that they do not correct the students use of Catalan and Spanish to report their actions indicate
they accept a new practiced language policy: the use of plurilingual talk. For the rest of the

summer, students will use their preferred language in the chat (either Catalan, Spanish or
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occasionally English in the case of KAI). TEACHER 1 and TEACHER 2 will stick to English
except when they deal with crucial information regarding the trip, in this case they will
accommodate to students’ preferred language, as we see in excerpt 5 when participants are

discussing how to travel to the airport.

Excerpt 5. Constructing a plurilingual medium of interaction

745  [30/9/19 12:54:14] JES: Porque es una tonteria ir si no llevo a nadie
JES: Because it is silly to go if | am not taking anyone with me

746  [30/9/19 12:55:23] ZOE: La Meva Mare ha guanyat el tercer premi, que es guanya amb aquest premi?
ZOE: My Mum has won the third prize, what do you win with this prize?

747  [30/9/19 12:58:02] TEACHER 1: Si tothom té clar am i Vi roblema! Si alg no ho té clar,

748  gue ho digui ara «.&
TEACHER 1: If everyone is clear about who they are going with, no problem! If anybody is
not clear about that, please say so now «.&
749  (in response to line 746) [30/9/19 12:58:43] TEACHER 1: "
750  [30/9/19 12:58:56] TEACHER 1: Jorge must know

751  (in response to line 746) TEACHER 2: Encara |'he de preparar, seran uns 3-4 vales
TEACHER 2: i still need to prepare it; it is going to be around 3-4 vouchers

752 [30/9/19 13:01:21] TEACHER 2: Monday 7th will be ready &
753  [30/9/19 13:07:06] TEACHER 1: Thanks

The discussion on how to get to the airport is conducted in Spanish even when
TEACHER 1 takes the floor to contribute to a discussion conducted by the students in Spanish
(for the sake of brevity, we only present here JES’s turn 745). Yet, TEACHER 1 closes this
exchange in Catalan (line 747-748). Her switch is triggered by ZOE’s compact message, in
Catalan, to introduce another topic (line 746). Later, TEACHER 1 reacts to ZOE’s contribution
with a visual unit (clapping hands, line 749) and a verbal compact message in which she
switches back to English (line 750). Similarly, TEACHER 2 first aligns with ZOE’s language
choice (line 751) and then also switches back to English (line 752). ZOE’s use of Catalan in
this excerpt is interesting because she is the student who had asked to establish Spanish as the
medium of interaction in the chat. In excerpt 2 she had addressed her request to both her

teachers and their peers, and this may explain her language choice. Yet, in this case she is
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clearly addressing the teachers and somehow showing ‘affiliation to the educational institution’
(Cots and Nussbaum, 2008). Thus, this excerpt shows how participants preferences for a
particular language are not stable in the chat and contribute to the construct of a new practiced
language policy sustained in the acceptance of a plurilingual medium of interaction that will

last until Whats App communication ceases after the trip.

5. Conclusions

New technologies have opened the classroom doors allowing teachers to propose pedagogical
tasks that may be performed in and outside the spatial and temporary boundaries of the
educational institutions and calendars. Research on the use of mobile-mediated technology in
language learning contexts has shown that WhatsApp opens up opportunities for participation
and collaboration both within and beyond the classroom setting, nurturing a more personal and
direct connection between educators and learners, while also fostering interaction among
learners themselves (Sauro 2009). Tragant et al. (2021), who used WhatsApp to set a group of
EFL learners language learning tasks, argue that as both on-task and off-task messages trigger

students to use English beyond the walls of the classroom.

In our data, however, the WhatsApp chat is not created by two secondary teachers with
a strictly pedagogical purpose, but as a communication channel with a small selected group of
Catalan students to prepare an immediate trip to Greece as the culmination of the school project
conducted in the English class with the whole cohort. Our analysis of the interaction in the chat
is presented chronologically and it covers a time span of three months. At the beginning, the
adults still enact their teacher-hood (Bonacina-Pugh 2013) by creating the chat to manage the
organisation of the trip, a school-related activity, by taking the necessary actions to engage

students in the preparation of the trip (calling meetings, giving instructions, summarising the
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decisions taken, etc.) and specially, by participating in the chat in English, the language they
orient to in class. The enactment of their teacher-hood is ratified by the learners, who welcome
the teachers’ initiative of creating a space to give them support in the preparation of the trip,
and who initially collectively accept the English only norm as they envisage their participation
in the chat as an opportunity for practicing English in light of using it as a lingua franca once
in Greece. Interaction in the chat unfolds in summer beyond the physical and temporary space
of the classroom and, therefore, it does not depend on the regular classroom agenda nor take
places in the wild. In this ‘in-between learning scenario’ co-constructed by participants of this
newly created community of practice (CoP, Lave and Wenger 1991), language choices are
activities bound to language preference (Gafaranga 2001). Thus, we examine how interactants
set, negotiate, suspend, and reshape the norms of the practiced language policy and the
selection of the medium of interaction in the WhatsApp chat. To do so, we also explore the

purposes language alternation serves.

Our results outline that participants understand the space of communication differently
as the interaction unfolds. At the beginning, English is set as the medium of interaction in the
chat because it is created by the teacher to instruct and guide the students on how to complete
the school-related non-pedagogical task of raising funds for the school trip abroad (see excerpt
1). On doing so, she addresses the students in English, the language of instruction in the regular
classroom. Students accept English as a medium of interaction and the practiced language
policy (Bonacina-Pugh 2012) of this CoP is set. First, students’ acceptance of English as a
medium of interaction is implicit: they respond to the teacher in English (see excerpts 1 and 2).
Then they make it explicit when they do not back up (excerpt 2, lines 25-27) the proposal of
one of the students to switch into Spanish (excerpt 2, line 24). Their argument reveals they see
the chat as a space for learning (KAI: In English better, in this way we can practice the language

a bit more; excerpt 2, line 27). The conversation unfolds in English until one of the teachers,
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anticipating possible linguistic intercultural obstacles, suspends the medium of interaction and
resorts to plurilingual talk. TEACHER 2 uses Spanish to scaffold the task progression and
attempts to paraphrase in English some very local culturally bound terms. TEACHER 1 follows
the same strategy, alternatively using Catalan and Spanish to build on the meaning of these key
concepts (see excerpt 3). So, as in any other classroom contexts in multilingual settings,
plurilingual talk serves to maintain the intersubjectivity among participants and to avoid

disengagement from either the task or the interaction (Llompart and Nussbaum 2023).

Our data also reveal that those who hold control of topic management in the chat
determine the medium of interaction. Control is gained by who is in possession of the
information that needs to be shared. When the chat starts, teachers are responsible for calling
meetings, giving instructions, summarising the decisions taken, etc. (see excerpts 1, 2 and 3)
and the conversation develops in English. However, when students start reporting on the
actions performed to raise funds for the trip, they gain control of the chat (see excerpt 4). At
this point, they self-assign the responsibility for managing the organisation of their talk. On
doing so, they challenge the agreed practiced language policy and use Catalan and Spanish.
For a while, teachers still stick to English as the medium of interaction, which causes ambiguity
to determine the legitimised language (excerpt 4). As students’ participation increases
significantly through the posting of both visual and textual messages, any of the participants’
preferred languages (Catalan, Spanish or English) or visual codes employed becomes accepted
(see excerpt 5). This new plurilingual medium of interaction reveals that the practiced
language policy in this CoP incorporates a new norm, according to which multiple languages
can be employed. This new norm is also enacted when teachers do not correct those students
who participate in Catalan or Spanish and even align, occasionally, with learners’ language
preferences, as TEACHER 1 does in excerpt 5. Teachers’ alignment to the students’ preferred

language when they are not using English breaks their affiliation to the educational institution
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(which establishes Catalan as the medium of interaction in and outside the classrooms). Yet,
students like ZOE DO affiliate with the institution when they address their teachers in Catalan
(excerpt 5) despite their use of Spanish (excerpt 2) with their peers (Masats and Nussbaum
2022). Other students, KAI and EVA for example, are reluctant to suspend English as the
medium of interaction (excerpt 4) and only switch into Catalan when they do so. On the
contrary, some other students (MAR in excerpt 4) immediately switch from English to Spanish

when they get control of the topic selection in the chat.

Our results suggest that technology-mediated activities outside the classroom are only
perceived as language learning activities if the right conditions are created for this to occur.
Such conditions should include students’ willingness and need to practice the target language
outside the classroom and the teachers’ interest in enacting doing being the teacher. When such
conditions change and the students focus on the completion of a task that is not linguistic and
occurs in a setting that does not require English, they fail to see the need to keep using English
and stop perceiving the chat as a language learning space. We would therefore argue that
technology-mediated meaningful tasks per se do not solve a challenging situation that most
language teachers face on a daily basis in regular language classrooms: getting their students
to use the target L2 language naturally (and see the need to do so) when both the teacher and
the learners share the same L1s. Participants in our study created an ‘in-between learning
scenario’ in which to practise English naturally and achieved to do so for some time. However,
maintaining that scenario was not sustainable when the communication purpose changed. Thus,
researchers and educators still need to keep on reflecting on the most adequate practices to
ensure students are provided with meaningful proposals that can engage them in the use of the
target language in an agentive manner. As we have demonstrated mobile-mediated
communication technologies used strategically can help maximise (albeit not guarantee)

interaction in the target language when all participants share one (or two) L1(s).
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Brief summary

This paper analyses how learner agency is enacted in plurilingual, task-based peer
interactions in two complementary contexts: a virtual telecollaboration, and a face-to-face
group task during the trip of a group of students from Catalonia to Greece. Through a socio-
interactionist approach, the study focuses on how learners balance task progressivity (moving
the task forward) and intersubjectivity (ensuring mutual understanding), and how their
discursive actions reflect behavioural, cognitive, and relational aspects of agency. Conversation
Analysis (CA) is employed as the methodological and analytical apparatus, allowing the study to
trace how tasks are accomplished in real time through interaction.

In the virtual setting, a Catalan student, KAl, demonstrates high agency by self-selecting
turns, managing technical disruptions, and fostering group inclusion. His reformulations,
inclusive questions, and multimodal efforts (gestures, voice projection) illustrate his ability to
balance task completion with spontaneous social engagement, highlighting his cognitive and
relational adaptability.

In the face-to-face setting, KAl and his peer MIA engage with Greek students in a
discussion on cultural topics. The minimally structured task challenges learners to take initiative.
MIA frequently initiates topics and manages transitions, while KAl works to preserve mutual
understanding. When miscommunications occur—such as cultural references not being
understood—Ilearners employ procedures like candidate completions, reformulations, and

cultural equivalences to collaboratively overcome trouble. They often resort to the let it pass or
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make it normal mechanisms rather than pointing out misunderstandings, preserving both flow
and face.

Findings corroborate that learners’ agency is not fixed but context-sensitive and co-
constructed through interaction. Through their actions—ranging from managing turn-taking to
navigating breakdowns—Ilearners balance the Academic Task Structure (ATS) and the Social
Participation Structure (SPS). Learners enact behavioural agency through initiative and task
management, cognitive agency in how they shape meaning, and relational agency through
humour, inclusivity, and face-saving practices. Ultimately, the study argues that offering learners
freedom within structured but flexible tasks fosters genuine engagement, responsibility, and
development in interactional competence. These findings highlight the pedagogical value of
translocal, plurilingual peer tasks that allow learners to co-construct meaning across linguistic

boundaries at the time they develop both academic and social communication skills.
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Abstract

From socioconstructivist perspectives, learning is a
social process that occurs through collaborative inter-
action. In task-based L2 learning, this involves a dy-
namic adaptation to the evolving circumstances of the
task, integrating learning within the discursive ac-
tions learners perform when participating in the res-
olution of the task. This study explores how second-
ary students organise their participation and enact
learner agency during plurilingual, task-based peer
interactions in a transnational classroom proposal.
Focusing on two scenarios — virtual telecollaboration
and face-to-face group tasks — the study examines
how learners navigate between progressivity (task ad-
vancement) and intersubjectivity (mutual understand-
ing). Using Conversation Analysis, we analyze their
discursive actions identifying behavioral, cognitive,
and relational dimensions of agency. By focusing on
learners’ procedures to overcome challenges, co-con-
struct meaning, and balance academic and social in-
teractional goals, the study highlights the significance
of peer interactions in fostering agency, proactive
participation, as well as effective communication and
successful task completion across linguistic bounda-
ries.

Keywords: Learner agency; Task-Based Interaction;
Participation; Progressivity and Intersubjectivity,
Task-as-process
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Resum

Des d’una perspectiva socioconstructivista, I’aprenen-
tatge és un procés social que es construeix a través de
la interacci6. En un enfocament d’ensenyament de L2
basat en tasques, aixd suposa una adaptacié dinimica
a les exigeéncies discursives. Aquest estudi analitza
com estudiants de secundaria organitzen la seva par-
ticipaci6 i exerceixen la seva agentivitat en una pro-
posta d’aula transnacional, en dos contextos: la tele-
col-laboraci6 virtual i les tasques presencials en grup.
L’objectiu és explorar com els aprenents troben
equilibri entre la progressivitat (per fer avangar la
tasca) i la intersubjectivitat (per assegurar la com-
prensié mitua). A través de ’Analisi de la Conversa,
s’identifiquen dimensions conductuals, cognitives i
relacionals de ’agentivitat en les seves accions discur-
sives. L’estudi posa en relleu les estratégies emprades
pels aprenents per superar dificultats, coconstruir sig-
nificat i equilibrar objectius académics i socials. En
centrar-se en les interaccions plurilingiies entre iguals,
es mostra com aquestes afavoreixen I’agentivitat, una
participaci activa i una comunicacié eficag, contri-
buint aixi a I’#xit en la realitzacié de les tasques més
enlla de les fronteres lingiiistiques.

Paraules clau: Agéncia de ’aprenent; Interacci6
basada en tasques; Participacio; Progressivitat i
Intersubjectivitat; Tasca com a procés
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INTRODUCTION

Interaction in task-based learning involves adapting to the task’s unfolding circum-
stances, which means learning is embedded in the discursive actions learners take
when they participate in the task at hand. Learning, from a socioconstructivist per-
spective, is a social process that occurs mainly through interaction (Hall, 1993;
Hellermann, 2007; Lantolf, 2000). In line with this view, ‘situated learning’ (Lave
& Wenger, 1991) acknowledges learning as a social practice that allows learners
to put their linguistic, cognitive and sociocultural competences at work to gain
knowledge and develop communicative skills through socially contextualised tasks.
During social interaction, we rely on a set of “routinized yet context-sensitive pro-
cedures with which we reason our way through the moment-to-moment unfolding
of our interactions” (Hall et al., 2011, pp. 2-3). Thus, examining the organiza-
tional systems of participation in particular contexts of use is essential to under-
stand how learning occurs.

In educational settings, participation emerges through the actions and re-
sources interactants use to establish interactional order during the development of
a particular communicative event (Firth, 1996), where language and embodied ac-
tions provide crucial resources for the achievement of social order (Goodwin &
Goodwin, 2005). In second language classrooms, pair and group tasks are partic-
ularly significant because they provide learners with more possibilities of active
participation than teacher-learner interactions, and give learners greater freedom
to determine the topic and manage the interaction (Masats, 2008), enhancing in
turn their agentic role. The discourse between non-expert speakers tends to be more
exploratory, partly because the absence of a teacher assessing the interaction allows
learners to take more risks (Nussbaum & Unamuno, 2000). Additionally, peer in-
teractions provide opportunities for collaboration and collective scaffolding (Do-
nato, 1994).

This study examines how a group of secondary school students in Catalonia
and Greece engage in peer interactions during a telecollaboration classroom that
ends up with a trip to Greece. Designed within the framework of a transnational
initiative, the classroom proposal provided opportunities for students to engage in
peer interactions in English as a Lingua Franca (ELF). We analise learners’ partic-
ipation across different stages of this project, both in online and face-to-face inter-
actions, focusing on how they participate in these different scenarios using pluri-
lingual and multimodal resources to achieve task progress and mutual understand-
ing. The study focuses on learners’ agency as they balance intersubjectivity

Bellaterra Journal of Teaching & Learning Language & Literature
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(Heritage, 2007) and progressivity (Schegloff, 2006) to advance tasks and achieve
mutual understanding. The analysis builds on the categorisation of the learners’
discursive actions —the verbal and non-verbal moves used to construct meaning
and coordinate interaction—driven by their agency, understood as the capacity to
act intentionally and become responsible for their learning and actions. This agency
is dynamically shaped by their interactions with sociocultural, relational, and con-
textual factors (Larsen-Freeman, 2019; Mercer, 2011).

This paper begins with a theoretical framework integrating key concepts
from different fields. It examines learners’ participation in task-based interactions
by addressing the balance between two key features of social interaction —inter-
subjectivity and progressivity — and by exploring the dynamic nature of learner
agency through its behavioural, cognitive and relational dimensions. This is fol-
lowed by a description of the research context, outlining the objectives and the
methodological approach used. The analysis then focuses on two scenarios: one
based on a virtual connection and the other on face-to-face interaction. The article
concludes with a discussion of findings and their implications.

LEARNERS’ PARTICIPATION AND AGENCY IN TASK-BASED INTERACTIONS

Exploring tasked-based interactions

According to the sociocultural theory of learning (Vygotsky, 1978) and its ap-
proach to the construct of ‘task’ in the field of second language learning, tasks are
not static constructs but dynamic, co-constructed activities locally and historically
shaped by the participants (Mondada & Pekarek-Doehler, 2004). In this frame-
work, tasks are not predefined entities that dictate the interaction, but practices
reflexively defined and accomplished by learners and collaboratively (re)configured
in relationship to partners (Mondada & Pekarek-Doehler, 2004).

Breen’s (1989) distinction between task-as-workplan and task-as-process is
particularly relevant here: the former provides the structure of what both the
teacher and the learners are expected to do, while the latter informs of the process
that unfolds as learners co-construct meaning and collaborate to achieve the task's
goals. Studying the task-as-process thus involves analyzing how learners interpret
and orient themselves to the tasks assigned (Ellis, 2003). For that matter, examin-
ing how learners engage with the task through the categorisation of observable
actions is relevant to understand how learners organize their participation, address
challenges, and collaboratively advance the interaction in an attempt to balance

intersubjectivity and progressivity.
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Balancing intersubjectivity and progressivity

Intersubjectivity (Heritage, 2007), or ‘shared understanding’, is a key feature of
social interaction that allows participants to coordinate their actions and achieve
mutual comprehension. Progressivity (Schegloff, 2006), in contrast, signals the for-
ward-moving nature of interaction, where participants work to ensure the task ad-
vances smoothly. These notions often coexist in all types of interactions, but par-
ticularly in task-based interactions, although tensions can arise when “progressivity
is pitted against intersubjectivity” (Heritage, 2007, p. 308), that is, progressivity is
prioritized over achieving full mutual understanding. Participants must regularly
negotiate between the tension of (a) acquiring a certain level of shared understand-
ing, at the time they maintain and pay attention to the linguistic and cultural diver-
sity of all participants, and (b) progressing forward with the talk. For language
learners, this involves ensuring the task accomplishment (Heritage, 2007) through
the adoption of all the possible resources that enable them to continue with the
current activity (Markaki et al, 2012). In this intersubjectivity-progressivity axis,
progressivity includes actions that drive the task towards its resolution, including
indicators such as efficiency, immediacy, and simplicity (Borras, 2013). Intersub-
jectivity, however, refers to participants’ needs through equity (vs. efficiency), col-
laboration (vs. immediacy), and complexity (vs. simplicity). To manage this bal-
ance and to resolve situations of communicative tension, participants mobilize re-
sources like English as lingua franca (ELF), multimodality, language alternation, or
creativity and hybrid forms (Borras, 2013). This balance often emerges through
cooperation towards a shared understanding that is "good enough" for practical
purposes (Garfinkel, 1967).

Progressivity refers to the forward movement of interaction, where partici-
pants prioritize the progression of talk over addressing every detail. To ensure pro-
gressivity, participants use specific procedures like ‘let it pass’ and ‘make it normal’.
‘Let it pass’ is the listener's strategy to allow unclear or unfamiliar language (e.g.,
'grammar infelicities' or 'unidiomatic clause constructions') to go unaddressed, as-
suming the meaning will either become clear or prove irrelevant as the conversation
progresses (Firth, 1996). This reflects a passive stance by avoiding focusing on mi-
nor misunderstandings, making these issues interactionally insignificant. In con-
trast, ‘make it normal’ takes a more active, though implicit, role in interpreting and
understanding the communication taking place (Firth, 1996) not only by construct-
ing the interactional order but also by creating the appearance of order. However,
in this scenario, as Firth notes, the listener avoids ‘other-repairs’ or offering ‘can-
didate completions,” which would indicate the interlocutor’s statements are
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perceived as problematic. Letting hybrid or creative (or invented) forms pass is
common, especially in ELF interactions, where such forms are rarely explicitly
highlighted (unless they hinder understanding). In any case, both procedures help
manage the interactional work and favour the progression of talk, which is essen-
tial to the development of the ‘Academic Task Structure’ (ATS). The ATS refers to
the structured stages necessary to complete a task, where each step contributes to
achieving the overall goal. In addition, these strategies help establish interactional
order (Firth, 1996), fostering progressivity while aligning with the ‘Social Partici-
pation Structure’ (SPS). The SPS, as discussed by Erickson (1982) as a duality with
the ATS, governs the interactional rights and obligations of group members. It con-
sists of conversational rules that regulate turn-taking, sequence organisation, and
participation norms. This structure reflects the dynamic negotiation of social rela-
tionships, where participants balance the need to maintain group cohesion with the
progression of talk.

Intersubjectivity, however, can manifest through collaborative actions such
as ‘candidate completions’ (Firth, 1996), when one participant finishes another’
interrupted turn, interpreting the initial speaker's hesitations and pauses as a re-
quest for assistance or clarification. This aligns with Smit’s (2010) notion of 'joint
forces,' that emphasizes participants’ mutual effort to contribute to the communi-
cative exchange through cooperative work, especially, in repair sequences (Borras
& Moore, 2019). Repairs, as Smit (2010) claims, are seen as a first-order interac-
tional necessity in aligning the speaker's intention with the listener's interpretation
to build ‘shared understanding’. Therefore, once more, the more formal aspects of
language are not given attention unless they become relevant in the negotiation of
meaning — that is, when learners must explicitly work to understand and express
meaning in L2. This process facilitates learning by productively linking input, in-
ternal learner capacities (particularly selective attention), and output (Long, 1996).

In task-oriented interactions, despite occasional imperfections or break-
downs in intersubjectivity, participants often prioritise progressivity to fully resolv-
ing misunderstandings. Hetero-repairs, where one participant addresses another’s
error or misunderstanding using multimodal resources (gestures, laughter, or
changes in tone), help maintain sufficient intersubjectivity to keep the activity mov-
ing forward, without entirely pausing the interaction (Mondada, 2014). Partici-
pants use implicit cues or ‘covert claims’ to signal the need for repair while main-
taining the flow of communication (Mondada, 2016; Stivers, 2001). In our study,
the risk of breakdowns in intersubjectivity is higher compared to L1 interactions
due to a less apparent or accessible ‘shared knowledge’ and ‘common ground’.
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However, learners’ sustained engagement reflects their agency, shaping their par-
ticipation despite these challenges, as elaborated in the following section.

Learner agency and participation

Agency has traditionally been defined as being an individual’s will and capacity to
act, but recent studies frame it as a relational, embodied, socially situated, and dy-
namically adaptive process (Bouchard & Glasgow, 2019; Larsen-Freeman, 2019;
Bui & Filipi, 2024). Learner agency is emergent, spatially and temporarily situated,
achieved, relational, changeable through iteration and co-adaptation, heterarchical
and multidimensional (Larsen-Freeman, 2019). Agency is emergent as it exists in a
specific time and space while being influenced by past, present, and future experi-
ences. Agency is also relational, since it develops “in relationship with others and
with the world” (Miller, 2014), as learners continuously co-adapt to each other,
driving changes in agency through iterative processes. Finally, agency is multidi-
mensional and influenced by intrapersonal factors. It operates simultaneously
across three levels of learner engagement: bebavioural, cognitive, and emotional.
These dimensions are observable in learners' discursive actions—their communica-
tive moves to build meaning and manage interaction. The behavioural aspect re-
lates to participation, interaction patterns, and turn allocation and turn selection
processes. The cognitive dimension concerns how participants construct their turns
and understand and convey meaning. The emotional dimension — which we will
refer to as relational, as in Pratginestés & Masats (2021) to distinguish it from
emotions and intrapersonal factors - focuses on affective and interactive indicators
of social presence, such as humour, inclusive or engaging language, fostering group
cohesion. When the focus is on L2 learning, Larsen-Freeman (2019) claims that
although it occurs within a larger sociohistorical ecology, it is ultimately shaped by
the actions of agentive learners in specific contexts, with particular goals and col-
laborators. In this vein, Gao (2010), concluded that agency arises from the bal-
anced interaction of contextual affordances and learners’ strategic choices.

Agency is not a personal attribute, but a relationship between learners and
what their context affords (Driver et al., 2021). When given meaningful interac-
tions and favourable conditions, learners may start to feel responsible for their own
learning, by taking initiative and learning from mistakes while developing the abil-
ity to adapt and persevere to overcome obstacles and create opportunities to learn.
Such actions and more or less deliberate decisions influence participation and learn-
ing, understood as “the development of increasingly effective ways of dealing with
the world and its meanings” (van Lier, 2000, pp. 246-247). Parallel to this, Mercer
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(2011) distinguishes between feeling agentive and acting agentively, which involves
the choice to engage and participate actively or, conversely, to intentionally refrain
from participation or action. This is why this study focuses on how learners enact
agency in interactions (not how agentive they feel) through the use of interactional

resources.
METHODOLOGY

This study draws on data from a transnational classroom proposal involving two
groups of secondary students—one from Catalonia and one from Greece. The stu-
dents participated in a telecollaboration and mobility project conducted in English,
as part of a larger collaborative research project and innovation teaching initiative
(DATE Project). The classroom project aimed to provide Catalan adolescents aged
14-15 from a state high school in the Barcelona metropolitan area with meaningful
opportunities to use and engage in English during the different stages of the class-
room project. The initiative engaged an entire cohort of approximately 50 Catalan
students and a class of around 30 Greek students from a partner school,with 10
selected Catalan students later joining the full Greek group for a trip to Greece.
The focus is on the plurilingual peer interactions that emerged during the prepara-
tion and execution of some specific group tasks. These tasks were carried out col-
laboratively by both classes, under the support of two Catalan teachers —one also
serving as the researcher—and a Greek teacher. Specific participants for each inter-
action are provided in the corresponding sections of the analysis.

Adopting an ethnographic single-case design, the study employs Conversa-
tion Analysis (CA) to examine how learners participate in the task-as-process, as
opposed to analysing task-as-workplan (Breen, 1989; Seedhouse, 1999, 2005),
within the sociointeractionist perspective (Mondada & Pekarek-Doehler, 2004).
CA is regarded as a powerful tool to analyse how learners display agency (Bui &
Filipi, 2024) to capture not only what participants say but especially how they say
1t.

Due to CA’s detailed attention to turn-taking, sequence organisation, and
the contextual flow of interactions (Sacks et al., 1974), extended excerpts are often
necessary, since breaking these excerpts into smaller segments could disrupt the
sequential coherence essential for understanding how the interaction unfolds. The
transcription process is fundamental in CA, as it acts as the bridge between natu-
rally occurring interactions and their analysis. Fine-grained transcriptions are es-

sential for capturing the features of talk (i.e. pauses, overlaps, intonation, stress,
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and non-verbal cues), which are fundamental for understanding turn-taking, se-
quence organization, and how participants negotiate meaning and, in this case,
display agency. For this matter, we have used the transcriptions conventions devel-
oped by GREIP (Research Group for Education, Interaction and Pluriligualism),
following the ones proposed by (Jefferson, 2004). We use ((italics)) for the research-
ers’ comments and simple italics for the translation of the turns produced in Cata-
lan or Spanish, all in shaded writing. To distinguish the languages used by the par-
ticipants, we use bold for Catalan, italics for Spanish, and plain text for English.
Anonymity and permissions were ensured.

Research objectives

The study aims to achieve two main objectives to understand learners’ participation
and agency in task-based interactions:

The first objective is to explore how learners organise their participation in
interaction, by engaging in the ‘Social Participation Structure’ (SPS) and collabora-
tively constructing the task through the ‘Academic Task Structure’ (ATS). A key
focus is to identify how learners prioritise progressivity — ensuring the task moves
forward-, while maintaining intersubjectivity — for mutual understanding. To
achieve this, we investigate how learners structure their participation: What discur-
sive actions do they use to balance task progressivity and intersubjectivity? By an-
alysing participants’ discursive actions, we aim to uncover the procedures they use
to effectively manage and advance their interaction.

The second objective is to explore how learners’ agency emerges in interac-
tion across its behavioural, cognitive, and relational dimensions. Specifically, we
explore how agency is reflected in their discursive actions. In this regard, we seek
to answer: How do learners show their agency in interaction, and what role does
it play in shaping participation and collaboration? What interactional resources do
they use to organise participation, co-construct meaning, and build up relational

bond?

Our analysis adopts an emic perspective, examining learners’ decisions and
resource use as displayed in the interaction. We will use Masats’s (2008) Task Ex-
ecution Frame, which categorizes actions as “doing the task”, “managing the task”,
and “overcoming trouble”, to articulate our analysis.

Bellaterra Journal of Teaching & Learning Language & Literature

187



nu b WN

10
11

Examining Learner Agency in Plurilingual Peer Interactions 9

ANALYSIS

The analysis is divided into two sections, illustrating the different scenarios the
learners were exposed to. Excerpt 1 shows an online interaction between Catalan
and Greek students, while excerpt 2 corresponds to a face-to-face group task dur-
ing their time in Greece.

The virtual encounter

In excerpt 1, some Catalan students (KAIL, JOE, and SAM) and Greek students
(MAR and ELE) meet online via Facebook Messenger. Their task is to discuss pre-
viously exchanged videos about local attractions. The students interact using an
iPad and maintain visual and audio contact throughout, although the recording
used for data transcription only included video of the Catalan students; the Greek
students are heard but not seen due to the camera placement. Present in the session
are the Catalan teacher-researcher (CAT TEACH), the Greek teacher (GREEK
TEACH), who supervises the students in Greece, and a Catalan project volunteer
(CAT VOL). Specially accountable is:

(a) how KAI takes initiative in organizing the interaction, self-allocating
turns, and managing technical issues and disruptions to ensure understanding; and

(b) how agency emerges through KAI’S actions, involving peers, addressing
challenges, and constructs turns combining task completion with spontaneous so-
cial interaction.

Excerpt 1. A virtual connection
CAT TEACH: Vale, presenteu-vos (.) digueu HELLO/(.) [my name is | don’t know]

((ok (.) introduce yourselves (.) say HELLO/(.) [my name is | don’t know]))
KAI: ok

VOL: [my name is nanana)
KAI: =HELLO GIRLS
CAT VOL: =Hello girls (.) hahaha

((the other boys laugh too))
KAI: [°ponte para aqui que no se te ve®] ((the other two boys get closer))
(([°Come closer that you can’t be seen®]))

GREEK TEACH: [You are the one that wants to be a politiclAN: right/]
CAT TEACH: ((coming closer to the screen)) [=you are the/

JOE: [=no se escucha
(([=we can't hear))

GREEK TEACH:  =you are the one who wants to be a politiclAN: when you xxx
CAT TEACH: ((pointing at KAI: and smiling)) [=yes he wants to be a politicia:n
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KAI: [YES | want to be a politicia::n
CAT TEACH: =yes (.) well done Greek teacher
KAI: ((laughs))
CAT TEACH: ((it)r(}g;wg to find a better position for the iPad screen)) a veure quina cosa (.) com ho aguanto
al
((let’s see (.) how can | hold this right/))
CAT VOL: =ja (.) és que no sé com es posa aixo ((she touches the ipad too and puts a bottle behind the
iPad to hold it upright))
((= ok (.) the thing is that | don’t know how to place it))
((some indiscernible voices from the Greek participants))
KAL: We have technical problems sorry ((cupping his hands to project his voice))
CAT TEACH: =ara ho veieu bé/
((=can you see well now/))
KAI: [si]
JOE: [si]
CAT VOL: a veure (.) si us tireu una mica enrere hi cabreu tots (.) ((the boys move backwards a bit)) més
més ((they move a little more backwards))
((let’s see(.) if you move backwards a little, everyone will fit))
perfecte ((puts her thumb up)) xxx
((perfect))
KAI: 0k (0.2)
((some indiscernible voices from the Greek participants))
KAI: HELLO GIRLS (.) what are your names/
MAR My name is xxx
ELE: | am eleni xx
KAI:/JOE/SAM:  ((nod and smile))
KAL: OK NICE TO MEET YOU
((they all laugh loud))
KAI: MY NAME IS KAIl: ((putting his hand on his chest))
JOE: °My name is jose® ((putting his hand on his chest))
SAM °My name is sam® ((with his hand in his pocket))
CAT TEACH: °Speak up speak up® ((moving her hands upwards, standing behind the group))
CAT VOL: =louder louder ((moving her hands upwards))
CAT TEACH: =You need to speak up
CAT VOL: °que si no no se sent®
°otherwise they can’t hear you®
KAL: =0K
CAT TEACH: well (.) °joe and sam especially® yeah/
You are fine kai: hahaha
(0.3
KAI: Do you have any question/
GREEK VOL: your names/ (.) kai: and the other two/
[..] ((others arrive and some distraction))
KAI: ((facing the screen and ((cupping his hands to project his voice))

Ok so:: the teachers told me that we have to talk abo:ut places to visit here () right/
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KAP’s discursive actions reveal how he organises participation, manages dis-
ruptions, and fosters collaborative engagement. To start with, KAI follows the
teachers’ instructions (1.1, 3), but he does not reproduce the whole pre-set sentence
provided by the teachers and adapts it, opting for a more spontaneous response,
"HELLO GIRLS" (1.4), delivered in a loud, vibrant voice to overcome sound diffi-
culties. This turn meets the task's requirements, as far as KAI understands them
within the ATS, but it goes beyond the mere task execution by resembling a more
spontaneous social interaction (developing SPS). This turn demonstrates KAI’s
agency at the three levels: self-allocating the first turn (behavioural), constructing
the turn balancing task advancement with spontaneity (cognitive), and using a
lively greeting to engage participants socially, denoting social presence (relational).

Following the volunteer’s amused reactions (1.5), KAI's agency can be in-
dexed again when he asks his classmate to move closer to the camera (1.6), an action
to ‘manage the task’ and ensure all participants are included and have access to the
task at hand, thus prioritising social equity and collaboration over immediate task
efficiency.

As the interaction faces technical disruptions—when the iPad falls and
prompts the teacher to try to place it back to a suitable position—KAI quickly
responds with a self-allocated turn, addressing the Greek participants to provide
both an explanation and an apology for the situation (1.19). His orientation to
intersubjectivity is evident here, as he strives to reintegrate the Greek participants,
who were momentarily excluded, back into the interaction. His verbal and non-
verbal cues (cupping his hands to project his voice) reinforce his effort to maintain
mutual understanding across both ends of the virtual interaction. Once the tech-
nical issues are resolved, KAI focuses once again on the task’s progressivity, restor-
ing the original objective of ‘doing the task’, by recycling his initial turn from line
4. He does so (1.28) by expanding it, selecting the Greek participants at the other
end, and addressing them with a direct question. Their response (1.298&30) triggers
another natural, spontaneous turn (1.32). Here, KAI effectively simulates ordinary
conversation (aligning with the SPS), while reinforcing his agentive role by demon-
strating social presence and relational engagement. Immediately afterwards, with-
out any previous direct prompt, KAI self-allocates another turn (1.34), states his
name, and emphasizes the gesture by placing his hand on his chest—an action mir-
rored by JOE and, to a lesser extent, by SAM, who simply states his name. The
sequence concludes with KAI's final agentive contributions. One the one hand, his
assertive question, "do you have any question/" (1.45), revealing his effort to con-
tinue ‘doing the task’ and resume the interaction after a disruption caused by some
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unexpected students entering the room, underscores his self-assigned responsibility
for following the initial instruction and, therefore, maintaining the task's progres-
sivity. The same applies to turn 47, when in another attempt to ‘manage the task’,
by explicitly recalling the intructions to restart and advance the task. Yet, as in
earlier turns (1.6, 1.19), KAI demonstrates a resilient effort to preserve intersubjec-
tivity, keeping all participants engaged and maintaining mutual understanding.

KAT’s behaviour illustrats a dynamic balance between a preference for task
progression with intersubjectivity, as he successfully manages participation, adapts
to challenges, and maintains mutual understanding among participants. His self-
initiated turns, spontaneous responses, and efforts to include all participants show
that agency is not only about meeting the task objectives but also about creating
and maintaining participant engagement.

A face-to-face interaction

Excerpt 2 captures an episode of the face-to-face encounter during the Catalan stu-
dents’ trip to Greece. It captures the first five minutes of the task in which two
Catalan students (KAI and MIA) and two Greek students (IAN and SIA) form a
group for a 15-minute open-ended discussion (with minimal instructions) on cul-
tural topics. We observe how learners attempt to bring up various topics to meet
the task's requirements based on their understanding of the ATS and the broader
ecology of the activity. For clarity, excerpt 2 is divided into three parts (2a, 2b &
2¢).

This excerpt illustrates how learners engage in open-ended task-based inter-
action at the time they face challenges such as topic management, linguistic medi-
ation and some moments of misalignment. Notably, MIA and KAI display agency
through their efforts to ‘do the task’, ‘manage the task’ and ‘overcome trouble’
(Masats, 2008), striving to maintain progressivity without neglecting intersubjec-
tivity. The excerpt is a good example their collaboration, topic initiation, repair
and reformulation, showing learners’ strategic decisions and their ability to adapt
to the evolving circumstances of the task and the interaction.

Excerpt 2a

MIA:  o:h () 0:k (0.2) a:nd the typical sport o:f of Spain i:s footba:ll

KAI: =yes (.) football it's very famous (.)
MIA:  vyes

IAN: yes

KAI: =soccer

Bellaterra Journal of Teaching & Learning Language & Literature

191



NV N O

11
12
13
14
15
16
17
18
19
20
21
22
23
24

Examining Learner Agency in Plurilingual Peer Interactions 13

IAN: =messi
((all laughing))

KAI: messi (.) piqué:: (.) and these people
[yes

MIA: [yes (..) cémo se dice de qué equipo eres/ ((looking at KAl))
how do you say what team do you support/

KAI: e::hm (..) do you have any:: (.) you are in any::

MIA: [e:hm any:: team

KAL: any football team/

IAN: =us/

MIA:  =yes

1AN: a:: (1) yes | guess (.) I'm in the football team (.) of our school
KAL: yes

1AN: and Sia is not (.) hahaha °she doesn’t play football®

SIA: °no (.) | don't®

KAI: =and do you like like any specifical club/ (.) | don’t know like for example (.) barga: (.) madrid/
1AN: I'm gonna be xxxx <I don’t (.) watch (.) a lot (.) of football (.) but (.)> | do like Barcelona

KAI: A::.... ((clapping)) BARCA (.) forca barga

MIA: [no (.) a mi is Atletico de madrid

KAI: =She’s atletico

As in excerpt 1, the excerpt starts with a clear preference for progressivity,
with MIA self-selecting to introduce a new topic (l.1), moving the task forward by
transitioning from one subject - not provided in the transcript (‘typical’ fast food)-
to another (football as a ‘typical’ sport in Spain). The shift of topic, though the-
matically unrelated, demonstrates MIA’s understanding of the task objective,
which involves engaging in an exchange of typical practices and activities from
their respective cultures and countries. In response, KAI builds on MIA’s turn, ex-
panding (1.2) and providing another word to clarify the discussion (l.5: soccer),
which supports the task’s progression. One of the Greek participants, IAN, refer-
ences a well-known public figure (1.6: messi), thus showing alignment with the
other participants by making a contribution to the communicative exchange so that
the interaction keeps progressing. These actions reflect the participants’ active ori-
entation towards advancing the task while maintaining intersubjectivity as they
join forces (Smit, 2010) engaging in cooperative work.

We then see how MIA, again aligned with the task goal, is determined to
expand the topic she has initiated. However, to do so, she must first ‘overcome
trouble’, requiring an intralinguistic mediation to navigate the challenge (1.10: yes
(..) como se dice de qué equipo eres/). She does so producing a side sequence in
Spanish with a participant-related code-switch addressed to KAI In response to
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her collaboration request, KAI takes a second to construct a turn in which he at-
tempts to capture the idea put forward by MIA (.11). A moment of hesitation,
however, gives MIA a cue and an evident transition-relevance place (TRP) for step-
ping in and completing his sentence (1.12). This candidate completion, together
with the reaffirmation in the next turn produced by KAI (1.13), illustrates their will
to collaborate to build ‘shared understanding’ and can be seen as a first-order in-
teractional necessity in the process of aligning the speaker's intention with the lis-
tener's interpretation, which, at the same time, could be interpreted as a preference
for progressivity. Her subsequent request for help (in Spanish) from KAI (1.10) to
‘overcome trouble’ reveals her cognitive awareness of the need for linguistic sup-
port to achieve task goals, and also her determination to ensure mutual understand-
ing. KAD’s response, though hesitant, reveals his willingness to collaboratively build
the required meaning (1.11-13), further demonstrating a strong enactment of
learner agency through co-construction and turn-taking.

Despite the Catalan learners’ efforts to make themselves understood, an ex-
plicit breakdown in intersubjectivity temporarily halts the interaction as the task
cannot progress. The question co-constructed by the Catalan learners in turns 11-
13 does not correspond exactly to the question posed in Spanish by MIA. On the
other hand, and probably as a result of this not very accurate translation, the ques-
tion is not answered immediately by the Greek participants because a clarification
is required by IAN before doing so (1.14). It is then when we observe that IAN has
misinterpreted the question and, instead of answering the question about the foot-
ball team they support, he provides some information about the football team they
play in, not only by saying he plays in his school football team (line 16), but also
answering on behalf of SIA (1.18), the other Greek student, who, according to IAN
does not play football at all (which is confirmed by SIA herself in 1.19). At this
point, KAI, rather than pointing out IAN’s misinterpretation directly, chooses to
strategically reformulate MIA’s original turn (1.20), presenting it as a natural con-
tinuation of the interaction. He does it without pointing out the breakdown but
‘making it normal’ with an introductory “and” (1.20) to reinforce the impression
that it is just another related topic being added to continue ‘doing the task’. This
discursive action reveals an enactment of the learner’s cognitive agency for the way
the turn is strategically constructed, but we can also identify the will to preserve
the interlocutor’s face to avoid underscoring the loss of intersubjectivity, which can
be traced as the enactment of relational agency.

A similar mechanism, to avoid drawing attention to a loss of intersubjectiv-
ity or an inaccurate grammatical form (as is the case), is observed in turns 23-24,
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when KAI reformulates a plurilingual turn produced by MIA (1.23) without high-
lighting any specific problem, thus ‘making it normal’ by just reformulating the
sentence with a parallel structure. Likewise, as the interaction unfolds in Excerpt
2b, some other challenges to intersubjectivity also become relevant, particularly
when cultural references are not immediately recognised. The next part explores
the procedures learners employ to face these challenges.

Excerpt 2b
MIA: aznd typica:l sport of Greece/
KAI: =yes
IAN: ah...now/ (.) basketball has become more popular (.) because of iannis antetokoumpo/ (..) the
very famous player/
KAI: =ye:ah\
MIA: °0:k®
1AN: =recently he gained a lot of fame and he’s (.) he's from greece and he’s very good
KAI: [o:k]
MIA: [o:k]
1AN: he's a: (.) they say he’s the second lebron james
MIA: =[oh]
KAI: [oh]
TEACH: he’s the second/
1AN: lebron james/
TEACH: ah () the second lebron james/
IAN: yeah (.) well like
KAI: =we have pau gasol that it's very good
MIA: =yeah (.) pau gasol in the: basketball
IAN: I don’t know him but
MIA: =haha (..)
IAN: =but yeah ((laughing))

This excerpt illustrates how learners negotiate meaning and manage misun-
derstanding without explicitly underscoring breaks in intersubjectivity. An example
is the breakdown that occurs after IAN mentions a famous Greek basketball player,
Giannis Antetokounmpo (1.40-1.43). MIA and KADs initial responses (.41 & 1.42)
suggest they do not fully recognise the reference. Their hesitant tone, as indicated
by the falling intonation and a noticeably softer volume of their turns, prompts
IAN to produce another turn to offer additional information in an attempt to ‘over-
come trouble’ and to clarify his point. MIA and KAIL however, react with a confir-
mation check (again with a hesitant soft intonation) but do not expand further as
they had otherwise done earlier. In response to that reaction, the Greek learner
continues to provide some more information so that they become aware of the
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importance of the public figure and his impact on Greek basketball (1.43 & 1.46).
IAN also includes a reference to Lebron James to help clarify the reference. It is
then when KAI finally seems to grasp the relevance of Antetokounmpo by refer-
encing a comparable figure from Spanish basketball (Pau Gasol), restoring ‘shared
understanding’ through cultural equivalence. Unlike MIA and KAI, IAN explicitly
recognises that he does not know Pau Gasol and ends his turn with a ‘but yeah’
(1.57), meaning he grasps the parallelism. These are then two ways of facing an
upcoming breakdown in mutual understanding. In the first case, the Catalan learn-
ers seem to prioritise progressivity rather than insisting on clarifying the exact mes-
sage delivered in IAN’s turn, whereas in the second case, IAN openly acknowledges
the gap. In both cases, however, participants avoid directly misunderstanding,
which could be attributed to the preference to not threaten each other’s face. This
sequence not only illustrates the learners’ active role in negotiating meaning but
also their strategic use of cultural knowledge to sustain the conversation and ensure

progressivity.

Turn 58 (2c) opens the last sequence of our analysis, which we have differ-
entiated from the previous because a new topic is introduced.

Excerpt 2c

MIA:  aver(.) qué mds

((let’s see (.) what else))
KAI: =l don’t know (.) mhm (0.2)
KAl here (.) you have a government on the region or it's just on the central government
IAN: again\
KAL: do you have any specifical government o:n your region/ (.) of chrysoupoli or
IAN: =like/
KAI: [or it’s only in athens/
IAN: to go:: where\
KAI: | don't know for example (.) in our country we have the government of catalonia (.) and the govern-

ment of spain

MIA: =yes yes

KAI: it’s like autono:mical
IAN: =oh::
KAL: =do you have it here or no/

IAN:  yes (.) ok (.) we have the:: president of chrysopuolis (.) for example
KAL: =yeah
1AN: =but then we have the president of whole Greece (.)
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KAI: and do you have like different/ (.) and and do MIA: ((to the teacher that has just approached))
you have like ah y que no gobiernan en grecia en plan que no go-
biernan en grecia solo tienen (.) en plan en cada
pueblo solo tienen un presidente y ya estd
oh and that they do not rule in Greece like they do
not rule in Greece they only have (.) like in every
town they only have one president and that's it

KAI: =and do you have like a president of xxx how TEACHER: a mayor
it's called this region/

IAN: it's (Jthere is a president that (.) is for the whole
Greece

KAI: =yes/

1AN: and that is mitsotakis the (.) a new president (.)
and that is for the whole Greece (.)

MIA: ((addressing the teacher that has approached))
ah yes ah que si que tienen
((ah yes oh they do have it))

We now focus on how learners collaboratively manage task progression and
overcome challenges to mutual understanding, demonstrating their agency through
their observable decisions and discursive moves. The excerpt begins with MIA’s
attempt to ‘manage the task’ by self-initiating a new topic and inviting others to
participate, which marks the beginning of a complex exchange including both a
main and a parallel side sequence (marked with shadowed text). The analysis high-
lights how KAI keeps working to overcome a breakdown in understanding by
adapting his explanations and providing culturally relevant examples. Parallelly,
we observe how MIA is able to identify, acknowledge, and repair her own misin-
terpretation in a side sequence (marked in shadowed text).

As noted, MIA is again responsible for making the task move forward in a
clear attempt to ‘manage the task’. This time, with a turn in Spanish, clearly ad-
dressed to KAI, she invites him to collaboratively think of more topics to be
brought to the interaction (1.58: a ver (.) qué mads: let’s see (.) what else). In response
to her invitation and after a hesitant turn, KAI produces a turn in which he comes
up with a new topic (1.60). This turn, however, opens quite a challenging sequence
that will put the task on hold and that is especially relevant for our analysis because
we see how learners collaboratively succeed in ‘overcoming trouble’ and co-con-
structing meaning, despite the initial struggle for mutual understanding. To make
himself understood, KAI takes multiple turns (66, 69, 71, 75 and 79), reformulat-
ing his explanation and offering examples specific to the Greek context, in an effort
to facilitate understanding. His persistence and adaptability reflect a strong
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behavioral and cognitive engagement with the task, as he continuously self-allo-
cates turns and deploys different discursive procedures to resolve the understand-
ing. This episode features the learners’ ability to ‘overcome trouble’ consisting of a
lack of understanding, and to collaboratively co-construct meaning, even when the

interaction is temporarily put on hold.

Another accountable episode is the side sequence occurring alongside the
main sequence. While KAI and IAN compare governments in Spain and Greece
(1.75-83), SHEI and a Catalan teacher hold a separate exchange (1.76-84). MIA, in
a parallel sequence with the Catalan teacher (1.75-79 & 84), misinterprets part of
the conversation, initially reporting incorrect information about the Greek political
system (1.76-78). However, she re-engages with the main sequence and successfully
repairs her previous statement (line 84), demonstrating her agency by acknowledg-
ing, repairing and voicing her misunderstanding.

Overall, the sequence reveals how MIA’s participation is primarily oriented
toward task advancement, as she frequently initiates new topics, while KAI’s efforts
are more focused on achieving mutual understanding, often through strategic re-
formulations and clarifications. Both learners exhibit strong agency, using a variety
of discursive procedures to co-construct meaning and ensure the task’s progress,
despite momentary disruptions and occasional communication challenges.

DISCUSSION AND CONCLUSIONS

Through a detailed analysis of the task-as-process (Breen, 1989) of two different
communicative scenarios from a socioconstructivist perspective (Hellerman, 2007;
Lantolf, 2000), this study demonstrates that learner agency dynamically shapes
how learners organise participation. By analysing learners’ participation in task-
based interactions, we observe how participants balance progressivity (Schegloff,
2006) and intersubjectivity (Heritage, 2007) to co-construct meaning, adapt to
challenges, and maintain mutual understanding throughout the discursive actions
they take part in.

In the virtual connection (excerpt 1), the analysis reveals how learners dis-
play agency by managing participation and addressing the constraints of the online
setting. We can specially observe this in KAD’s discursive actions, which underscore
his agency on the three levels Larsen-Freeman (2019) describes. Cognitively, he
constructs his turns to adapt his responses to the other participants with different
available resources. Behaviourally, he (self-)allocates turns, greeting participants
spontaneously and addressing disruptions to manage the task flow. Finally, his
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relational agency emerges through discursive moves aimed at fostering group co-
hesion by ensuring all participants remain engaged and included. KAT’s strategic
moves show that agency extends beyond meeting the task objectives (ATS) to foster
a natural and socially engaging interaction (SPS) (Erickson, 1982, 2004). His use
of spontaneous and socially oriented turns (as in 1.19, 1.28, 1.32, 1.45, 1.47; e1),
therefore, demonstrates how learner agency serves not only to achieve the academic
objectives of the task — which aligns with the preference for progressivity — but
also to maintain social presence and ensure equal participation among participants
— which could be understood as a need for intersubjectivity. In this vein, the virtual
nature of the meeting adds complexity to the situation and, at some point, even
some confusion, but the learners’ adaptability and determination shows their abil-
ity to adjust to the limitations of the online medium while, once again, finding the
right balance between progressivity and intersubjectivity. These findings align with
Firth’s (1996) concepts of ‘let it pass’ and ‘make it normal’, as learners prioritize
task progress over minor breakdowns or unidiomatic forms, allowing the interac-
tion to continue to advance naturally whenever possible.

In the face-to-face interaction (excerpt 2), the analysis offers a clear example
of learner agency enactment as learners collaborate and collectively scaffold each
other (Donato, 1994) to meet the requirements of the task. The interplay between
the tasks progress and mutual understanding is especially visible when the students
encounter communication breakdowns, i.e. breakages in mutual understanding in
different episodes of the sequence (1.11-21 (2a); 40-52 (2b); 60-83 (2c)). In this
case, agency is displayed through rephrasing, clarification (in the form of candidate
completion (Firth, 1996) and cultural comparisons to ‘overcome trouble’, which
enabled learners to co-construct meaning despite temporary interruptions of the
interaction. KAI's strategic reformulation of MIA’s turn to preserve the flow of
interaction in line 20 (e2a), without underlining her peer’s misinterpretation, is a
clear demonstration of his cognitive and relational agency. This, together with the
frequent allocation of new topics by MIA (e.g. 1.1(2a), 38(2b), 58(2c)), in order to
continue ‘doing the task’, shows how the learners navigate the requirements of
completing the tasks while maintaining social cohesion.

In both scenarios, learner agency appears as a multidimensional, adaptive
construct-behavioural, cognitive, and relational (Larsen-Freeman, 2019; Bouchard
& Glasgow, 2019). Behaviourally, students took initiatives in ‘doing’ and ‘manag-
ing the task’, and ‘overcoming trouble’ (according to Masats’ (2008) categorisa-
tion) through turn-taking and self-allocating turns and topics, and taking the re-
sponsibility for carrying out the task. Cognitively, they deploy their strategic skills
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when they adapt their turns and linguistic use to their addressees, incorporate plu-
rilingual resources or extend or modify their contributions beyond the teacher’s
initial prompt. Their relational agency emerges in their efforts to maintain group
cohesion and engagement through humour, reformulations to avoid pointing out
misunderstandings, ensuring equitable participation and face-saving strategies to
preserve intersubjectivity. These actions show that the learner's agency is not fixed
but shaped by the context and expressed dynamically (Mercer, 2011; Larsen-Free-
man, 2019), adapting to the emerging charateristics of every communicative event.

Learner interactions reveal discursive actions orient toward progressivity,
intersubjectivity, or both. Actions ensuring the task moves forward, such as topic
allocation and management, proactive turn-taking, candidate completions (Firth,
1996) or the unsolicited expansion of teacher prompts are key to preserving pro-
gressivity. In contrast, reformulations of others’ contributions, face-saving strate-
gies, and the use of gestures or humour help maintain mutual understanding and
engagement, i.e. intersubjectivity.

Finally, our study reveals that learner agency is central to second language
learning, especially in plurilingual peer-led task-based interactions, where students
have to participate in interactions which are both task-related and social. In this
context, balancing progressivity and intersubjectivity when participating in task-
based interactions is crucial, because learners have to address both the academic
task objectives and the social aspects of the interaction, aligning with the duality
between the ATS and the SPS discussed by Erickson (2004). Offering learners the
opportunity to engage in task-based interactions with peers (without direct teacher
mediation), in which they are given the autonomy to work on tasks freely, explor-
ing linguistic forms and taking risks (Masats, 2008; Nussbaum & Unamuno,
2000), may promote an atmosphere where mutual understanding and task progress
are equally prioritised. This may, in turn, encourage learners to become responsible
for their own learning process, thus, become more agentic, allowing them not only
work to complete tasks successfully, but also grow in their ability to communicate
effectively and cooperatively across linguistic boundaries, beyond the mere availa-
bility of linguistic forms. As Pekarek-Doehler and Pochon-Berger (2015) argue,
what evolves over time as part of learners' interactional competence, and thus their
ability to interact socially in a L2, is not so much the access to linguistic forms, but
the emergence of new interactional purposes for using them. Finally, the study sug-
gests that presenting learners with spaces to engage in peer interactions where they
are given the opportunity to participate autonomously and collaboratively in tasks
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can lead to richer and more effective learning experiences (Pratginestés, 2022; Prat-
ginestos & Masats, 2024).
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4.3.

Synthesis and Findings of the Publications

While each publication in the compendium addresses its own distinct questions and

contexts, together they form a coherent body of work as their findings relate to the three topics

selected in this broader study. This section first presents an overview of the four publications

that make up the compendium, outlining their respective focus, theoretical frameworks, and

research contexts (see Table 4 below). Then it summarizes the contributions of each publication

to the study of participation, language choice and agency enactment.

Title

Main Focus

Theoretical Framework

Context

Publication 1:
Interactional
Competence in
Transnational
Plurilingual Peer

Interactions

Examines how learners
engage in task-based peer
interaction using ELF and
develop interactional

competence.

Interactional Competence;
Plurilingual practices;
Progressivity; Intersubjectivity;
CA-for-SLA (let it pass; make it

normal)

Catalan and Greek
students in ELF-based
classroom exchanges (in-

person)

Publication 1b:
Learning English in
Translocal Exchanges

in Instagram Chat

Analyses how Instagram chat
supports informal English

learning and learner agency.

Learner Agency; Digital Wilds and
Informal Learning; Multimodal
and Plurilingual Communication;

CA adapted to Instagram

Instagram interactions
between Catalan and
Greek students post-

project

Publication 2:
Exploring Language

Alternation in an 'In-

Explores language choices in
a WhatsApp group as
shaping a hybrid learning

Practiced Language Policy;
Situated learning; Language

Choice; Medium of interaction;

WhatsApp group chat
involving students and

teachers planning a trip

Between Learning scenario. Membership Categorization; CA
Scenario' adapted to WhatsApp
Publication 3: Investigates learner agency | Socio-interactionist approach to | Virtual and face-to-face

Examining Learner
Agency in
Plurilingual Peer

Interactions

in managing participation
and task progress across

contexts.

Learning; Learner Agency (3
dimensions); Task-as-process;
Progressivity; Intersubjectivity;
CA-for-SLA (let it pass; make it

normal)

task interactions during a

transnational project

Table 4. Overview of the publications of the compendium
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4.3.1. On Participation in Plurilingual Interaction.

The four studies corroborate that learner participation was situated and shaped by the
communicative affordances and characteristics of each of the analysed interactional scenarios.

Findings in Publication 1—on task-oriented classroom interactions between Greek and
Catalan peers during a face-to-face encounter—reveal that learners co-construct participation
through the management of turn-taking and topic development. This process unfolds around
the axis of intersubjectivity (the negotiation of shared understanding, Heritage, 2007) and
progressivity (the effort to keep the task moving forward, Schegloff, 2006). To maintain the task
flow while addressing comprehension gaps, learners employed interactional procedures such as
let it pass and make it normal (Firth, 1996), together with multimodal and embodied scaffolding.
These resources enabled them to manage actual communication breakdowns or even prevent
potential ones. The findings also reveal that participation in talk-in-interaction in the analysed
scenario is characterised by the interplay between two complementary structures: the Social
Participation Structure (SPS)- oriented to the rules of an ordinary interaction and focused on
sustaining intersubjectivity—, and the Academic Task Structure (ATS), which entailed full
deployment of different interactive resources to support task progressivity. At the same time, it
is also shown how the balance between intersubjectivity and progressivity depends on how
learners interpreted the task at hand and how they attempted to fulfil the task demands.

In Publication 1b—which examined learner interactions on Instagram during a translocal
social media exchange—participation was shaped by platform norms which learners were very
familiar with. Learners took profit of Instagram’s affordances, including the ability to combine
text and images, use emojis, and interact through comments, to engage in situated interactions
by producing textual and multimodal messages—organised either as compact or split message
units or turns and coordinated according to the platform requirements. These messages blended

English with Catalan, Spanish and Greek in ways that promoted peer alighment and authentic
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and pragmatic use of the language. The analysis of participation shows that it cannot be
measured only by the amount of talk produced. Both posting and not posting are meaningful,
as being silent does not necessarily mean absence or disengagement. Moreover, the density of
messages posted does not determine influence, as some learners with fewer or shorter turns
were the ones who initiated more topics, whereas others sustained them. Participation was also
characterised by the different types of contributions, ranging from extended posts to minimal
messages such as emoji, acronyms or code-switches, all of which played a significant role in the
development of talk-in-interaction.

In Publication 2, participation in a WhatsApp chat evolved with time as learners
renegotiated the communicative purpose of the space—which shifted from a perceived
extension of classroom language practice to a tool for logistical coordination and peer
connection. This evolution reshaped participation and showed learners' capacity to reinterpret
interactional norms. Participation within the chat, in this case, was shaped by how learners
understood the communicative space and the new community of practice (Lave & Wenger,
1991) co-constructed within it. This scenario highlights tensions between the agendas of
students and teachers, which can be seen in how participants align with each other and interpret
the task at hand. Learners’ participation—like their language choices (as further discussed in
Section 5.1.2)—is not simply a matter of individual preference. Instead, it is socially situated and
shaped by the co-interpretation of the communicative event, especially depending on who holds
control over topic management. Our analysis also shows how participation was initially teacher-
led—with English as the medium of interaction (as discussed in Section 5.1.2)—and task
progression was also managed by the teachers. Yet, as students gained control over topic
management, they also redefined participation, challenging the agreed language policy and

shifting towards a plurilingual medium. Participation was thus not determined by the volume of
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messages posted but by the learners’ ability to select and initiate topics, negotiate norms, and
sustain interaction as the control over the interaction moved from teachers to students.
Publication 3 reinforces the idea that—even across modalities (face-to-face and
online)—learners prioritised shared understanding and task accomplishment, employing a range
of multimodal and linguistic resources to do so. The findings show how participation unfolds in
complex classroom moments, where learners co-construct interaction by drawing on their
plurilingual and multimodal resources in the different scenarios of their communicative
practices. Participation is linked to how learners interpret task demands, and how they align
with peers, roles, and social positioning. In particular—as described in our paper—learners used
embodied and plurilingual resources to manage turns and negotiate roles. The analysis also
highlights that participation is dynamically shaped by learner agency, expressed cognitively,
behaviourally, and relationally, as further discussed in Section 5.1.3. Learners displayed
cognitive agency by adapting their turns and deploying different procedures such as rephrasing,
clarification, and candidate completions; behavioural agency through self-allocating turns,
initiating topics, and sustaining task progression; and relational agency, to maintain cohesion
and inclusive participation through humour, reformulation, and face-saving strategies. Through
these discursive actions—when engaged in doing, managing the task or overcoming trouble
(Masats, 2008)—learners balanced progressivity—moving the task forward—with
intersubjectivity—maintaining mutual understanding. This occurred in the different scenarios
analysed, with learners adapting flexibly to the affordances and constraints of each scenario,
reflecting therefore the interplay between the Academic Task Structure (ATS) and the Social
Participation Structure (SPS). The findings reveal therefore that participation is collaboratively
constructed equally in both physical and digital spaces—even when these are non-conventional

and dislocated in time, place, or participant configuration.
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4.3.2. On the Dynamics of Language Choice

Language choice in the plurilingual interactions analysed throughout the four different
publication was not static or predetermined, nor an individual preference, but co-constructed
and dependant on the context. In this vein, language choice emerged as a strategic, socially
constructed, and negotiated practice, influenced by both implicit group norms and learners’ own
goals.

Publication 1 demonstrated that Catalan and Greek learners deployed plurilingual
resources—e.g., code-switching, literal translation—and multimodal ones—e.g. embodied
scaffolding, sounds, gestures—to facilitate understanding and negotiate meaning, even when
orienting to English as a Lingua Franca (ELF), as they mostly did. Findings therefore show that
learners used plurilingual resources to scaffold participation, relying on Spanish and Catalan to
clarify meaning with other peers, while maintaining a general preference for English. Language
use changed according to the task demands, comprehension needs, and peer’s reactions.

In Publication 1b, learners thus used plurilingual practices and language alternation in
Instagram posts to connect with or distance themselves from peers, depending on their
communicative goals. In this vein, participants mixed languages in their posts to either foster
shared understanding or to convey a secret message targeting only a specific group of
participants. Besides, learners showed a high degree of plurilingual awareness, flexibly selecting
the most effective semiotic—through emoji, for example—and linguistic resources to reach their
communicative goals. This demonstrates that language choice in plurilingual interactions is not
an individual choice alone, but a co-constructed practice shaped by the will to align with peers,
as well as with the interactional norms.

In Publication 2, with an explicit focus on learners’ language choice, a practiced language
policy (Bonacina-Pugh, 2012) emerges within a WhatsApp group, in which English was initially

used for practice purposes and is seen as an extension of a classroom project. Over time,
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however, learners took hold of the digital space and started orienting toward Catalan or Spanish
as the nature of communicative task changed—indicating that language choice followed
interactional and practical needs rather than fixed individual preferences. Since language choice
is a category-bound activity, closely linked to the social norms of participation, our analysis
focused on how participants negotiated the medium of interaction. The notion of practiced
language policy was used to demonstrate how group norms around English were negotiated
and reconfigured as the interaction evolved. This process was interactive as participants decided
(collaboratively but implicitly) when and why to alternate between languages, according to
communicative purpose and alighment. Besides, in this particular interaction, control over topic
selection—and by extension, over interactional norms—also significantly influence how
language was used. When teachers led the interaction, English was dominant. Here, the doing
being teacher identity was instrumental for language selection: when the adult participants
oriented to the teacher role, language choice aligned with institutional expectations—favouring
English as the medium of interaction, as it would have been in the original classroom they
belonged to. In this way, the teacher identity was a key element in shaping language choice. Yet,
as the interaction evolved, and students enacted their agency by initiating the topics or the
discussions, Catalan and Spanish were used more frequently. This led to the emergence of a
flexible, plurilingual mode of communication that became the new norm, implicitly accepted by
all participants.

Finally, although Publication 3 does not explicitly focus on language choice, the analysis
reveals that learners strategically alternated between languages to support mutual
comprehension and maintain task progressivity. That is, learners’ language choices were linked
to peer alignment, role negotiation within the group, and interactional needs. For example,
learners who participated the most tend to use English to lead the interaction, whereas others—

or the same learners in different situations—used Catalan or Spanish to foster inclusion or repair
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common communication breakdowns. Consequently, the study demonstrates how language use

can work as a flexible resource to manage participation and collaboration effectively.

4.3.3. On the Role of Agency in Language Learning

All the publications presented in this dissertation treat agency as a dynamic, and
multidimensional phenomenon that is influenced by learners’ objectives, identities, and their
available resources to manage interaction, although not all of them discuss it explicitly. Agency
in our study is understood not simply as an individual choice, but as relational, responsive to
context, and multidimensional. Therefore, it is an interactional process that depends on
learners’ ability to position themselves, shape the interaction, and express their identities rather
than just being a question of personal choice.

Although Publication 1 did not explicitly analyse agency, learners’ strategic use of resources
and their commitment to making the tasks progress—even under challenging conditions—
reflected agentive behaviour. More specifically, learners showed their agency by asking for
clarification, maintaining peer alignment despite difficulties, and managing task progression.
They therefore demonstrated their ability to shape interaction by sustaining shared
understanding (intersubjectivity) and maintaining task orientation (progressivity).

Publication 1b explicitly examined learner agency demonstrating how students actively
shaped their learning experiences within a social media context, particularly within one-to-one
and group Instagram chats. The analysis of the Instagram interactions that emerged
spontaneously from a translocal exchange project between learners in Catalonia and Greece
reveals that learner agency plays a key role in shaping participation outside formal and more
conventional educational contexts. In the absence of teacher mediation, learners took initiative
in selecting topics, managing turn-taking, and co-constructing meaning through English as a
lingua franca. Their agency was enacted behaviourally through posting and turn management;

cognitively through strategic language use, adaptation of turns, and integration of various
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resources; and relationally through the use of emojis, humour, and inclusive discourse practices.
These modes of participation reflect the learners’ dynamic ability to adapt to the demands of
informal digital communication, and to negotiate shared understanding despite linguistic
limitations. The constraints of the Instagram platform—such as the limited possibility to follow
the message thread—and its affordances—such as the use of multimodal elements—
encouraged learners to organise interaction creatively through message units that combined
text, image, and emoji. This had an impact on how agency was expressed. Besides, it is to
highlight that learners’ participation in Instagram chats—as shown in our analysis—was not
simply about interacting: it was also about constructing meaning, creating social bonds, and
representing oneself. The analysis shows that learners demonstrated agency by initiating
communication and deciding how and when to participate to better align with their own
objectives. The way learners interacted within the platform—which they were familiar with—
fostered learner agency by offering them a space where they could have the control over
participation, experiment with language use—taking risks when needed—, and engage in a
meaningful real-world interaction beyond the limitations of a traditional classroom setting.
Publication 2 did not explicitly focus on agency, but it can still be identified in the interaction
analysed. Findings highlighted how learners challenged communicative norms—e.g.,
maintaining the use of English—and redefined the WhatsApp interaction. This change involved
a redefinition of participant roles, a strategic alternation between languages, and a challenge of
the initial top-down structure of interaction. Learners’ agency became particularly evident in
how they restructured group collaboration and power distribution, and how they showed
control over the communicative space. Instead of remaining passive, they deployed agency by
redefining the chat’s communicative purpose, negotiating language uses, and renegotiating

participation norms to suit their needs and goals better. These agentive actions reflected a
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growing sense of control over the process, demonstrating how digital spaces can enable learners
to cooperatively negotiate meaning and roles in ways that go far beyond the classroom doors.
Publication 3 explicitly examined agency across its behavioural, cognitive, and relational
dimensions, demonstrating that agency is dynamic and dependant on the context. Learners
enacted agency not only in choosing languages or engaging with tasks, but also in projecting
future identities—for instance, in selecting English as means to prepare for future travel or study
experience abroad. This aligns with a view that understands agency as being socially embedded,
forward-looking, and shaped by learners’ broader life trajectories (Larsen-Freeman, 2019). At
the same time, in the analysis of the classroom interaction, agency could be traced by examining
how learners positioned themselves in relation to their peers. Some learners maintained a
regular presence and led the task management, while others enacted agency in a different
manner: for instance, by participating little or withdrawing from the interaction. This shows that
agency is not only about participation, but also about how learners negotiate roles and engage
or refuse to participate. Moreover, the study shows that agency is especially relevant in peer
plurilingual task-based interactions, where learners must simultaneously try to meet academic
task objectives and care for interpersonal relationships. In doing so, they need to find balance
between the demands of the Academic Task Structure (ATS) and the Social Participation
Structure (SPS) (Erickson, 2004). Finally, in peer interactions without the immediate teacher’s
intervention—as is mostly the case of the interactions analysed—it has been proven that when
learners are given the autonomy to explore linguistic forms, they take risks to co-construct
meaning (Masats, 2008; Nussbaum & Unamuno, 2000), and they also demonstrate an ability to

balance progressivity with intersubjectivity.
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5. CONCLUSIONS: DISCUSSION OF THE FINDINGS

The present thesis by compendium of publications is situated within the field of language
education and adopts a sociocultural perspective on learning (Vygotsky, 1978; Lantolf & Thorne,
2006, among others). Here learning is understood as a socially situated practice, as it unfolds in
a specific context, and is mediated by cultural tools and practices. In language education, this
means that developing competence is inseparable from the communicative situations in which
learners participate. This view aligns with the belief supported by the strong socio-interactionist
perspective (Mondada & Pekarek Doehler, 2004) which holds that interaction is the basic site of
communicative activities and, consequently, of learning. Collaboration in task-based activities
offers a particularly relevant context for studying interaction, especially peer interaction, as it
represents a structured but still open space in which learners engage in problem-solving,
negotiation of meaning, and co-construction of knowledge. As exposed in the four studies
included in this compendium, these interactions do not only provide opportunities for learners
to co-construct meaning (Long, 1996; Swain, 2000) but also foster language learning as learners
strategically draw on their plurilingual repertoires, making their own language choices, as
scaffolding mechanisms to participate in the target language and complete cognitive and
communicative tasks (Llompart-Esbert et al., 2020). These practices highlight the important role
of plurilingual resources but also illustrate how the organisation of participation—through turn-
taking, peer and/or task alignment, and coordination of actions—is a key mechanism for
engaging in talk-in-interaction and co-constructing opportunities for learning. In addition, the
way learners organise participation highlights how learners enact agency and take an active role
in shaping their own learning trajectories (van Lier, 2008; Larsen-Freeman, 2019).

Building on these general frameworks and having presented the core of this thesis through
the four publications that make up this compendium, this section now aims to discuss the key

findings in an integrated matter in relation to the overarching objective of our study and to the
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research questions that guided it (see Section 1.2).

The conclusions presented here highlight the contributions of the thesis in three
interrelated dimensions —theoretical, methodological and pedagogical. These three dimensions
are presented in separate sections because they outline the different but complementary ways
in which the study contributes to both the academic and professional fields, as it advances the
theoretical understanding in second language learning, it adapts and refines a research
approach, and it finally offers some insights on the teaching practice. To do so, Section 5.1
addresses the research questions and discusses the theoretical contributions of the study to the
field of research in SLA. Section 5.2 outlines the methodological contributions of our research
apparatus, including the adaptation of CA conventions to the analysis of digital-mediated
scenarios and the identification and description of a hybrid learning scenario. Section 5.3
addresses the pedagogical implications of the findings and offers some specific
recommendations for teachers. Additionally, Section 5.4 provides a brief reflection on the

study’s challenges, limitations, and directions for future research.

5.2. Theoretical Contributions

This section discusses the theoretical contributions of the study, organised around the three
key areas of (1) participation and learning as a collective process in plurilingual interactions
(Section 5.1.1), (2) language choice in plurilingual interactions (Section 5.1.2), and (3) learner
agency in the co-construction of talk-in-interaction (Section 5.1.3), which correspond
thematically to the three main research questions formulated in Section 1.2.

In the previous chapter (see Section 4.3), the findings were presented in relation to how
these topics were addressed in the different publications of the compendium. Here, the findings
are presented in an integrated manner. First, the research questions are answered in relation to
the guiding sub-questions (presented in Section 3.1.2). These sub-questions, rather than being

addressed separately or sequentially, are used to provide a framework for interpreting the
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findings of each article and, collectively, for providing a synthesised response to the main
research questions. Second, as this study aims to provide a comprehensive understanding of
how learners’ participation, language choice, and agency interrelate in talk-in-interaction, the
responses to the three questions are interwoven, thereby offering insights into the interactional
architecture of plurilingual encounters that go beyond approaches examining these dimensions

in isolation.

Research Question 1: How do learners organise participation in talk-in-interaction across

different scenarios?

The four studies corroborate that learners’ participation in plurilingual interaction—
whether exclusively among peers or with the presence of a teacher—is situated, dynamic, and
shaped by the communicative affordances and constraints of each scenario and reshaped by the
learners’ interpretations of the tasks at hand. Both in the face-to-face and online modalities
explored, learners constantly tried to balance the need to maintain shared understanding and
ensure task progress. In classroom interactions—Publication 1 and Publication 3—this was
evident in how Greek and Catalan peers co-constructed participation through procedures such
as let it pass and make it normal, as well as multimodal scaffolding practices. These practices
illustrate how learners oriented simultaneously to intersubjectivity (Heritage, 2007) and task
progressivity (Schegloff, 2006), demonstrating that participation is organised through the
relationship of the Social Participation Structure (SPS) and the Academic Task Structure (ATS).
The findings also suggest that the way learners negotiated this balance depended on their
interpretations of the task (self-)assigned and their roles within it, which highlights the situated
nature of participation.

In digitally mediated and dislocated scenarios, learners demonstrated similar

orientations towards shared understanding and task completion, but this form of participation
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was determined by the specific affordances and constraints of each scenario. On Instagram—
Publication 1b—participation was characterised by the use of platform conventions which the
learners were familiar with and was expressed through multimodal and plurilingual posts that
promoted peer alignment and authentic engagement. In WhatsApp interactions—Publication
2—participation evolved over time as learners renegotiated the communicative purpose of the
chat—from a classroom extension to a space for coordination. Such renegotiation reshaped the
interactional norms in the newly created community of practice (Lave & Wenger, 1991). These
shifts also created tensions between the agendas of learners and teachers alike, yet they
highlighted learners’ ability to reinterpret participation according to their own goals. Finally,
classroom and online data—Publication 3—reinforced that participation is collaboratively
constructed through multimodal and plurilingual resources, even in complex or dislocated
contexts.

In general, therefore, participation is a collaborative, situated, and multimodal process
that is sensitive to contextual affordances, participant composition, and learners’ previous
experiences. This thesis further demonstrates that authentic and meaningful tasks enhance
engagement and agency, illustrating how participation in plurilingual interaction—whether
exclusively among peers or supported by teachers—contributes directly to the development of
learners’ Interactional Competence (IC). This is evidenced through the negotiation of roles and

the management of turns in talk-in-interaction across the diverse learning spaces.

Research Question 2: How does learners’ language choices emerge in talk-in-interaction across

different scenarios?

The findings reveal that learners’ language choices during plurilingual peer interaction are
highly dynamic, context-dependent, and socially negotiated rather than predetermined. Across

the scenarios explored, language choice was shaped by interactional needs, task demands, and
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the implicit or explicit norms emerging within the group. In face-to-face classroom
interactions—Publication 1—Ilearners oriented toward English as a Lingua Franca (ELF) but
alternated with Catalan and Spanish as scaffolding resources when mutual understanding or
task progress was at risk. This flexible use of plurilingual repertoires—including code-switching,
literal translation and embodied interaction—shows that language choice was primarily guided
by the goal of ensuring understanding and maintaining task progress. Learners’ decisions were
therefore closely tied to the interactional context, peer alighment, and task requirements.

The interactions explored on a social media platform show how practiced language
policies (Bonacina-Pugh, 2012) emerged through collaborative negotiation and evolved with
time. On Instagram—Publication 1b—Ilearners alternated languages strategically to include or
exclude peers, demonstrating alignment with or differentiation from interactants depending on
their communicative goals. On WhatsApp—Publication 2—the group initially used English,
following the teacher’s expectations and the classroom habitual orientation, but this gradually
changed as students reinterpreted the purpose of the space. Over time, Catalan and Spanish
became increasingly dominant, illustrating how the practiced language policy in the chat was
co-constructed, fluid, and linked to the incipient community of practice (Lave & Wenger, 1991).

Importantly, the identity of being a teacher played a role in shaping this policy. When
adults oriented to institutional expectations, English predominated; when students took control
of topic management, plurilingual practices became the norm. Even in analyses not explicitly
centred on language choice—e.g. Publication 3—learners’ alternation between languages was
closely linked to peer alignment, role negotiation, and identity construction. Learners with
higher participation often used English to manage the interaction, though they also switched to
Catalan or Spanish to foster inclusion, repair breakdowns, or maintain task progress.

Together, these findings show that learners’ plurilingual repertoires operated as flexible

resources for scaffolding meaning, managing participation, and constructing social identities.
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Language choice was therefore not merely an individual preference but a co-constructed activity
evolving in response to contextual affordances, peer relations, and institutional norms. In some
scenarios, as the one described in Publication 2, the negotiation of language use was closely tied
to the emergence of a new community of practice, highlighting plurilingual interaction as an
ideal site for learners to position themselves and their peers in the group, engage in meaning-

making, and develop their Interactional Competence (IC).

Research Question 3: How do learners enact agency in talk-in-interaction across different

scenarios?

The four studies show that learner agency in plurilingual peer interaction emerges as a
dynamic, multidimensional, and relational process that shapes both participation and language
choice across contexts. Agency is not solely linked to individual decision-making but is enacted
through learners’ positioning, negotiation of roles, and efforts to achieve both academic and
social objectives.

In face-to-face plurilingual interactions between the Catalan and Greek students—
Publication 1—, agency is evident in learners’ strategic use of resources to keep tasks moving
forward despite communicative challenges, such as asking for clarification or deploying
multimodal scaffolding to maintain intersubjectivity and progressivity. These actions reflect
learners’ ability to act with initiative so that interactions flow and align with task demands.
Similarly, in Publications 2 and 3, learners displayed behavioural, cognitive, and relational
dimensions of agency, not only in engaging with tasks and languages but also in projecting future
identities—for instance, choosing English in preparation for study or mobility abroad. Here,
agency is understood as embedded in broader trajectories (Larsen-Freeman, 2019), forward-

looking, and responsive to both short- and long-term goals.
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In dislocated and digital contexts, learners’ agency also becomes particularly visible.
On Instagram—Publication 1lb—learners actively shape participation without teacher
intervention, taking initiative to choose topics, manage turns, and co-construct meaning through
linguistic and multimodal resources. Their use of emojis, humour, and creative messages
highlights how agency is enacted behaviourally, cognitively, and relationally, while also
constructing identity and social bonds. The multimodal affordances of the platform—familiar to
the learners— encourage experimentation, risk-taking, and alignment of participation with
personal objectives, illustrating how digital spaces can foster agency by offering autonomy and
authentic communicative goals.

In WhatsApp interactions—Publication 2—, learner agency is observable in the
renegotiation of communicative norms, particularly when students challenge the initial teacher-
led orientation toward English, redefine roles, and collectively reshape the purpose of the space.
These actions illustrate that learners enact agency not only to manage participation but also to
challenge institutional expectations and co-construct a flexible plurilingual communicative
mode.

Across all scenarios, learner agency is closely linked to negotiating task demands and
interpersonal relationships. Agency is enacted through balancing the Academic Task Structure
(ATS) with the Social Participation Structure (SPS) (Erickson, 2004), as learners aim to meet
institutional expectations while maintaining fluid peer relationship. Importantly, agency does
not always manifest as active participation; in some cases, not contributing to the interaction or
limiting involvement also constitutes an agentive personal stance.

Overall, these findings reveal that learner agency is a socioculturally situated process
shaped by context, peer alighment, and evolving learner identities. By enacting agency, learners

influence how participation and language choice unfold, construct meaningful learning
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trajectories and create opportunities that foster interactional competence in both formal and

informal learning spaces.

A holistic approach to learners’ participation, language choice and agency enactment

in plurilingual interactions

Drawing on a sociocultural and plurilingual perspective and using Conversation Analysis
as a research approach, this study corroborates that learning is a dynamic and situated process
unfolding through learners’ participation, language choice and agency in plurilingual (peer) task-
based interaction. These aspects are not isolated; rather, they are co-constructed in talk-in-
interaction and jointly shape plurilingual, task-oriented peer communication. This integrated
view advances our understanding of the sociocultural mechanisms that shape L2 learning in
diverse plurilingual settings. Figure 9 illustrates the key contribution of this thesis: a model of
how participation, language choice, and agency interact in real time across diverse, dislocated

settings.

Interplay between Participation, Language Choice, and Agency

In Plurilingual Task-based
Peer Interactions

shapes language choices \/

( PARTICIPATION < LANGUAGE CHOICE

shapes participation (enabling or limiting it)

AGENCY

Figure 9. Interplay between participation, language choice, and agency in plurilingual task-based peer interactions
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According to this model, then:

e learners’ participation—and how learners organise it—
o creates the conditions for agency to be enacted, and
o shapes language choices
e learners’ language choices
o shape participation, enabling or limiting it,
o index agency and alignment with the task and with peers.
e agency
o shapes how participation is organised, and
o prompts learners to make language choices—drawing on their plurilingual

repertoire—according to the communicative event.

This holistic approach underscores the significance of the compendium for the field of
second language learning, providing evidence that actual learning is always socially situated and
context-dependent. It also offers a foundation for future research and innovative teaching
practices, encouraging both researchers and teachers (see Section 5.3) to advocate firmly for
the conceptualization of language learning as a dynamic, plurilingual practice that is always
socially embedded.

The following section turns to the methodological contributions of the study, showing
how learners’ participation, language choice, and agency were investigated in both face-to-face

and digital contexts.

5.3. Methodological Contributions
Building on the findings presented above, this section highlights the methodological
contributions of the study. to research on plurilingual peer interaction, both within classroom-

based learning scenarios, and in contexts that go beyond the classroom doors. The study
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combines interactional micro-analysis, through Conversation Analysis (CA)—which has proven
to be useful analytical tool to explore tasks as research constructs—with an ethnographic
approach to examine how learners engage in communication across different times, spaces, and
participant compositions. By examining both formal and informal scenarios, the study captures
a wide range of language learners’ interactions, including spontaneous communication
managed by learners beyond traditional institutional contexts. In this vein, the four studies show
that authentic, technology-mediated communication, occurring outside conventional classroom
settings—and often underrepresented in formal research—can provide a valuable site for
observing learners’ everyday language use, interactional behaviour and plurilingual choices.

One notable theoretical and methodological contribution of this thesis lies in how
learner agency is conceptualised and operationalised in the analysis. Publications 1b and 3
approach agency as a set of observable interactional moves, examining how learners engage in
various discursive actions— such as doing the task, managing the task and overcoming trouble
(Masats,2008)—to complete the task and participate in the interaction. Rather than viewing
agency as a psychological trait, the thesis develops a method for identifying it in talk-in-
interaction, considering its three dimensions and tracing them through learners’ discursive
actions.

The thesis makes three other significant methodological contributions to research on
SLA. First, it introduces a new scenario that does not neatly fit within existing categories, which
we named in-between learning scenario (See Publication 2). Second, it addresses the challenge
of identifying and featuring turns in computer- or mobile-mediated interactions (see
Publications 1b and 2). Third, it establishes conventions for representing turns, speakers and
overlaps in digital interaction data (see Publication 1b).

The following section discusses the first of these contributions—the identification and

conceptualisation of the in-between learning scenario.
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Identifying an in-between learning scenario

As mentioned earlier, the context examined in Publication 2—a WhatsApp interaction
chat created by the teacher/researcher to have a direct instant communication channel with the
Catalan students to organise a trip— was defined as an in-between learning scenario. This is so
for several reasons. First, although the interaction does not follow the structure or objectives of
the regular classroom agenda, participants continue to position themselves and others
according to their classroom roles as teachers and students. Second, the interaction occurs
beyond the physical and temporary boundaries of the school setting—after the academic period
has ended—at a time when teachers are not expected to assign formal tasks, assess student
performance, or provide pedagogical feedback. This contrasts with other studies (e.g., Tragant
et al., 2021), in which WhatsApp was used to deliver optional language learning tasks as part of
a structured, intensive summer course. Third, the learning context cannot be considered entirely
informal or as taking place in the wild (Clark et al., 2011), as the interaction is neither
spontaneous nor student-initiated; rather, it is both facilitated and initiated by the teacher. Our
contribution lies in conceptualising this type of WhatsApp interaction not simply as an extension
of classroom practice nor as fully in the wild communication, but as an in-between learning
scenario. Thus, as explored in Publication 2, this in-between learning scenario can be
characterised as task-oriented—raising funds to subsidize the trip—, goal-oriented—managing
face-to-face activities and actions, including meetings—, teacher-mediated—the two teachers
create the WhatsApp chat and monitor the interaction—, local—only Catalan students
participate—, exclusive—only for those students who will travel abroad—and occurring beyond
the physical and temporary limits of the classroom—outside the school, during summer
holidays.

While previous research has shown that WhatsApp and other text-based online platforms

can expand opportunities for collaboration beyond the classroom (Cassany, et al., 2019, and
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Sauro, 2009, for example) or foster English use through both on-task and off-task exchanges
(Tragant et al., 2021), our analysis focuses on a different situation. In this case, it is the teacher
that initiates interaction, but learners progressively reinterpret and reshape the communicative
space. In doing so, the study expands the categorisation of learning contexts in computer- and
mobile-mediated environments and provides a framework for understanding hybrid forms of

participation that make the line between classroom and out-of-school learning less clear.

Challenging the notion of turn

A key challenge addressed in this thesis (see Section 3.3.3) was the need to redefine
what constitutes a turn in mobile chat applications such as WhatsApp and Instagram, where
communication is asynchronous, often fragmented, and multimodal. To address this,
Publications 1b and 2 propose an extension of Sacks, Schegloff, and Jefferson’s (1974)
categorisation of Turn Construction Units (TCUs). In addition to the established units in
Conversation Analysis—lexical (words), phrasal (phrases), clausal (clauses) and sentential
(sentences)—the analysis incorporates further resources as meaningful TCU components in
their own right: visual (pictures, gifs, emojis), audial (instant recorded oral messages), audio-
visual (videos), and hypertextual (links to other multimodal texts) units.

Additionally, to explain the organisation of interaction in digital settings, the notion of
message unit was coined for Publication 1b and later applied in Publication 2. This concept
captures how users segment their contributions into either compact message units (produced
and delivered without interruption), or split message units (when a message is broken into
several posts, allowing other participants to take the floor before it is fully delivered), as
discussed in Section 3.3.3. Conceptualising messages in this way enables the analysis of overlaps,
pauses, and interruptions in digital spaces, as well as the integration of multimodal elements—

such as emojis, gifs, images, or voice messages—acknowledging their role in meaning-making
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beyond spoken or written language. The examples in Section 3.3.3—drawn from both Instagram
and WhatsApp conversations—illustrate how this framework captures the multimodal
complexity of learners’ everyday interactions and highlights the role of these resources in

constructing shared understanding.

Adapting CA transcription conventions

A key challenge addressed in this thesis (see Section 3.3.3) relates to how different
digital applications feature interaction and learner participation. For instance, identifying
overlap in Instagram chats is complex because turns do not physically overlap. Although
participants may compose messages at the same time, their posts appear sequentially once
published. Moreover, unlike WhatsApp, Instagram does not record the exact posting time—at
least at the time of this study—making it impossible to measure overlaps or infer pauses. When
messages are not exchanged synchronously, it becomes difficult to determine whether two
messages were produced simultaneously or after a temporal gap. On the contrary, features like
time indicators and the option to reply to specific messages in WhatsApp, help create the sense
that messages are connected, which supports what has been referred to as virtual adjacency
(Schonfeldt & Golato, 2003).

Although overlapping threads in Instagram chats make conversational coherence harder
to follow, contextual and thematic cues still allow identification of turn adjacency. This was often
achieved through the use of vocatives, which signal direct address between participants. To
preserve these interactional features while ensuring anonymity, the study implemented a
systematic method of manipulating screenshots. Usernames and profile pictures were
concealed and replaced with alphanumeric identifiers (e.g., C1, G1), allowing vocatives to
continue functioning as markers of turn adjacency while ensuring participants’ anonymity. This
procedure preserved essential interactional features and enabled reliable analysis of

conversational links. A similar approach was applied to WhatsApp interactions using three-letter
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pseudonyms (e.g., NER, PAN), balancing privacy protection with the need to maintain traceable
conversational structures. These insights expand the scope of traditional CA, making it more
suitable and flexible for the analysis of plurilingual peer interaction across mobile, multimodal,

and asynchronous settings.

5.4. Pedagogical Contributions

This thesis also offers pedagogical contributions to plurilingual education, particularly
regarding how learning is planned and implemented in both more traditional, formally
structured classroom settings and more dislocated, informal learning spaces. This section
provides suggestions for how teachers can foster connections between formal and informal
learning contexts.

Across all publications, the findings demonstrate that language learners can draw on
their full plurilingual repertoire—not only strategically as a scaffolding mechanism to overcome
challenges, but also to maintain interaction flow, build interpersonal relationships, and support
peer learning. For example, allowing learners to resort to Catalan or Spanish during moments of
difficulty enabled meaningful participation that might not have occurred under a rigid English-
only policy. Recognising and valuing learners’ plurilingual repertoires, while still encouraging
orientation toward the target language, creates more inclusive comfortable spaces. When
learners mobilise their entire repertoire, they are better prepared to achieve communicative
goals, co-construct understanding, and participate agentively, which, in turn, supports more
meaningful and successful language learning experiences.

The studies also show how learners employ diverse and creative ways of managing
participation and target language use, particularly when engaged in less conventional
interactions, such as those occurring in online contexts or dislocated learning spaces. These
findings may inspire teachers to design tasks that promote learner autonomy, peer-led

interactions, and flexible modalities. Creating the necessary conditions for student-initiated
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communication, rather than over-guiding interaction, aligns classroom practice with learners’
real-life communicative experiences—especially those occurring in digital spaces—, fosters
engagement, gives learners responsibility over their learning process and enhances interactional
competence development.

While learner-centred and digitally mediated interactions provide fertile ground for
language development, technology alone does not ensure authentic use of the target language.
The use of technology by itself does not solve a current challenge faced by many language
teachers in regular classrooms: getting students to use the target language naturally—and to
recognise the need to do so—particularly when both teachers and learners share the same
habitual language(s). Therefore, it is still essential for researchers and teachers to continue
reflecting on the most effective practices to ensure that students are offered meaningful and
engaging opportunities to use the target language in an agentive way. As this research has
shown, when used strategically, mobile-mediated communication, especially through
telecollaborative initiatives can enhance—but not guarantee—interaction in the target language.

Finally, the studies reveal varying degrees of agency, which shaped both participation
and language choices. This was especially evident in dislocated contexts, where learners have
(more) control over when, how, and with whom they interact. These findings highlight the
importance of teaching models that prioritise learner autonomy—including task-based or
project-based learning (PBL), online exchanges, and peer (tele)collaboration. Teachers can
support these practices by creating open-ended tasks—with more or less direct teacher
mediation—, enabling learners to negotiate roles and interactional norms, take greater risks, and
assume responsibility for their learning. In doing so, learners become more agentive, developing
not only task completion skills, but also the ability to communicate successfully beyond linguistic

boundaries, and the mere knowledge of linguistic forms.
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Building on these pedagogical contributions, the following recommendations are
offered as practical guidance for teachers. The insights of this research have been translated
into three practical guidelines to use in additional language classrooms to support the

development of learners’ plurilingual skills, agentive behaviours, and interactional competence.

Recommendations for Teachers

o Value learners’ plurilingual repertoire while encouraging orientation to the target
language
Recognise and value learners’ full linguistic repertoires as legitimate resources for
learning. Allowing learners to alternate between languages flexibly supports
comprehension, facilitates interactional flow, and fosters peer collaboration. At the
same time, it remains essential to encourage learners to orient to the target language
and to create spaces where they are explicitly prompted to use it. Not implementing a
rigid English-only policy does not mean abandoning the orientation toward the target
language; rather, it ensures that its use is meaningful and supported by plurilingual
practices.

o Design tasks that foster learner autonomy and enable student-initiated
communication
Design and implement open-ended, peer-collaborative tasks in which learners negotiate
roles, manage interaction, and decide on possible outcomes. This promotes agency and
responsibility for their own learning process. Allow and encourage student-initiated
communication, providing the necessary conditions and support rather than over-
guiding peer interaction. In addition to enhancing agency and responsibility, this
approach can help learners develop confidence in managing authentic, plurilingual

exchanges.
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o Bridge formal and informal learning through meaningful technology use
Connect classroom practices with learners’ real-life communicative experiences,
particularly in digital contexts. Social media and instant messaging tools can increase
opportunities for plurilingual interaction (e.g. through international telecollaborative
projects). However, these tools should be integrated strategically, with appropriate
scaffolding to support agentive and purposeful participation. Still, we should bear in
mind that technology alone does not guarantee authentic or effective use of the target

language.

5.5. Challenges, Research Limitations, and Future Research Directions

The four studies in this compendium are qualitative single-case studies, which means their
findings may be less easily transferable to other contexts. As discussed in Section 3.1.1.,
however, this type of research has its own validity. Even with its focus on single episodes, it
offers powerful insights into situated learning processes and a nuanced understanding of how
learners engage in plurilingual task-based interaction in specific contexts.

This research approach has temporal limitations. The data analysed—including WhatsApp
and Instagram interactions—cover only a short period, making it difficult to observe how
learners’ behaviours, identities, and interactional and plurilingual competences change over
time. Future research could address this through longitudinal studies or by combining
Conversation Analysis—relevant for its close attention to situated, moment-by-moment
interaction—with complementary qualitative methods such as narrative approaches or richer
ethnographic data. Such combinations would allow for a more complete understanding how
plurilingual and interactional competences develop and transform over extended periods of
time.

On a different level, researching learners in digital spaces involved practical and ethical

challenges. On a practical level, the challenges relate to understanding and interpreting the
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specific features of each platform and young learners’ communicative practices when using
them. Researchers must familiarise themselves with platform affordances and the everyday
practices of young participants to interpret the data accurately. In this vein, a further
methodological challenge is that digital interactions rely heavily on non-verbal and semiotic
resources (e.g., emojis, images, reactions, and multimodal story features), which are difficult to
capture and transcribe systematically using conventional transcription practices. Furthermore,
digital platforms (i.e. Instagram and WhatsApp) evolve rapidly, making it difficult for studies in
digital interaction to remain fully up to date. Nevertheless, because this study focuses on how
learners interact across three key dimensions—participation, language choice and agency
enactment—in diverse dislocated scenarios, the findings remain relevant and broadly
transferable beyond the specific technological conditions in which the data were produced.

From an ethical perspective, although maximum care was taken to protect participants’
identity at all times, research in digitally mediated youth interactions inevitably raises important
considerations regarding consent, data ownership, and the blurred boundaries between private
and public spaces, especially when conducting research with young participants. Finally,
although the main focus of this thesis is on the learner interactions, teachers and task design
also play a significant role in both process and outcomes. Future research could examine more
explicitly how teachers’ presence, attitudes and positioning influence learners’ participation,
language choice and agency. Similarly, the positionality of the researchers—especially when
they are part of the data—warrants further reflection.

Despite these challenges, the limitations outlined above also suggest stimulating
opportunities for future research. Longitudinal studies, and analyses that integrate digital and
linguistic ethnography could offer deeper understandings into how plurilingual competence and
interactional practices develop over time. Additionally, expanding the research to include other

aspects, such as task design, teacher mediation, and even researcher positionality, would help
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build a more holistic understanding of plurilingual learning ecologies. As digital interactional
practices and communicative environments continue to evolve, they open new possibilities for
exploring participation, agency, and language choice. In this vein, the present thesis not only
identifies constraints but also points to productive directions for future studies, encouraging

continued exploration of how young learners navigate and shape plurilingual spaces.

232



6. REFERENCES

Amir, A., & Musk, N. (2013). Language policing: Micro-level language policy-in-process in the
foreign language classroom. Classroom Discourse, 4(2), 151-167.
https://doi.org/10.1080/19463014.2013.783500

Androutsopoulos, J. (2010). Localizing the global on the participatory web. The handbook of
language and globalization, 201-231. https://doi.org/10.1002/9781444324068.ch9

Appel, G., & Lantolf, J. P. (1994). Speaking as mediation: A study of L1 and L2 text recall tasks.
The Modern Language Journal, 78(4), 437—452. https://doi.org/10.1111/j.1540-

4781.1994.tb02062.x

Atkinson, J. M., & Heritage, J. (Eds.). (1984). Structures of social action: Studies in conversation
analysis. Cambridge University Press.
Auer, P. (1984). Bilingual conversation. Amsterdam: John Benjamins Publishing Company.

https://doi.org/10.1075/pb.v.8

Auer, P. (1999). From code-switching via language mixing to fused lects: Toward a dynamic
typology of bilingual speech. International Journal of Bilingualism, 3(4), 309-332.
https://doi.org/10.1177/13670069990030040101

Bachman, L. F. (1990). Fundamental considerations in language testing. Oxford: Oxford
University Press.

Balaman, U., & Sert, O. (2017). Local contingencies in L2 tasks: A comparison of context-
sensitive interactional achievements across two different task types. Bellaterra Journal
of Teaching & Learning Language G Literature, 10(3), 9-27.
https://doi.org/10.5565/rev/jtI3.746

Ballena, C., Masats, D., & Unamuno, V. (2020). The transformation of language practices:
Notes from the Wichi community of Los Lotes (Chaco, Argentina). In E. Moore, J.
Bradley & J. Simpson (Eds.), Translanguaging as transformation: The collaborative
construction of new linguistic realities (pp. 81-97). Multilingual Matters.

https://doi.org/10.21832/9781788928052-009

Bange, P. (1989). Analyse conversationnelle et théorie psychologique de I'action. Verbum,
12(1), 27-41. https://doi.org/10.3406/verbu.1989.1401

Batlle, J., & Sudrez, M. del M. (2021). An analysis of repair practices in L2 Spanish listening
comprehension materials with implications for teaching interactional competence.
Classroom Discourse, 12(4), 365—-385.
https://doi.org/10.1080/19463014.2020.1810724

233


https://doi.org/10.1080/19463014.2013.783500
https://doi.org/10.1002/9781444324068.ch9
https://doi.org/10.1111/j.1540-4781.1994.tb02062.x
https://doi.org/10.1111/j.1540-4781.1994.tb02062.x
https://doi.org/10.1075/pb.v.8
https://https//doi.org/10.1177/13670069990030040101
https://doi.org/10.5565/rev/jtl3.746
https://https//doi.org/10.21832/9781788928052-009
https://doi.org/10.3406/verbu.1989.1401
https://doi.org/10.1080/19463014.2020.1810724

Beisswenger, M. (2008). Situated chat analysis as a window to the user’s perspective: Aspects
of temporal and sequential organization. Language@Internet, 5, Article 6.
http://www.languageatinternet.org/articles/2008/1530

Biesta, G., & Tedder, M. (2007). Agency and learning in the lifecourse: Towards an ecological
perspective. Studies in the Education of Adults, 39: 132—-149.
https://doi.org/10.1080/02660830.2007.11661545

Bonacina-Pugh, F. (2012). Researching ‘practiced language policies’: Insights from conversation

analysis. Language Policy, 11(3), 213—-234. https://doi.org/10.1007/s10993-012-9243-x

Bonacina-Pugh, F. (2013). Categories and language choice in multilingual classrooms: The
relevance of 'teacher-hood'. Language and Education, 27 (4), 298-313.
https://doi.org/10.1080/09500782.2013.788021

Bonacina-Pugh, F., & Gafaranga, J. (2011). ‘Medium of instruction’ vs. ‘Medium of classroom
interaction’: Language choice in a French complementary school classroom in
Scotland. International Journal of Bilingual Education and Bilingualism, 14(3), 319-334.
https://https://doi.org/10.1080/13670050.2010.502222

Borras, E. (2013). La gestio del plurilingliisme a I'aula en I’educacié superior. Estudi de cas:
Introduccio de classes en anglés a I'Escola d’Enginyeria B. [Doctoral dissertation,
Universitat Autonoma de Barcelonal.

Borras, E. & Moore, E. (2019). The Plurilingual and Multimodal Management of Participation
and Subject Complexity in University CLIL Teamwork. English Language Teaching,
12(2), 100-112. https://doi.org/10.5539/elt.v12n2p100

Bouchard, J., & Glasgow, P. (2019). Agency in language policy and planning: Critical inquiries.
Routledge. https://doi.org/10.4324/9780429455834

Breen, M. P. (1989). The evaluation cycle for language learning tasks. In R.K. Johnson (Ed.) The
second language curriculum (pp.187-206). Cambridge: Cambridge University Press.

https://doi.org/10.1017/CB0O9781139524520.014

Brooks, F. B., & Donato, R. (1994). Vygotskyan approaches to understanding foreign language
learner discourse during communicative tasks. Hispania, 77, 262-274.

https://doi.org/10.2307/344508

Brouwer, C. E., & Wagner, J. (2004). Developmental issues in second language conversation.

Journal of Applied Linguistics, 1(1), 29-47. https://doi.org/10.1558/japl.1.1.29.55873

Buhrmann, T., & Di Paolo, E. (2017). The sense of agency — a phenomenological consequence
of enacting sensorimotor schemes. Phenomenology and the Cognitive Sciences, 16,

207-236. https://doi.org/10.1007/s11097-015-9446-7

234


http://www.languageatinternet.org/articles/2008/1530
https://doi.org/10.1080/02660830.2007.11661545
https://https//doi.org/10.1007/s10993-012-9243-x
https://doi.org/10.1080/09500782.2013.788021
https://https//doi.org/10.1080/13670050.2010.502222
https://doi.org/10.5539/elt.v12n2p100
https://doi.org/10.4324/9780429455834
https://doi.org/10.1017/CBO9781139524520.014
https://doi.org/10.2307/344508
https://doi.org/10.1558/japl.1.1.29.55873
https://https//doi.org/10.1007/s11097-015-9446-7

Bui, T. M. T., & Filipi, A. (2024). Children’s agency as a relational concept in bilingual family
language practices. Journal of Multilingual and Multicultural Development, 1-16.

https://doi.org/10.1080/01434632.2024.2367572

Burnard, P., Apelgren, B.-M., & Cabaroglu, N. (2015). Transformative teacher research: Theory
and practice for the 21st century. Sense Publishers.

https://doi.org/10.1163/9789463002233

Canale, M. (1983). From Communicative Competence to Communicative Language Pedagogy.
In J. C. Richards & R. W. Schmidt (Eds.) Language and Communication (pp. 2—27).
Longman.

Canale, M., & Swain, M. (1980). Theoretical bases of communicative approaches to second
language teaching and testing. Applied Linguistics, 1(1), 1-47.

Candelier, M., Camilleri-Grima, A., Castellotti, V., de Pietro, J.-F., Lorincz, |., Meissner, F.-J.,
Noguerol, A., Schréder-Sura, A., & Molinié, M. (2012). A framework of reference for
pluralistic approaches to languages and cultures (FREPA). Council of Europe Publishing

/ European Centre for Modern Languages. https://carap.ecml.at

Cassany, D., Allué, C., & Sanz Ferrer, M. (2019). WhatsApp alrededor del aula. Caracteres:
Estudios culturales y criticos de la esfera digital, 8(2), 302—328.

Cheng, T.-P. (2013). Codeswitching and participant orientations in a Chinese as a foreign
language classroom. The Modern Language Journal, 97(4), 869—-886.
https://https://doi.org/10.1111/j.1540-4781.2013.12043.x

Cheng, T.-P. (2014). The interactional achievements of repair and correction in a Mandarin
language classroom. Chinese as a Second Language Research, 3(2), 175-200.

https://https://doi.org/10.1515/caslar-2014-0009

Chomsky, N. (1965). Aspects of the theory of syntax. M.L.T. Press.
https://doi.org/10.21236/AD0616323

Clark, B., Wagner, J., Lindemalm, K., & Bendt, O. (2011, April 18-20). Sprakskap: Supporting
second language learning “in the wild.” Paper presented at INCLUDE 2011 Conference,
London, United Kingdom.

Coste, D., Moore, D., & Zarate, G. (1997). Compétence plurilingue et pluriculturelle: Vers un
cadre européen commun de référence pour I'enseignement et I'apprentissage des
langues vivantes: Etudes préparatoires. Strasbourg, France: Conseil de I'Europe.

Coste, D., Moore, D., & Zarate, G. (2009). Plurilingual and pluricultural competence: Studies
towards a Common European Framework of Reference for language learning and

teaching. Strasbourg, France: Council of Europe Publishing.

235


https://doi.org/10.1080/01434632.2024.2367572
https://doi.org/10.1163/9789463002233
https://carap.ecml.at/
https://https//doi.org/10.1111/j.1540-4781.2013.12043.x
https://https//doi.org/10.1515/caslar-2014-0009
https://doi.org/10.21236/AD0616323

Cots, J.M., & Nussbaum L. (2008). Communicative competence and institutional affiliation:
Interactional processes of identity construction by immigrant students in Catalonia.

International Journal of Multilingualism, 5, 17-40. https://doi.org/10.2167/ijm059.0

Creese, A. (2008). Linguistic ethnography. In K. A. King & N. H. Hornberger (Eds.), Encyclopedia
of language and education (2nd ed., Vol. 10, pp. 229-241). Springer.
https://doi.org/10.1007/978-0-387-30424-3 257

de Pietro, J.-F., Matthey, M., & Py, B. (1989). Acquisition et contrat didactique: les séquences
potentiellement acquisitionnelles dans la conversation exolingue. In D. Weil & H.
Fugier (Eds.), Actes du troisieme colloque régional de linguistique (pp. 99-124).
Université des Sciences Humaines et Université Louis Pasteur.

Donato, R. (1988). Beyond group: A psycholinguistic rationale for collective activity in second-
language learning. Unpublished doctoral dissertation, University of Delaware.

Donato, R. (1994). Collective scaffolding in second language learning. In J. P. Lantolf & G. Appel
(Eds.), Vygotskian approaches to second language research (pp. 33-56). Ablex
Publishing Corporation.

Donato, R. (2004). Aspects of collaboration in pedagogical discourse. Annual Review of Applied

Linguistics, 24, 284-302. https://doi.org/10.1017/5026719050400011X

Dooly, M. (2013). Promoting Competency-Based Language Teaching Through Project-Based
Language Learning (Vol. 14, pp. 77-91). https://https://doi.org/10.1007/978-94-007-

5386-0 5
Dooly, M. (2022). Language teaching, language learning, and virtual exchange in an age of
complexity. International Journal of Computer-Assisted Language Learning and

Teaching (IICALLT), 12(3), 1-18. https://doi.org/10.4018/1JCALLT.316459

Dooly, M., & Moore, E. (2017). Introduction: qualitative approaches to research on plurilingual
education. In E. Moore & M. Dooly (Eds.), Qualitative Approaches to Research on
Plurilingual Education (pp. 1-10). Research-publishing.net.
https://doi.org/10.14705/rpnet.2017.emmd2016.618

Dooly, M., & O’Dowd, R. (2018). In this together: Teachers’ experiences with transnational,
telecollaborative language learning projects. Peter Lang International Academic
Publishers.

Dooly, M., & Sadler, R. (2013). Filling in the gaps: Linking theory and practice through
telecollaboration in teacher education. ReCALL, 25(1), 4-29.

https://https://doi.org/10.1017/50958344012000237

236


https://doi.org/10.2167/ijm059.0
https://doi.org/10.1007/978-0-387-30424-3_257
https://doi.org/10.1017/S026719050400011X
https://https//doi.org/10.1007/978-94-007-5386-0_5
https://https//doi.org/10.1007/978-94-007-5386-0_5
https://doi.org/10.4018/IJCALLT.316459
https://doi.org/10.14705/rpnet.2017.emmd2016.618
https://https//doi.org/10.1017/S0958344012000237

Dooly, M., & Sadler, R. (2019). Preparing English student-teachers with digital and
collaborative knowledge: An illustrative synopsis. In D. Masats, M. Mont & N.
Gonzalez-Acevedo (Eds.), Joint efforts for innovation: Working together to improve
foreign language teaching in the 21st century (pp. 21-28). Paragon Publishing.

Driver, P., Larsen-Freeman, D., Gao, X., & Mercer, S. (2021). Learner Agency: Maximizing

Learner Potential [PDF]. www.oup.com/elt/expert

Duff, P. A. (2008). Case Study Research in Applied Linguistics. Routledge / Lawrence Erlbaum.

Duff, P. A,, & Doherty, L. (2014). Examining agency in (second) language socialization research

(pp. 54—72). https://doi.org/10.21832/9781783092901-006

Duff, P. A., & Kobayashi, M. (2010). The intersection of social, cognitive, and cultural processes
in language learning: A second language socialization approach. Sociocognitive
Perspectives on Language Use and Language Learning, 7593.

Eldridge, J. (1996). Code-switching in a Turkish secondary school. ELT Journal, 50(4), 303-311.
https://doi.org/10.1093/elt/50.4.303

Ellis, R. (2000). Task-based research and language pedagogy. Language Teaching Research,
4(3), 193-220.

Ellis, R. (2003). Task-based language learning and teaching. Oxford University Press.

Emirbayer, M., & Mische, A. (1998). What is agency? American Journal of Sociology, 103, 962—
1023. https://doi.org/10.1086/231294

Erickson, F. (1982). Classroom discourse as improvisation: Relationships between academic
tasks and structure and social participation structure in lessons. In L. C. Wilkinson (Ed.),
Communicating in the classroom (pp. 153-181). Academic Press.

Erickson, F. (2004). Talk and social theory: Ecologies of speaking and listening in everyday life.
Polity Press.

European Union. (2016). Regulation (EU) 2016/679 of the European Parliament and of the
Council of 27 April 2016 on the protection of natural persons with regard to the
processing of personal data and on the free movement of such data (General Data
Protection Regulation). Official Journal of the European Union, L119, 1-88. https://eur-
lex.europa.eu/eli/reg/2016/679/0j

Filipi, A. (2018). Making teacher talk comprehensible through language alternation practices. In
A. Filipi & N. Markee (Eds.), Conversation analysis and language alternation: Capturing
transitions in the classroom (pp. 183—202). John Benjamins.

https://doi.org/10.1075/pbns.295.10fli

237


http://www.oup.com/elt/expert
https://doi.org/10.21832/9781783092901-006
https://doi.org/10.1093/elt/50.4.303
https://doi.org/10.1086/231294
https://eur-lex.europa.eu/eli/reg/2016/679/oj
https://eur-lex.europa.eu/eli/reg/2016/679/oj
https://doi.org/10.1075/pbns.295.10fli

Filipi, A. (2019). Language alternation as an interactional practice in the foreign language
classroom. In |. Liyanage & T. Walker (Eds.), Multilingual education yearbook 2019:
Media of instruction and multilingual settings (pp. 25-42). Springer.
https://doi.org/10.1007/978-3-030-14386-2 2

Filipi, A., & Markee, N. (Eds.). (2018). Conversation analysis and language alternation:
Capturing transitions in the classroom. John Benjamins.

https://doi.org/10.1075/pbns.295

Firth, A. (1996). The discursive accomplishment of normality: On ‘lingua franca’ English and
conversation analysis. Journal of Pragmatics, 26(2), 237-259.

https://doi.org/10.1016/0378-2166(96)00014-8

Firth, A. (2012). Conversation analysis and spoken discourse. In J. P. Gee & M. Handford (Eds.),
The Routledge handbook of discourse analysis (pp. 284-300). Routledge.

Firth, A., & Wagner, J. (1997). On discourse, communication, and (some) fundamental
concepts in SLA research. Modern Language Journal, 81(3), 285-300.
https://doi.org/10.1111/j.1540-4781.1997.tb05480.x

Firth, A., & Wagner, J. (2007). Second/Foreign language learning as a social accomplishment:
Elaborations on a reconceptualized SLA. The Modern Language Journal, 91, 800-819.
https://doi.org/10.1111/j.1540-4781.2007.00670.x

Gafaranga, J. (1999). Language choice as a significant aspect of talk organization: The
orderliness of language alternation. Text, 19 (2): 201-225.
https://doi.org/10.1515/text.1.1999.19.2.201

Gafaranga, J. (2001). Linguistic identities in talk-in-interaction: Order in bilingual conversation.

Journal of Pragmatics, 33 (12): 1901-1925. https://doi.org/10.1016/S0378-

2166(01)00008-X

Gajo, L. & Mondada, L. (2000). Interactions et acquisitions encontexte. Modes d’appropriation
de compétences discursives plurilingues par desjeunes immigrés. Editions
Universitaires Fribourg Suisse.

Gallagher, S. (2017). Enactivist interventions: Rethinking the mind. Oxford University Press.

https://doi.org/10.1093/0s0/9780198794325.001.0001

Gao, X. (2010). Strategic language learning: The roles of agency and context. Multilingual

Matters. https://doi.org/10.21832/9781847692450

Garcia, A. C., & Jacobs, J. B. (1999). The eyes of the beholder: Understanding the turn-taking

system in quasi-synchronous computer-mediated communication. Research on

238


https://doi.org/10.1007/978-3-030-14386-2_2
https://doi.org/10.1075/pbns.295
https://doi.org/10.1016/0378-2166(96)00014-8
https://doi.org/10.1111/j.1540-4781.1997.tb05480.x
https://https//doi.org/10.1111/j.1540-4781.2007.00670.x
https://doi.org/10.1515/text.1.1999.19.2.201
https://doi.org/10.1016/S0378-2166(01)00008-X
https://doi.org/10.1016/S0378-2166(01)00008-X
https://doi.org/10.1093/oso/9780198794325.001.0001
https://doi.org/10.21832/9781847692450

Language and Social Interaction, 32(4), 337-367.
https://doi.org/10.1207/s15327973rls3204 2

Garcia, O., & Wei, L. (2015). Translanguaging, Bilingualism, and Bilingual Education. In The
Handbook of Bilingual and Multilingual Education (pp. 223-240).
https://doi.org/10.1002/9781118533406.ch13

Garfinkel, H. (1967). Studies in ethnomethodology. Prentice Hall.

Gass, S. M. (1997). Input, interaction, and the second language learner. Lawrence Erlbaum
Associates.

Gass, S. M., & Varonis, E. M. (1994). Input, interaction, and second language production.
Studies in Second Language Acquisition, 16(3), 283—302.
https://https://doi.org/10.1017/50272263100013097

Generalitat de Catalunya, Departament d’Educacié. (2022). Curriculum competéncies basiques
de I’'ambit lingiiistic. Generalitat de Catalunya.

Giles, D., Stommel, W., Paulus, T., Lester, J., & Reed, D. (2015). Microanalysis of online data:
The methodological development of “digital CA”. Discourse, Context & Media, 7, 45—
51. https://doi.org/10.1016/j.dcm.2014.12.002

Goffman, E. (1981). Forms of talk. University of Pennsylvania Press.

Gonzalez-Lloret, M. (2007). What do language learners attend to when their environment
changes? In C. Perifian (Ed.), Revisiting language learning resources (pp. 223-242).
Cambridge Scholars Publishing.

Gonzalez-Lloret, M. (2008a). Computer-mediated learning of L2 pragmatics. In E. A. Soler & A.
Martinez Flor (Eds.), Investigating pragmatics in foreign language learning, teaching
and testing (pp. 114-132). Multilingual Matters.
https://https://doi.org/10.21832/9781847690869-008

Gonzalez-Lloret, M. (2008b). “No me llames de usted, tratame de tu”: L, address behavior
development through synchronous computer-mediated communication [Unpublished
doctoral dissertation]. University of Hawai‘i at Manoa.

Gonzalez-Lloret, M. (2011). Conversation analysis of computer-mediated communication.

CALICO Journal, 28(2), 308-325. https://https://doi.org/10.11139/cj.28.2.308-325

Goodwin, C. (2000). Action and embodiment within situated human interaction. Journal of

Pragmatics, 32(10), 1489—1522. https://https://doi.org/10.1016/S0378-

2166(99)00096-X

239


https://doi.org/10.1207/s15327973rls3204_2
https://doi.org/10.1002/9781118533406.ch13
https://https//doi.org/10.1017/S0272263100013097
https://doi.org/10.1016/j.dcm.2014.12.002
https://https//doi.org/10.21832/9781847690869-008
https://https//doi.org/10.11139/cj.28.2.308-325
https://https//doi.org/10.1016/S0378-2166(99)00096-X
https://https//doi.org/10.1016/S0378-2166(99)00096-X

Goodwin, C., & Goodwin, M. H. (2004). Participation. In A. Duranti (Ed.), A companion to
linguistic anthropology (pp. 222-244). Blackwell.
https://doi.org/10.1002/9780470996522.ch10

Gumperz, J. ). (1964). Linguistic and social interaction in two communities. American
Anthropologist, 66(6), 137-153.
https://doi.org/10.1525/aa.1964.66.suppl 3.02a00100

Gumperz, J. ). (1982). Discourse strategies (No. 1). Cambridge University Press.

https://doi.org/10.1017/CBO9780511611834

Hall, J. K. (1993). The role of oral practices in the accomplishment of our everyday lives: The
sociocultural dimension of interaction with implications for the learning of another

language. Applied Linguistics, 14(2), 145-166. https://doi.org/10.1093/applin/14.2.145

Hall, J. K., & Pekarek Doehler, S. (2011). L2 interactional competence and development. In J. K.
Hall, J. Hellermann, & S. Pekarek Doehler (Eds.), L2 interactional competence and
development (pp. 1-15). Multilingual Matters.
https://doi.org/10.21832/9781847694072-003

Hall, J. K., Cheng, A., & Carlson, M. T. (2006). Reconceptualizing multicompetence as a theory
of language knowledge. Applied Linguistics, 27(2), 220-240.
https://doi.org/10.1093/applin/am|013

Hall, J. K., Hellermann, J., & Pekarek Doehler, S. (Eds.). (2011). L2 interactional competence and

development. Multilingual Matters. https://doi.org/10.21832/9781847694072

Hatch, E. (Ed.). (1978). Second language acquisition: A book of readings. Newbury House.
He, A.W. (2004), CA for SLA: Arguments from the Chinese language Classroom. The Modern
Language Journal, 88: 568-582. https://doi.org/10.1111/j.0026-7902.2004.t01-19-.x

He, A. W., & Young, R. (1998). Language proficiency interviews: A discourse approach. In R.
Young & A. W. He (Eds.), Talking and testing: Discourse approaches to the assessment

of oral proficiency (pp. 1-24). John Benjamins. https://doi.org/10.1075/sibil.14.02he

Hellermann, J. (2007). The Development of Practices for Action in Classroom Dyadic
Interaction: Focus on Task Openings. The Modern Language Journal, 91(1), 83-96.
https://doi.org/10.1111/j.1540-4781.2007.00503.x

Heritage, J. (1984). Garfinkel and ethnomethodology. Polity Press.

Heritage, J. (2007). Intersubjectivity and progressivity in person (and place) reference. In N. J.
Enfield & T. Stivers (Eds.), Person reference in interaction: Linguistic, cultural, and
social perspectives (pp. 255-280). Cambridge University Press.
https://doi.org/10.1017/CB09780511486746.012

240


https://doi.org/10.1002/9780470996522.ch10
https://doi.org/10.1525/aa.1964.66.suppl_3.02a00100
https://doi.org/10.1017/CBO9780511611834
https://doi.org/10.1093/applin/14.2.145
https://doi.org/10.21832/9781847694072-003
https://https//doi.org/10.1093/applin/aml013
https://doi.org/10.21832/9781847694072
https://doi.org/10.1111/j.0026-7902.2004.t01-19-.x
https://doi.org/10.1075/sibil.14.02he
https://doi.org/10.1111/j.1540-4781.2007.00503.x
https://doi.org/10.1017/CBO9780511486746.012

Heritage, J. (2009). Conversation Analysis as Social Theory. In Bryan Turner (Ed.), The New
Blackwell Companion to Social Theory (pp. 300-320). Wiley-Blackwell.
https://doi.org/10.1002/9781444304992.ch15

Herring, S. (1999). Interactional coherence in CMC. Journal of Computer-Mediated

Communication, 4(4). https://doi.org/10.1111/j.1083-6101.1999.tb00106.x

Hug, R., Eriksson Barajas, K., & Cromdal, J. (2017). Vocabulary teaching in bilingual classrooms:
Multilingual resources at work. Linguistics and Education, 41, 44-57.

Hutchby, I. (2001). Technologies, Texts and Affordances. Sociology, 35(2), 441—-456.
https://https://doi.org/10.1017/50038038501000219

Hymes, D. (1972). On communicative competence. In J. B. Pride & J. Holmes (Eds.),
Sociolinguistics: Selected readings (pp. 269-293). Penguin.

Jefferson, G. (2004). Glossary of transcript symbols with an introduction. In G. H. Lerner (Ed.),
Conversation analysis: Studies from the first generation (pp. 13—31). John Benjamins.

https://doi.org/10.1075/pbns.125.02jef

Jewitt, C. (Ed.). (2009). The Routledge handbook of multimodal analysis. Routledge.
Kasper, G. (1985). Repair in foreign language teaching. Studies in Second Language Acquisition,

7(2), 200-215. https://doi.org/10.1017/50272263100005374

Kasper, G. (2004), Participant orientations in German conversation-for-learning. The Modern

Language Journal, 88: 551-567. https://doi.org/10.1111/j.0026-7902.2004.t01-18-.x

Kasper, G., & Wagner, J. (2011). A conversation-analytic approach to second language
acquisition. In D. Atkinson (Ed.), Alternative approaches to second language acquisition
(pp. 117-142). Routledge.

Kasper, G., & Wagner, J. (2014). Conversation analysis in applied linguistics. Annual Review of

Applied Linguistics, 34, 171-212. https://doi.org/10.1017/50267190514000014

Kern, R. G. (1995). Restructuring classroom interaction with networked computers: Effects on
qguantity and characteristics of language production. The Modern Language Journal,

79(4), 457-476. https://doi.org/10.1111/j.1540-4781.1995.tb05445.x

Kim, S. H. O., and Elder, C. 2005. Language choices and pedagogic functions in the foreign
language classroom: A cross-linguistic functional analysis of teacher talk. Language

Teaching Research, 9 (4): 355—-380. https://doi.org/10.1191/1362168805Ir1730a

Kramsch, C. (1986). From Language Proficiency to Interactional Competence. The Modern

Language Journal, 70(4), 366—372. https://doi.org/10.1111/j.1540-

4781.1986.tb05291.x

Krashen, S. (1985). The input hypothesis: Issues and implications. Longman.

241


https://doi.org/10.1002/9781444304992.ch15
https://doi.org/10.1111/j.1083-6101.1999.tb00106.x
https://https//doi.org/10.1017/S0038038501000219
https://doi.org/10.1075/pbns.125.02jef
https://doi.org/10.1017/S0272263100005374
https://doi.org/10.1111/j.0026-7902.2004.t01-18-.x
https://doi.org/10.1017/S0267190514000014
https://doi.org/10.1111/j.1540-4781.1995.tb05445.x
https://doi.org/10.1191/1362168805lr173oa
https://https//doi.org/10.1111/j.1540-4781.1986.tb05291.x
https://https//doi.org/10.1111/j.1540-4781.1986.tb05291.x

Krashen, S. (1977). The monitor model for adult second language performance. In M. Burt, H.
Dulay, & M. Finocchiaro (Eds.), Viewpoints on English as a second language (pp. 152—
161). Regents Publishing Company.

Kunitz, S., & Markee, N. (2017). Understanding the fuzzy borders of context in conversation
analysis and ethnography. In S. Wortham, D. Kim, & S. May (Eds.), Discourse and
education (pp. 15-27). Springer. https://doi.org/10.1007/978-3-319-02243-7 33

Lantolf, J. P. (2000). Second language learning as a mediated process. Language Teaching,

33(2), 79-96. https://https://doi.org/10.1017/50261444800015329

Lantolf, J. P., & Appel, G. (1994). Theoretical framework: An introduction to Vygotskian
approaches to second language research. Vygotskian Approaches to Second Language
Research, 1-32.

Lantolf, J. P., & Pavlenko, A. (1995). Sociocultural theory and second language acquisition.
Annual Review of Applied Linguistics, 15, 108-124.
https://doi.org/10.1017/50267190500002646

Lantolf, J. P., & Thorne, S. L. (2006). Sociocultural Theory and the Genesis of Second Language
Development. Oxford University Press.

Larsen-Freeman, D. (2003). Teaching language: From grammar to grammaring. Heinle.

Larsen-Freeman, D. (2019). On language learner agency: A complex dynamic systems theory
perspective. The Modern Language Journal, 103(1), 61-79.
https://doi.org/10.1111/modl.12536

Lave, J., & Wenger, E. (1991). Situated learning: Legitimate peripheral participation. Cambridge
University Press. https://doi.org/10.1017/CB09780511815355

Leyva, X., & Speed, S. (2008). Hacia la investigacidén descolonizada: Nuestra experiencia de co-
labor. In X. Leyva, A. Burguete & S. Speed, (Eds.), Gobernar (en) la diversidad:
experiencias indigenas desde América Latina. Hacia la investigacion de co-labor (pp. 4—
59). CIESAS, FLACSO Ecuador & FLACSO Guatemala.
https://doi.org/10.2307/j.ctvn5tzv7.21

Li, R., Zou, D., Reynolds, B. L., & Vazquez-Calvo, B. (2023). Editorial: Mobile assisted language
learning: developments, affordances, and solutions. Frontiers in psychology, 14,

1293483. https://doi.org/10.3389/fpsyg.2023.1293483

Lin, A. (2013). Classroom code-switching: three decades of research. Applied Linguistics

Review, 4(1), 195-218. https://doi.org/10.1515/applirev-2013-0009

242


https://https//doi.org/10.1007/978-3-319-02243-7_33
https://https//doi.org/10.1017/S0261444800015329
https://doi.org/10.1017/S0267190500002646
https://https//doi.org/10.1111/modl.12536
https://doi.org/10.1017/CBO9780511815355
https://https//doi.org/10.2307/j.ctvn5tzv7.21
https://doi.org/10.3389/fpsyg.2023.1293483
https://doi.org/10.1515/applirev-2013-0009

Llompart-Esbert, J. (2016). Practiques plurilinglies d’escolars d’un institut superdivers: De la
recerca a I'accié educativa. Unpublished PhD Thesis. Universitat Autonoma de
Barcelona, Bellaterra.

Llompart-Esbert, J., & Nussbaum, L. (2018). Doing plurilingualism at school: Key concepts and
perspectives. In S. Melo-Pfeifer & C. Helmchen (Eds.), Plurilingual literacy practices at
school and in teacher education (pp. 19—39). Peter Lang.

https://https://doi.org/10.3726/b13093

Llompart-Esbert, J., & Nussbaum, L. (2023). Exploring interaction to understand language
policies practiced in the classroom. Bellaterra Journal of Teaching & Learning

Language & Literature, 16(1), €1196. https://doi.org/10.5565/rev/jt|3.1196

Lliompart-Esbert, J., Masats, D., Moore, E., & Nussbaum, L. (2020). ‘Mézclalo un poquito’:
Plurilingual practices in multilingual educational milieus. International Journal of
Bilingual Education and Bilingualism, 23(1), 98-112.
https://https://doi.org/10.1080/13670050.2019.1598934

Long, M. H. (1985). A role for instruction in second language acquisition: Task-based language
teaching. In K. Hyltenstam & M. Pienemann (Eds.), Modelling and assessing second
language acquisition (pp. 77-99). Multilingual Matters.

Long, M. H. (1996). The role of the linguistic environment in second language acquisition. In W.
C. Ritchie, & T. K. Bhatia (Eds.), Handbook of second language acquisition (pp. 413—
468). New York: Academic Press. https://doi.org/10.1016/B978-012589042-7/50015-3

Lowenthal, P. R. (2010). The evolution and influence of social presence theory on online
learning. In T. T. T. L. B. Reynard (Ed.), Online education and adult learning: New

frontiers for teaching practices (pp. 124—139). IGI Global. https://doi.org/10.4018/978-

1-60566-830-7.ch010

Lynch, M. (2019). Garfinkel, Sacks and formal structures: Collaborative origins, divergences and
the history of ethnomethodology and conversation analysis. Human Studies, 42(2),

183-198. https://doi.org/10.1007/510746-019-09510-w

Ludi, G. (2003). Code-switching and unbalanced bilingualism. In J.-M. Dewaele, A. Housen, & L.
Wei (Eds.), Bilingualism: Beyond basic principles. Festschrift in honour of Hugo Baetens
Beardsmore (pp. 174—188). Multilingual Matters.
https://doi.org/10.2307/j.27195471.15

Ludi, G., & Py, B. (1986). Etre bilingue [Being bilingual] (Original work published 1986). Peter
Lang. https://doi.org/10.3726/978-3-0351-0647-3

243


https://https//doi.org/10.3726/b13093
https://doi.org/10.5565/rev/jtl3.1196
https://https//doi.org/10.1080/13670050.2019.1598934
https://doi.org/10.1016/B978-012589042-7/50015-3
https://doi.org/10.4018/978-1-60566-830-7.ch010
https://doi.org/10.4018/978-1-60566-830-7.ch010
https://doi.org/10.1007/s10746-019-09510-w
https://doi.org/10.2307/jj.27195471.15
https://doi.org/10.3726/978-3-0351-0647-3

Ludi, G., & Py, B. (2009). To be or not to be ... a plurilingual speaker. International Journal of
Multilingualism, 6(2), 154-167. https://doi.org/10.1080/14790710902846715
Macaro, E. (2009). Teacher use of codeswitching in the second language classroom: Exploring

‘optimal’ use. First Language Use in Second and Foreign Language Learning, 35, 49.

https://doi.org/10.21832/9781847691972-005

Markaki, V., Merlino, S., Mondada, L., Oloff, F., & Traverso, V. (2013). Multilingual practices in
professional settings: Keeping the delicate balance between progressivity and
intersubjectivity. In A. C. Berthoud, F. Grin, & G. Ludi (Eds.), Exploring the dynamics of
multilingualism: The DYLAN project (pp. 3—32). John Benjamins.
https://doi.org/10.1075/mdm.2.01mar

Markee, N. (2000). Conversation Analysis. Lawrence Erlbaum Associates.

https://doi.org/10.4324/9781410606471

Markee, N. (2008). Toward a learning behavior tracking methodology for CA-for-SLA. Applied
Linguistics, 29(3), 404—427. https://doi.org/10.1093/applin/amm052

Markee, N., & Kasper, G. (2004). Classroom talks: An introduction. The Modern Language
Journal, 88(4), 491-500. https://doi.org/10.1111/j.0026-7902.2004.t01-14-.x

Markee, N., & Kunitz, S. (2013). Doing planning and task performance in second language
acquisition: An ethnomethodological respecification. Language Learning, 63(4), 629—
664. https://https://doi.org/10.1111/lang.12012

Markee, N., Kunitz, S., & Sert, 0. (2021). Introduction: CA-SLA and the diffusion of innovations.
In S. Kunitz, N. Markee, & O. Sert (Eds.), Classroom-based conversation analytic
research (Educational Linguistics, Vol. 46, pp. 1-14). Springer.
https://https://doi.org/10.1007/978-3-030-73235-4 1

Martin Rojo, L. (2010). Critical sociolinguistic ethnography in schools. In L. Martin Rojo (Ed.),
Constructing inequality in multilingual classrooms (pp. 81-108). Mouton de Gruyter.

https://doi.org/10.1515/9783110226645

Masats, D. (2008). El discurs dels aprenents d’angles com a llengua estrangera: Una
aproximacio interactivista al procés de construccio de tasques comunicatives.
(Unpublished PhD thesis). Universitat Autonoma de Barcelona, Bellaterra.

Masats, D. (2017). L’analisi de la conversa al servei de la recerca en el camp de I'adquisicio de
segones llenglies (CA-for-SLA). In Emilee Moore and Melinda Dooly (Eds), Qualitative
approaches to research on plurilingual education / Enfocaments qualitatius per a la

recerca en educacio plurilingiie / Enfoques cualitativos para la investigacion en

244


https://doi.org/10.1080/14790710902846715
https://doi.org/10.21832/9781847691972-005
https://doi.org/10.1075/mdm.2.01mar
https://doi.org/10.4324/9781410606471
https://doi.org/10.1093/applin/amm052
https://https//doi.org/10.1111/j.0026-7902.2004.t01-14-.x
https://https//doi.org/10.1111/lang.12012
https://https//doi.org/10.1007/978-3-030-73235-4_1
https://doi.org/10.1515/9783110226645
https://dolorsmasats.cat/wp-content/uploads/2020/03/TESI_Dolors_Masats_El_discurs_dels_aprenents.pdf
https://dolorsmasats.cat/wp-content/uploads/2020/03/TESI_Dolors_Masats_El_discurs_dels_aprenents.pdf
https://research-publishing.net/publication/chapters/978-1-908416-47-6/632.pdf
https://research-publishing.net/publication/chapters/978-1-908416-47-6/632.pdf
https://research-publishing.net/publication/978-1-908416-47-6.pdf
https://research-publishing.net/publication/978-1-908416-47-6.pdf
https://research-publishing.net/publication/978-1-908416-47-6.pdf

educacion plurilingiie (p. 293—320). Research-publishing.net.
https://doi.org/10.14705/rpnet.2017.emmd2016.9781908416476

Masats, D., & Guerrero, P. (2018). The ins and outs of teamworking: When university teachers,
in-service secondary teachers and pre-service teachers collaborate to transform
learning. European Journal of Social Science Education and Research, 5(3), 185—-193.

Masats, D., & Noguerol, A. (2022). Creating a plurilingual space through talk-in-interaction. In
D. Masats, & Luci Nussbaum (Eds.), Plurilingual classroom practices and participation:
Analysing interaction in local and translocal settings (pp. 27—39). Routledge.

https://doi.org/10.4324/9781003169123

Masats, D., & Nussbaum, L. (2022). Introduction: Plurilingual practices and participation. In D.
Masats & L. Nussbaum (Eds.), Plurilingual classroom practices and participation:
Analysing interaction in local and translocal settings (pp. 1-14). Routledge.

https://doi.org/10.4324/9781003169123

Masats, D., & Unamuno, V. (2001). Constructing social identities and discourse through repair
activities. In S. H. Foster-Cohen & A. Nizegorodcew (Eds.), Eurosla Yearbook: Volume |.
(p.239-254). John Benjamins Publishing Company.

Masats, D., Moore, E., & Llompart-Esbert, J. (2025). Key concepts for educating in and for
plurilingualism. Servei de Publicacions de la Universitat Autonoma de Barcelona.

https://doi.org/10.5565/1ib/9788410202719

Masats, D., Nussbaum, L., & Unamuno, V. (2007). When activity shapes the repertoire of
second language learners. In L. Roberts, A. Giirel, S. Tatar, & L. Marti (Eds.), EUROSLA
Yearbook (Vol. 7, pp. 121-147). John Benjamins.
https://doi.org/10.1075/eurosla.7.08mas

Masats, D., Dooly, M., Juanhuix, M., Moore, E., & Vallejo, C. (in press). Treballem junt(e)s per
innovar: Col-laboracio entre professorat i investigador(e)s en entorns plurilinglies. In D.
Masats & C. Pratginestds (Eds.), L'aula com a ambit d'investigacio sobre I'ensenyament
i l'aprenentatge de la llengua / The classroom as a site for research on language
teaching and learning. Peter Lang.

Matsumoto, Y. (2018). “Because we are peers, we actually understand”: Third-party
participant assistance in English as a lingua franca classroom interactions. TESOL

Quarterly, 52(4), 845-876. https://doi.org/10.1002/tesq.430

Mercer, S. (2011). Understanding learner agency as a complex dynamic system. System, 39(4),

427-436. https://doi.org/10.1016/j.system.2011.08.001

245


https://research-publishing.net/publication/978-1-908416-47-6.pdf
https://doi.org/10.14705/rpnet.2017.emmd2016.9781908416476
https://ddd.uab.cat/pub/artpub/2018/266900/ejsser_a2018v5n3p185.pdf
https://ddd.uab.cat/pub/artpub/2018/266900/ejsser_a2018v5n3p185.pdf
https://ddd.uab.cat/pub/artpub/2018/266900/ejsser_a2018v5n3p185.pdf
https://doi.org/10.4324/9781003169123
https://doi.org/10.4324/9781003169123
https://doi.org/10.5565/lib/9788410202719
https://doi.org/10.1075/eurosla.7.08mas
https://doi.org/10.1002/tesq.430
https://doi.org/10.1016/j.system.2011.08.001

Mercer, S. (2012). The complexity of learner agency. Apples — Journal of Applied Language
Studies, 6(2), 41-59.

Meredith, J. (2019). Conversation Analysis and Online Interaction. Research on Language and
Social Interaction, 52(3), 241-256.
https://https://doi.org/10.1080/08351813.2019.1631040

Merriam, S.B. (1998) Qualitative Research and Case Study Applications in Education. Jossey-
Bass Publishers, San Francisco.

Miller, E. R. (2014). The language of adult immigrants: Agency in the making. Multilingual
Matters. https://doi.org/10.21832/9781783092055

Mondada, L. (2002). Pratiques de transcription et effets de catégorisation. Cahiers de
Praxématique, 39, 45-75.

Mondada, L. (2014). Interactional space and the study of embodied talk-in-interaction. In P.
Auer, M. Hilpert, A. Stukenbrock, & B. Szmrecsanyi (Eds.), Space in language and
linguistics: Geographical, interactional, and cognitive perspectives (pp. 247-275). De

Gruyter Mouton. https://doi.org/10.1515/9783110312027.247

Mondada, L. (2016). Challenges of multimodality: Language and the body in social interaction.
Journal of Sociolinguistics, 20(3). https://doi.org/10.1111/josl.1 12177

Mondada, L., & Nussbaum, L. (2012). Interactions cosmopolites: L’organisation de la
participation plurilingue. Limoges: Editions Lambert-Lucas.

Mondada, L., & Pekarek Doehler, S. (2004). Second language acquisition as situated practice:
Task accomplishment in the French second language classroom. The Modern Language
Journal, 88(4), 501-518. https://doi.org/10.1111/j.0026-7902.2004.t01-15-.x

Mondada, L., & Pekarek Doehler, S. (2005). Second language acquisition as situated practice:
Task accomplishment in the French second language classroom. The Canadian Modern

Language Review, 61(4), 461-490. https://doi.org/10.3138/cmlr.61.4.461

Moore, E. (2014). Constructing content and language knowledge in plurilingual student
teamwork: Situated and longitudinal perspectives. International Journal of Bilingual
Education and Bilingualism, 17(5), 586—609.
https://doi.org/10.1080/13670050.2013.860947

Moore, E. (2015). Language learning in ‘the wild’ in transnational encounters. RESLA Spanish
Journal of Applied Linguistics, 28(2), 382—-415.
https://https://doi.org/10.1075/resla.28.2.02moo

Moore, E., & Dooly, M. (Eds.). (2017). Qualitative approaches to research on plurilingual

education—Enfocaments qualitatius per a la recerca en educacio plurilingiie—

246


https://https//doi.org/10.1080/08351813.2019.1631040
https://doi.org/10.21832/9781783092055
https://doi.org/10.1515/9783110312027.247
https://doi.org/10.1111/josl.1_12177
https://doi.org/10.1111/j.0026-7902.2004.t01-15-.x
https://doi.org/10.3138/cmlr.61.4.461
https://doi.org/10.1080/13670050.2013.860947
https://https//doi.org/10.1075/resla.28.2.02moo

Enfoques cualitativos para la investigacion en educacion plurilingiie. Research-

publishing.net. https://doi.org/10.14705/rpnet.2017.emmd2016.9781908416476

Moore, E. & Nussbaum, L. (2011). Que aporta I'analisi conversacional a la comprensiod de les
situacions d’AICLE. In C.Escobar & L. Nussbaum (eds.), Aprender en otra lengua /
Learning in another language / Aprendre en una altra llengua (pp. 93 — 118).
Bellaterra: Servei de Publicacions de la UAB.

Mori, J. (2004). Pursuit of understanding: Rethinking ‘negotiation of meaning’ in view of
projected action. In R. Gardner & J. Wagner (Eds.), Second language conversations (pp.

157-177). Continuum. https://https://doi.org/10.5040/9781474212335.0012

Murray, D. (1989). When the medium determines the truth: Turn-taking in computer
conversation. In H. Coleman (Ed.), Working with language (pp. 319—-337). Mouton.

Musk, N., & Cromdal, J. (2018). Analysing bilingual talk: Conversation analysis and language
alternation (pp. 15-34). In A. Filipi & N. Markee (Eds.), Conversation Analysis and
Language Alternation: Capturing Transitions in the Classroom. Amsterdam: John

Benjamins Publishing Company. https://doi.org/10.1075/pbns.295.02mus

Negretti, R. (1999). Web-based activities and SLA: A Conversation Analysis Research Approach.
Language Learning & Technology, 3(1), 75-87. https://doi.org/10.64152/10125/25057

Norton, B. (2013). Identity, literacy, and the multilingual classroom. In S. May (Ed.), The
multilingual turn: Implications for SLA, TESOL and bilingual education (pp. 103-122).
Routledge.

Nunan, D. (1989). Designing tasks for the communicative classroom. Cambridge University
Press.

Nussbaum, L. (1998). Profit i risc del treball en parelles d'aprenents de llenglies
estrangeres. A F.J. Cantero et al., (Eds.), Didactica de lalenguay la
literatura en el siglo XX (p. 651-654). Barcelona: Universitat de Barcelona.

Nussbaum, L. (2006). La transcripcion de la interaccidn en contextos de contacto y de
aprendizaje de lenguas. In Y. Birki, & E. De Stefani (Coords.) Trascrivere la lingua.
Transcribir la lengua (pp. 195-218). Peter Lang.

Nussbaum, L. (2014). Una didactica ‘sociolinguistica’ de les llenglies? Bellaterra Journal of
Teaching & Learning Language & Literature, 7(3), 1-13.
https://doi.org/10.5565/rev/jtI3.590

Nussbaum, L. (2017). Doing research with teachers. In E. Moore & M. Dooly (Eds.), Qualitative
approaches to research on plurilingual education / Enfocaments qualitatius per a la

recerca en educacio plurilingiie / Enfoques cualitativos para la investigacion en

247


https://doi.org/10.14705/rpnet.2017.emmd2016.9781908416476
https://www.academia.edu/28815711/Qu%C3%A8_aporta_l_an%C3%A0lisi_conversacional_a_la_comprensi%C3%B3_de_les_situacions_d_AICLE
https://www.academia.edu/28815711/Qu%C3%A8_aporta_l_an%C3%A0lisi_conversacional_a_la_comprensi%C3%B3_de_les_situacions_d_AICLE
https://https//doi.org/10.5040/9781474212335.0012
https://doi.org/10.1075/pbns.295.02mus
https://doi.org/10.64152/10125/25057
https://doi.org/10.5565/rev/jtl3.590

educacion plurilingiie (pp. 46—67). Research-publishing.net.
https://doi.org/10.14705/rpnet.2017.emmd2016.621

Nussbaum, L., & Unamuno, V. (2000). Fluidité et complexité dans la construction du discours
entre apprenants de langues étrangéres. Acquisition et Interaction en Langue

Etrangeére, 12, 27-49. https://doi.org/10.4000/aile.1448

Nussbaum, L. & Unamuno, V. (Eds.). (2006). Usos i competéncies multilingiies entre escolars
d’origen immigrant [Multilingual uses and competences among schoolchildren of
immigrant origin] (Documents, UAB). Servei de Publicacions, Universitat Autonoma de
Barcelona.

Ochs, E. (1979). Transcription as theory. In E. Ochs i B. B. Schieffelin (Eds.), Developmental
pragmatics (p. 43—72). Academic Press.

Ohta, A.S. (2001). Second Language Acquisition Processes in the Classroom: Learning Japanese

(1st ed.). Routledge. https://doi.org/10.4324/9781410604712

Pekarek Doehler, S. (2013). Social-interactional approaches to SLA: A state of the art and some
future perspectives. Language, Interaction and Acquisition, 4(2), 134-160.

https://doi.org/10.1075/lia.4.2.02pek

Pekarek Doehler, S. (2018). Elaborations on L2 interactional competence: The development of
L2 grammar-for-interaction. Classroom Discourse, 9(1), 3—-24.

https://doi.org/10.1080/19463014.2018.1437759

Pekarek Doehler, S., & Balaman, U. (2021). The routinization of grammar as a social action
format: A longitudinal study of video-mediated interactions. Research on Language
and Social Interaction, 54(2), 183-202.
https://doi.org/10.1080/08351813.2021.1899710

Pekarek Doehler, S. & Pochon-Berger, E. (2015). The development of L2 interactional
competence: evidence from turn-taking organization, sequence organization, repair
organization and preference organization. In T. Cadierno & S. Eskildsen (Ed.), Usage-
Based Perspectives on Second Language Learning (pp. 233—268). De Gruyter Mouton.
https://doi.org/10.1515/9783110378528-012

Pennycook, A. (2006). The myth of English as an international language. In S. Makoni & A.
Pennycook (Eds.), Disinventing and reconstituting languages (pp. 90—115). Multilingual
Matters. https://https://doi.org/10.21832/9781853599255-006

Piaget, J. (1952). The origins of intelligence in children (M. Cook, Trans.). New York, NY:
International Universities Press. https://doi.org/10.1037/11494-000

248


https://doi.org/10.14705/rpnet.2017.emmd2016.621
https://doi.org/10.4000/aile.1448
https://https//doi.org/10.4324/9781410604712
https://doi.org/10.1075/lia.4.2.02pek
https://doi.org/10.1080/19463014.2018.1437759
https://doi.org/10.1080/08351813.2021.1899710
https://doi.org/10.1515/9783110378528-012
https://https//doi.org/10.21832/9781853599255-006
https://doi.org/10.1037/11494-000

Pica, T. (1994). Research on Negotiation: What Does It Reveal About Second-Language
Learning Conditions, Processes, and Outcomes? Language Learning, 44(3), 493-527.

https://https://doi.org/10.1111/j.1467-1770.1994.tb01115.x

Polio, C. G., & Duff, P. A. (1994). Teachers’ language use in university foreign language
classrooms: A qualitative analysis of English and target language alternation. The

Modern Language Journal, 78(3), 313-326. https://doi.org/10.1111/j.1540-

4781.1994.tb02045.x

Poulisse, N. (1997). Compensatory Strategies and the Principles of Clarity and Economy. In G.
Kasper, and K. Eric (Eds.), Communication strategies: Psycholinguistic and
sociolinguistic perspectives. (p. 49-64). Edinburgh: Longman.

Prabhu, N. S. (1987). Second Language Pedagogy. Oxford University Press.

Pratginestds, C. (2022). Interactional competence in transnational plurilingual peer
interactions. In D. Masats & L. Nussbaum (Eds.), Plurilingual classroom practices and
participation: Analysing interaction in local and translocal settings (pp. 188—199).

Routledge. https://doi.org/10.4324/9781003169123-21

Pratginestds, C. (2025). Examining learner agency in plurilingual peer interactions: Managing
participation in virtual and face-to-face tasks. Bellaterra Journal of Teaching &

Learning Language & Literature, 18(3), e1461. https://doi.org/10.5565/rev/jt|3.1461

Pratginestds, C., & Masats, D. (2021). Learning English in translocal exchanges in Instagram
chat. In E. Moore & C. Vallejo (Eds.), Learning English out of school: An inclusive
approach to research and action (pp. 69-97). Peter Lang.

https://doi.org/10.3726/b18699

Pratginestds, C., & Masats, D. (2024). Exploring language alternation and participation in an ‘in-
between learning scenario’: A case study of a WhatsApp chat with secondary students
of English. Classroom Discourse, 15(3), 273—-292.
https://doi.org/10.1080/19463014.2024.2315022

Pratginestds, C., Masats, D., & Solans, J. (2020, January 30-February 1). Ready to get your
teens to use English? Open your classroom to video producers, social media users and
real travellers [Conference presentation]. 35th APAC ELT Convention — Pedagogical
Days for English Teachers, Barcelona, Spain.

Pratginestds, C., Solans, J., & Masats, D. (2019, November 11-13). Exchanging glances on the
development of a joint education and research programme carried out at a secondary
school in a socioeconomically underprivileged milieu [Conference presentation

abstract]. In ICERI2019 Proceedings (pp. 1407-1412). International Conference of

249


https://https//doi.org/10.1111/j.1467-1770.1994.tb01115.x
https://doi.org/10.1111/j.1540-4781.1994.tb02045.x
https://doi.org/10.1111/j.1540-4781.1994.tb02045.x
https://doi.org/10.4324/9781003169123-21
https://doi.org/10.5565/rev/jtl3.1461
https://doi.org/10.3726/b18699
https://doi.org/10.1080/19463014.2024.2315022

Education, Research and Innovation, Seville, Spain.

https://doi.org/10.21125/iceri.2019.0416

Prego Vazquez, G. (2000). Practicas discursivas, redes sociales e identidades en Bergantifios,
Galicia (Doctoral dissertation). Universidade da Coruia.

Psathas, G. (1990). Interaction competence. Studies in ethnomethodology and conversation
analysis. University Press of America.

Psathas, G., & Anderson, T. (1990). The ‘practices’ of transcription in conversation analysis.
Semiotica, 78, 75-99.

Rampton, B., Tusting, K., Maybin, J., Barwell, R., Creese, A., & Lytra, V. (2004, December). UK
linguistic ethnography: A discussion paper. In UK Linguistic ethnography forum (Vol. 1).

Reinders, H., & Benson, P. (2017). Research agenda: Language learning beyond the classroom.
Language Teaching, 50(4), 561-578. Cambridge Core.
https://doi.org/10.1017/50261444817000192

Richards, K. (2003). Qualitative inquiry in TESOL. Springer.
https://doi.org/10.1057/9780230505056

Robbins, J. (2020). Language learner engagement in asynchronous discussion forums: An
exploratory study (Doctoral thesis, Universitat Autonoma de Barcelona).
http://hdl.handle.net/10803/671302

Sacks, H. (1974). An Analysis of the Course of a Joke’s Telling in Conversation. In R. Bauman, &
J. Sherzer (Eds.), Explorations in the Ethnography of Speaking (pp. 337-353).
Cambridge: Cambridge University Press.

Sacks, H. (1992). Lectures on conversation (Vols. 1-2, edited by G. Jefferson). Blackwell.

Sacks, H. E., Schegloff, E., & Jefferson, G. (1974). A simplest systematic for the organization of
turn-taking for conversation. Language Awareness, 50(4), 696—735.

https://https://doi.org/10.1353/1an.1974.0010

Sauro, S. (2009). Computer-mediated corrective feedback and the development of L2
grammar. Language Learning & Technology, (13)1, 96-120.
https://doi.org/10.64152/10125/44170

Sauro, S., & Zourou, K. (2019). What are the digital wilds? Language Learning & Technology,
23(1), 1-7. https://doi.org/10.64152/10125/44666

Saussure, F. (1916). Course in General Linguistics. Duckworth.

Schegloff, E. A. (1979). The Relevance of Repair to Syntax-for-Conversation. In T. Givon (Ed.),
Syntax and Semantics 12: Discourse and Syntax (pp. 261-286). Academic Press.
https://doi.org/10.1163/9789004368897 012

250


https://doi.org/10.21125/iceri.2019.0416
https://https//doi.org/10.1017/S0261444817000192
https://doi.org/10.1057/9780230505056
https://https//doi.org/10.1353/lan.1974.0010
https://doi.org/10.64152/10125/44170
https://doi.org/10.64152/10125/44666
https://doi.org/10.1163/9789004368897_012

Schegloff, E. A. (2006). Interaction: the infrastructure for social institutions, the natural
ecological niche for language, and the arena in which culture is enacted. In N. J. Enfield
& S. C. Levinson (Eds.), Roots of human sociality: culture, cognition, and interaction

(pp. 70-96). Berg Publishers. https://doi.org/10.4324/9781003135517-4

Schegloff, Emanuel. (2007). Sequence Organization in Interaction: A Primer in Conversation
Analysis I. https://doi.org/10.1017/CB09780511791208

Schegloff, E. A., Jefferson, G., & Sacks, H. (1977). The preference for self-correction in the
organization of repair in conversation. Language, 53, 361-382.

https://doi.org/10.1353/1an.1977.0041

Schieffelin, B. B., & Ochs, E. (1986). Language socialization. Annual Review of Anthropology, 15,
163-191. https://doi.org/10.1146/annurev.an.15.100186.001115

Schonfeldt, J., & Golato, A. (2003). Repair in chats: A conversation analytic approach. Research
on Language and Social Interaction, 36, 241-284.
https://doi.org/10.1207/515327973RLSI3603 02

Schittpelz, E. (2019). From Documentary Meaning to Documentary Method: A Preliminary
Comment on the Third Chapter of Harold Garfinkel’s Studies in Ethnomethodology: For
16rg Bergmann. Human Studies, 42. https://https://doi.org/10.1007/s10746-019-

09512-8
Seedhouse, P. (1999). Task-based interaction. ELT Journal, 53(3), 149-156.
https://doi.org/10.1093/elt/53.3.149

Seedhouse, P. (2005a). The interactional architecture of the language classroom. Hoboken, NJ:
Blackwell Publishing.

Seedhouse, P. (2005b). “Task” as Research Construct. Language Learning, 55(3), 533-570.
https://doi.org/10.1111/j.0023-8333.2005.00314.x

Shadiev, R., Sintawati, W., Kerimbayev, N., & Altinay, F. (2024). Systematic Review (2003-
2023): Exploring Technology-Supported Cross-Cultural Learning through Review
Studies. Sustainability, 16(2), 755. https://doi.org/10.3390/su16020755

Short, J., Williams, E. and Christie, B. (1976) The Social Psychology of Telecommunications.
John Wiley and Sons Ltd., Hoboken.

Skinner, B. F. (1957). Verbal Behavior. Appleton-Century-Crofts.
https://https://doi.org/10.1037/11256-000

Smit, U. (2010). English as a lingua franca in higher education: A longitudinal study of
classroom discourse. Mouton de Gruyter. https://doi.org/10.1515/9783110215519

251


https://doi.org/10.4324/9781003135517-4
https://doi.org/10.1017/CBO9780511791208
https://doi.org/10.1353/lan.1977.0041
https://doi.org/10.1146/annurev.an.15.100186.001115
https://doi.org/10.1207/S15327973RLSI3603_02
https://https//doi.org/10.1007/s10746-019-09512-8
https://https//doi.org/10.1007/s10746-019-09512-8
https://doi.org/10.1093/elt/53.3.149
https://https//doi.org/10.1111/j.0023-8333.2005.00314.x
https://doi.org/10.3390/su16020755
https://https//doi.org/10.1037/11256-000
https://doi.org/10.1515/9783110215519

Sockett, G. (2014). Informal Learning and Languages. In G. Sockett (Ed.), The Online Informal
Learning of English (pp. 7-30). Palgrave Macmillan UK.
https://doi.org/10.1057/9781137414885 2

Spolsky, B. (2004). Language policy. Cambridge: Cambridge University Press.

Stake, R. E. (2000). Case studies. In N. K. Denzin, & Y.S. Lincoln (Eds.), The Sage Handbook of
qualitative research, second edition (pp. 134—164). Sage Publications, Inc.

Stivers, T. (2001). Negotiating who presents the problem: Next speaker selection in pediatric
encounters. Journal of Communication, 51(2), 252-282.

https://doi.org/10.1111/j.1460-2466.2001.tb02880.x

Swain, M. (1985). Communicative competence: Some roles of comprehensible input and
comprehensible output in its development. Input in Second Language Acquisition, 15,
165-179.

Swain, M. (2000). The output hypothesis and beyond: Mediating acquisition through
collaborative dialogue. Sociocultural Theory and Second Language Learning, 97(1), 97—
114.

Swain, M. (2005). The output hypothesis: Theory and research. In Handbook of research in
second language teaching and learning (pp. 471-483). Routledge.

Swain, M., & Lapkin, S. (2000). Task-Based Second Language Learning: The Uses of the First
Language. Language Teaching Research, 4, 251-274.
https://https://doi.org/10.1177/136216880000400304

Sylvén, L. K., & Sundqvist, P. (2012). Gaming as extramural English L2 learning and L2
proficiency among young learners. ReCALL, 24(3), 302—-321.
https://doi.org/10.1017/5095834401200016X

ten Have, P. (2002). The Notion of Member is the Heart of the Matter: On the Role of
Membership Knowledge in Ethnomethodological Inquiry. Forum Qualitative
Sozialforschung Forum: Qualitative Social Research, 3(3).

Thorne, S. L. (2000). Beyond bounded activity systems: Heterogeneous cultures in instructional
uses of persistent conversation. Proceedings of the 33rd Annual Hawaii International
Conference on System Sciences (pp. 1-11). IEEE.
https://https://doi.org/10.1109/hicss.2000.926719

Thorne, S. L. (2010). The ‘intercultural turn’ and language learning in the crucible of new
media. In F. Helm & S. Guth (Eds.), Telecollaboration 2.0 for language and intercultural

learning (pp. 139-164). Bern: Peter Lang.

252


https://https//doi.org/10.1057/9781137414885_2
https://doi.org/10.1111/j.1460-2466.2001.tb02880.x
https://https//doi.org/10.1177/136216880000400304
https://doi.org/10.1017/S095834401200016X
https://https//doi.org/10.1109/hicss.2000.926719

Thorne, S. L. (2013). Digital Literacies. In M. Hawkins (ed.), Framing Languages and Literacies:
Socially Situated Views and Perspectives (pp. 192-218). New York, NY: Routledge.

Thorne, S. L., & Hellermann, J. (2017). Mobile augmented reality: Hyper contextualization and
situated language usage events. In J. Colpaert, A. Aerts, W.-C. Li, & K. Cornillie (Eds.),
Proceedings of the XVIII International CALL Conference: CALL in context (pp. 721-730).
University of Antwerp.

Thorne, S. L., & Hellermann, J. (2022). Interfacing Formal Education and Language Learning
Beyond the Classroom. In H. Reinders, C. Lai, & P. Sundqvist (Eds.), The Routledge
Handbook of Language Learning Beyond the Classroom (pp. 36-51). Routledge. The
Routledge Handbook of Language Learning and Teaching Beyond the Classroom.

https://doi.org/10.4324/9781003048169-5

Thorne, S. L., Hellermann, J., Jones, A., & Lester, D. (2015). Interactional practices and artifact
orientation in mobile augmented reality game play. PsychNology Journal, 13(2-3),
259-286.

Toffoli, D., & Perrot, L. (2017). Autonomy and the online informal learning of English (OILE):
The relationships between learner autonomy, L2 proficiency, L2 autonomy, and digital
literacy. In M. Cappellini, T. Lewis, & A. R. Mompean (Eds.), Learner autonomy and

Web 2.0 (pp. 198-228). Equinox. https://doi.org/10.3138/9781781795989-009

Toohey, K. & Norton, B. (2003). Autonomy as learner agency in sociocultural settings. In D.
Palfreyman & R. Smith (Eds.) Learner autonomy across cultures (pp. 58—72). London:

Palgrave, Macmillan. https://doi.org/10.1057/9780230504684 4

Tragant, E., Pinyana, A., Mackay, J., & Andria, M. (2021). Extending language learning beyond
the EFL classroom through WhatsApp. Computer Assisted Language Learning, 35(8),
1946-1974. https://doi.org/10.1080/09588221.2020.1854310

Tudini, V. (2019). Conversation Analysis of Computer-Mediated Interactions. In The
Encyclopedia of Applied Linguistics (pp. 1-6).
https://doi.org/10.1002/9781405198431.wbeal1456.pub2

Tudini, V., Liddicoat, A.J. (2017). Computer-Mediated Communication and Conversation
Analysis. In: Thorne, S., May, S. (Eds.) Language, Education and Technology.
Encyclopedia of Language and Education. Springer, Cham.
https://doi.org/10.1007/978-3-319-02237-6_32

Unamuno, V. (2008). Multilingual switch in peer classroom interaction. Linguistics and

Education, 19(1), 1-19. https://doi.org/10.1016/j.linged.2008.01.002

253


https://doi.org/10.4324/9781003048169-5
https://doi.org/10.3138/9781781795989-009
https://doi.org/10.1057/9780230504684_4
https://doi.org/10.1080/09588221.2020.1854310
https://doi.org/10.1002/9781405198431.wbeal1456.pub2
https://doi.org/10.1007/978-3-319-02237-6_32
https://https//doi.org/10.1016/j.linged.2008.01.002

Unamuno, V. (2015). Los hacedores de la EIB: un acercamiento a las politicas linglistico-
educativas relativas a la educacion indigena desde las aulas bilinglies del Chaco.

Education Policy Analysis Archives, 23, 101. https://doi.org/10.14507/epaa.v23.2061

Vallejo, C., & Dooly, M. (2020). Plurilingualism and translanguaging: Emergent approaches and
shared concerns. Introduction to the special issue. International Journal of Bilingual
Education and Bilingualism, 23(1), 1-16.
https://https://doi.org/10.1080/13670050.2019.1600469

van Lier, L. (2000). From input to affordance: Social-interactive learning from an ecological
perspective. In J. P. Lantolf (Ed.), Sociocultural theory and second language learning
(pp. 245-260). Oxford University Press.

van Lier, L. (2008). The ecology of language learning and sociocultural theory. In A. Creese, P.
Martin, & N. H. Hornberger (Eds.), Encyclopedia of language and education (2nd ed.,
Vol. 9, pp. 53-65). Springer. https://doi.org/10.1007/978-0-387-30424-3 221

Vygotsky, L. S. (1978). Mind in Society. Harvard University Press; JSTOR.

https://www.jstor.org/stable/j.ctvif9vz4

Wagner, J. (2015). Designing for language learning in the wild: Creating social infrastructures
for second language learning. In T. Cadierno & S. W. Eskildsen (Eds.), Usage-based
perspectives on second language learning (pp. 75—-101). De Gruyter Mouton.

https://doi.org/10.1515/9783110378528-006

Waring, H.Z. (2009), Moving out of IRF (Initiation-Response-Feedback): A Single Case Analysis.
Language Learning, 59: 796-824. https://doi.org/10.1111/j.1467-9922.2009.00526.x

Warschauer, M. (1996). Computer-assisted language learning: An introduction. Multimedia
Language Teaching, 320, 1666.
Wenger, E. (1998). Communities of practice: Learning, meaning, and identity. Cambridge

University Press. https://doi.org/10.1017/CB09780511803932

Wertsch, J. V. (1998). Mind as action. Oxford University Press.
https://doi.org/10.1093/acprof:0s0/9780195117530.001.0001
Willis, D., & Willis, J. (2007). Doing Task-Based Teaching. Oxford: Oxford University Press.

Yin R. (2003). Case study research: design and methods (3rd ed.) Sage Publications.

Young, R.F. (2000). Interactional competence: Challenges for validity. Language Testing, 17(3),
401-424.

Young, R. F. (2007). Language Learning and Teaching as Discursive Practice. In Z. Hua, P.

Seedhouse, L. Wei, & V. Cook (Eds), Language Learning and Teaching as Social Inter-

254


https://doi.org/10.14507/epaa.v23.2061
https://https//doi.org/10.1080/13670050.2019.1600469
https://doi.org/10.1007/978-0-387-30424-3_221
https://www.jstor.org/stable/j.ctvjf9vz4
https://doi.org/10.1515/9783110378528-006
https://doi.org/10.1111/j.1467-9922.2009.00526.x
https://doi.org/10.1017/CBO9780511803932
https://doi.org/10.1093/acprof:oso/9780195117530.001.0001

Action (pp. 251-271). Palgrave Macmillan UK.
https://https://doi.org/10.1057/9780230591240 16

Young, R. F. (2008). Language and interaction: An advanced resource book. Routledge.

Young, R. F. (2011). Interactional competence in language learning, teaching and testing. In
R.F. Young (Ed.), Handbook of research in second language teaching (pp. 426— 443).
Routledge.

Young, R. F., & Miller, E. R. (2004). Learning as changing participation: Discourse roles in ESL
writing conferences. The Modern Language Journal, 88(4), 519-535.
https://doi.org/10.1111/j.0026-7902.2004.t01-16-.x

Zemel, A., & Cakir, M. P. (2009). Reading’s work in VMT. In Studying virtual math teams (pp.
261-276). Springer. https://doi.org/10.1007/978-1-4419-0228-3 14

Ustiinel, E., & Seedhouse, P. (2005). Why that, in that language, right now? Code-switching and
pedagogical focus. International Journal of Applied Linguistics, 15(3), 302—325.
https://doi.org/10.1111/j.1473-4192.2005.00093.x

255


https://https//doi.org/10.1057/9780230591240_16
https://doi.org/10.1111/j.0026-7902.2004.t01-16-.x
https://doi.org/10.1007/978-1-4419-0228-3_14
https://doi.org/10.1111/j.1473-4192.2005.00093.x

	EJEMPLAR_TESIS_0 4.pdf
	8. Annexos
	Annex 1. Taula de resposta segons el nivell de risc d’arbovirosis
	Zika virus screening during pregnancy: Results and lessons learned from a screening program and a post-delivery follow-up a...
	1  BACKGROUND
	2  METHODS
	2.1  Study setting
	2.2  Study design
	2.3  Laboratory testing
	2.4  Serology output definitions and follow-up of high-risk pregnant women
	2.5  Ultrasound examination output definitions
	2.6  Newborn children follow-up outputs
	2.7  Data collection and statistical analysis
	2.8  Ethical issues

	3  RESULTS
	3.1  Participant sample description
	3.2  Serological results
	3.3  Ultrasound results and post-delivery follow-up

	4  DISCUSSION
	5  CONCLUSIONS
	ACKNOWLEDGMENTS
	CONFLICT OF INTEREST STATEMENT
	DATA AVAILABILITY STATEMENT

	REFERENCES

	Mpox cases finding: Evaluation of a Primary Care detection program in the Northern Metropolitan area from Barcelona (Spain)
	Introduction
	Material and methods
	Study setting
	Description of the community-based device
	Inclusion criteria of Mpox cases
	Laboratory testing
	Procedures
	Data collection and statistical analysis

	Results
	Discussion
	What is already known on this topic
	What this study adds
	How this study might affect research, practice or policy
	Ethical considerations


	EJEMPLAR_TESIS_1.pdf
	1f784da9b504add2e181d007a6e42b9b370600b17a0d37df3c6b7c314c422ee1.pdf
	Mental health in the short- and long-term adaptation processes of university students during the COVID-19 pandemic: A systematic review and meta-analysis
	1f784da9b504add2e181d007a6e42b9b370600b17a0d37df3c6b7c314c422ee1.pdf
	Predictive factors of the psychological impact of the COVID-19 pandemic on university students: a study in six Ibero-American countries
	_heading=h.1fob9te

	1f784da9b504add2e181d007a6e42b9b370600b17a0d37df3c6b7c314c422ee1.pdf
	7d75edc29e9227249a30c4631e047fcfdf7e0a15d0e9165b71da835ad82e4776.pdf
	_Hlk177118130
	_Hlk151220907
	_Hlk176883813
	_Hlk151125273
	_Hlk176879048

	1f784da9b504add2e181d007a6e42b9b370600b17a0d37df3c6b7c314c422ee1.pdf
	8d772d9085b35ff745c03657d7e3fac0619fd6a1b5dde21e14ed84f87982361a.pdf
	1f784da9b504add2e181d007a6e42b9b370600b17a0d37df3c6b7c314c422ee1.pdf


	Títol de la tesi: AN INTEGRATED APPROACH TO LEARNERS’ PARTICIPATION, LANGUAGE CHOICE AND AGENCY ENACTMENT IN PLURILINGUAL INTERACTIONS
	Nom autor/a: CÈLIA PRATGINESTÓS POU


