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  RÉSUMÉ 
 “Cet article traite de la question: Quel est le rôle du <languaging> (la mise en mots) – l’élaboration et l’organisation des 
processus mentaux supérieures par la langue – dans les zones émergents de développement proximales (ZDPs) co-crée 
par deux adultes ? » Les deux adultes sont Mike, un résident dans un établissement de soins de longue durée, et un 
chercheur. Un zone proximale de développement (ZPD) est un processus continu cognitive/affective dans lequel 
l’apprentissage et le   développement se produisent quand les participants interagissent. Ce processus est medié par le 
langage. Grâce à une analyse microgénétique d’extraits representatifs selectionnés à partir de 11 seances, nous illustrons 
comment les interactions entre Mike et le chercheur ont crée un contexte affectif et positif qui offre des possibilités 
multiples de ZDPs à émerger. Comme les ZDPs émergent, nous observons comment le <languaging> rassemble les 
composantes cognitives et affectives essentielles afi n que le développement du participant peut continuer. Au fi l du 
temps, Mike récupère l’expertise perdu et entreprend de nouveaux défi s cognitivement complexes. Les résultats 
pour Mike comprennent à la fois le développement cognitif et un meilleur amour-propre.  

  ABSTRACT 
 This article addresses the question: What is the role of languaging – the shaping and organizing of higher mental 
processes through language – in emerging zones of proximal development (ZPDs) co-created by two adults? The two 
adults are a resident in a long-term care facility (Mike) and a researcher. A ZPD is an ongoing cognitive/affective 
activity in which learning and development occur as participants interact. This process is mediated by languaging. 
Through a microgenetic analysis of selected representative excerpts from 11 one-on-one sessions, we illustrate how the 
interactions between Mike and the researcher create a positive affective context which affords multiple opportunities 
for ZPDs to emerge. During the emergent ZPDs, we observe how languaging brings together the cognitive and affective 
components essential for the participant’s continued development. Over time, Mike reclaims lost expertise and takes on 
new complex cognitive challenges. Outcomes for Mike include both cognitive development   and enhanced self-esteem.  
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                   Introduction 
 Our research is informed by a Vygotskian sociocultural 
theory   of mind (e.g., Swain, Kinnear, & Steinman, forth-
coming; Vygotsky, 1987) which claims that the source 
of psychological development is social and cultural. The 
research question we sought to answer in our study was, 
What is the role of languaging in the emergence of zones 
of proximal development co-created by two adults: a 
resident in a long-term care facility (LTCF) and a re-
searcher?  Languaging  is the shaping and organizing of 
higher mental processes through language use (Swain, 
 2006 ,  2010 ). A  zone of proximal development  (ZPD) is an 
ongoing cognitive or affective activity in which learning 
and development occur as participants respond to each 
other. The ZPD process is mediated by languaging. 

 We describe the emergence of ZPDs, in which positive 
affect was established, thereby providing a context in 
which the LTCF resident (Mike) reclaimed lost exper-
tise and took on new cognitive challenges. Outcomes 
for Mike included both cognitive development and 
enhanced self-esteem.   

 Languaging and the ZPD  
 Languaging 

 The literature in social psychology and gerontology has 
a great deal to say about communication. In general, 
communication is viewed as the sending and receiving 
of messages. The language of the messages has been 
studied from many perspectives. Some examples 
follow: (a) how gender or age is signaled in the message 
(Coupland, Coupland & Giles, 1991); (b) how respect, 
disrespect, caring, or paternalism, for instance, is signaled 
in patient-  doctor interactions (Candlin & Candlin,  2003 ); 
and (c) how   interactions take place between a cared-
for person and a caretaker (Ryan, Giles, Bartolucci, & 
Henwood,  1986 ). 

 Research   has documented the use of “baby talk” with 
infants and young children (Ferguson,  1964 ); “foreigner 
talk” with non-native speakers of a language (Freed, 
 1981 ); and “elderspeak” with older adults (Kemper, 
 1994 ; Williams,  2006 ). Characteristics of elderspeak 
include simplifi ed syntax, a slower rate of speech, and 
talking in the third person about an older adult who is 
physically present. This scholarly literature, both theo-
retical and empirical, contributes signifi cantly to un-
derstanding the nature of communication among 
different groupings of individuals. However, none of 
this literature draws on the   work of Lev Vygotsky 
(e.g., 1987)  , who identifi ed an aspect of communication 
beyond the exchange of information. He demonstrated 
that language is a tool of the mind, a tool that mediates 
our higher mental processes. Vygotsky’s claims were 
based on microgenetic and ontogenetic analyses of the 

relationship between language and thinking in which 
he showed that the internalization of language dramat-
ically, and over time, qualitatively changes an individual. 
When it is internalized, language takes on functions 
of organizing, planning, and monitoring, all of which 
mediate an individual’s cognitive/affective activity. 

 Languaging, as we have mentioned, is the use of language 
to mediate these higher mental cognitive and affective 
processes (Swain,  2006 ,  2010 ; Swain & Lapkin,  2008 ). If it 
were not for language, how would a person focus atten-
tion, consider the past, or plan for and imagine the fu-
ture? When language is used for these functions, the 
individual is  languaging . Language is a tool which “grows” 
meaning, completes thought, and gives voice to affect. If 
an individual is not given an opportunity to language, 
then the power to create meaning, to plan, to attend, to 
organize, and so on will dissipate. Thus, our study was 
designed to give older isolated adults the opportunity to 
once again engage in languaging. One way to encourage 
languaging is through engaging individuals in activities 
that are cognitively complex, necessitating the use of 
language to mediate thinking.   

 Zone of proximal development 

 Vygotsky described a ZPD as the difference between 
what an individual can do with the help of others (dis-
tributed cognition) and what that individual can do 
on his or her own (the internalization of what was 
formerly distributed). It is useful to think of a ZPD as 
actively created by two or more individuals engaged 
in a learning or teaching process in which a more 
knowledgeable person assists a less knowledgeable 
person through questions, prompts, and hints (Petrick-
Steward,  1995 ). As Aljaafreh and Lantolf ( 1994 ) sug-
gested, assistance given by the more knowledgeable 
person should be graduated, providing no more help 
than is necessary, thus allowing an individual still to 
exercise his or her agency. Assistance should also be 
contingent on the specifi c need of the learner and 
should be withdrawn as the learner internalizes the 
knowledge or process, thus developing from other-
regulation to self-regulation. In recent theorizing about 
the ZPD, the relationships among participants during 
a ZPD can be that of peers, in which at varying times each 
takes on the role of the more- or less-knowledgeable 
person (Donato,  1994 ; Swain & Lapkin,  1998 ). In our 
study, the researcher and Mike often alternated as the 
more-knowledgeable peer. 

 The fact that interpersonal relationships play such an 
important role in cognitive growth suggests, by exten-
sion, that affective factors are implicated in learning 
and development. Vygotsky ( 1962 ) referred to “the 
existence of a dynamic system of meaning in which 
the affective and the intellectual unite” (p. 8; see also 
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Mahn & John-Steiner,  2002 ). Vygotsky’s recognition of 
the inseparable link between cognitive development 
and affect is clear in this assertion:

  The separation of the intellectual side of our con-
sciousness from its affective, volitional side is one 
of the fundamental fl aws of all of traditional 
psychology. Because of it, thinking is inevitably 
transformed into an autonomous fl ow of thoughts 
thinking themselves. It is separated from all the full-
ness of real life, from the living motives, interests, 
and attractions of the thinking human. (cited in 
Wertsch,  1985 , p.189)  

  Goldstein ( 1999 ) drew on Noddings’ (1984) concept of 
 caring  to expand Vygotsky’s assertion that affect and 
cognitive growth are inextricably linked. Noddings’ 
ethic of caring model suggested interesting parallels 
with Vygotsky’s concept of interaction during a ZPD 
in which knowledge emerges as a result of interaction 
among participating individuals. In both carer and 
cared-for relationships and teacher-student relation-
ships, the relationships’ affective qualities are what 
permit a ZPD to emerge and develop in any given 
situation (Goldstein,  1999 ). 

 For Noddings ( 1984 ), the term caring does not refer to 
a quality; rather, it is an act. In every interaction, there 
is the potential to engage in a caring relationship 
between a caring person and a cared-for person. In 
Noddings’ caring model, there is reciprocity between 
acts of caring and acknowledgement of them. Acknowl-
edgement by the cared-for may take many forms (e.g., a 
simple smile or a thank-you), but it is an important 
aspect of the interaction because it validates the act of 
caring. This notion of caring is “contextually specifi c, 
rooted in the particularities of a specifi c pair of indi-
viduals in a concrete situation” (Goldstein,  1999 , 
p. 657), and it underlies teaching-learning contexts as 
well as health care encounters. This similarity provides 
a link between Vygotsky’s ZPD and Noddings’ caring 
encounters.    

 A Brief Literature Review 
 Literature in gerontology and psychology, although 
not informed by Vygotsky’s sociocultural theory of 
mind, lends support to our hypothesis that languaging 
mediates the cognitive/affective functioning of an 
older adult. This literature emphasizes the importance 
of sustaining a sense of well-being, of preventing lone-
liness, and of improving self-esteem in older people. 
These principles are inconsistent, however, with the 
practices of some caregivers. For example, in discuss-
ing communication between health care providers and 
older adults, Ryan, Meredith, MacLean, and Orange 
( 1995 ) noted lowered expectations on the providers’ 
part, the use of patronizing speech, a restricted range 

of conversation topics, and related phenomena. These 
factors can result in reduced self-esteem and possible 
withdrawal from stimulating activities on the part of 
the older adults (see also Lenchuk & Swain,  2010 ). 

 Cattan, White, Bond, and Learmouth ( 2005 ) conducted 
a systematic review of 30 studies that analyzed the 
effectiveness of various interventions to prevent lone-
liness and social isolation in older adults. They found 
that programs which were educational or provided 
social support resulted in signifi cantly reduced loneli-
ness and social isolation. Activities such as group 
discussions of health-related topics, skill learning, 
or participating in a health education program were 
effective in reducing feelings of loneliness and in 
improving self-esteem. In the quantitative studies 
reviewed by Cattan et al., judgments of effectiveness 
were made based on measures such as the University 
of California at Los Angeles loneliness scale  . Relatively 
few studies included a process evaluation. The re-
searchers also noted the dearth of studies on socially 
isolated individuals. In contrast, the study we present 
in this article focuses on a socially isolated individual 
and on the process by which the individual once again 
becomes cognitively and affectively engaged. 

 The effective interventions outlined by Cattan et al. 
( 2005 ) shared two principal characteristics with our 
languaging project. First, a number of the programs 
utilized cognitively challenging activities including 
education and discussion about topics of interest to the 
participants involved. Most of the activities selected 
for our research interventions were similarly chal-
lenging and included life history reportage, discus-
sions of classical   music and newsworthy current 
events, crossword puzzles, and poetry composition 
and analysis. Second, the successful programs ana-
lyzed by Cattan et al. targeted specifi c groups (e.g., 
women, the widowed, the physically inactive), and 
members of these groups were given a certain degree 
of control over, or were consulted prior to, the inter-
vention. This is signifi cant because it suggests that 
group members were able to exercise a degree of 
agency. Similarly, in the present study, the participant 
was consulted and his needs and interests were con-
sidered in planning the sessions with the researcher. 

 In the one-on-one (relatively ineffective) interven-
tions in the Cattan et al. ( 2005 ) review, it appeared 
that simple visiting and “chatting” did not reduce 
social isolation and feelings of loneliness in older 
adults. In our study, interventions were based on lan-
guaging, a cognitively demanding form of language 
use by the cared-for intended to mediate cognitive/
affective functioning that afforded opportunities for 
agentive action, cognitive development, and affective 
engagement.   
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 Research Methodology  
 Setting and participants 

 The study took place in a long-term care facility that, 
for purposes of this article, we have named Magnolia 
Place (MP). It was built approximately eight years 
ago, with spacious common rooms and corridors, 
and self-contained units for each half-fl oor, each 
with its own modern dining room, TV room, and 
recreational room. All 350 residents have private 
rooms. 

 For the larger study, fi ve participants were recruited 
from MP. We asked senior staff to use two criteria in 
recommending participants for the research team. One 
criterion for selection was that the resident show mild 
cognitive impairment. This was true of Mike, the focal 
participant of the present study (see below for a profi le 
of Mike). He scored 26 on the Mini-Mental State Exam 
(MMSE; Folstein, Folstein, & McHugh,  1975 ), on the 
border between the lower end of normal and mild 
dementia, before the languaging intervention. (See 
Barkaoui, Swain, & Lapkin, in press, for a discussion of 
test scores and their limitations.) 

 The second criterion for participant selection was 
social isolation: staff recommended residents who rarely 
had visitors and who therefore had little opportunity 
for sustained conversation. These people are alone 
because family and friends live at a distance, are es-
tranged, or have passed away. Such isolated individuals 
would have few opportunities to use language in a 
cognitively complex way, which, from the theoretical 
perspective taken in this study, could contribute to 
cognitive loss and impairment. In Mike’s case, his 
spouse (Anna) did visit almost daily, but her view was 
that their interaction had become routinized; she and 
MP staff reported that they usually sat in silence when 
they spent time together. In one of two conversations, 
Anna stated: “You know, you see married couples 
sitting in a restaurant and not a word is exchanged. 
That’s Mike and I now.”   

 The intervention 

 During the preparation for the multiple case study  , 
our team of researchers met regularly and devised a 
set of languaging activities that could be undertaken 
with residents to stimulate cognitively rich conver-
sations. Individual researchers chose among these 
activities based on what the residents found most 
appealing. Some of the researchers and residents 
chose to work in a sustained fashion on only a few 
activities (e.g., life history interview), while others 
(as in the case of Mike) attempted a greater variety 
of tasks, ranging from crossword puzzles to poetry 
writing.   

 Procedures and time frame 

 Each of fi ve researchers visited his/her participant over a 
6-12 week period, meeting approximately twice a week 
(in the spring, summer, and fall of 2006). The total number 
of meetings for each participant ranged from 10 to 12. 
Digital audio recordings were made which were subse-
quently transcribed. (Video recording was not possible 
under the terms of the ethical clearance we had received 
from our university.) In Mike’s case, 11 meetings were 
held over the period from late July to early September 
2006, about twice a week, each lasting approximately 45 
minutes. A 12th session involved going out to tea with 
Mike and his wife; during that time, the researcher had 
an opportunity to talk at length with Anna. 

 Three types of data were collected during the project to 
allow for triangulation of information: (a) the tran-
scribed sessions between the researcher and Mike; (b) 
conversations with Anna (at the time of data collection 
and again one year later) and an interview with a 
personal care worker (also one year later);  1   and (c) the 
researcher’s log that consisted of notes taken immedi-
ately following each session with Mike.   

 Selection of excerpts for analysis 

 The activities that the researcher and Mike did together 
were drawn from the bank of activities developed by 
the project team as a means of engaging the participant 
in languaging (i.e., effortful and cognitively demanding 
talk). Activities were selected from this bank according 
to the participant’s interests. In Mike’s case, they in-
cluded discussing a short story from  Reader’s Digest  on 
a musical theme, Mike’s life history, his ideas about 
life-altering events in history (e.g., the Second World 
War), his ideas about ground-breaking inventions (e.g., 
radar, television), the Residents’ Council at MP, poetry 
analysis and co-creating poems based on particular 
models, political events of the time, and so on. Each of 
these topics and activities resulted in languaging 
episodes that involved an intellectually challenging 
collaborative construction of meaning. 

 For the purposes of this article, we have selected repre-
sentative excerpts which illustrate the changing rela-
tionship between Mike and the researcher and their 
emergent ZPDs. The representative excerpts include a 
set illustrating changes in affect on Mike’s part; one 
illustrating Mike in the role of expert, resulting in 
increased self-confi dence; another involving the 
co-construction of a ZPD; and a fi nal, extended excerpt 
presenting a fully enacted ZPD.   

 Method of analysis: Microgenesis 

 Wertsch and Hickman ( 1987 ) described microgenesis 
in a Vygotskian framework as “the study of the 
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dynamic process of developmental change” (p. 252). By 
means of examples involving the interaction of a parent 
and child doing a complex puzzle, they demonstrated 
problem solving in progress, where the child moved 
from other-regulation to self-regulation. In Vygotsky’s 
conception of the ZPD, such movement can result from 
working with a more capable adult (in the case of a 
child), or with a more capable peer. In the microgenetic 
analyses of representative languaging excerpts that 
shortly follow, we describe turns the participants take, 
making evident the process of cognitive/affective 
change over time.    

 A Profi le of Mike 
 Staff members at MP identifi ed Mike as a participant for 
this study. At age 71, Mike had been in the LTCF since the 
wing he lived in opened two years earlier. Despite the 
daily visits of his spouse, Mike was considered to be so-
cially isolated. Staff described him as a politically minded 
individual, who had been a community activist; in fact, 
he had lobbied against the construction of the very LTCF 
in which he now resided. In addition, we were told that 
Mike had originally been involved in the Residents’ 
Council (an advisory committee of residents of the LTCF 
who represent the interests of all residents to the admin-
istration) at some time before the study began; however, 
according to the activity coordinator, he had lost interest 
and was no longer participating actively when the lan-
guaging sessions began. Some of the staff referred to him 
as depressed, although we do not know whether he had 
received an offi cial diagnosis to that effect. His MMSE 
score, as stated earlier, placed Mike at the border 
between the lower end of normal cognitive function and 
mild dementia. The test was administered by MP staff 
just before our intervention began. 

 First and foremost, Mike was a musician and a great 
lover of music; he could talk at length about particular 
musical genres and individual composers. In his youth, 
he studied the fl ute and the oboe, clarinet, tenor saxo-
phone, and bassoon, “all reed instruments and all double 
reed instruments,” as he put it. He played in military 
bands and performed in Ottawa, Montreal, and 
Toronto. The radio in his room was always tuned to 
CBC Radio 2, the publicly funded national broadcaster. 
His spouse was also musical, and before his fi rst stroke 
in 1996, they had played duets together. 

 Apart from his interest in music, Mike had worked as 
a social worker for many years and had had an exciting 
career working in Canada’s northern territories helping 
to establish First Nations’ artisan cooperatives. He had 
also been a vocational counselor, and although not a 
lawyer by profession, Mike had also been the director 
of a community legal clinic. With a fi rst wife, he had 
fi ve children, one of whom he saw once or twice a year, 

and a few grandchildren who lived some distance 
away and whom he did not see. 

 The transcripts illustrate the fact that Mike and the re-
searcher forged a bond through a shared interest in 
music and similar political beliefs, and that Mike en-
joyed and looked forward to the visits. Mike proved to 
be an interesting and pleasant individual, and gener-
ally took an active role in all of the tasks the researcher 
and he did together.   

 The Researcher 
 The researcher was an experienced applied linguist. 
Aged 61 at the time of data collection, she had been a 
professor at the University of Toronto for many years. 
Although she had considerable research experience, this 
project took place in a setting that was largely unfamil-
iar to her. Her knowledge of the elderly and LTCFs was 
limited for the most part to the reading and research she 
had done while co-writing the research proposal with 
the second author of this article and which resulted in 
the project receiving funding.   

 Overview of Data Analysis 
 In this section, we fi rst provide four short excerpts 
taken from sessions 2, 4, 7, and 8 that are evidence of 
Mike’s changing affective stance towards the researcher 
from controlling to accommodating; from asserting 
power to sharing it. Then we present an excerpt from 
session 5 which illustrates Mike – at this point and on 
this topic (the atom bomb) – as a self-regulated expert. 
Next, we discuss a languaging excerpt from session 3 
in which we see a ZPD enacted wherein the researcher 
and Mike together co-construct knowledge about the 
composer Vivaldi. In this excerpt, the intertwining of 
cognitive and affective processes is highlighted. Finally, 
we present two excerpts from session 8 during a 
lengthy interaction between Mike and the researcher 
(see Appendix A   for complete episode) in which a ZPD 
is fully enacted. Starting from a model “diamond 
poem” about winter and summer in which the content 
and structure are discussed, Mike and the researcher 
apply what they have learned to the co-creation of a 
new poem. This example shows how, due to the caring 
relationship that has been established, Mike allows 
himself to be prompted, questioned, and pushed to do 
what he claimed he could not do. The outcomes are 
learning (of word types), development (transfer of 
learning to a new context as well as a movement from 
other-regulation to self-regulation), and positive affect.  

 Mike’s changing affective stance towards the 
researcher 

 In visiting Mike, it soon became apparent to the 
researcher that one way in which he could assert his 
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 In session 2, the researcher was quite thrown by the 
radio’s loud volume. But Mike claimed (turn 18) that he 
had already turned it down. The researcher stated her 
preference for lowering the volume in turn 23, and yielded 
to Mike’s wishes (turn 25) when he balked at the idea. 

 A similar interaction occurs in session 4 (excerpt 2):   

 Excerpt 2, Session 4       

agency was through the control of the radio. The vol-
ume was often high, but he initially refused to turn it 
down even during the conversations between him and 
the researcher. Over time, he became more concerned 
about accommodating the recording of the sessions 
and offered to lower the volume. This shift in their re-
lationship is evident in excerpts 1 through 4 that follow.  

 Excerpt 1, Session 2         

   Turn  Mike  Turn  Researcher     

     17  Um, … So I’ve got a few of 
   these “Dear Ellie” … That’s 
   loud today, isn’t it? The 
   radio?   

 18  Why? It was louder 
   than that. I put 
   it down. 

 19  Did you? OK. Are you OK 
   with it like that?   

 20  Yeah, sure.  21  All right.   
 22  Are you OK with it?  23  Well, it’s a little … I’d like to 

   turn it down a little, but you 
   know, if you don’t want me 
   to, I won’t.   

 24  Well, I’d prefer you 
   not to. 

 25  OK, then I’m not going to.   

 26  OK.       

   Turn  Mike  Turn  Researcher     

     115  So that’s, that’s, I’m 
   fi nding that a little loud. 
   Could I just lower it a bit 
   and then I’ll put it back 
   up?   

 116  No, we can’t do that.  117  No. OK, we can’t do it?! 
   We did it the other day.   

 118  I know, but I don’t 
   want to do it. It’s 
   too low now. 

 119  Is it …   

 120  I asked my neighbour 
   if … if it was 
   disturbing her, 
   and    she said, 
   “No, not at all.” 

 121  No, no, I don’t think it 
   would disturb somebody 
   in a different room, but 
   we’re talking, so I’m 
   fi nding it a little 
   bit loud.   

 122  I’m not!  123  But you’re not. OK, well, 
   you’re the boss.   

 124  OK.  125  That’s the way it goes.   
 126  Great.       

   Turn  Mike  Turn  Researcher     

     1  … beautiful music. Lovely!   
 2  Yeah.  3  Isn’t that nice?   
 4  Is it, uh, too loud 

   for you? 
 5  It’s OK for me. How is it 

   for you?   
 6  Good.       

   Turn  Mike  Turn  Researcher     

 192  All right. The radio isn’t 
   too loud, is it? 

 193  I’m OK with it. How 
   are you?   

 194  Oh, I’m OK with it, too.       

 In turn 115, the researcher asked to lower the radio 
volume, attenuating her request with the phrases “a 
little loud” and “lower it a bit” and offering to raise 
it again after the session. Mike refused, and she 
pointed out: “We did it the other day.” Finally, she 
acknowledged that Mike was “the boss” (turn 123), 
and the session took place without further reference 
to the matter. 

 Over time, it became apparent that this issue around 
control over the radio volume refl ected an affective 
change in the relationship between Mike and the re-
searcher. In excerpts 3 and 4 below, Mike demonstrated 
his respect for the researcher and his desire to ensure 
her comfort.   

 Excerpt 3, Session 7       

 In excerpt 3, it was Mike who initiated an exchange 
dealing with the radio volume, asking in turn 4 if it 
was “too loud” for the researcher. On this occasion, she 
did not fi nd the radio too loud, and they agreed to 
leave it as it was. The same type of interaction occurs in 
excerpt 4 in which Mike asked in turn 192 whether the 
volume was acceptable, and they agreed (turns 193 
and 194) that it was.   

 Excerpt 4, Session 8           

 Languaging Excerpts 
 These excerpts, dealing with the radio’s volume, are 
not languaging, as languaging involves cognitively 
complex talk. These excerpts, however, can certainly 
be considered as negotiating the conditions for 
languaging. Next, we consider three representative 
examples of languaging, using microgenetic analysis 
to show how effortful, complex talk (a) demonstrates 
Mike’s expertise, (b) co-constructs knowledge during a 
ZPD, and (c) enacts a ZPD constituting learning and 
development.  
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 A lengthy and detailed conversation ensued in which 
Mike discussed the political implications of having 
nuclear capabilities, the so-called “Atomic Club”, the 
historical and current contexts of nuclear weaponry, 
and how countries could disarm. These opportunities 
to language were important to Mike. He became en-
gaged, interested, and keen to continue his discussions 
with the researcher. 

 Our claim is that through these opportunities 
to  language  as refl ected in excerpt 5, Mike’s mood 
and self-esteem (affect) changed. These cognitively 
complex exchanges between Mike and the researcher 
served to help Mike re-establish himself as a 
self-regulated, actively engaged, knowledgeable 
individual.    

 Mike as expert 

 The goal of the researcher was to provide opportu-
nities for Mike to language. Such opportunities often 
afforded Mike the chance to demonstrate his expertise. 
For example, on one occasion, during session 5, the 
researcher asked Mike to consider the most signifi -
cant event to have taken place in his lifetime. Mike 
emphatically declared, “the Second World War.” When 
the researcher asked him to elaborate, he provided an 
account (excerpt 5, below) of atomic energy.  

 Excerpt 5, Session 5       

   Turn  Mike  Turn  Researcher     

     44  And what’s the 
   signifi cance of 
   the atom bomb?   

 45  It changed the course of world 
   history. Uh, brought in, uh, 
   atomic energy and, uh, made 
   the elec … electricity a lot 
   cheaper, the, uh, peaceful use, 
   uses were, they found were 
   better than war-like use, uses, 
   and, uh, uh, the next thing, of 
   course was the atom, hydrogen 
   bomb, which was doubly 
   explosive and, uh, would, uh, 
   for the militaries it would kill 
   twice as many people. 

 46  I’m not actually 
   clear on the 
   difference 
   between an 
   atomic bomb 
   and a hydrogen 
   bomb. Are those 
   two different 
   things?   

 47  Uh, both are different things, 
   sure. One of them is nuclear 
   fi ssion, which is the atomic 
   bomb, and, uh, hydrogen 
   bomb is … uh, uh, the, uh … 
   two nuclear fi ssion 
   explosions taking place in
   (unintelligible). 

 48  Oh …   

 49  … which makes it doubly 
   explosive. 

      

 Co-constructing knowledge: The intertwining of 
cognition and affect during a ZPD 

 Over the 11 sessions, the researcher and Mike engaged 
in conversation about many topics. Music was a recur-
ring theme. In excerpt 6, from session 3, together the 
researcher and Mike re-constructed knowledge about 
the life of Vivaldi:  

 Excerpt 6, Session 3       

   Turn  Mike  Turn  Researcher     

     109  So then the other thing, you 
   asked me … you asked 
   me, you told me you 
   were very interested in 
   Vivaldi.   

 110  Right.  111  So I don’t know. I got some 
   information, um, but it’s 
   very dense. So maybe I 
   should pick out some 
   things about Vivaldi and 
   tell you about what it 
   says because it’s kind of 
   dense. You know what I 
   mean?   

 112  Right.  113  There’s a lot, a lot of 
   information. Too much, 
   maybe. So … um, do 
   you know what century 
   he lived in?   

 114  Uh, no.  115  Well, it was the baroque 
   period, right?   

 116  Oh, yeah.  117  So it was the late 1600s 
   and the early 1700s. 
   Yeah. And all kinds of 
   things here I didn’t know. 
   All kinds of facts I didn’t 
   know. Do you know that 
   he was trained for the 
   priesthood?   

 118  Yes.  119  You knew that?   
 120  Yes. He was called 

   the Red Priest. 
 121  Oh! And what did that 

   mean?   
 122  Well, it meant that 

   he wore a 
   cassock that 
   was, uh, uh red. 

 123  Uh huh.   

 124  And he taught, uh, 
   violin and 
   baroque music 
   to young 
   children, he 
   worked in an 
   orphanage. 

 125  Yeah.   

 126  And, uh, taught the, 
   uh, daughters of 
   the rich, and the 
   orphanage girls’ 
   orchestra … 

 127  Yes.   

Continued
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   Turn  Mike  Turn  Researcher     

 128  … as an orchestra, 
   and he taught 
them, taught them 
   baroque and, 
   uh, uh, his own 
   pieces, and … 

 129  Yeah. I didn’t know any 
   of that.   

 130  Yeah.  131  Yeah. So you’re right. It 
   says here he was … in 
   1703, he was appointed 
Maestro de Violino in one 
   of the Venetian, in 
   Venice, one of the girls’ 
   orphanages.   

 132  Hey!  133  Yeah. Exactly what you 
   said.   

 The researcher had done some research online on 
Vivaldi and had come to the session with some print-
outs to help her remember the details. She chose some 
points of information to talk about (turn 111), and 
established that Vivaldi lived in the baroque period, 
making sure in turn 117 that Mike knew when the 
composer lived. She then asked, “Do you know that 
he was trained for the priesthood?” At this point in the 
conversation, Mike began to provide information. The 
transition from other- to self-regulation appears to 
occur at turn 120. In turn 120, Mike stated that Vivaldi 
was known as the “Red Priest”, and the researcher 
asked for more information.  2   Mike supplied more 
details such as, in turn 124, that Vivaldi worked in 
an orphanage, and the researcher, who had been un-
aware of this, confi rmed from the reading material 
in turn 131 that Vivaldi did so starting in 1703. The 
outcome of this languaging episode is an under-
standing of Vivaldi that neither had at the start of 
their conversation. 

 It is apparent from this exchange that Mike was 
engaged in the conversation, and his tone of voice 
(the triumphant “Hey” in turn 132) suggested that 
he was pleased when the information he contributed 
to the discussion was later confi rmed. The unfolding 
(microgenesis) of this episode demonstrates how 
inextricably linked Mike’s emotive and cognitive 
processes are in his efforts to recall aspects of Vivaldi’s 
life.    

 A fully enacted ZPD 

 In session 8, the researcher engaged Mike in poetry-
writing activities. The fi rst involved writing a poem 
that has a diamond shape   on the page. She gave him 
the following poem as an example, printed in large, 
bolded font: 

  Winter    
  Rainy, cold  

  Skiing, skating, sledding  
  Mountains, wind, breeze, ocean  

  Swimming, surfi ng, scuba diving  
  Sunny, hot  
  Summer  

   Writing a diamond poem involves knowledge of the 
thematic content (e.g., winter and summer, as in the 
preceding poem), implicit or explicit knowledge of 
parts of speech (nouns, adjectives, verbs), and of the 
poem’s structure (number of words in each line). The 
researcher and Mike went through this poem, discuss-
ing what kinds of words (nouns, adjectives) were 
required in each line, the number of words in each 
line, and the content. Immediately following this, the 
researcher and Mike attempted to apply what they 
learned by writing a new diamond poem. Appendix A 
contains the entire text and accompanying notes on 
this lengthy languaging episode. 

 In the process of writing the new poem, Mike and the 
researcher worked towards a common goal, namely 
creating – in good spirits and respectfully – a diamond 
poem about music. A ZPD emerged through their lan-
guaging. During this ZPD  , we observe that both Mike 
and the researcher  learned  (specifi c vocabulary) and 
 developed  (transferred knowledge learned from the pre-
viously discussed model). 

 To establish context, at the time the poem was written, 
Mike was in bed, and he had the original, enlarged 
diamond poem in front of him. As they constructed the 
new poem together, the researcher printed the text 
they were creating on a blank sheet of paper. They 
drew on Mike’s expertise in music and the researcher’s 
expertise in language, and accomplished this cogni-
tively complex task successfully. A ZPD emerged in 
their interaction as indicated by the learning and 
development which took place. They went back and 
forth between the two poems to check the number 
and nature of words required per line. The activity 
began with the researcher’s suggesting that they write 
a diamond poem on the topic of music, one of their 
shared interests. The fi nal poem that Mike and 
the researcher composed follows, and the process of 
languaging that poem is shown in its entirety in 
Appendix A.

   Music    
  Playing, leading  

  Tonguing, conducting, blowing  
  Woodwinds, brass, strings, percussion  

  Conducting, leading, cleaning the instruments  
  Classical, instrumental  

  Quartet    

 In excerpt 7, the researcher challenged Mike to fi nd 
nouns for the fourth line of their new poem   on music 
that would parallel the model poem.  
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 The researcher tried to elicit the part of speech needed to 
fulfi ll the requirements of the fourth line of this diamond 
poem, asking Mike in turn 167 to name the category of 
words needed. He tried “verbs” (turn 172) and then 
“adjectives” (turn 174). She provided explicit help in turn 
177 with “nouns”, and he agreed (turn 178). Quite a few 
turns later (turn 232; see Appendix A) he proposed 
“woodwinds”, fi nally understanding what was required. 
In the next excerpt, we fi nd evidence of Mike’s learning.   

 Excerpt 8, Session 8       

 Excerpt 7, Session 8       

   Turn  Mike  Turn  Researcher     

     167  … What kinds of words are 
   those: mountains, wind, 
   breeze, and ocean?   

 172  Verbs.  173  Um …   
 174  Sometimes they’re 

   verbs. Uh, adjectives. 
   Descriptive adjectives. 

 177  I think they’re nouns: 
   mountains, wind, breeze, 
   ocean.   

 178  Right, you’re right. 
   Yeah, yeah. 

      

   Turn  Mike  Turn  Researcher     

     323  … the only thing we’re missing 
   now is a fi nal …what kind of 
   word is that [pointing to  summer  
   in the original diamond poem]   

 326  Descriptive.  327  Well, it’s not an adjective, is it?   
 328  No, it’s a 

   noun. 
 329  It’s a noun. So we need a fi nal 

   noun. We started with  music , but 
   we can think of another noun 
   that’s in the same domain, right?   

 330  Right.  333  What do you think?   
 334  No, what do 

   you think? 
 335  Oh, I’m not supposed to think.   

 336  [Chuckles]  337  [Laughs.]  You’re  supposed to think. 
   We’re in the general domain of 
   music, right?   

 340  Right.  341  So there are many nouns that fall 
   into the domain of music. For 
   example, what kind of piece is 
   this?   

 344  Baroque.  345  Yeah, but can we think of a noun?   
 346  Uh, quartet.  347  Yes! That’s exactly what I was 

   thinking. Either a quartet, or a 
   symphony, or a concerto, right?   

 348  Yeah. That’s 
   very 
   obviously 
   a quartet. 

      

 summer  in the original poem, she provided what 
Aljaafreh and Lantolf ( 1994 ) call “graduated and con-
tingent” assistance when she said, “Well, it’s not an 
adjective, is it?” Mike then suggested “noun” in turn 
328, about 150 turns after fi rst hearing and accepting 
the label “noun” that the researcher used. (The 
researcher had used “noun” in turn 177 in excerpt 7 
above, and in some intervening turns; see Appendix A.) 
This use of “noun” from the original context in turn 
177 to Mike’s applying it in turn 346 is an example of 
transfer from the original poem to the poem being con-
structed. This transfer of localized knowledge is what 
Vygotsky would consider as constituting  development . 

 When the researcher asked Mike in turn 341 what kind 
of music was playing on his radio, he responded by 
accurately describing it as baroque (turn 344). When 
she insisted on a noun, Mike used his newfound un-
derstanding of what a noun was to provide “quartet” 
(turn 346), evidence of his ability to apply newly 
acquired knowledge to the task at hand. 

 Evidence of the positive affect between the researcher 
and Mike can be observed in turns 333 to 337 where 
they shared a laugh when the researcher pointed out 
that she wanted Mike to do the thinking as they worked 
together. Finally Mike generated an appropriate noun 
(turn 346), “quartet”, and again exhibited confi dence 
and expertise as he declared in turn 248, “Yeah, that’s 
very obviously a quartet” (referring to what was playing 
on the radio in his room).     

 Triangulated evidence for the benefi ts of 
languaging 
 The claims we have made in this article are based on 
three sources of evidence: (a) the transcripts of 11 
sessions between the researcher and Mike, (b) the re-
searcher’s log, and (c) the conversations and interviews 
with Anna and Patricia (the personal care assistant). 
We have argued that the researcher’s interactions with 
Mike showed changes such as enhanced self-esteem. 
This was evident not only to the researcher, through 
Mike’s engagement and enthusiasm, but was also con-
fi rmed by Mike’s spouse Anna who reported (in the 
conversation that occurred one year after data collec-
tion), “You [the researcher] made him, as I said … he 
regarded himself better when he was able to speak 
with you” and “he was always more himself when 
you’d been there because, he was made to feel that he 
was still a mensch [a decent, admirable person], be-
cause he felt good about himself.” Anna believed that 
Mike was more outgoing, talkative, and even more 
affectionate with her after the researcher’s visits with 
him. Despite visiting Mike on a daily basis, Anna felt 
that she herself rarely had the energy to engage Mike 
in stimulating conversation. 

 Excerpt 8 begins with the search for a fi nal noun for 
the music diamond poem. When the researcher 
rejected Mike’s label of “descriptive” for the word 
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 Evidence of Mike’s increasing affective and cognitive 
involvement outside his room comes from the research 
log that the researcher kept, making entries immedi-
ately after each of her 12 visits with Mike. Just before 
their ninth session, the researcher ran into a staff mem-
ber who mentioned that Mike had begun attending the 
Residents’ Council meetings that he had given up 
before the data collection began. When the researcher 
remarked on this to Anna, she stated, “It’s a big change 
and I think part of it is due to talking to you and 
making him feel a little bit more valid. Valid as a 
person.” Anna also reported that her husband had re-
sumed getting up for breakfast (she used to come to 
MP every morning to feed him) and taking part in 
activities he had avoided for two years. 

 Patricia, a long-term care aide, also noticed a change in 
Mike’s demeanor during the languaging project. In an 
interview that took place about one year after the data 
collection with Mike, the researcher asked her if she 
would have characterized Mike as depressed when the 
languaging intervention began. She replied:

  Yes, it was accurate, but, um, I noticed since you 
were here he became more aware because he 
was looking forward to seeing you. And most times 
when you came, like when we’d tell him you were 
here, he was happy that you were here because 
he wanted to converse with you. He likes people to 
converse with, you know. He can hold a good con-
versation. So, I think at that time he was very 
happy.  

  Patricia also noted: “We [long-term care aides] would 
like to sit down and discuss something intellectual, but 
we don’t have the time.”   

 Discussion 
 We began with the question: what is the role of lan-
guaging in the emergence of a ZPD co-created by two 
adults: a resident in an LTCF and a researcher? To an-
swer this question, we made use of Vygotsky’s concept 
of the ZPD during which learning and development 
intersect. Development is seen as the movement from 
other-regulation to self-regulation, and as the transfer 
of localized knowledge to new contexts, both of which 
have been illustrated in the excerpts we presented. The 
concept of the ZPD also entails an intertwining of cog-
nition and affect. The act of caring as introduced by 
Noddings ( 1984 ), and interpreted within a ZPD frame-
work by Goldstein ( 1999 ), provides a basis for under-
standing the positive affect co-created by Mike and the 
researcher over time. In Noddings’ terms, the researcher 
enacted many acts of caring. In turn, Mike reciprocated 
for being cared-for by thanking the researcher on a 
number of occasions and by actively engaging in the 
tasks the researcher and he did together. 

 The researcher’s goal was to encourage Mike to language; 
however, pursuing this objective took into account 
Mike’s needs and interests. The researcher was in-
tensely aware that she had entered Mike’s personal 
space and that he had graciously agreed to participate 
in the study. As a result, she accommodated him in any 
way she could. For example, she acquiesced when he 
insisted on keeping the radio volume up; she tried to 
fi nd discussion topics that were of personal interest to 
him; and she searched out information he sought. Just 
as the individuals in the interventions reviewed by 
Cattan et al. ( 2005 ) were interested in the topics they 
were learning about in their discussion groups, Mike 
was interested in both the topics he and the researcher 
discussed and in their joint activities. The researcher 
recognized that Mike would language more if she pro-
posed topics and tasks that were of interest to him. 
When he was interested in a topic, he would language 
at length and would take pride in impressing her with 
his extensive knowledge. 

 We have showed that, over time, Mike’s need for 
control and asserting power shifted. We interpret 
this shift as being one outcome of the opportunities 
the researcher provided for Mike to language, thereby 
demonstrating himself to be a competent, knowledge-
able, agentive person. The change in affect created the 
conditions for Mike to be willing to engage in activities 
that were cognitively complex for him. Languaging 
mediated the higher-order mental thinking he did, 
both to internalize new knowledge and to externalize 
emotions, prior knowledge, and new thoughts. By lan-
guaging, Mike re-created his lost self for others and for 
himself to experience. 

 Implementing languaging activities can be viewed as 
diffi cult and labour-intensive. To support and encourage 
languaging, the research team is developing a hand-
book for volunteers at long-term care facilities, to trans-
mit the insights of its case studies. Our goal is to help 
volunteers (and LTCF staff) to understand the value of 
languaging  by the cared-for , and to provide volunteers 
with ways to encourage languaging by the residents 
they assist. In this way, volunteers can help the older, 
isolated adults they visit to forestall cognitive and emo-
tional deterioration; as well, they can help these adults 
rebuild self-esteem and regain a sense of control.     

 Notes 
     1     A new application for ethical clearance was required 

since we had not foreseen that we would interview staff 
or Mike’s spouse from the outset of the project. This ac-
counts for the one-year gap between data collection and 
the interviews.  

     2     This is similar to what Lantolf and Ahmed ( 1989 ) reported 
in their study of an ESL speaker who shifted from other- to 
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self-regulation in order to talk about the topic of religion 
that was of intense interest to him.  

     3     This languaging episode begins at turn 135 in the original 
transcript. Some turns have been omitted   from the 
sequence in this table; these are turns that are repetitive, 
often overlapping, and that we judged to be redundant.    
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   Turn  Mike (M)  Turn  Researcher (R)  Notes     

     135  What if we did one [a poem] that’s 
   on a completely different topic? … 
   How about music? 

    

 138  Music, yeah. OK.  139  Let’s see if we can do one on 
   music … So we know the fi rst 
   word is going to be music. 

 R activates prior knowledge, because the 
   fi rst diamond poem written together served 
   as the model for this one.   

 144  Right, right.  145  And then the next thing we need 
   to fi gure out are two adjectives. 

    

 146  Playing … and leading.  149  Yeah, OK. Good. And …     
 150  Music, uh, tonguing.  151  Tonguing … What else is there? 

   You’re thinking about your own 
   instrument, aren’t you? 

 As a fl ute player, M is referencing his own 
   experience and expertise to produce the 
   technical term tonguing (unknown to R).   

 154  Exactly.  155  That’s good. That’s good …What 
   else do you do? … With the fl ute, 
   for example? You tongue, but you 
   do some other stuff too. 

    

 160  Tonguing, yeah. Uh, 
   leading – I had said that. 
   Tonguing, leading, 
   tonguing, conducting. 

 161  Good,  conducting . How about … 
   with a reed instrument, do 
   you blow? 

 R prompts with another, less technical term.   

 162  Uh, yes.  163  Shall we put  blowing ?     
 164  Blowing, yeah.  165  That’s good, because so far we have 

    music ,  playing ,  leading ,  tonguing , 
    conducting ,  blowing . Now on the 
   fourth line, they have four … what 
   kinds of words do they have? 

    

 166  Swimming.  167  No, what about this line here, 
   1, 2, 3, 4? What kinds of words 
   are those: mountains, wind, 
   breeze, and ocean. 

 In turn 166, M is reading from the 5th line 
   of the original (model) poem.   

 172  Verbs.  173  Um …  They are nouns.   
 174  Sometimes they’re 

   verbs. Uh, adjectives. 
   Descriptive adjectives. 

 177  I think they’re nouns: mountains, 
   wind, breeze, ocean. 

 R helps M with metalinguistic terminology, 
   supplying the word “nouns” as well as 
   the nouns used in the parallel  winter  
   model.   

 178  Right. You’re right. 
   Yeah, yeah. 

 179  So one thing we haven’t done here 
   is to name any instruments. 

 R suggests naming instruments as nouns 
   they can use in the fourth line of their 
   new poem.   

 182  OK, what line do you 
   think that should go on? 

     R realizes that a copy (in large print) is 
   needed so that Mike can see the 
   emerging poem more clearly, so she 
   writes it out.   

     201  That’s big enough. OK, so on this 
   one we’ve done the fi rst line, 
   we’ve done the second and third 
   lines, and now we’re up to the 
   fourth line which has 4, what 
   kinds of words? Four? 

    

 206  Why are there three words 
   here? Three lines? 

 207  Yeah. That’s your three, but we’re 
   going to write the fourth one 
   now… . So we have here … 
   these are nouns, right? Mountains, 
   wind, breeze, ocean. 

 In turn 206, M is looking at the new poem 
   R has written out, with only the fi rst three 
   lines completed.   

 214  Right.  215  So we need to write four nouns 
   relating to music. 

 R repeats the requirement for four nouns.   
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 215  Uh, well, like I said, 
   conducting, leading … 
   cleaning the instrument 
   is important. 

 221  OK, let’s put it down. And then 
   we’ll see how it fi ts. I’ve got it all 
   down here. But one thing that 
   occurred to me … if we want to 
   make it parallel to what we saw 
   here, this is the one we already 
   analyzed … we could put the 
   names of some instruments here 
   because these are mountains, 
   wind, breeze, and ocean. Those 
   are nouns, right? 

 R accepts M’s contribution, draws M’s 
   attention to the model, suggests again the 
   parallelism between nouns used in model 
   and the names   of instruments.   

 230  Yeah.  231  So for our fourth line …     
 232  Woodwinds, 

   woodwinds. 
 233  Yeah, Ok, we need four of them. 

   Can we get four? Woodwinds … 
 M provides a category of instruments as his 
   fi rst noun.   

 234  Uh, brass.  235  Yeah, anything else?     
 236  No.  237  We really need four.  M appears to give up but the researcher 

   pushes him to generate more categories 
   of instruments.   

 238  Oh.  239  I’m going to write them out for you.     
 240  OK.  241  Woodwinds, brass, there’s other 

   sections of the orchestra, right? 
 R prompts M again, pushing him to name 
   other sections of the orchestra.   

 242  Yeah, but I don’t 
   play that. 

 243  No, you don’t play them …  R essentially asks M to go beyond his 
   personal experience and consider the 
   larger context of the full orchestra.   

 244  There’s strings, strings.  245  Yeah, let’s put that down. And there’s 
   one more, I think. 

 M accepts R’s challenge.   

 246  Percussion.  247  That’s it. OK, now I’m going to write 
   those down there. …Then I’ll do it 
   on the computer, but not now. 

    

 250  OK.  251  This is going to be nice. Can you 
   read the fourth line? 

    

 252  Yeah. You want me to 
   read it now? 

 253  Read it out.     

 254  Wind, brass, strings …  255  Percussion.     
 256  Percussion, yes.  257  So we’ve almost fi nished. We’ve 

   done 4 lines and we need 3 more, 
   all about music. So let’s see. You 
   had already given me some ideas 
   for the next one because the next 
   one is 3 more gerunds, see. 

 R points to model when she says “see”.   

 258  Right.  259   Swimming ,  surfi ng , and  scuba diving . 
   So you already gave me 
    conducting  … 

 R reads from original model.   

 260  Leading.  261  Leading and cleaning the instruments.     
 262  That’s right.  263  So why don’t I write that down?     
 264  OK.  265  Then we’re only going to have 

   2 lines left after that. 
    

 266  Yeah, yeah.  267  OK, I can’t make it the right shape, 
   but I will on the computer. 

 They shift topics for a few minutes to talk 
   about the possible performance of a 
   string quartet at MP.   

     303  OK, so here’s what we have so far, 
   and I’ll tell you what we still need. 
   The next line, see this was those two 
   words,  sunny  and  hot . 

 R points to the model, “sunny and hot”.   

 304  Sunny and hot.  305  What kinds of words are they?  R refers again to model poem, asking for 
   the part of speech of words in the 
   penultimate line of the poem.   
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 306  With respect to 
   musicianship? 

 307  Yeah. What kind of words are they?     

 308  Oh, descriptive.  309  That’s right. So can we get two 
   descriptive words to put in ours? 

 R makes it clear that this poem is a 
   collaborative effort by using “our”. Also 
   note, throughout this episode, R’s use 
   of “we.”   

 310  No, I can’t.  311  Well, OK. Let’s just think about it. 
   What kind of music is playing 
   there [i.e., on the radio in Mike’s 
   room] right now? 

 Again, M. appears to give up. R again 
   challenges M by drawing his attention 
   to a concrete, ongoing aspect of their 
   current context.   

 312  Classical.  313  What’s wrong with that? That’s an 
   adjective. 

    

 314  Why not?  315  I can think of another word that 
   would describe this kind of music. 

 R prompts M to think of another adjective.   

 316  What?  317  Well, see if you can come up with it.     
 318  Instrumental.  319  Yeah, that’s nice.  M generates another adjective.   
 320  Yeah.  321  That’s great. Another word I thought 

   of, but I don’t know if you would 
   agree with me. Would you call this 
   baroque? 

 R suggests an alternative.   

 322  Yes, yes; it sounds 
   like Telemann. 

 323  I think so … We’ve got 2 good ones, 
   so the only thing we’re missing now 
   is a fi nal … what kind of word is 
   that [pointing to  summer  in the 
   original diamond poem]? 

 M displays his knowledge of music by 
   naming the composer of the piece of 
   music playing on the radio.   

 326  Descriptive.  327  Well, it’s not an adjective, is it?  R implicitly corrects M.   
 328  No, it’s a noun.  329  It’s a noun. So we need a fi nal noun. 

   We started with  music , but we can 
   think of another noun that’s in the 
   same domain, right? 

 M comes up with the correct metalinguistic 
   term, noun.   

 330  Right.  333  What do you think?  The next few turns illustrate the cognitive/
   affective link that has been established 
   between the two participants. Laughter 
   and chuckles refl ect the positive emotional 
   climate they have created together. This 
   creates the opportunity for R to push one 
   fi nal time to complete the poem in a 
   unifi ed cognitive/emotive moment of 
   triumph for both participants.   

 334  No, what do you think?  335  Oh, I’m not supposed to think.     
 336  [Chuckles]  337  [Laughs]  You’re  supposed to think. 

   We’re in the general domain of 
   music, right? 

    

 340  Right.  341  So there are many nouns that fall into 
   the domain of music. For example, 
   what kind of piece is this? 

    

 344  Baroque.  345  Yeah, but can we think of a noun?  R acknowledges M’s expertise but pushes 
   him to fi nd a noun for the fi nal line of 
   the poem.   

 346  Uh, quartet.  347  Yes! That’s exactly what I was thinking. 
   Either a quartet, or a symphony, or 
   a concerto, right? 

    

 348  Yes. That’s very obviously 
   a quartet. 

 349  Yeah, exactly.  M is asserting expertise and confi dence.   

 350  Flute quartet, yeah.  351  Just your kind of thing, right?  R acknowledges M’s expertise.   
 352  Exactly.         
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