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ABSTRACT

Many researchers have explored the constructseasfipteraction including verbal and nonverbal comioation.
Though they have theorized about the process ddreni attaining knowledge from peers and the cotimedetween
cognitive development and social interaction, wendbknow enough about the potential benefits efr peaching through
collaborative interactions. They discussed thedaand actions of the children in the context ef éxperience, but did
not delve deeper into the contribution of this cammination to the children’s participation in thedraction. This study
began to address gaps in the literature by lookiagely at what happens to the children when thieyvaanother peer to
teach them how to complete a task or better urmeisd concept. It also offered a different perspedbr teachers
regarding the importance of observing and undedatgnchildren’s collaborative interactions. The pose of this article
is also to examine peer Interactions and in orddretter understand the significance of the teacbiperiences. Teachers
can use the information from this study to see vilhatvolved when children teach each other, angehdly to enhance
their collaborative teaching experiences with thédcen that they teach. The constructs of therautiions in terms of
verbal and non-verbal communication were analyzedxhibit various teaching behaviors such as sihffg and

modeling based on the theory of L.S. Vygotsky.

Thus this study contributes to our understandinthefway in which learners individualize the leagspace and
highlights the situated nature of language learninghows how individuals interact with each othed the task, and how
talk in interaction changes moment-by-moment askra react to the ‘here and now’ of the classreowironment. This
analysis leads to a deeper understanding abowotieept of peer interaction, and where these cmiélve interactions

lead children in their process of development.

KEYWORDS: Affect, Assisted Performance Collaborative Intei@tt Inter Subjectivity, Learning Opportunities,&Pe
Oral Interaction, Proximal Development, Quality @dantity of Language, Situated Nature of Languaggrning

INTRODUCTION

Children re-evaluate and reconstruct their undeditey of the world in a social manner through their
collaborative processes with their peers. Wherdo#il collaborate on an activity, they form an egeédtionship that has
a common goal. They communicate their ideas andviauge both verbally and non-verbally at a levelttis eventually
understood by all of the children involved (Gont@93). The important transmission of social measiagd information
between the children allow them to come to a sharatkrstanding of the goal as well as the proamsarts the goal.
This “inter-subjectivity,” as Vygotsky called itj\gs the children a joint focus of attention anlbwas them to share their

perspectives together in a comfortable and nurgueinvironment (Goncu, 1993). As children assisheatber in higher
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levels of learning, they are working in the zonepodximal development. According to Vygotsky, thene of proximal
development holds functions that have not yet neatun children but are in the maturation procesggffsky, 1978).
When children assist each other in working withie zone during their collaborative interactiongyttare given an
opportunity to perform at levels they cannot achien their own. As a teacher, | feel that it is ampnt to create a
classroom that facilities ongoing peer interacti@iving children the opportunity to work with thednvironment, their
peers, and themselves offers endless possibilitigesrms of what the children can add to their klealge. Following
Vygotsky, it is important for teachers to encouradpdren to assist each other in activities ancemndance cognitive
understanding during their explorations. They theme the opportunity to work in the zone of proXidavelopment,
which is an ideal teaching-learning context. Claldcan collaborate to foster each other's maturaifcskills that are not

yet developed.

In an environment where this “natural teaching” ws¢ children’s minds, communication, and exprassiare
aroused and brought to life (Tharpe & Gallimore88P Teachers can observe children’s collaboratamd use the
information they gain to better understand the @ssf children’s learning as well as the cuessszng to foster it to the
highest level. They can then use this informatiorptomote a higher level of success in their teagtdxperiences in
collaboration with the children. In order for teach to benefit from observing peer teaching, theystntonstruct an
environment that encourages peer collaborationp€dive activity settings in a classroom allowldt@n to create their
own path towards a specific goal. Independent igtoenters are also important. These areas are ftedble and give
children a more open area to work and interactp®yiding these learning environments in a classrochildren are able
to form a cohesive group where they can expreds itteas. If teachers create a classroom envirohrtent facilitates
children’s interactions and collaborations, they b&nefit from observing peer models as importaanilifators of higher
levels of performance and understanding. Teachdisbe able to observe the exchanges between tlidreh and
reinforce the influence of those exchanges by niogehem in their own interactions with the childr& his study would
help to illuminate what peer teaching looks likeidg children’s collaborative interactions, andaajwovide insight into
how these interactions assist children on a cognigind social level. Both the process of the chilty collaborative
experiences as well as the product in relationeteetbpment were of utmost importance in this redear order for me to
begin to fully understand the value of these irdgoas. When observing the process of the childrémteractions, it is
important to note the communication between thé&dadm as well as the cues and responses that céusethildren to
advance to a higher level of involvement in thevitgt When analyzing the product of the childreir$eraction, it was
important to use the knowledge gained from the yamalof the process to see where the children l@anced to
developmentally and what they were able to achiegeause of the teaching they received from eachr.offhe
observations of the entire scope of the childrémtsractive collaborations fostered assumptionsuatite contribution of

collaborations to children’s learning as well as thost effective practices of teaching.
A BRIEF HISTORICAL OVERVIEW OF PEDAGOGY AND CLASSRO OM INTERACTION

Second and foreign language teaching in the pasthomdred years has been characterized by a quésdt
more effective ways of teaching, resulting in theliferation of many different approaches and md#some of which
have come about due to a change in learners’ néedgxample the need for greater oral proficienathers due to
changes in theories of language learning and theaf the nature of language itself (Richards & gRod 2001: 3). Some

of the major approaches and methods which haveidleed during this period are the Grammar-Trarmhatinethod,
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Audiolingualism and Communicative Language Teaching

The Grammar-Translation method dominated foreigiglage teaching until the 1940s. Some of its padci
characteristics were that the target language wadiesl with a view to understanding its literatusscuracy was
emphasized, grammar rules were analyzed, and ioiwlkdge used to translate sentences and textie ditno attention
was paid to speaking or listening and the studemdtive language was used as the language of atisinuand as a
reference system to aid learning of the secondulageg. (Richards & Rodgers 2001: 5-6). However, tiéthod, which
was devoid of a psychological, linguistic or edimadl theoretical basis, gradually lost popularitypart due to the fact
that greater opportunities for travel resulted igreater demand for oral proficiency in foreigndaages, and in the post

Second World War period it was replaced by Audngialism.

Audio-lingualism emphasized the skill of speakimgl aonsisted of individual and choral drilling. fee use of
language was permitted as this was thought to cleaseers to make errors. Here behaviorism wadetning theory
proposed to explain language learning (de Bot, ko&iVerspoor 2005: 78). Proponents suggested dratgn language
learning was a process of mechanical habit formatigth a stimulus, (the language being presentadjesponse
(the learner’s reaction to the stimulus) and reicément, (the teacher’s reaction, positive or riegato the learner’'s
response) (Richards & Rodgers 2001: 56). Howevethé 1960s, behavioral theory was challenged bgnN€homsky
who argued that people do not limit themselvessiogilanguage they have already heard, but arebtmpé generating
new sentences and patterns. This, combined withifais focus from language to learner, and a grawbelief in the
importance of sociolinguistic aspects of langudgeé,to the emergence of Communicative Language hiegdCLT) in
the 1970s.

CLT, the objective of which is to develop ‘commuative competence’ (Hymes 1972), has been embraged b
practitioners on both sides of the Atlantic as ‘thest plausible basis for language teaching to@ichards & Rodgers
2001: 244). It is believed that activities thatohxe using language that is meaningful to the leata participate in real
communication and meaningful tasks support thenlagrprocess. Teaching activities involve learriatsracting in the
target language to share information (Richards &ld®ws 2001: 161-165), and it is this interactioniclvhAll wright
(1984: 156) considers to be ‘the fundamental féatlassroom pedagogy’. So, as can be seen, clanspoactices have
progressed from Grammar-Translation, where oraraution was reduced to an absolute minimum, moweimg¢p highly
controlled oral practice with Audio linguism, toatecommunication between teacher and learners anmhgst learners,
which many teachers strive for in the languagesctasm today. Such interactions amongst learnetiseirtlassroom have

become of key importance to teachers and researalike.
IMPACT OF PEER CULTURE IN CHILDREN'’S INTERACTIONS

Vygotsky stated that learning awakens in childreragety of internal developmental processes that aperate
only when they interact with more competent pedpltheir environment and in cooperation with theders (Vygotsky,
1978). He stressed that children develop in a botadrix that is formed by their relationships antkractions with other
children. The social environment is a major coniidp to the cognition of children because of theeromarea of
communication that exists that allows them to egprand negotiate ideas as well as contribute td edlcer’'s
understanding. When children model each other, tfégr behaviors to each other for imitation, therénelping each

other to see the appropriate behaviors, undergtandeasons for their use, and exhibit the speb#icaviors in order to
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put them into their own understanding. (Tharpe &li@Gare, 1988).

Children live in a social world comprised of diféeit social matrices. Their experience in their @ogiorld is not

a private activity, but a social event that invalexchange of actions by themselves and otherrehilfCorsaro, 1992).
Children enter into social matrices through intéoacwith other children, namely their peers. Peeesdefined as a group
of children who spend time together on a daily ®é&Siorsaro, 1992). The interaction between peatdferent from those
with adults because of their egalitarian staturar{tp, 1992). In child/child interactions, childreegotiate and follow
each other, learning throughout how to enter imtd sustain joint exchanges in the environment (M#nd986). They
conceive the social world through their experienioethese interactions and establish social undedstgs between each
other that eventually frame continuing social exdebetween themselves and others within the maatrichildren have a
variety of interactional relationships with theiegys that have different processes and developheffeats (Browmwell
& Carriger, 1991). The social exchanges in theseractions produce essential social knowledge ttiatchildren must
understand in order to continue to reproduce aritii lupon their experiences in their social worldil@ren together

discover a world that is full of meaning and intetthese meanings into their own understandings&meanings

Become important aspects of their social and cognilevelopment. The meaning of peer activitieghigir
interactions are linked directly to the social @xt$ in which they are generated (Corsaro, 1982Barbara Rogoff's
(1991;1993) discussions of children’s social shariri their cognition through interaction, she arguleat as children
utilize the materials and the environment arouneinthto interact, they actively observe and partieipa activities
together. As interactions form between the pebeschildren are motivated to participate togethat guide each other’s
efforts. This process of guided participation cetssdf interpersonal interactions between childuo hold mutual roles
in a collective activity. Children actively particte and guide each other in the direction of aeshandeavor. Through
this active participation children constantly commuate in order to seek a common ground of undedstg from which

to proceed with.

A better understanding of what actually happensndupeer collaboration in guided participation ecassary to
take steps towards hypothesizing about the devedagahbenefits to the children that come from thiscess. In their
study of cultural knowledge and social competenithimvpreschool peer culture groups, Kantor, Elgas] Fernie (1992)
emphasized the importance of communication betveddidren during their social interactions withiretsocial world.
Constant communication allows children to coordinahd expand ideas, introduce and explain themmes,peoduce
behavior appropriate to the situation. Children ninga/e a communication strategy in order to be esgfal at these tasks.
They are able to form these strategies based anl¢el of understanding of each other’s cognitared social position in
the interaction. With a high level of understandingildren can participate in “reciprocal involvemig where they
construct situations based on their shared defimstand understandings of the situation. Kantat.€1992) observed that
as a peer culture was created in a preschool otassithe children became “in tune” with the procefssocial interaction
within the classroom. They did this by reading aimnal cues in the classroom environment, momtpiheir own
behavior in anticipation of other’s reactions, amwbrdinating their ideas with those of others. Thigite possibly, was
their strategy. This study stressed the importaicammunication between children in a group aritb¥zed the actions
and communications of only one group of childremiclassroom. It mostly focused on the props thatved membership
in the group as well as how the children intergtetach other’s communication and how it contributedocial success or

lack of social success within the peer group play.
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INTERACTION PATTERNS IN THE L2 CLASSROOM

Oral interactions in language classrooms are bathadbject of pedagogical attention and the mearsugjn
which learning takes place. Interactions betweadesits and teacher model their roles and relatipssthat is, how they
are expected to act as members of the classroaheaty experiences of student. Teacher interadétifmences students’
perceived roles in future learning situations. aesearch on classroom interaction showed th¥t¢éstern classrooms,
typical discourse involved teachers asking studargeestion, with this being followed by a brieplyeby the student and
the teacher’s evaluation, commonly known as th#alion-Response-Evaluation (IRE) pattern (Sinck&irCoulthard
1975, cited by Hall & Walsh 2002:188-189). Here tacher is the expert who decides who will talkew they talk, how
much they contribute and whether these contribateme acceptable or otherwise. In this interaqgbiattern, the teacher is
in control and student interactions can often bétéid to brief answers. In 1993 Wells suggestee-eonceptualization of
the IRE pattern after observing teacher pupil adéons in science classrooms. He suggested thahdes, instead of
using the third part to evaluate students, coutthis turn to allow students to expand on, justifyclarify their opinions
and called this the Initiate-Response-Follow-UpRJRormat. This, Wells concluded, enhanced oppdtiasfor learning.
Consolo (2000) and Duff (2000), in studies on fondianguage classrooms corroborated Well's resesrdifound that, in
the IRF interaction pattern, learner contributiomsre more likely to be validated by teachers, aachsfollow-ups
encouraged learners to express their own thougtitsopinions, thereby drawing attention to key cqutger linguistic
forms. Seedhouse (2006: 113-115) suggests thdteagetdagogical focus of the lesson changes, sotteesteraction
pattern. He used conversation analysis (CA) to éxarstudent teacher interactions in the secondulage classroom and
showed that although the extract under examinatiould at first sight be mistaken for a rigid, ptbdg lockstep IRE [...]
cycle sequence [...] the interaction is in factaiyic, fluid and locally managed on a turn-by-tuesis to a considerable
extent.” Jacknick (2011) showed how this interati@attern can be reversed by students initiatiegrteraction, teachers

responding and students following up on the teashesponse.

However, the central focus of this study is peggraction, with peers being defined as L2 learnens, although
the role of the teacher is significant in managiegr interactions, it is beyond the scope of thidysto discuss this in any
detail. Peer interaction has been described asdawi‘collaborative, multiparty, symmetrical paip@tion structure’
(Blum-Kulka & Snow 2009), 18 collaborative, as jEpants work together towards a common goal, mpatty, as two or
more participants are involved, and symmetricatantrast to the hierarchical relationship betwesarrders and teachers.
Traditionally peer interaction was not consideredoatext for learning but a belief that learnekitad time could be
greatly increased if learners talked to each othad the notion that this interaction would allogeps to adopt new
conversational roles led to a greater relianceamr teraction as a context for language praetickuse (Philp, Adams &
Iwashita 2014:2).

THE FUNCTION OF COLLABORATION

Vygotsky believed that children reconstruct theirderstanding of the world in a social manner thioug
collaborative processes with their peers. He aitetd the benefits of collaboration to the mutualoimement by the
children, the equality of the relationship betwées children when in a collective group, and thdivadion of children to
collaborate based on their shared understandingdg@, 1992). In particular, when children of mixatwledge levels

interact in collaboration, they are able to comroateé on a level that they are able to understaddshare with each other.
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Vygotsky labeled language “a powerful and strongi"tin children’s interactions because of the skaneeanings that
form between children as well as the importantdnaission of social meanings (Tudge, 1992). Withia importance of
language, Vygotsky recognized the importance ofilfieek between the children to promote a high ledfefoint
understanding. As the children listen to and redgoreach other’s ideas and contributions to tkerdwtion, they are able
to reinforce their understandings, thereby extegdimeir cognitive abilities. Therefore, the feedbamntributes to
cognitive comprehension because of the joint undeding between the children (Tudge & Winterhof®93. Within
these levels of speech exist a higher thought geotethe children that represents their individnateasing capacity to
organize and order thoughts in an active exchante the environment (Tenzer, 1990). These speethitaes further

emphasize the importance of language in the conratiah between children in their interactions.

ASSISTED PERFORMANCE

Tharpe and Gallimore (1988) utilized Vygotsky'sadeto stress the need for education to move tovardsre
collaborative role between students and teachdrsy argued that teaching must be redefined asstagsperformance,”
where teachers assist the children by providingctire and assistance in their work. Assisted pesdoce also occurs
between children when they participate in expersriogether by providing information to each otthert increases their
understanding of the activity. This concept is tedato Vygotsky's term of working within the zond proximal
development. Vygotsky (1978) believed that teaclaing learning is best when it proceeds ahead afldpment because
it “awakens and rouses to life the functions thatia the stage of maturing.” These functions tighie zone of proximal
development and can be created for any domain itif $khen teaching is structured under the conosfpassisted
performance, it works within the zone at points mhehildren’s performance requires assistance.sfeste is best
offered in interactional contexts where there & plossibility of generating joint performance. Wfitla joint performance
between children on a task, scaffolding can octtiarpe and Gallimore (1988) called scaffolding “itlea role of a
teacher.” Scaffolding is similar to behavior shapiout does not involve simplifying a task, but ettholds the task
difficulty constant while simplifying the child’ste in the task. The adult or more capable peeplgfies the other child’s
role by means of graduated assistance, therebyingptk help the child mature those skills to a paifere they can
perform the task on their own. This form of “nafweaching” involves interactions that awaken armliae the children’s
mind, communication, and expression to a point wtieey can acquire the desired skill with the &aste. Children can
move through the zone of proximal development &ihistance by a more capable person or by pragtcskill on their

own while in the process of mastering it. This meapable person can be either an adult or a peer.

Most often in children’s social interactions, thpeers take this position. A more capable peer svarikhin the
joint activity to be responsive the other childts¢l of performance and perceived need. Throughghided participation,
the more capable peer offers new information orgeagons to help further the less-capable chilaialgnd exhibits
behavior for imitation in order to further theirgatice and understanding. This activity is defiresd“modeling,” and
offers a wider range of assistance on the parthefrhore capable peer. Tharpe and Gallimore (19&8¢ds that in
educational settings, peer models are importantceswf assisted performance. This coincides witgo#sky’'s view of
children developing within their social world arftetimportance of peer interactions in fosteringhbigevels of cognitive
and social development. This social world is cosgati of children's relationships and interactionsenghchildren
collaborate towards shared goals. It offers childa® open area of communication that gives themotiportunity to

express and negotiate their ideas (Rogoff, 1998%r Pnodels are important facilitators of assistedgsgmance in an
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educational setting because teachers are ableserwabthe children assisting each other, and thenlearn from their
observations. Therefore, if teachers create a rdass environment that facilitates children’s intfans and
collaborations, they are able to observe assistefbpmance between the children. This can then theen clues as to
what types of behavior they need to perform whearatting and collaborating with their studentst tvdl promote a

higher level of skill mastery.
CONCLUSIONS

The findings of this research can be used to fasev teaching strategies as well as implicate éutesearch.
When children are given the opportunity to parti¢gin experiences together, they are able to geaviformation to each
other that increases their understanding of awigctr experience. This joint performance betwehitdren helps them to
mature skills and become self-sufficient in thearkv Tharpe and Gallimore (1988) called this con¢aptural teaching,”
and it involves interactions that awaken childreminds to a point that they mature in their knowednd thinking. By
creating a classroom environment that offers agtisentres where children are free to interachay tearn, the children
will gain more information than if they were onlguight by a teacher and unable to interact and shswith peers.
Children’s observations of each other in actiorhimittheir peer culture give them more opportunitedearn from each

other.

Teachers must create a classroom environmentdbgitdtes children’s interactions and collaboratipand then
they will then be able to observe assisted perfamadetween the children. These observations santgem clues as to
what types of behaviour they need to perform winéeracting and collaborating with their students thill allow them to
master skills more effectively. If teachers obsechddren in collaborative interactions where theng acting as both
teachers and learners to each other, they willdde o see how the children communicate effectivadywell as how
individual children communicate and retain inforioat efficiently enough to be successful learnersisTinformation
could give teachers the opportunity to re evaldh#r classroom environment and/or teaching stiasetp facilitate a
more successful classroom culture. Teachers agtimgiating and conducting research in their classns demonstrates
both a need for an insider’s look at what goes etwben the children in the culture and an attempgtrofessionalize
teaching to a point where it is considered an irgrdrcontribution to the understanding of childseedevelopment. This
study is a foreground for more critical analysestloé process of teaching that occurs between ehmldn their
collaborative experiences as well as the developath@avancement that occurs in the children atctideination of the

interaction.

Teachers actively initiating and conducting reskeanctheir classrooms demonstrates both a needrfansider’s
look at what goes on between the children in tHauiand an attempt to professionalize teaching pmint where it is
considered an important contribution to the un@eding of children’s development. This study i®eefround for more
critical analyses of the process of teaching tltaucs between children in their collaborative eigrases as well as the

developmental advancement that occurs in the @nldt the culmination of the interaction.
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