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6.33. Informati. 1 Manayement

The transfer of information is probably one of the most
important aspec:s in this type of evewis for the following
reasons: (i) the institutional function of the university is the
transmission .t knowledge; (ii) we are dealing with a
transactional encounter where the main goal of the participants
is not to establish or maintaiu 2 social relationship but to obtain
certain informs 'n which is essential for the development of
the larger task in which they take part (i.e. the academic
course)' and (iii) the information the participants possess and
the way they coavey it affect both the face of the participants
and their relationship. Because of tiese circumstances, the
interest of this ‘intsractionai requirement’ is centred around the
ways 1n which speakers can signal (i) the relevance of certain
urits of information in relation to others, (ii) the modality with
which the iniormation is con.eyed and the extent in the
application of the :nformaton, and (iii) the relationships

existing betwzen the different units of information conveyed.
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A. Focusing of informaiion

In general we could say that al! the siructures mentioned in
this section show the common characteristic of bringing certain
information to the focus of the sentence. One cf the most
common devices is the use of pseudo-cleft sentences (Quirk er
Jl. 1985: 1387-1389), where the subject is either the pronoun
what or a noun phrase of generic reference, both followed by
the verb to be and the relevant information. The importance of
focusing constructions as contributions io the clarity of the
message is seen in the fact that it 1s usuaily the Professor, the

participant with the complex and important information 1o be

conveyezd, the one who uses them.

(46)

P Yeah. You, you know, what you voally rus iato e that was,
is that - il that stufl is transferred, is decentralized.
(738-739)

(47)

(P)  You kiad of like try to do two paragraphs or one
paragraph or cach of the styles. - And in a paper like
this, one thing you couid say is that Joos recogaizes
fNivestyles ABCD-E-F - And and don’t try to
replicate Joos .You know, ycu can't - discuss cach of
those five styles. (118-123)




In (46) the Professor is focusing on the problem of the
decentralization of education in the U.S. in (47) the focus is a

specific strategy 10 develop a paper.

Another structure which zppears in the data as a means to
bring into focus certain information is the relative pronouns
this/that followed by the verb to be conjugated in the present or

past tense and a wh-pronoun (with the exception of whoe).

(48)

P Ub 5o, there’s a whole, you kow you can attack ¢bis from a
variety of ways. - If you look at the mounographs or the
articles oo health thai you can glean out of the
lucrature. You'll have 1o scavenge around. That's, what
1 wast you to do Is to go fiad stuff. (583-587)

In (48) the Professor realizes his direction (i.e. "you'll have to
scavenge around”) may not have been given the necessary
relevance. Thus, he feels it necessary 10 add immediately the
segment “that’s, what | want you to do iy", which is a
combination of the twc focusing structures mentioned so far

("that’s what I want you t0 do” + "what 1 want you to do is").

The wo other devices for focusing information are
characterized by the fact that they are not part of the same
clause as the one containing the relevant information. They are
parenthetical phrases or clauses with the cataphoric function of
announcing the r:levance of the coming information. One of the
structures includes the cataphoric pronoun this (e.g. why don't

you do this, this is just priceless, let's look at this) and .he

.25§-



m«»«mum:wmwwmn
at the coming proposition ((you) ses).

(49)

(P)  Sosow be is retired in Burael. So, asyway. We weat down

losechi-ud,tihhjuu’rk&u,mkm,yougﬂ
dw-thcnawh‘slikcpiuiuuunid&em:i‘
Huaylas migrant house ia Lima. Right? (4412-4417)

In (49) the Professor wants to focus the attention of the

addressees on the description of the house where his Peruvian

friend lives.

Extract (50) is a very useful example to help explain the
focusing function of the expression (you) see since the speaker
in his effort 10 make the information even more marked (i.e.
exclusive use of pre-recorded sounds as background) he resorts

to two focusing structures ("see”; "that’s why").

(30)

51 Yeah. One of the bard things you've got 1o - deal with is
the sound levels 100. Because you don't have any

52 Well, that's

St |See, that's why we'll we'll just usc ail, you kaow, -
pre-recorded sounds backgrouad. (1358-1362)

B. Assessing information

The introduction of a certain dose of modality in the
information conveyed is perhaps one of the most common

characteristics present in the data. The goal of this strategy is
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essentially to assess the dogme of certainty of a piece of
information. However, as was shown in section 6.1 on. the
muliifunctiocaiity of lingwistic items, the ultimate goal of this

strategy may have to do witih the presentation of self and the
need to diminish the assertiveness of a staiement in order to be

accepted.

One important meaning included in modality is subjectivity.
It is mainly marked by the presence of the first person pronoun
(I/we), accompanied by verbs indicating the speaker’s epistemic
relationship with that information and conjugated both in the
present and the past tense. The great variety of ‘markers of
subjectivity’ can be seen in the following lis1: | know, 1 guess, |
think, | remember, | figured, I'm sure, | would rather, | hope, |
suspect, | say, | understand, | feel, I believe, | bet, | doubt, |

recall, | confess, [ tell, | suggest, | see, I'm afraid.

(51)

S1  Oh, who's this person in Berkeley about the botel?

P O, Esticlano Varese.

$2 1 don’t remember that we've got hotcl rescrvations.
(392-294)

(32)

(P) 1 thiak that would be, that’d be good to follow up on. And
thea you would, you would thea have that comparative
data. - uhm - And | | wet:id think that, | mean, arovad
the university you could find twenty-year olds. (952-956)




Both in (51) and (52) we have the speaker assessing the
different degrees of uncertainty of the information supplied (i.e.
to have hotel reservations; follow up a line of research; find

iwenty-year-old black girls).

Sample (53) shows that it is also possible to communicate
subjectiveness in the apprehension of the world by means of
verbs conjugated in the third person (e.g. it seems, it looks like,
it sounds).

(53)
S Do you thiak that would give me ti : the b - | mcan, >
{uh
>$  I'mjust thinking, - fifty pages ju ¢ sounds (o me like so
much (1638-1640)

©

The use of modal verbs 1s another characteristic which
points to the relationship between the participants and the
information supplied. As Quirk er al. (198S: 219) say, this is
precisely the basic meaning of modality: "the manner in which
the meaning of a clause is qualified so as to reflect the speaker’s
judgement of the likelihood of the proposition he expresses
being true”. In (54) and (55), then, we have different signals of
the degree of likelihood of the propositions in which modal
verbs appear. The first example involves a deduction (i.e. to be
of Aziec origin) which might, however, be contradicted by
reaiity. The modals "might” and "could” in (55) express
possibility and, thereby, uncertainty for the propositions (i.c.

you vant 10 do; you use) to be ultimately true.
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P And little expressions and, you koow, it's very complicated.
It must be an as Aztec - thing because | doa't do they
doa’t do this in other parts Do they do that in Spain?
(4215-4217)

(3%)

(P)  What what you really m h might wanna du s set up a chart
with th with the different styles’ and then the >

S iMhm

>P differcor markers hke what what words you could use.
(86-89)

The connection between the two previoas ways of marking
modality (parenthetical verb - modal verb) may be seen in the
fact that it 1s possible to find combinauions of the two in
expressions like | can recall, I have to comfess, 1 would

think/say, | must say, etc.

(56)

S Ok Ob, s there any way | can leave this [showing a ser of
sheets| with you? Because | need 1o get I've got a class
1a just a few minutes.

P Leave ut with me. I'l! give 3t 10 bim

S Ok () It's the obsenation These [poinung ai one of the
sheets| were very imersting | must say (2652-2656)

With the expression "I must say” in (56) the Student modalizes

her siatement, presenting it as a sincere recognition of a fact

(1.e. "these were very interesting”).

-289-




A third marker of modality suggesting the kind of
epistemic relationship between the speaker and the reality
commented is the use of adverbs functioning as disjuncts,
"expressing an evaluation of what is being said either with
respect to the form of the communication or to its meaning"
(Quirk er al. 1985: 440). The following is a list of the disjuncts
which appear in the data: ideally, of course, obviously,
apparently, definitely, possibly, hopefully, indeed, evideatly,
surely, perhpss .

(57

(P)  and see, you know, what - bow things are handled in the
communities aod how important they are. And 50, >

S |Mbm.

>P  there there’s dozea of books - and indeed articles on on
speaific topics. (2926-2929)

In (57) the Professor expresses his degree of conviction about
the existence of "articles on specific topics” by means of the
disjunct "indeed".

S Quirk er al. (1985: 620-623) distinguish two main kinds of ‘content
disjuacts’ according 10 their meaning: (i) degree of truth (c.g.
uadeniably, ma;jbe); (ii) value judgement (e g. rightly, obviously).
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this strategy, whose function is that of assessing a statement
from the point of view of the degree to which it can be
considered as the only possible reality or as one of the possible
realities. The best way to show how the strategy works is by
means of an example taken from the data, (58), and see how the

meaning of the utterance is affected by the application of the
strategy.

(38)

[The student 1s making a phowe call from the teacher's office)
P 1 don't know what. Say, just say
S luied (h) 10 (b) call (b) you ? (42-43)

In (58) we have a repair by the Professor in which he adds a
modifier to the directive say. The function of this modifier is
that of reinforcing the original meaning conveyed by the
exclusive use of the verb ‘you needn’t say anything else’. If
instead of “just say" the Professor had chosen to use "say, for
example,” the meaning would be different: ‘what | suggest that
you say to them is only one of seversl possibilities’. What we
have hers, then, is an assessment of the universrlity of the

statement by means of a modifier inserted in the utterance.

All the expressions belonging 10 this second group have an
adverbial nature, that is to say their function is 1o modify the
semantic extent of the verb or mention the circumstances in

which the proposition is valid. Whereas most of them are
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(like, pariiy/partpartially, i3 gemersigemeraily, sspecially,
basically, let's say, essentially, say, for instance, naialy, at
least, as a gemeral rule, asually, in a mcmge if ouly, for
example), 2 few expressions reinforce the universal application
of the statement (Just, in fact, aciualiy) %,

(59)

1 4 A-dtinbwhhuthm:ushmdyouiuhc-
esseatially all Andean - aod doein't involve ub uh it
wialda't iovoive coastal - or urban scilings. Say if you
o two weeks to explore that you have to get into some
of the: coasia! lLiterature. (637-640)

(60)

P I mean it’s the whole thing in California. It's the image
making busiaess. | doubt whether Reagan could Ia fact
have been clected in amy other statz. (3742-3744)
In (59) the particle "essentially” serves the Professor to slightly
reduce the semantic extent of the statement "the book is all
Andean”. In the same way, "say” preceding the clause "if you do
two weeks 1o explore that” indicates that the number of weeks
mentioned by the Professor is not an unquestionable reality but
only a hypothetical one. In (60) "in fact” contributes to

reinforcing the impression of reality of the affirmation “have

6 18 Quirk ¢ al. (1985: 556-512) all these items oy classified as
subjuncts, hecause they have, 1o a greater or lesser degree, a

subordinate role in comparison with other clause clemeats” .
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have been a czadidate but was not elecied.

C. Signalling logical relationships

This is one of the areas where the linguistic description at
the level of the sentence can be integrated into a more
comprehensive description of discourse. The particles studied as
part of this aspect fall mainly under the grammatical category of
conjuncts (Quirk er al. 1985), adverbials which are not part of
the closely interrelated clause elements such as Subject,
Complement or Object, and which have a semantic role of
"conjoining independent units rather thaz cone of contributing
another facet nf information to a single integrated unit” (Quirk
et al. 1985: 631). Apart from this connective function in
monological texts, the interest of the items studied lies in the
fact that they are used to connect responses in dialogue
indicating "the direction of transition between what has just
been said and what 1» about to be said” (Quirk er al. 198S: 1469).
The connectors included in this section must fulfill the
following requirements: (i) they have a literal (logical) meaning
4 connectors, (i1) they can appear in monological texts
connecting ‘“e clauses of an utterance, and (iii) they can link
the content of different turns of speech, ecither by the same
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or, which can only fuuction at the level of the sentence, and, on
the other band, connectors like | meas, well... (see Schiffrin
1987), which fack a logical meaning having to do with
connectivity.

A possible functional classification of ihe connectors which
appear in the data could be as follows:

- Resulvinference: so, which means that, thea, so ihat
therefore, that way .

- Cause/warrant/moiive: beeause.
- Sequence: {(and) then.

- Additive: and, also, 100, more than that, in addition to, which,
t3 well as.

- Concession: still, except (that), anyway, sayhow, afier all.
- Contrast: but, whereas, othsarwise ( + condition).

Thc next two extrac.. exemplify the use of these
connectors.
(61)

S1  O%. Should | turn this in asd the fourth paper? Or do you
Wasi mc (0 (ure in the third paper? - ( . )

s2 . )

' 4 {No 1doe’t care. |
;wsudbylklhetkhnhmruéwhhmldmw
cverything imighuer]

LY | | Yeak Ok. Yeah. That's right.



We

2=g~

Wmemm,whmmmmhtmhh
0a & due date, & papes dus date.
Mhm.

Not ia between.

Becunse | was gonsa write the third paper whea 1 got a
chaace. - I just wanted to turn it in with the film,
valess you wanna (........ )-ifIgetitdone - (....... )
(1425-1437)

can see in (61) how the logical connector "because” is

separaied from the utterance it connects (:.¢ "Should I turn this

in and the fourth Paper? Or do you want me to turn in the

fourth paper™) by a series of turns and 2 short pause.

Nonetheless, it succeeds in introducing a justification for the

Question uttered at the begining of the extract. The same

happens with "so” in (62) connecting tle content of the the two

turns Ly the Student in a relationship of result/consequence.

(62)

S0, you'rc all clear now or not?

|Almo, yeah. Nobody came until, into
tows, (0 sec her uatil two weeks aftes that. | felt so bad, you
know, because | was the only person in town and she was in
the bospital and she's so disoriented.
sasmah
And se, @y aunt came down two days ago and sie's staying
with ber at hev bouse. So | dox’t bave 1o worry about
sow. But | was real far behind in school, anyway,
(27196-2804)
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B.1. Epistemic relationship

B.2 Appluability

C 1 Result/inference

C.2. Cause'warrant/motive

C.3. Sequence

C.4. Addition

C.5. Concession

C.6. Cortrast

B.1.1. Parenthetical verbs (I'm
swee .., | suggest)

B.1 2. Modal verbs

B.1.3. Disjuncts (sically,
perhaps)

8.2.1 Subjuncts (usuady,
especally)
C.1.1. 50, then, s0 that, which
means that, therefore, that way
C.2.1 because

C.3.1. (and) *hen

C.4.1. and, also, too, more than

that, in addition to, which, as
weli as

C.S.1 still, except that, anyway,
amyhow, afier all

C.6.1. but, whercas, otherwise




634. Goal

The achievement of s series of goals i the ultimate
justification for this typs of sreech event. All he interactions
studied are characterized by the students’ pursuil of very specific
goals whick will allow them to obtain certain acudemic and
social benefits.

Because of its clear institutional and transactional nature,
the type of encounter studied is subject 10 a series of constraints
born out of the fact that it is usually a riiuahized interaction with
conscquences in the social situation outside the interaction
itself. These two aspects, the ritual and the outcomes of the
interaction, are studied as part of the ‘interactional

requirement’ labelled as Coal.

In the first place, we have all those actions the aim of
which is to keep up with the rules of the interactive ritual. Each
participant knows that he/she has a pre-established role to play,
and that this role involves the realization of a series of actions,
verbal and non-verbal: greet, thank, give permission to sit, etc.
Secondly, there are all those actions which refer directly to the

transaction which is being negotiated.
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A. Anending o the ricual

In the type of semi-insiiwtionalized encouniers we are
analyzing tre observance of certain interactiona! rules is
cssential in order to achieve the intended outcome. This is why
it has heen deemed necessary to include as part of the Goal
‘requirement’ all those ritusl actions which tend 1o appear a: the
initial and closing stages of the encounter, framing it as a

specific part of the life of an institution.

Because of their regular presence at the beginning of the
cncounter we could say that the Student's introduction of
his/her goals as well as the Professor's requests towards the end
of the conversation 10 introduce any other goals are in

themselves essential parts of the interactive ritual.

Apart from the previous two, there are also other actions
that seem to play an important role in the development of the
encounter.  One of these actions is the student’s
acknowiedgement of the impositive action that the encounter
supposes for the Professor. The linguisiic reaiization of this
action takes the form of apologies (sorry to uh take up your
time), requests (do yos have a minute?) and expressions of

gratefulness.

An even strorger regularity than the previous one is the
tenden.y of the particivanis 10 commit themselves to some

immediate future action towards the eud of the encounter. The
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™ast commog examples of this type of action involve two types
of speech acts: directives for future actions (uttered by the
professor) and promises/commizments for future actions. Next
below, (63) and (64) are two examples of the contributions
through which one of the participants commits himself/hersels
or the others to some fuiure action directly related to the
subject of the interaction.

(63}
P Ok thea. Let me know. Just make up your budgets (530)

(64)
S Well Uil see you on Meaday, though. (2806)

The encouniers are usually closed with an exchange of ok
or alright (¢r both) usually initiated by the student, indicating
that boih parnes are satisfied with the outcome of the
conversation. The Student’s closing token ok is almost always
accompanied by an expression of gratefulness. Extract (65) may
be considered as a fairly complete example of the different steps
involved in closiag an encounter’ : ( i) the first "ok" by the
Student is interprated as a possible pre-closing by the Professor;
(1) the Professor invites the Student to confirm his

interpretation of the possible pre-closing by means of "ok?"; (iii)

7 See Schzgloff and Sacks (1973).
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arrangement; (iv) the Professor accepts the future arrangement
(‘ok”); (v) the Student’s “thank vou® Gisplays his recognition of
the unequal type of encounter which is being closed; (vi) the
Professor accepts the studexst’s recognition.

(65)

P Aldlhubouhmnmushmdmklhc-mnw!y
all Andean - and doesa’t iaveive ub eh 1t woulda't
isvoive coastal - or urbua settings. Say, if you do two
weeks 10 explore that you bave to get isto some of the

coastal literature
S Oh.
P ox?
S Ok. Alright. | think it'll werk pretty well. Yeah.
| lknocks on the door)
P Ok.
S Taasks.

P Yesh. (637-647)

B. Focusing on the :ransaction

Apart from the one-word tokens ok and alright, the use of
which is associated with the acceptance of a goal, one of the first
things one notices in analyzing this type of transactiona!
encounters is that all of them ar. characterized in the very
initial siages by the explicit introduction of the goal with which
the Student approaches the encounter. The usual structure in
which the conversation is initiated is a Student’s statement of

his/her need, hedged with certain non-impositive particles like
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the use of pust tense (1 waated), parenthetical verbs (1 was

thizking; | was considerizg) or downtoners (I wanicd a tittle bit
more 1o know; I J3st ub waated 10 let you know).

The importance of an explicit recognition of the primarily
transactional function of the encounter was also po’ated out in
the previous section, in trying to explzin the pre.once of an
expression of gratefulness as part of the typical closing
sequence. The relevance of this function 1y also corro orated by
tne fact that whenever the Student does not accomplish this task
in the initial stages of the interaction, the Professor can request
him/her 1o state the purpose of the encounter (what can | do for
you?. what's uwp?) or (in the eveni that he anticipates the
student’s goal) question him/her directly on the gos'! (got that

thing?; what have ;0u done in your peper so far?),

Requests for the Student to puc torward hivher « val in the
encounter tend 1o reappear at stages where the Professor
considers that he/she has given enough informatic 2 to the
student to accomplisn his/her goal (ok?. what else ~an 1 do to
kelp?). These utterances give the Siudent an Oppo*.unity to
introduce other goals he/she may have in hiyher agenda. Al this
point the student can choose between introducing a new goal, as
in (66), where he introduces the gea! of obtain ng 4 video

camera for the project, or closing the event, as in (67).
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(66)
P Ok. What cise can | do to belp?

S T guess we sced the camura for Friday. (1404-1405)
(67)
(P) ok?
S Ok. Good caough. Thank you. That should get me started.

(2091-2092)

The fact that goals are usually presented at the very
beginning of the conversation does not necessarily mean that
explicit references to them disappear from the rest of it. The
difference between goals presented in the initial siages of the
conversation and goals presented in the middle is that in the
latter case they are presented as questions rather than
statements. The explanation for this niight be found in the
rigidity of the ritual which has a clear time-space for the
introduction/announcement of goals at the beginning of it. Thus,
any other goal which has not been announced at the beginning
(or simply the reintroduction of one which has already been

dealt with) must be ‘disguised’ as a question.

(68)

S Se, as far as this class is concerned you would say that as
as being an ar ob.
P Ok topic. Yeah. (1991-1993)

27




(69)
S Ok. Ob, is there any way | can leave this with you ? (7652)

(70)

% {laughier] | wonder If | could come in and go through this
(3588)

The Student’s goal in (68) is to obtain the Professor’s clear
acccptance of a topic fur a paper. In (69) the Student wants the
Professor to give her class assignment to the Teaching Assistant
in charge of the group in which the Student is included. Finally,
in (70) the Student’s aim is to be able to go into the Professor’s

office ouiside the regular class-period

The Professor’s references to goa's, apart from requests to
the Student to present them, usually take the form of directives,
and they are also hedged with non-impositive particles. Extract
(71) shows the amount of ‘face-saving work’ that the professor
uses to preface the presentation of aliernative goals to that of
the student. The Professor’s goal is to convince the Student to

complete her honours programme.

(71)

(P)  Let me suggest some things and ser bow they sound. -
Asd and it's, and and | doa’t wansa (alk you inte
something that you ~ you don't want to de. - But 1 also
wzasa salvage [laughter] if (h) we (h) can (1584-1587)




R

Extract (72) is another example showing how the Professor
responds to & question by the Student concerning one of his
b s (i.e. subject and organization of the paper). Again, the
professor is using non-impositive expressions like “well”, "1

think” and “kind of" prefacing the directive.

(72)
S What shout at this fouc2gtional stage? What would
you ( ....)
P |Well, | think you have 10 again 1o Jo kiad of an

cxploratory exploration of the hitcrature (2021-2024)
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Analnb of the Amecican sacouriers
GOAL
TAATIGES  SmSTMATGGHS  REGUAgTIC
/A. Attending 10 the ritual  A1. Presentationofgoal  A.L.1. Verb of intention/interoal
(opening phase) statc in the pas: tense and st
person (1 wanted)
A2. Acknowicdgementof  A.2.1. Apology (sory o take up
imposition JOUr i 1e). reneest (W you have a
minute?); expression of
gratefuiness in the closing phase
(thanks, thenk you)
A3. Closing A3.1. ok, alright
% A4 Future arrangements  A.4.1. Imperative mood; future
(closing phase) tense (I'll sce you on Monday)
B. Focusing on the B.I. Acceptanceofgoal  B.1.1. One-word iokea (ok, abnght)
on
| B.21.(See Al.l)
; B.2 Presentation of s0al
g B.3.1. Question (what can I do for |
B.3. Request for goal you?, got that thing?) j
| B 4.i. Imperative mood
! B.4. Direcuons

B.S. Requests for direction

B.6. Future arrangements

B.4.2. Nop-imposing expression
(see Imposition, strategy A)

8.5.1. Question

B6.L (see A.4.5)




6.4, Stretegic competeace

Thae pheacmena included unider strategic competence have
e do with the solutions the parucipaunts preseai to »olve
communication problems coused, in the first place, by their
limiied capacity to produce and process messages. The second
type of probicms is originated in tve nature of leaguage iseif, a
sysieta which 1 in nead of some "auxiiiary Jevices’ (buin verbel
and nun-verhal) to fulfili as accuretely as possible all the
communicative ntenticns of its users. As 1n the orevicus
sections, the present analysis will be l:mited to those linguistic

solutons that speakers present

6.4.1. Humar Consiraint

The type of problerns related 12 the Puman being s hmited
capacity to preduce and process information can be divided 1nto
three ma:n greups according to the viriety of verbal solutions
found in our data. In ibe fi.5t izce we, have ail thoss repaurs for
lack of precise mformution. Here the solutions 26 ~ .d fall into
tive main groups. (i) subsiitute generic word; (ii) modifyiug
expression indicatang tne incinsion of other possibilities not
menuoned; and (ui) 2xpression acknowlegging the lack of

precise wntormy i, (iv) request for repais; and (v) repair. In
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th~ second place, it is necessary 10 consiwer the way in which the
spesker . ,pes with the time pressure (i.e. the ne=d to produce
and procass messages without stopping the verbal activity).

A. Compensating for problems in information transfer

In the English interactions analyzed, problems in the
process of transfer of information may be caused by two
different circumstances. in the first place, the speaker may lack
the precise information he/she s expected to convey. in the
second place, there might appear problems ielatcd with
understanding or simply acousticaily capturing the information

supplicd during the cominunicative activity

One of the possible options ava:labie to the speaker when
he/she lacks the precise information required (or when he/she
simply does not feel necessary/appropriate to supply it!) is to use
a substitute general item like thing or «ufl. Afier these two
» ords, the next preferred substituting ttem, are some-pronouns
{something, somebody), wh-ever pronoun/acjective, and the
indefinite adjective some. A more informal and ruch less

frequent solutien 1s the expressions bia bl bla or so so so

27
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| 4 Oh, semebedy else’s got agriculiure and somebody else is
doing work organization And that would overlap

inevitably >

S {Hm.

>P with (the thing on) irrigation. Irngation 1s very important
>

S |yeub

>P in the Andes, and (all the the) problem of water
management stefl i i i is really critical. But | think
probabt: it would be, would overlap 100 much with
some of these other things. (2900-2907)

The substitute words in (73) are "somebody”, "thing", "stuff” and
"things". The pronoun "somebody” substitutes the name of a
student, and "thing", "stuff” and "things" refer to areus of inquiry.
Substitutes like “stuff® and "things" give the Professor the
opportunity of introducing the consideration of potential topics
(i.e. different aspects of water management; different areas of

inquiry) without having to mention them explicitly.

The second strategy to make up for the lack of precise
information 1s that of attempting an approximation to the
precise information, a!though never abandoning the suggestion
that it is not information which can be taken literally. This is
done by means of adding certain expressions hinting at the
imprecise or incoriplete ncture of the information supplied. The
structure that appzars most frequently is that in which the
modifying expression consists of a coordinated phrase

introduced by or or and.
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Aanlysis of the Amecricas escousien

Most of these modifying coordinated expressions include
one of those general items included in the first substrategy (e.g.
thing, stuff, some-proaoun). Examples of expressions introduced
by or are: or something/anything/somewhere (like that), or so,
or this sort of thing. The following expressions are all
introduced by and: and (all that) stuff, and all, and everything,
and things like that, and all that sort of thing, and a lot of stuff
like this, and all that kind of stuff, and things, and so (and so),

and so forth and so on.

(74)

P | We just finally, | hado’t beard anything tili we just called
down two days ago. Reservation and stuff (... )

$1 {Ok. Su, what hotel is 1t gonna
be at?

S2  Semething de los Angeles.
P Yeah. Misién de los Angeles, or something like thai.

(462-467)

In (74) "and swff" serves the Professor to make his utterance
include all the other aspects involved in organizing a trip;
“something” and "or something like that" are substitutes for the

real name of the hotel at which the conference is to take place.

However, as (75) shows, it is possible 10 find a coordinated

expression which consists of a precise second option.

(75)

P | Aad so, asyway. He migrated to the States sbout seventy:
two or so, or sevesty three, and staricd working as a
janitor in a Social Sccurity buildiag 10 Brooklya.
(4344-4346)
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The interest of (75) lies in the fact that the speaker first chose a
much more general expression ("or s0”) and then be decided to
reduce its potential for inclusiveness by adding a specific year
("or seventy-three")

Some of the expressions that were mentioned as markers of
modality can also be included here as markers of
‘approximation’. | am referring to parenthetical verbs like I
think, | guess and adverbs like probably and maybe . The close
relationship between the items in this second group and those in
the first (i.e. coordination by means of and or or) can be seen
on those occasions where 1tems from both groups co-occur, as in
(76).

P in demographic ierms you're dealing with the dependeats.
People who are nos-productive 1n effect. Apd in, with
kids this goes up to, say, the age of eight or niee
probably Aand with the older people’tins probably
starts after what whatever the age of sixty or sixty five
and up (2048-2051)

The uncertainty with which the information 15 conveyed in (76)
1s indicated by the coordinations "eight or nine" and "sixty or
vixty-five". This impression is reinforced by the almost
contiguous repetition of the adverb “probably” and the generic

substitute pronoun "whatever".

One 1ast group of items which 15 used to indicare
approximation rather than precise information consists of

prepositions like about, around, somewhere between... and...,
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And ubm and my gransdmother fecl and broke ber hip,
you know. (278¢-2789)

In (77) ag:1n we have a case of co-occurrence of items which
have been introduced as part of different groups indicating
imprecise information: a paren:hetical verb ('l guess’) and a
preposition ("like”).

The .tird substrategy used in cases of lack of precise
information is simply to acknowledge the inability to produce
the informution required. This can be done in an explicit way by
means of a statement referring to the reason for the breakdown
i cnmmun'cation (e.g | don’t know, 1 don’t/can’t remember, |

forget). or in an implicit way hy asking a question about the

missing «nrormation.

Both . ~ssibilities are exemplified in (78). where the
Professor’s atterance is interrupted twice due to breakdowns in
communic tion caused by his temporary incapacity to recall
certain information. In the first instance ("was it Miller Light or
something?") we have a request for confirmation addressed to
the Student, which she tries o fulfill with "uhu:". In the second
instance (i.c. "I can’t remember which guy it is") the breakdown

is acknowledged by mentioning the speaker’s incapacity to recall
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the information.

(78)

P Have you ever seen these beer ads that they do in uh - for
ub was it Miller Light or something? And they have
the >

S jubu:

>P football players come on and talk to cach other and stuff
You keow, they have these different things, and (hen
this one (there’s) this Mexican boxer, and the American
football players sitting down, says ay ub: you kaow |}
can’t remember which guy it is one of these great big
linesmas type. (4147-4154)

A fourth substrategy connected with the speaker’s intent tu
avoid breakdowns in communication involves actions showing
that the process of transfer of information is undergoing some
problems. Although in principle one could think that the most
explicit way of showing lack of understanding could be simply to
state it (e.g. | don’t understand), this is never the case in our
data. This might be because of the danger of this action being
understood as showing unwillingness to cooperate in the
construction of meaning. Thus all the expressions that can be
classified as requests for repair take the form of questions on
the intended meaning of one of the participants. The most
cooperative way of carrying out this task seems to be
hypothesizing on the possible meaning (e.g. (do) you mean ..?).
A second possibility is a direct question on the meaning
intended (c.g. Peruvian Times?, what do/did you mean?, what

does that mean?). Extract (79) exemplifies both strategies. The
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Student, faced with the potential misunderstanding, suggests a
possible interpretation ("you mean still bringing in the uh
kinship aspzct of it"). After the Professor has rejected that
interpretation, the Student, instead of venturing another,
requests directly a further explanation directly ("what did you

mean?")

(79)

{P) And and and write a - very focused paper ua: - you know,
whetber the stories and s siructeres of the Poputvub
are suil with people today ta a nearby Mayan -

community
5 You mean still bringing in the uh kinship sspect of it ?
P No.

S Or what did you mean? (1606-1611)

The speaker responsible for the supply of information may
not need the feedback of the receiver 10 realize that the
information has not been p..perly conveyed/received or that it
may involve some problems in understanding. One possibility is
to supplement the meaning intended with other propositions

introduced by | mean/l don’t mean.

(80)

{P) These are substanial sivdies that bave a lot of

information. So you can kiad of go 10 them and use

them as a reference. | doa’t mens read the whole book

Mbm

P I meas just look up the topics and kind of explore the books
for informetion about ihe topic (2913-2918)

w
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The clarification of the message in (80) (i.e. to use monographs
as sources of information) is effected in two stages. In the first
one, with the expression “I don't mean" the Professor discards
the easiest interpretation, which is to read the whole book. In
the second step, he develops the idea which was first presented
in a rather ambiguous way (i.e. "go to them and use them as a
reference” ---> "look up the topics and explore the book for

information about the topic”).

On other occasions, rather than supplement previous
informaticn the speaker must correct it. In this case the
introductory expressions found in the data are pardon me or a

plain no invalidating the previous information.

(81)
(P) the thing s that be uh - ub (S rekes out ¢ cigarete, P
signals to S requesting one |
S Like one?

[P takes a cigaretie and lights it up|

P Ub ~ » that he uh - whea bhe becane presidest or or,
pardos me, governor of Califorma ts that they they
moved 1ato that big time in Califoraia. (3724-3730)

The breakdown in (81) ("president” instcad of “governor”) 1s
solved by the introduction of the apologizing expressior. "pardon

me", which is immediately foliowed by the correct information.



R il e T OC R TV - UL S
. gha B TP 3 L ’}’%{i T T, AR 7
Boa v Bor 4 im0, O f p T

&
L) l”m‘i -

¢

%

B. Maimaining the verbal activity

Silence in conversation is a synonym of inactivity by
Western standards. Inactivity affects the presentation of self in a
negative way because it is interpreted as lack of a defined
personality. Thus, it is perfectly understandable the degree to
which participants in a conversation try to avoid potential
periods of silence caused either by a sudden breakdown in the
process of production (e.g. loss of the line of thought) or by the
need to concentrate momentarily on an activity (mental or
physical) different from that of susiaining the turn taking
activity (e.g. frying to remember something; looking for an

object).

Exiract (82) exemplifies the need to fill out a period of
silence and excuse the iack of interactivity occasioned by the
fact that cne of the participants is ‘selfishiy’ concentrating on a
different activity. In the extract below, the Professor is
searching through a university film catalogue. As we can see, it
is not the regular exchange of turns that has been momentarily
suppressed but the pursuit of the main goal of the encounter
(i.e. to obtain sources of information for a research project).
This is the reason why the Professor feels it necessary to ‘excuse’
the delay or lack of activity directly connected with the

fulfiliment of the Student’s goal.



(82)
S The libeary here bas it?
P No. This is the film.
S Oh, the film. Oh, ok.
P Mevechhb. Where is this thinz? I'll fiad it in & miaute but

that would be good because it I'm sure it's the exact
same kind of (2321-2325)

Short pauses can be filled out with one of the following
vocalisations : uh, vhm, mm. The function of these items is
usually to give the speaker some time to articulate his/her
thoughts. However, their frequent presence in turn-initial
position gives them a second function which could be defined as
turn-starters. Their role could be compared io that of items like
well, now, but, and, etc. which Sacks er al (1974: 719) call
appositiorals because they "satisfy the constraints of beginning
(...) without revealing much about the constructional features of
the sentence thus begun, i.e. without requiring that the speaker
has a plan in hand as a condition for starting”. We see, then,
that they are basically floor-holding devices which the speakers
use to kecp the turn which they have just been given or to

maintain it for a longer period of time.

Whenever the subject feels the need for a potentially
longer pause the solution adopted is no longer one of the
vocalisations mentioned but a fully articulated utterance
referring more or less explicitly to the kind of activity which is
hindering the smooth development of the interactive activity

(c.g. let me look at it, let’s see, I'm trying to remember now, I'm



W
P

plnmpdmﬁm&r.lﬁ%m“lu:ﬂ“ﬁ,l‘um
write this down, [ have to look at my book).

(83)

(P) 1v’d be worth a try. - What was the paper on?

S Uhitm“lummﬁamh?‘-mx.kiuup

struciures among peasants.
P Mhm,

S Aldlh‘M“ﬂfocuu‘-llhmkilitmmly

focused on oa Latin America, since that was what be >

| mbhm

>5 pulled most of his material for the class out of.

(1667-1672)

In (83) we see how on two occasions the Student first resorts to

vocalisations as repairs (i.e. "uhm”; "uh") and then, when she

realizes she needs more time to construct the requested message

(i.e. topic of paper she wrote in one of her courses), decides to

use fully articulated repairs (i.e. "let me see what was it"; "what

did 1t focus on").
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A. Compeasatiag for A.1l. Subststuting item

probiems in information

transfer
A.2. Approximation
A.3. Acknowledgment
A.2. Request for repair
A.S. Repair
B.1. Fillers

B. Maistaining the verbal

P

B.2. Fully articulate
uticrance rcicrring 1o the
activity intecrapting the
conversation

A.1.1. General item (thing,
saiff)

A.1.2. some-pronoun,
wh-ever pronoun

A.1.3. bla bla bla, 50 s0 30

A 2.1. Courdination (o,
and)

A.2.2. Parcathetical
verb/adverbs (I think, maybe)

A.2.3. Preposition (abod,
like)

A.3.1. Explicit statement (/
don't remember)

A.3.2. Question

A.4.1. Yes/no question (do
you mean...?

A.4.2 Wh-question (what
do you mean?)

A5.1.1(don't) mean

A5 1. pardon me, no

B.1.1. Vocalisation (uh, mm)
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This ‘interactional requirement’ allows us to study all those
devices which are available (0 the speaker 10 increase the
effectiveness of the language system as a means of
communication of all kinds of information, from the most
objective facts to the most subjective feelings or impressions.
One of the first aspects to consider is the use of a variety of
items which are aimed at reinforcing or reducing the literal
meaning of the expression modified. In the second place, there
are all those metaphorical expressions which are part of
ordinary language, and which are used instead of other more
standard and literal expressions because of their increased
effectiveness in conveying an intended meaning. In this second
group, 1t is also possible to include the different possibilities of

expressing emotional states such as amazement, anger, etc.

A. Adjusting the lueral meaning

The first grous of modifiers includes all those parucles
preceding lexical items (mainly verbs, adjectives and adverbs),
with the fuaction of emphasizing the literal meaning of the
modif:ed item. The two most frequent parucles by far are
real/really and just (cf. Quirk e al. 1985: 447).
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(84)

S Aﬂuhmlmm.mﬂywlhebeiuabhmn:
out of bed that early in the morniag 10 get in bere.
(2605-2606)

Extract (84) shows the Student’s efforts to emphasize his

inability to get to class on time because of her room-mates.

According to the data analyzed, both particles can modify
verbs, adjectives and adverbs. The adverb just also appears
modifying the pronoun everything. The possible corubinations
are exemplified in (8S).

(¥5)

- it’s really pot coough (133)
- a really good piece (416)
- whoever really studied the (417)

- be’s Just really smart (417-418)

- they've just acver scen them (863)

- You just can’t be as precise (1262-1263)

- they've gotten by with just absolutely eve rything (3703-4)

Apart from really and just there are four other particles
which appear in the data with a fairly high degree of frequency,
and with the same function of reinforcing the literal meaning of
the expression they modify. These are the adverbs actuaily,

right , at all and the periphrastic verb do.



(86)
81 Because | think 2very bit of this tape is goana be -
the souad is gosaa be dubbed isto it.
T isure there’s 80 problem
at all
St 11ldoatt

4 glmmkrthnxmlbdoie;i:w:-
st T

52 lweldl (.....)

>P  technically it's not a problem. (1307-1314)

In (86) "at all" reinforces the negative meaning of the verb, and
"actually” directs the addressee’s attention 10 the action referred

by the verb "doing" .

The rest of particles developing this emphasizing function
do not appear with such a regularity and they are mostly
adverbs: absolutely, totally, ever, completely, well, exactly,

tremendously, exiremely, all, incredibly.

The function of the second group of modifiers is the
opposite 10 that of the first group. In tnis case the particles
inserted are intended 1o reduce rather than emphasize the
literal meaning of the modified expression. Two of the most
representative examples are the expressions kind of and sort of,
used before verbs, adjectives and adverbs.

(87)

P And uh scs some whatever you get, some, you ksow, clever
ways of getting some new information oa this, and >

S | mhm

>P  what could make it sort of a really aatbropological kind
of study and aot just a (.......) (3493-3497)
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Asalysis of the Americas encousters

Extract (87) has alreacy been mentioned to exemplify one of the
strategies to diminish imposition. One way of doing this is

precisely to question the exact semantic application of the word
modified (i.e. study).

Other expressions cestricting :he absolute meaning and
which are also quite frequent in the speech of the participants
are fairly, like, pretty and quite. With 2 similar function
although much less frequent we can find the adverbs relatively,
rather, virtually, somehow and the adverbial phrases in a

way/sense.

B. Appealing 10 non-licral meaning

Not all the interactions analyzed present the same great
variety of imnages. There is one specific encounter (T9) in which
both participants abandon the academic goals with which the
Studert bad approached the interaction and adopt a very
informal tone with 2 non-academic topic (the President of the
US.A). It is important 10 point out that in this case both
participants used imagery with a much higher frequency taan
previously i the same conversation, when the topic was an
academic one. One possible explanation for this might be that
the use of images depends not on'y on the style of the spcaker
but also on the degree of involvement of the participants in the
situation (cf. Tannen 1984).
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The use of images in conversatiora! language is mentioned
by Chafe (1984: 1099). He found that the conversational samples
he analyzed showed "a tendency toward concreicness and
imageability”. The function of imagery as facilitator of the act of
communication by means of creating involvement of the
participants is clearly pointed out by Tannen (1989: 135}:

A major form of mutral participation in sease making is creating

imuges: both by the speaker who describes or suggests ar image

ia wov, and the hearer or reader who creates an image Ysed oo

that description or suggestion. Furthermore, (...), the power of

images 10 commuaicate measing asd emotions resides in ibeir

ab. ay 10 cvoke scenes. Imager, like dialogue, cvoke scenes, and
understandiag is derived from sceaes becanse they are composed

of people in relation 1o each other, duing things that are

culturally and personally recognizable and meaniagful.

The metaphors thot appear in the encounters analyzzd
belong to colloquial language, and they range betweer some
which are very well known (e.g. till they come out of your ears,
scared to death, turn on, blow, struggle, cuts. eat up time) and
some which are very idiosyncratic of the specific person or
socio-cultural context (e.g. powr over, al the drop of a hat,
scavenge arcusd, crap, momey block, boo-boo). Extract (88)
shows the relevance ard effectivenes of imagery. In this case the
participants have becoric quite involved talking about the

President of the nation.
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Analysia of the Amevican encousiors
(88)

(P) He could sever bave wmadk it ia New York.

They'd est hiw alive.
Y | Yes:. Dedinitely.

r MM%MCMW&*&I;
listle pioces. | mean, [loughter] literally. He never
could've woa. (3747-3751)

Apart from images, tiiere is another group of expressions
of an interjectional nature which scrve the speaker to express
his/her emotional state. The expressions including the words god
and goodmess (¢.g. my gooduess, ch god) are more freguent than
any of the others. There are other expressions which are simply
vocalisations/euphemisms for god and Jesus (e.g. gosh, jeez)
whereas others are simiply vocalisations (e.g. oh::, ah::, peeehh).
Apart from these two possibilities, therc are xlso fully articulate
utterances like | can’t believe this or you made my day, which

alsc express an emotional state.

(89)
P2 Allsa®
Pl Yes? - Who s 1? - Hi Liada!
P2 IHi. (b) I (B) coulde’ (k) wan. (h)
I'e (k) sorry
4] !Oic:hyf-'ﬁuk(h)youlwmim(h)>
P2 | Excuse (b) me. [lsughter)

>P1 you (h) made (b) my (b)day ! (1836-1841)

The emphasized segments in (89) are interded 10 convey the

bappiness of P1 for the present he has received from P2 (i.c.
Mexican tortillas).



A. Adjusting the liserai

B. Appealiag to
ron-literal meaning

Al Emphass

A2 Reduction

B.1. Images and
metaphois

B.2. Exclamations

A.2.2. Adverbial modifiers (ke

fairly, pretty, som.chow, in a way, in
4 sense)

B.2.1. GGod, goodness, vocalizations
of these worde (gash, jeez)

B.2.2. Vocalisations (0%, ak, peeh)

B.2.3. Fully articulate utterance (/
can’t believe this)
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CHAPTER VIL. ANALYSIS OF THE CATALAN
ENCOUNTERS

7.0. Introduction

The extension of the analysis of tweaty professcr-student
encounters in an American university with another five
encousnters of the same type in a Catalan university is intended
i~ suggest the possibility that ihe framewcrk offers tc approach
the analysis of verbal interaction from a contrastive point of

view.

Efforts towards describing systematic differences in terms
of strategies and goals that speakars of different languages use

in verbal interaction involve two main shortoomings'. In the

1 The most represeatative of these efforts is the Cross-Cubiural Speech
Act Research Project (Blusi-Kulka, S. ef of., cds., 1989), which focuses
mm;mﬁms(mqmnd&pdopu)hcmthwm
varieties The origisal project participants were S. Blum-Kulka, C.
Facrck, J. House-Edmouson, G. Kasper, E. Oishtan E. Rinteil, J
Thomas, E. Weizman, N. Wolfsos, E. Veatols and H. Vollmer.
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first place, they take the unit of the speech act as the basis for
coatrast, wirhout questioning the specific definitions that
participants in an encounter may make of the situation
according t¢ their socio-cuitural background. What this means
in terms of their analysis is that, for cxample, when testing
subjects or: the speech act of apoiogy, they force them to carry
out this tack, independently of whether the situation calls for an
apolcgy or not in their particular culture. In the second place,
these studies seem not to take into account an idea proposed by
the ethnomethodologists, among othe:s, that meaning is not a
pre-existing reality but something which is progressively and
cooperatively constructed and deconstructed in the course of an
interaction. As Gumperz (1989:1) says:

Interpretations are ccologically constrained by considerations of

sequencing, cosversational management and negotiations of

meaning, and. since scquencing is by its very nature an interactive
process, they are cooperatively made and validated.

In order 10 confront thnse two problems the present
framework takes ss the unit of analysis the speech event inscead
of the speech act. The nroblem of the progressive construction
of meaning is tackled by, firstly, working on real interactions
collected in a natural setting instead of laboratory conditions.
Secondly, the stirategies that spcakers use are neither
functionaily nor formally defined a priori as a series of potentiai

linguistic structures they may use.
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7.1. Seciolinguistic competence
7.1.1. Presentation of Self

A. Avoiding ussertiveness

Although it is in the interest of both the Professor and the
Student to present :hemselves as sure of what they know, they
must always tread carefully on this area not o sound excessively
axiomatic. The more axiomatic a person is in his/her statements
the higher the nisk of failing to be accurate with the reality.
Therefore it is in the benefit of one’s credibility to avoid this

risk.

This is the way to interpret the presence of the question
1ag no? in both the Professor’s and the Siudent’s utterances,
where at the same time that it indicates uncertain knowledge it
contributes o express the required lack of assertiveness. Notice
in (1) that the Student is merely repeating what the Professor
has just said (aed, therefore, it is not possible to interpret the

question

tag as a marker of uncertain information).

Nevertheiess, she still adds the question 1ag.

PR
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)
P Al ser mestra tu, si em vens a veure us cop al trimestre i et

discourse is 1o hedge it with a series of words which make the
statement or the question less blunt. There is a first group of
expressicns by means of which the speaker indicate. .zcsrtainty.
It consists of parentheticai verbs like semblar, suposar, verbal
periphrases like intentar (de) + verb, mirar de + verb, as well

as other expressions with a similar meaning (mo ha sé, si és

- W

>$
P
>$

Another way of diminishing the assertiveness of one’s

preacates als: exameas - i em fas el treball
corresponeat - per mi, doacs si aind bo fas bé - vull dir
la prova que tacis doacs te’n surts’

Ju.

No bi ba problema. E&?

O sigui, uo cop al irimesire venir-lo a veure >

comentar ¢l com va el trebyll, 101 aixd, ne? >
ISE(.......)
| prescatar-me a les proves. (638-650)

possible, potsor).

(2)

v o

— D,

i Hanria de demanar apuats de primer no?
Si. - Si. Si.

|1 anar repassant.

O preadre classes de Hatf,

Bé. Com quc és ilatf vulgar, c! llaif que et poden dooar ar.
és lati cidssic. 1: ss e oé fins a quis punt ct pot ser
wmelt @il {54£-557)



In (2) the Professor wants to communicate t0 the Student his
scepticism about the usefulness of taking private classes in
Latin. The hedging work is seen clearly if we consider that in

sssence the message iniended is no other than "no et serd dul".

The third type uf hedging involves a group of expressions
which, again, diminish the force of the utterance. However, in
this case it is not a matter of showing uncertainty but rather
adding an element 1c avoid the absolute meaning of the
expression modified. The difference is clear if we compare the
force of the following hypothetical utterance, (a), with the

actual utterance in which the daia appeared, (b).

3)

P {Mhm. Em vas portar la: la fitxa 1’
S {a) No
{d) No N la tinc encara. No. (245-247)

The expression "no la tinc encara 20" in (3) cannot be
considered as a justification for not having given a personal
identification card to the Professor because both th* Student
and the Professor know that it is the responsibility of the former
to have it from the very moment she registers for the course.
Therefore, the segment does not restore the face of the Student
by means of justification. The effect of the expression is more in
the direction of making the answer less direct by introducing a
new verb, pretending that the negation "no” is not directed at

the action mentioned by the Professor ("portar”) but rather at




the one meantioned by the Student (“tenir"),

The expression exzctamest can ulso accompany direct
questions or negatiors with the aim of reducing their directness.
This is the case of (4), where the Professor seems to want to
disguise his apparently unjustified lack of knowledge about the
Researcher’s background (the Professor is a member of the
Board of Advisers of the cultural institution financing the
Researcher’s project, therefore he read about the Researcher’s
background previously; he .nemtions this in the segmert

emphasized in italics).

(4)

S [Clar. El que passa, mirs jo al juny vaig prescatar el, bueno
ue projecic de. d'iavestigacio de treball {(.er L)

P 1$L. Si. Si El em pensava
que ¢l guardave aqui, pero resulta que el ainc a casa Ara I'he
estat buscant perd el nnc a casa. Em sembia, bé, recordo
Que el vag llepsr abans abans de I'estiu .

S | $i. Llavors, bueno, (doncs ) B0 sé com
s'articula tot awxo. No? Es a dir Qué bem de fer o com =

P = ahsich exactamest (v de quina cspecialitat ets?
(1196-1207)

B. Explaining and Justifying

To explain and justify orne’s actions 1s a necsssary
requirement for the subject if he/she is not to be seen as an
arbitrary sort of person whose actions are not the vroduct of

careful thinking. Since this is mainly an activity based on speech

.miﬁ
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actions, the speaker must on certain occasions explain previous
utterances which may affect his/her face.

(3)

o

Eb? Es tracta de fer-hi practica amb aix.d. Perque ja sé per
experiéncia que és dificil d'arribar-bi.

| Al (h) ser (h) novaio’
Al ser novate’
Ne. Ne. Vull dir ch totbom bi ha passat per aqui. Eb?
(1088-1092)

In (5) we can see the Professor explaining a previous statement

of his, which the Student seems to have interpreted as directly

addressed to him.

Apari from repairing certain messages by offering an

explanation, the speaker must also justify the presence

absence of certain verbal or non-verbal actions.

()

(7

Eb pero cls exemples «s poden vanar. Pot caoviar la manera
d'explicar. De vegades s'hi pot afegir alguna cosa. | ho

dic aixd perga¢ avui matewx hi be afegit - ch’ alguna

cusa ca ¢! primer bloc concretament de: sobre les

fuacions del Henguatge. (128-132)

Mm farem com hem fet aquesta vegada. No? Vel dir que s
tinc 2lgun dubte o bi ba alguna cosa que bvull

comentar, truco 1 quedem. No?

$i. Si. Tu Capuntcs una série Je. - de coses que cm vulgus
wmeniar =

= 8§ 5 Si

Es gue ars preguates concretes no en tinc. No?

(781.787)

or
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Asalysis of the Catsing cacoveters

In {6) the Professor proves his general statement that certain
uspects of the course may be different from one year to the next
by means of a specific example. Extract (7) includes a
justification by the Student for the fact that she is not making

specific questi 'ns on the contents of the course.

C. Displaying a positive self

The individual's wants for negative sand positive face
depending on perceived dimensions of distanc: and power are
distributed In inieraction by using different strategies. The
social self is not something that nre-exists but something which
must be constantly constructed and deconstructed in order to
become accepted in a specific social st.uation. In this section we
will concer.rate on those strategies undertaken by the individual
himself/herself to show the positive aspect of his/her public face,
that 1s 10 say, "to be thought as normal, contr:bu:ting member of

his social world” (Scollon and Sccllon 1983 166).

On the part of the professor we observe 1 tendency to
explicitly state his praferences by means of utterances in which
he presents himself as a coherent character. Perhaps the most
explicit linguistic features in this sub-strategy are the presence

o$ the first person singular pronoun (jo).




Anptysis of the Cuiglan eaconnien

(8)

PT Eo pnncipi ea serveixen cls apua's de U'any passat. Eb no
obstant aixd, jo sempre acosselio que s'cstigui ca
contavie. (108-109)

In (8) the Professor is acvising the Studenis to keep 1a contact

with other students who can aqtend classes regularly.

Thke self of the Studer(, in order 10 be socially accepted,
must bz one which inco-porates the idea of academic
seriousness as well as responsibility. Notice in (9) the insistence
(expressed 1n ‘our different turns) of the Student on showing
the consistency of her inteition to undertake a future action
recommended .y the Protessor (1e. to hand in her personal

identification card as socn as possible).

(9)

Pi 51 No Awd de de la [itxa moanteressa purque 0o dosprés
perdo ¢ Jde vista 1 by ba tanta geot per ia cass que

5 186, Jo jo in.
Despres de Nadal perque oravencn s vacances ja

PJ Hm. St
vall dir m ho envies després de Nadel Pero no cspers al >

S (8 &

>PJ mes de marg No esperis «f marg guan torms a veasr >

) | Neo. No. No. Ng. No caperaré so

>PS Pergue ol final haura passat molt ¢ tomos

> iDesprés 4 Nudal ja les donare totes i ju osta
(832-844)




Asaiysis of the Catalas encounters

D. Emphasizing modesty

As was said in the analysis of the American encounters, the
task of ‘emphasizing one’s modesty’ is mainly undertaken by the
Student and it is directly connected with the Modesty Maxim in
Leech’s Politeness Principle which can be expressed as (a)
minimize praise of seif, and (b) maximize dispraise of self
(Leech 1983: 136-138). In the two examples included below we
can see that this strategy consists of disclaiming any of the rights
10 be taken as (i) a person whose actions are important to others
or as (ii) a person whose actions are consistent. Extract (10)
exemplifies this type of strategy showing the Students
diminishing the importance of the encounter. This is achieved
not only by refusing the Professor's invitation to sit down but
also by means of the particle "no” anteposed to the expression of
the goal, suggesting something like "what we have 10 say is not

really decisive”).

(10)
P Podeu scure Els qus pugucu

51 Necl

S2  Es igual.

|brief exchange among the students (o decide who will take a seat)
P Digueu

S1 Ne. Es que venim a parlar de¢ lo del treball’ (889-896)
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Aunalysis of the Catalan encousters

ln (11) the Researcher anticiputes a potential negative
presentation of self by stating the leck of consistency in his

academic and professional background.

(1)

P = Ah si. Eb: exactument 4 de quina especialitat cts?

R Bueno. Aixd és una mica borrascés. Es a dir. Tedricament
s6c de filosofia, perd a Pisstitut dono classe de
matemitiques iambé:. Me dedico a la informatica
professionalmeat. Es una barreja de molies coses. No?
(1207-1211)

E. Depersonalizing

The tendency to detach oneself from the actual actions
being ccmmented seems to be very much in accordance with the
need to avoid the impression of presenting an excessively
self-centred image of oneself. In Catalan this can be done by
avoiding the use of the first person singular and using instead
the impersonal es/se or the first and second person in an
impersonal sense. Extract (12) exemplifies the fluctuation
between using this strategy or not. The Student personalizes the
Professor’s action ("(vosi¢) ho donava") and the Professor
answers with an impersonal action ("es donava”) followcd by a

personal one ("he donat").

(12)

S Auxd ho doanva & la classe. No?
P Si. Aixd es dosava a ia classe, pero a la classe he domat més
material. (315-317)
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!n (13) we can clearly see the efforts of the Professor

towards generalizing and depersonalizing a question which the

Student posed in a very specific and personal way, using the first

person plural (“entre els del grup hem d’explicar la nostra

recensié als altres”): "s'estd treballaat (vs. "esteu treballant");

"un®, "I'altre” (vs. "w",” ell"); "no podem” (vs. "no podeu”)

(13)

Després de: per ia recensi6 ch: posava que s'bavia de posar
ca comé ch el llibre. Em scmbla que entre els del grup
hem d’cxplicar la postra recensid ols altres.

Si. Eh aixd és un dels passos tils perque, és clar, quan
s’esta treballant co grup aixd voi dir que um llegeix uans
llibres, I'altre co llegeix uas alir:s. L'ua fitxa uas
llibres, Paltre en fitxa uns altres. Aleshores, si ¢l trebail
és de grep coavé que el que llcgeix wa ho sapiga Paltre
lambé O sigus. Que I'altre cstigui assabentat de qué és
¢l que estd (... .) ba cstat llegint altre company o els
altres companys del grup. Es a dis. No podem anar
treballant individualment 1 després doncs cada un
escriu un capitol (1127-1140)



Analysis of the Caialan cacousters

PRESENTATION OF SELF
FEATURES
A. Avouding asscrtiveaess ALl Subjectivity A.1.1. Parcatbetical verb
(sembiar, suposer)
A 2. Noo-factual A.2.1. Question tag (no?)
meaning
A.2.2.. Verbal periphrasis
(intenagr + verb, nurar de +
verb)
A2.3. Parcathetical phrasc
{no ho ¢, s és possible, potser)
A2 lndirecuion
|B Explaning and jusufying B.1. Explanauon B1tvlldr
B 2. Jusufication B.2 1 Connective (perqué)
K. Displaying a posstive self  C.1. Statement of C 1 1. Verb i Ist pers sing.
personality
C.2 Emphasis un
positive aspects
D Enpbasizing modesty D.1 Mmmization of sclf
D.2 Dispramse of scif
ﬁ. Depersonahzing E.U 1 Impersonal es/se
E.0 2 Impersonal 151 and
2nd pers.
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7.1.2. Social Distance

A. Appealing 10 the individual

In this kind of transactional (vs. interactional) encounters,
where the perticipants are to behave very much according to
their institutional rele, the fact that one of them iatroduces a
personal topic, considering the addressee as an equal individual
rather .han a represeatative of an institutional role, may be

considered as an effort towards reducing social distance.

(14)
P INo:. Suposo qui després de marar tol aixd 1 >
S |Em preocuparé de >
>P ¢ pengar 2 fer el tireball, 1¢'n soruran. Mm?
>S  laltre ilibre - clar
S Si. Si. Suposo que si. - ~ Molt bé
P Molt bé. Doacs bowmes festes, boa any.
S iguaiment. A mi no m’han comengat molt bé perd bueno.
P | perque oo 'ban comengat bé?
S Amb (b) una (b) grip’
P Abbé No. Aixd passa. Dona. (861-871)

in (14) we have an example in which the Professor and the
Student, after agreeing to close the encounter (notice the
exchange of "molt bé"), become involved in a personal topic (i.e.
the Student’s flu) initiated quite involuntarily by the Professor’s

leave-taking cxprezsion "bones festes”.
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Asalysis of the Catales encounters

8. Breaking formality

The introduction of words, expressions and meanings
typical of a more informal situation can be considered another
strategy to reduce the social distance between the participants in
the interaction. In our data this strategy appears in the form of
vocatives (moia, home), humorous remarks (llevat que t’emviis
per correu a tu mateixa), or the uttering of a leave-taking
expression typical of speech among equals (venga).

(iS)

5 Amb (b)una (b) gnp’

P Ab bé. No aixd passa. Dong

5 | Desastroses.

P Alxd és un refredat d'estar per casa. No. (870-873)

Sample (15) 1s the continuation of (14). We can see the use of a
vocative (in italics) and a deliberate breaking of Leech’s Maxim
ot Sympathy {1983: 138) 1o produce a humorous effect (in bold
face). The Professor seems 10 be discreetly laughing ai the

Student’s claim that she has just come down with a bad flu.

-310-
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Asnalysis of the Catales encounters .
-,

C. Sympathizing .

This is another strategy intended to reduce the social
distance and which is also found as one of the maxims of
Lecch’s Politeness Principle: the Sympathy Maxim (i.e. (a)
minimize antipathy between self and other, (b) maximize
sympathy between self and other) (Leech 1983: 138-139). ht
consists mainly in showing concern abour the addressee’s
feelings, and this may take the form of either positive feedback,
in which the speaker eipresses positive impressions caused by
the addressee, or expressions in which the speaker takes the
addresse’s feelings and needs into account thereby showing his

solidarity with the Student.

(16)

(P)  bi, home. Doncs és bo que - que tinguem: - ua primer
coatacte. (1530-1)

P Ciar. Si fos Ju Universitat a Distaaciu aize, doncs tindries
ués possibilitats, més facilitats de. de consulla -~

S jOb clar - Per supost {794-797)

>P telefhaica( ..

In (16) the Professor expresses his pusitive feelings towards the
encounter which is aboui to finish. Extract (17) is #lso taken
from the last stages of aiother encounter in which the Professor

has informed the Student about the work involved in the course

-3il-
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for those students like her, who cannot attend classes regularly.

D. Denying social distance

One way of reducing the social distance between two
people can be tc produce an impression of the exisience of a
shared background or communion between the speaker and the
addressee. This strategy is described in Leech (1983: 138) as the
product of the Agreement Maxim in the Pcliteness Principle
((2a) minimize disagreement between self and other, (b)
maximize agreement between self and other). This agreement is
somcthing other than the provision of backchannel, and
therefore it does not take the typical backchanne! form mhm.
Instead we find si, clar, ja. Sometimes the student anticipates
what the . .cher is about to say. It is also possible to find an
agreement which does rot take any of those typical forms but
which nevertheless shows the degree of synchrony between the

participants.

(18)

P Si Si, si. Es ¢} problema que tenim cn aquesta cass Que by
he molt- bideils molt personal de dc scrvess, perd ca >

S o

>P casvi eos (alta persoaal docent.

S S, si.

P | aixi van les coses.

A Com a tot arren Hm. - Mm Pextcasi6 del treball? (732-738)

312-




Exirget (18) contains three turns by the Student, in which she
expresses her agreement on a lateral topic (i.e. lack of teaching
staff and the excess of service staff) which the Professor has

introduced.

The Professor can also deny the existence of social distance
between himself and 'he Student by suggesting that both
speaker and addressee belong to the same group. This is done by
using the first person plural when commenting actions for which

the Students are wholly responsible.

(19)

P Axd al juoy - - - 1 després, cb. - - Bé. Hauriem de fer la
representackd — ( ....) Ho basriem de fer eo (plan)
per la prova final. - Tot i que em poden dosar un
casselic amb 'assaig amb gurwo preparat No? (495-498)

In (19) we can see how this strategy works because in spite ot
referring 1o certain actions with the first person plural it is clear
that there are two different sides 1n the social situation: on the
ore hand the Proicssor identifies himseif with the Students
("hauriem de for {a representacié) but, on the other hand, he

presents himself as the gatekeeper 2 (" [ells] em pedea donar un

cassette”).

2 Sec Erickson 1976

-313-
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Asalysis of the Catalen cacousten

EP . ..

One very subtle way of reducing social distance in a social
interaction in which, in principle, one of the participants has all
the power and important information and the other is there
mainly to bLsten and obtain information, is tc nake the
conversation more interactive. This strategy involves the
insertion of short clues indicating that the construction of the
discourse is a cooperative enterprise, and that even thongh the
Professor has most of the information, he depends on the
student’s contribution (even if this contribution is limited to
providing backchannel) for the progress in his/her task. Thus, it
is not surprizing to find that the interactive particles included in
this variable are typical of speech among equals, because this is
precisely the impression that the Professor waats to produce cn

the student.

The most representative particles with this specific
function take the form of brief uuestions demanding
backchannel. These clues usually appear after completed
statements and their briefness is justified by the fact that they
are intended only 1o produce the impression of interactivity,
giving the student a chance to0 contribute 10 the interaction.
However, it is clear that the professor does not expect a real
interruption of the discourse but rather th: simpie provision of

verbal or visual backchanne!. The instances observed in the

-314-
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interaction involve the following particles: eh?, no?, mm?, hm?
and mhm?.

(20)

(P) Essimplemcat una gitesti6 de comodiiat vostra.

) Ja.

P |EN? No és que oo pugueu fer la recensio J'un >

S |mhm

>P  altre. Naturalment que s'hi pot fer. No? Perd és que les
recensions, co principi les hauricu de fer igualment pel
treball de grup. ER? (172-179)

In (20) the Professor explains the function of making a series of
book reviews in a group project. Two aspects of the extract are
worth pointing out: (i) the synchrony between the action of
demanding and supplying backchannel after the first turn; (ii)
the variety of tokens used in order to produce the impression of

interactivity.

-318.
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