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5. “MISS! I’M DONE!” FINISHING CRAFTS ASSIGNMENTS AS 

A SITUATED ACTIVITY SYSTEM IN PRESCHOOL
28

 

 

ABSTRACT 

We describe the Situated Activity System of finishing crafts assignments in preschool: 

the specific, routinized way that child and teacher jointly close the child’s crafts 

assignment, employing a specific discourse pattern. We analyzed the interactions of 

14 Dutch children between 2;1 and 3;10 years old while they were finishing their 

crafts assignments. The finishing of crafts assignments takes a routine format: the 

child indicates ‘being done’, the teacher acknowledges this and the child enters a new 

activity. By participating in the situated activity of finishing crafts assignments, 

children learn to assess when they are done, to indicate this to their teacher, and to 

participate in the ritual sequence of the closing activity. The situated activity system 

of closing crafts assignments is a context in which children are beginning to be 

socialized in to the academic discourse practice of task fulfillment. 

 

5.1 INTRODUCTION 

Daycare and other early (educational) settings are the first settings in which children 

experience social life outside the family and thereby prepare children for participation 

in later organized settings, like school. Children in early childhood education settings 

are beginning to be socialized into the routines, procedures, and ways of talking in the 

classroom. We will illustrate this socialization with a specific activity in Dutch 

preschool classrooms (for children aged 2;6 to 4;0) that is relevant for future 

participation in more formal school assignments: crafts assignments. Before we will 

turn to preschool crafts assignments, we give an overview of early childhood 

education in the Netherlands, since childhood education is influenced by local and 

cultural beliefs (Huijbregts, Leseman & Tavecchio, 2008; Tobin, Wu & Davidson, 

1989).  

In the Netherlands, compulsory school attendance starts at age 5, but most 

Dutch children enter kindergarten (which is integrated in the primary education) at 

age 4. Children younger than age 4 can attend preschool or day care. Preschools have 

an educational goal and aim at providing children new experiences, while day care is 

primarily organized to enable parents to go to work. Children can enter preschool 

from around 2;6 years (Jepma et al., 2007). Two thirds of the children between 2;0 

and 4;0 years old attend preschool (Westenbrink & Versteegen, 2006).  

Preschools started as playgroups organized and conducted by parents in the 

1960’s and were meant to increase the child’s (social) experiences. Over the years, 
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preschools have become more professional, with a larger emphasis on educational 

activities and a goal of reducing and preventing learning- and language delays of ‘at 

risk’ children (van der Vegt et al., 2007; e.g. those with poorly educated parents 

and/or from minority language groups with Dutch as their second language; van 

Kampen et al., 2005b).  

The professionalization of preschools and their role in preventing 

developmental delays led to a focus on the cost and effectiveness of early childhood 

education (ECE) programs. Among the most frequently used ECE programs in the 

Netherlands are Piramide (used by 51% of Dutch municipalities) and Boekenpret 

(which is used by 29% of the municipalities, and can be combined with other 

programs, like Piramide; Jepma et al., 2007). Piramide is a highly structured program 

with a strong emphasis on cognitive development, in which individual extensive 

tutoring is available when necessary (van Kuyk, 2000). The main aim of the program 

Boekenpret (related to Bookstart, Booktrust, 2009) is to stimulate literacy 

development. To reach this goal, preschools, libraries and health centers work 

together to expose children and their parents to a wide variety of books and reading 

experiences (van den Berg & Middel, 1996; van der Pennen, 2001).  

Half of the at risk children currently attend preschool with an ECE program. 

The Dutch government aims to reach all at risk children from at-risk families, lest 

they are irreversibly disadvantaged when they enter the educational system as ‘old’ as 

age five (Dijksma, 2008; Ministerie van Onderwijs Cultuur en Wetenschap, 2008b). 

Early childhood education has come to be considered  important for preparing all 

children, particularly those from at risk backgrounds, for formal education (den Elt et 

al., 1996). Compulsory school attendance may start at age five, but many children 

enter preschool/day care years earlier and are already beginning to be socialized into 

the educational system from age 2;6. 

To understand how early childhood education can influence certain aspects of 

children’s development, we study how different activities in preschool are unique 

contexts for learning. In this paper, we investigate the context of crafts assignments, 

to see if and how children use early academic discourse practices in the supervised, 

routinized closings of the assignment. Crafts assignments are one of the more 

structured activities in Dutch preschool classrooms: the activity is teacher-directed, 

the teacher defines a clear end-state and often the children get instruction on how to 

work towards that end state (Leseman et al., 2001). Crafts assignments are an early 

form of the obligatory, teacher-directed tasks that children will encounter many times 

in their future school life. In addition to ‘curricular’ knowledge, children need to 

know how to participate in various classroom practices (Björk-Willén & Cromdal, 

2009; Cazden, 2001; Mehan, 1979; Mehan, 1984). Successful performance of teacher-
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directed activities is a key component of overall academic success, and preschool 

work situations can prepare children for such demands. 

 

5.2 THEORETICAL BACKGROUND 

5.2.1 Task-like activities in preschool 

The three basic activities in Dutch preschools are: circle time, free play and ‘work’. In 

a study on learning in kindergarten, Leseman, Rollenberg and Rispens (2001) defined 

work as a situation, organized by the teacher, in which a group of children sit at a 

table doing for example crafts or drawing. Berenst (2003) identified instruction as the 

key element of work and he described how the teacher in preschool uses instruction to 

let a small group of children do certain things in a prescribed way. In this paper, we 

define work as an activity, organized by the teacher, which is obligatory to the 

children and in which the children must follow the teacher’s specific directions. One 

activity that meets our definition of work is the crafts assignment (but not free crafts: 

when children choose to draw or glue during free play, are free to make whatever they 

want to and can quit the activity when they want to, we do not consider this work).  

Crafts assignments activities are common in preschool and kindergarten 

(Janssen-Vos & Laevers, 1996). Examples of crafts assignments are: decorating a 

strawberry shape with snippets of paper, decorating a strip of paper which will later be 

turned into a hat, and assembling a snowman from pre-cut shapes. The main features 

of this type of tasks are: a) end products look alike across students, the main 

differences are in the neatness or sloppiness of the work; b) the teacher makes an 

example and gives instruction on how to work; c) apart from decorations, creativity is 

often not appreciated.  

There is some work on the effect of classroom crafts activities on cognitive 

and social emotional development, attention, motor skills and specific crafts skills 

(Beeldendonderwijs, 2007; Braswell, Rosengren & Pierroutsakos, 2007; Breeuwsma, 

1994; Dunsmore, Halberstadt & Robinson, 2004; Fair, Vandermaas-Peeler, Beaudry 

& Dew, 2005; Leseman et al., 2001; Stewart, Rule & Giordano, 2007), but the more 

structured forms of crafts tasks are less studied than those that employ creative 

expression, like free painting or drawing (Breeuwsma, 1994; Gardner, 2006 [1989]). 

It is not our intention to discuss the possible need for more creativity and child-

initiative in crafts assignments; instead we want to focus on the activity of crafts 

assignments. We think crafts tasks might be important contexts for socialization into 

the situated educational practice of working on a task. We will study crafts 

assignments as a Situated Activity System (Goffman, 1961) to explore this idea. 
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5.2.2 Situated activity systems and early academic discourse practices 

Goffman (1961) introduced the notion of Situated Activity System (SAS) to refer to 

encounters in which people perform “a single joint activity, a somewhat closed, self-

compensating, self-terminating circuit of interdependent actions” (Goffman, 1961, 

p.96). Goodwin defines a Situated Activity System as “the range of phenomena 

implicated in the systematic accomplishment of a specific activity within a relevant 

setting” (Goodwin, 1997, p.115). A Situated Activity System provides a global 

structure of a routine activity, in which verbal and nonverbal acts are connected. 

Within this global structure, with norms and procedures, participants are working 

towards an end state. There is variation in the ways participants locally construct the 

different moves in the routine pattern, but globally, they are oriented to the structure 

of the SAS. The washing and dressing activity in a nursing home is an example of a 

situated activity system (Mazeland, 2007), in which participants are oriented to a 

fixed sequence of activities which have a clear endpoint, in this case ‘being dressed’. 

Situated Activity Systems often develop in institutional settings, like workplaces or 

schools. 

Children (and other novices) learn by participating in the practices of the 

community. These practices are not static, and evolve when new members join the 

community, or as Wenger puts it: a “practice is a shared history of learning” (1998, 

p.102). Many routine activities are structured by a SAS, for example children’s 

games, like hopscotch, have specific roles, rules, acts, order of events and orientation 

to relevant objects (like the hopscotch diagram) in a joint participation framework 

(Goodwin, 1997; Goodwin, 2007). 

Another example of a Situated Activity System is gift opening during birthday 

parties (Good & Beach, 2005). Good and Beach analyzed the routine activity of 

receiving birthday presents of a young girl from her 3
rd

 to 10
th

 birthday. They 

described the routine of birthday gift opening and argued that by participating in gift 

opening interactions, children develop a competence in doing the actions of the 

activity and, more general, learn to manage social relations and to give appropriately 

positive reactions to others.  

More ‘educational’ activities, like object labelling, can be structured by a SAS 

as well. Björk-Willén and Cromdal (2009) describe among others how two bilingual 

children in an Australian preschool reproduce an object labeling activity during free 

play and show they have learned the features of this educational practice: they 

organize their turn taking by reproducing an IRE sequence (initiation-reply-

evaluation; Mehan, 1979), take the roles of teacher and student and switch to English, 

the language of instruction in their classroom. 
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Another example of the occurrence of SAS in preschool classrooms is the routine of 

attendance checking during circle time, as described by Berenst (2003). The 

attendance checking in preschool classroom is a sequence of elicitations in which the 

teacher repeatedly, in a similar manner, invites a child to confirm his presence. This 

routine has a practical, administrative goal for the teacher and at the same time it is a 

context for children to experience this school-specific way of using language, which is 

also used in kindergarten and in later classroom settings. The attendance checking 

routine in the study of Berenst has the following basic structure:  

 

Teacher: is [name C1] there? is [name C1] er ook? 

Child 1: yes Miss ja juf 

Teacher: well done goed zo 

 

The structure of this routine is quite strong: the teacher only varies her question when 

the child does not respond and yes Miss is clearly the preferred response to be given 

by the children. The attendance checking routine is very simple, but children have to 

learn it in preschool, as kindergarten teachers of 4 and 5 year old children expect them 

to be able to participate in this specific participation structure.  

The routine of attendance checking is just one example of the school-specific 

participation structures children must learn to be able to participate successfully in 

classroom settings. Classroom participation is made up of many classroom discourse 

practices, since different (learning) situations are related to different discursive 

practices (Kovalainen & Kumpulainen, 2005). Different aspects of children’s 

everyday life are structured according to local routines and participation frameworks 

(Cromdal, 2008). These sociocultural practices in preschool classroom are generally 

not explicated by the teacher. They are merely reproduced by the way the teacher 

structures the routine interactions and this way the teacher orients children to 

participation structures appropriate for that given activity.  

Verbal moves are an essential part of Situated Activity Systems. By 

participating in a SAS, children learn to participate in the discourse structure of that 

routine interaction. By participating in classroom routines, young children therefore 

learn specific ways of using language. Spoken and written language are very 

important in school because language is the medium by which learning is conveyed, 

by which social relations in the classroom are managed and by which children can 

express themselves (Cazden, 2001; Mehan, 1984; Mercer et al., 1999; Wells, 2006). 

In school, children are involved in academic discourse practices: a combination of 

educational and educated discourse practices. Educational discourse practices refer 

to the way children talk when they behave like a pupil in class and educated discourse 
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practices refer to the way they use language to think and to communicate (Mercer, 

1995). Educated discourse practices can also occur in home situations, but this varies 

between families and social economic class (Gee, 2004; van der Geest, Gerstel, Appel 

& Tervoort, 1973; Wells, 1986). 

Beginning pupils will need to learn the ways of interacting and using language 

at school. Some children are prepared for this way of talking at home, but others come 

from different cultures or families and are less familiar with the language of schooling 

(Gee, 2003; Snow, Dubber & de Blauw, 1982; Wells, 1986). It is important that all 

children have the opportunity to familiarize themselves with the conventions of 

academic discourse in preschool so that they can participate in elementary school.  

In this paper we study the Situated Activity System of finishing crafts tasks as 

a context for learning classroom conventions and as a preparation of the practice of 

doing assignments in school. ‘Being a good pupil’ means to know classroom 

conventions and to act upon them. The cultural practice of ‘finishing an assignment’ 

is such a classroom practice that children need to know to succeed in school. In our 

preschool setting, we will focus on the common assignment of making a craft. Our 

research question is: What elements of emerging academic discourse practices can be 

learned from participating in the SAS of finishing crafts assignments? To be able to 

answer this question, we need to know what the SAS of finishing crafts assignments 

in preschool looks like. We will start with a description of the practices during 

finishing crafts assignments and turn to their role in learning and development later.  

We chose the activity of crafts assignments because it is one of the more 

school-like tasks in preschool classrooms. Social hierarchy between the child and the 

teacher is a feature present in all classroom interaction, but is especially present in 

assignments, where the child is much less free to follow his own ideas than during 

other preschool activities. We specifically focus on closings of crafts assignments, 

because this part of the activity is a joint construction between the child and the 

teacher. While openings are relatively simple moments of agreement in which 

participants mark the start of an activity (Atkinson, Cuff & Lee, 1978; Schegloff, 

2007; Zimmerman, 1984), closings are complex joint constructions, rooted within the 

ongoing activity. Interaction partners need to bring the activity to a close together (see 

Church (2009), on closings of children’s disputes), and an attempt of one partner to 

initiate a closing (a pre-closing) may or may not lead to a closing of the conversation 

(Schegloff & Sacks, 1973). We chose to focus on the closing of crafts assignment, 

because this phase of the crafts assignment has the most complex structure and 

requires the child and teacher to jointly work towards a mutual end state.  
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5.3 DATA  

The data in this article are drawn from the PRACTING project, a broader study 

investigating pragmatic development in preschool. In this longitudinal project, 25 

children are followed from approximately 2;6 to 4;0 years old in their preschool. The 

children’s interactions during the day at preschool are recorded every three months. 

Recordings are made with a recording device that is sewn into a little jacket. 

Individual audio recordings for every focal child and an overview video recording are 

made. The recording device is hidden to make the recordings as unobtrusive as 

possible.  

We drew a collection of 30 fragments of interactions during crafts assignments 

from the PRACTING corpus. We selected the two preschools in our corpus in which 

crafts assignments occur most regularly and analyzed crafts assignments from boys 

and girls at a variety of ages to get a full view of the practice of closing crafts 

assignments. The two preschools in our selection are located in middle sized towns in 

the North of the Netherlands. Both preschools use the literacy promoting program 

Boekenpret, one preschool also uses the center-based program Piramide (both briefly 

described earlier in this paper). The 30 fragments in our collection take place around 7 

different crafts assignments. The children used glue in all of their crafts assignments. 

The 30 selected fragments include 14 children (9 girls and 5 boys). For most children 

we included multiple crafts activities at different ages to make a selection with a wide 

age range from just over two to almost 4 years old (2;1 to 3;10). The duration of the 

crafts assignments varied widely: from under 4 minutes (3:42) to almost 24 minutes 

(23:53). For an overview of the collection, see appendix F. 

Selections of our recordings are transcribed using Jeffersonian conventions 

(Jefferson, 1984). Methodologically, our focus is on the discourse structure of the 

closing of crafts assignment and we supplement our findings with some quantitative 

data about the occurrence of the different patterns and moves.  

We study situated practices, which are by definition specific for a community. 

We should therefore beware of differences between the two preschools in how they 

organize their crafts practices. The preschools differ in practical organization of the 

crafts task (all children work at a time or children work in smaller groups, see picture 

1) and in the amount and level of detail of instruction (Hamstra, 2009). However, the 

closing of the crafts assignments is organized similarly in the two classrooms, as we 

will show later. 
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Picture 1. Organization of the crafts assignment. Left: whole group setup, where all 

children work at the same time (most children are already done); right: small group 

setup, where 3 or 4 children are working at the same time. 

  

 

5.4 RESULTS 

Children and teachers are oriented towards a closing routine when they are jointly 

constructing the finishing of the activity. We schematized the discourse pattern of this 

closing routine by describing the action slots of the teacher and the child (see figure 

1). In the collection of crafts assignments, there is almost always some kind of verbal 

closure: in 29 out of 30 times a child or teacher refers to finishing the activity by 

saying something before or after the child left the crafts scene. The case where there is 

no verbal closure is Miranda’s at 3;3 years old. Miranda is seated next to Peggy (3;10) 

when they are working on their craft. Peggy is involved in a closing routine with the 

intern and leaves the crafts scene and Miranda follows her. In this case, Miranda was 

not involved in a closing routine herself, but her neighbor Peggy was. Miranda tags 

along with Peggy without saying anything and without the intern commenting on this. 

In all other cases, children and teachers are involved in individual closing routines. 

The closing sequence is of course embedded in the context of the total crafts 

assignment. Several phases in the assignment already took place: a child got a turn, 

received instruction and worked on the craft. In other words, the closing routine 

follows a period of work. The top arrow in the scheme, coming from ‘nowhere’, 

indicates that the closing activity is jointly constructed from within the crafts 

assignment. The closing routine consists of a preferred route -indicated by the bold 

boxes and bold arrows- and several optional additional moves. Not all moves are 

necessarily verbal; the discourse pattern can be filled with some nonverbal moves as 

well. The routine ends when the child enters a new activity. Entering a new activity is 

not part of the closing routine anymore, but since it marks the finishing of the closing, 

it is part of the scheme, below the dashed line. The moves in the white boxes are slots 

to be taken by the child and the moves in the gray boxes are to be taken by the 

teacher. 
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Figure 1. Schematized discourse pattern of the closing routine of crafts assignments 

  

 

The basic, most straightforward closing pattern is indicated in bold in figure 1: the 

child indicates to the teacher that he is done, the teacher acknowledges the child’s 

indication and may give positive evaluation and the child leaves the crafts context and 

enters a new activity. In addition, the child may explicitly ask for the teacher’s 

attention before indicating ‘being done’. This pattern occurs most frequently in our 

corpus (occurrences are given in table I). The teacher may also scaffold the child into 

taking his action moves by eliciting a closure indication from the child. By responding 

with an agreement token, the child is helped to take his slot with minimal effort. Both 

types of routes are illustrated in figure 2, further down in paragraph 5.4.2 (the 

schemes in figure 2 are a selection from the main closing routine in figure 1). An 

alternative route is when the teacher rejects the child’s indication of ‘being done’. In 

reaction to a rejection, the child may continue working or may repeat the indication of 

‘being done’ (see figure 3 in paragraph 5.4.3 for a schematic representation).  
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The most frequent closing pattern is the situation in which the child indicates that he 

is done and the teacher acknowledges this. This occurs 14 out of 30 times. We call 

this the unmarked pattern because it requires no scaffolding from the teacher, there 

are no disagreements or negotiations and it is most frequent. In 5 cases, the teacher 

helps the child to take the slot of indicating he is done by eliciting an indication. In 4 

cases the child indicates he is done, but the teacher disagrees. Seven cases do not fit 

the first three patterns. First, there is Miranda who tags along with Peggy in her 

closing routine as we described above and in the other 6 cases the interaction is 

unconventional because the action moves have a different sequence, some action 

moves are skipped or the child continued working after the teacher attempted to elicit 

an indication of ‘being done’. The distribution of the different patterns is summarized 

in table 1 (Chi square=8,1, df=3, asymp. sig.=.043).  

 

Table 1. Distribution of closing patterns 

Pattern  Nr of occurrences
a
 

Unmarked: child indicates, teacher acknowledges 14
a
  

Scaffold: teacher elicits indication from child 5 

Negotiation: child indicates, teacher rejects 4 

Marked: marked sequence of action moves or no 

verbal closing routine or rejected teacher elicitation 

7 

a
The unmarked pattern is most frequent, p<.05   

 

5.4.1 Unmarked pattern 

Cases in which the child indicates ‘being done’ and the teacher agrees are labeled 

‘unmarked’ because it is the most frequent pattern, it is the quickest route of closing 

and it does not contain moments of disagreement. An example of this pattern is given 

with excerpt 1. In this excerpt Sarah (2;11) announces she is ‘done’, which Miss 

Laura acknowledges by giving a positive evaluation.  

In excerpt 1, Sarah is gluing ‘scales’ to a piece of construction paper shaped 

like a fish. We can see how Sarah orients herself to the closing routine before she 

indicates she is done, by announcing she is almost done (lines 1-3). This indicates that 

Sarah knows the structure of the closing routine, and that she can indicate she is done 

when her craft is finished. Sarah announces she is done by simply saying ‘DONE!’ 

(line 5). According to the unmarked closing routine, the teacher should now provide 

evaluation. When Miss Laura does not react to Sarah’s announcement, Sarah uses the 

attention-getter ‘look?’ (line 7). Joint attention is part of the closing routine and 

normally this is established when the child indicates she is done. When Miss Laura 

does not react, Sarah tries to (re)establish joint attention by using an explicit attention 
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getter. She succeeds and after a pause Miss Laura acknowledges Sarah’s indication by 

giving a positive evaluation (well done, line 9). The schematic route of this closing 

routine is given in the left scheme of figure 2. It represents how Sarah and Miss Laura 

jointly construct the closing on the crafts assignment in an unmarked way.  

 

(1) “Almost done”, unmarked pattern [Sarah (2;11), Miss Laura]
1
 

Speaker  Transcript Dutch original 

1 Sarah: I ALMOST IK BIJNA 

2  (2,7) (2,7) 

3 Sarah: I’M ALMOST DONE IK BEN BIJNA KLAAR 

4  (13,1) (13,1) 

5 Sarah: DONE! KLAAR! 

6  (0,7) (0,7) 

7 Sarah: look? kijk? 

8  (1,0) (1,0) 

9 Miss L.: well done goed zo 

 

When the child indicates he is done, the next preferred teacher move is to 

acknowledge this. In 25 of the 30 cases, there is teacher acknowledgement. The 

acknowledgements are typically accompanied by a positive evaluation, but this is not 

a necessary element of the acknowledgement move. Examples of acknowledgements 

with and without a positive evaluation are given in excerpts 2 and 3.  

 

(2) “Pretty”, acknowledgement with positive evaluation [Robbie (3;4), Miss Krisje] 

 Speaker Transcript Dutch original 

1 Robbie: miss I’m done: juffrouw ik ben klaa:r 

2 Miss K.: yes! how pretty: ja! wat moo:i 

 

(3) “Well come then”, acknowledgement without positive evaluation” [Albert (3;7), 

Miss Laura] 

 Speaker Transcript Dutch original 

1 Albert: I have done  ik heb klaar voor 

2  (0,5) (0,5) 

3 Miss L.: you’re done too  jij bent ook klaar  

4  (0,3) (0,3) 

5 Miss L.: well come then (.) come and 

pass here at the back ((helps 

Albert to leave the bench)) 

nou kom maar dan (.) kom 

maar d'r achterlangs lopen  
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Acknowledgements are more often given with a positive evaluation than without 

(respectively 19 and 6 times, Chi square=6,8, df=1, asymp. sig.=.009, table 2). Note 

that the numbers only show that the chance of getting a positive evaluation is higher 

than the chance of not receiving one. The positive evaluation does not seem to be 

explicitly preferred by the children (yet) because they show no signs of orientation to 

the positive evaluation when it is absent.  

 

Table 2. Number of acknowledgements by the teacher with and without positive 

evaluation 

Acknowledgement Nr or fragments
a
 

+ positive evaluation 19
a
  

- positive evaluation 6 
a
There are more acknowledgements with than without a positive evaluation, p<.01 

 

5.4.2 Scaffold pattern: teacher helps child to take his action slots 

A variation on the unmarked pattern is when the teacher elicits a closing indication 

from the child. By doing this, she helps the child to take the slot of indicating ‘being 

done’, just by giving an agreement token. When the child responds affirmative to the 

teacher’s elicitation, the interaction can proceed as in pattern 1. In our corpus, 

teachers elicit closings from children 5 times. An example is given with excerpt 4. In 

this excerpt, Miss Laura asks Jennifer (2;1) whether he is done and orients her to the 

closing routine. 

 

(4) “We are done”, scaffold pattern [Jennifer (2;1), Miss Laura] 

Situation: Jennifer is one of the last children still sitting at the table with her crafts 

work. She is sucking glue (made of potato starch) from her glue brush.  

Speaker Transcript Dutch original 

1 Miss L.: (are:) we are done Jennifer? (zij:n) we zijn klaar Jennifer? 

2  (0,8) (0,8) 

3 Miss L.: >I guess< you’ve had enough >volgens< mij heb je genoeg 

gehad 

4  (0,8) (0,8) 

5 Miss L.: your fish turned out ve::ry 

pretty! 

je vis is hee::l mooi geworden! 

6  (1,0) (1,0) 

7 Jennifer: (da bo:h) (da bo:h) 

8  (1,2) (1,2) 

9 Miss L.: your fish turned out ve::ry pretty je vis is hee::l mooi geworden 
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10  (1,0) (1,0) 

11 Jennifer: •ah! •ah! 

12  (0,6) (0,6) 

13 Jennifer: (hoe mah!) (hoe mah!) 

14 Miss L.: no the glue has been enough nee de plaksel is genoeg 

geweest 

15 Jennifer: hoh (.) [↑he? hoh (.) [↑he? 

16 Miss L.:             [look just wipe your 

hands  

            [kijk ga je handjes maar 

afvegen 

 

In excerpt 4 we see how Miss Laura initiates and structures the closing routine and 

orients Jennifer to the routine. Jennifer does not make clear utterances and does not 

take her action moves in the routine, but is nevertheless involved in the closing 

routine, thanks to the efforts of Miss Laura. Jennifer is not involved in task relevant 

behavior anymore (she is sucking potato starch glue from her glue brush) and Miss 

Laura seems to interpret this as an indication Jennifer is done. Miss Laura initiates the 

closing sequence by prompting Jennifer to indicate she is done ((are:) we are done 

Jennifer? line 1). When Jennifer does not respond, Miss Laura changes her prompt 

from a question into a statement (>I guess< you’ve had enough, line 3). With this 

statement, Miss Laura proposes to close the current activity again and perhaps she 

also gives indirect negative feedback on the inappropriate behavior of sucking glue 

(since ‘having enough’ could mean ‘having enough of working’ or ‘having sucked 

enough glue’). Jennifer does not respond verbally to Miss Laura’s statement, but she 

does not show disagreement either. Miss Laura seems to interpret the absence of 

protest on Jennifer’s side as an indirect indication of being done and proceeds to the 

next move of acknowledging the child is done by giving a positive evaluation (your 

fish turned out ve::ry pretty, line 5) and repeats this positive evaluation after an 

(unintelligible) contribution of Jennifer. Jennifer then exclaims some more (•ah! (0,6) 

(hoe mah!), lines 11-13) and appears to attempt to grab the glue, perhaps to continue 

working on her crafts. Miss Laura orients Jennifer to the fixed sequence of the routine 

of closing a craft (after the child indicated to be done and the teacher acknowledged 

this, the child needs to proceed to a new activity) by correcting her attempt to return to 

the glue (no the glue has been enough, line 14) and by prompting her to start a follow 

up activity (look just wipe your hands, line 16). 

This excerpt nicely shows how Miss Laura provides scaffolding and includes 

Jennifer in the closing routine. Miss Laura projects the structure of the routine and 

sets up slots for Jennifer. Even though Jennifer does not verbally fill her slots in the 

discourse structure, she is part of the structure and thanks to Miss Laura’s efforts, the 
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closing routine can be seen as a joint construction between the teacher and the child. 

The interaction of Miss Laura and Jennifer is schematized in the right scheme of 

figure 2. 

 

Figure 2. Action schemes: unmarked pattern (left) and scaffold pattern (right) 

 

 

5.4.3 Negotiation pattern: child indicates ‘being done’, but teacher disagrees 

In the previous cases the teacher and the child both agreed with the fact that the 

activity could be closed. However, sometimes children indicate they are done, while 

the teacher disagrees. In the typical case, the child has to continue working after a 

rejection and can attempt a new closing initiative later. Our corpus contains 4 

fragments in which the child attempts a closing which the teacher rejects. We will 

illustrate this pattern with a exerpt of Karin (3,0) and Miss Krisje. Karin is decorating 

a strip of paper with colored squares, which will later be turned into a hat. The excerpt 

starts with classmate Jordy (3;4) who is about to finish his crafts assignment. 

 

(5) “You have to glue way more”, negotiation pattern [Karin (3,0), Jordy (3;4), Miss 

Krisje] 

Speaker  Transcript Dutch original 

1 Jordy: miss juffrouw 

2  (0,5) (0,5) 

3 Miss K.: yes ja 

4 Jordy: (I have finished) (ik heb klaar) 

5  (3,6) (3,6)  
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6 Miss K.: prett↑↓y moo↑↓i 

7  (0,6) (0,6) 

8 Miss K.: [well [nah 

9 Karin: [me too! [ik ook! 

10  (0,6) (0,6) 

11 Miss K.: no: you have to glue way more nee: jij moet nog veel meer 

opplakken 

12  (0,5) (0,5) 

13 Karin: I have finished ik heppe klaa: 

14 Miss K.: loads  een heleboel  

15  (9,2)  (9,2)  

16 Karin: DO:NE KLAA:R 

17  (8,9)  (8,9)  

18 Karin: I have finished it ik heppe klaa:r maak 

19 Miss K.: no: nee: 

20  (1,0) (1,0) 

21 Miss K.: look kijk eens 

22  (1,2) (1,2) 

23 Miss K.: some can be added here hier kan ook nog wat 

24  (26,9)  (26,9)  

25 Karin: look miss kijk juf 

26  (6,0)  (6,0)  

27 Karin: I HAVE FINISHED! IK HEPPE KLAAR! 

28 Miss K.: this way I think it’s very pretty  zo vind ik 'm heel mooi  

 

Excerpt 5 starts with Jordy who indicates he is done (lines 1-4). Jordy and Miss Krisje 

nicely follow the unmarked pattern of the closing routine: first Jordy calls his teacher 

to establish joint attention (line 1-3), then he indicates that he is done (I have finished, 

line 4) and Miss Krisje acknowledges Jordy’s indication by giving a positive 

evaluation (pretty, line 6). At this point, Karin tries to tag along with the closing that 

Jordy and Miss Krisje established and she says: me too (line 9). Miss Krisje rejects 

Karin’s indication and tells her to continue working (no you have to glue way more, 

line 11). Karin in her turn disagrees with Miss Krisje and persists in her indication (I 

have finished, line 13) but without success: Miss Krisje implies that she still has to do 

quite some work, indicated by her use of the quantifying terms way more and loads 

(lines 11 and 14). Karin is persistent and after less than 10 seconds, she indicates she 

is done again (DONE, line 16) and when Miss Krisje does not react, she rephrases her 

indication a few seconds later (I have finished it, line 18). Again, Miss Krisje gives a 
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rejection and tells her to work more. This time she tells Karin a bit more specifically 

where she has to glue more squares (no (1,0) look (1,2) some can be added here, lines 

19-23). Karin accepts this rejection and continues working for almost half a minute. 

After this period of working she first establishes joint attention (look miss, line 25) 

and then indicates she is done for the 5
th

 time (I HAVE FINISHED!, line 27). This 

time, Miss Krisje acknowledges Karin’s initiative and gives a positive evaluation. 

Miss Krisje refers to the previous rejected attempts by emphasizing she likes the craft 

in the current state (this way I think it’s very pretty, line 28). Karin then can proceed to 

the next action. Karin’s closing routine is schematically given in figure 3. The left 

scheme represents the first part of the interaction when Karin keeps re-initiating her 

indication of ‘being done’ after Miss Krisje’s rejection. The right scheme represents 

the last part of the interaction in which Karin continues to work, and then initiates a 

final successful closing sequence.  

 

Figure 3. Negotiation pattern: child rejects teacher’s rejection (left); child continues 

to work after a rejection by the teacher (right) 

 

 

5.4.4 Marked cases  

In the previous paragraphs, we have described the 3 main patterns of closing crafts 

assignments. It is interesting to take a closer look at the 7 marked cases as well. The 

marked cases have elements of the closing scheme, but the action moves and the 

preferred sequence seem less strict. In the next example Nicole (3;0) finishes her 

activity without having indicated ‘being done’ (excerpt 6). Children always need 

permission to leave the crafts scene and teachers will reorient children to the closing 
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routine if they did not jointly construct a closing routine, as we will show in excerpt 7. 

Nicole’s case in excerpt 6 is different because the teacher acknowledged Nicole being 

done before Nicole indicated that she was.  

 

(6) “I bench too leave”, marked pattern [Nicole (3;0), Dennis (3;4), Alex (3;5), Miss 

Laura; Nicole talks unclear]  

Speaker Transcript Dutch original 

1  ((Jennifer touches Nicole’s face 

with a glue brush)) 

 

2 Nicole: no:, missaura::! ((crying voice)) nee:, joefaura::!  

3 Miss L.: yes I’m coming to save you ja ik kom jou redden 

4  (6,5) ((Miss Laura walks 

towards Nicole)) 

(6,5)  

5 Miss L.: are you done? ben jij klaar? 

6  (0,6) (0,6) 

7 Nicole: (wuh tuh) (wuh tuh) 

8 Miss L.: are you done? ((leans towards 

Nicole))  

ben je klaar  

9 Nicole: and that and that (er water) on= 

((points to her face)) 

en tie en tie (eh waaf) oppe,= 

10 Miss L.: =yes. =ja. 

11 Nicole: but maar 

12  (6,3) ((Miss Laura seats 

Jennifer in another bench)) 

(6,3) 

13 Nicole: my mijn 

14  (0,4) ((Miss Laura gives 

Jennifer her craft)) 

(0,4)  

15 Nicole: (not) clean up ((rubs her face)) nie toom maken  

16  (0,7) (0,7) 

17 Nicole: missaura! toefaura! 

18  (0,8) (0,8) 

19 Miss L.: [yehes! [jaha! 

20 Nicole: [miss (.) Aura clean that ((rubs 

her cheek)) 

[joef (.) Aura tie toommaken  

21 Miss L.: yes I’ll get you a washcloth ja ik pak een washand voor jou 

…  (40,5) ((Miss Laura gives 

Nicole a washcloth. Nicole 

cleans her hands and face and 

(40,5) 
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reorganizes her crafts material. 

Meanwhile, Miss Laura helps 

other children finishing their 

crafts. Nicole then wipes her 

hands with the washcloth and 

slides towards the end of the 

bench)) 

33 Nicole: I bench too (°leave) ikke bank ook (°uit)  

34  (38,2) ((Nicole leaves the bench 

and goes to play on the 

climbing object. Laura sends 

another child to the bathroom)) 

(38,2) 

35 Miss L.: Nicole you’ll have to go to the 

bathroom too ((while she cleans 

up the crafts table)) 

Nicole jij moet ook even gaan 

plassen 

36  ((Nicole says she does not have 

to go to the bathroom and stays 

on the climbing object. After a 

second prompt from Miss 

Laura, assistant Eva helps 

Nicole to go to the bathroom))  

 

 

In the beginning of excerpt 6, Jennifer touched Nicole’s face with a brush, leaving 

glue on Nicole’s cheek. Nicole responds to this by calling for her teacher. Miss Laura 

seems to interpret Nicole’s bid for attention as a pre-sequence for Nicole to indicate 

she is done. When Nicole does not indicate she is done, Miss Laura tries to elicit this 

action move from her (are you done? lines 5 and 8). Nicole does not accept this 

elicitation attempt and asks Miss Laura to clean her face. After she cleaned her face, 

Nicole reorganizes the left over snippets of paper from her craft and when she is done 

with that she wipes her hands with the washcloth (line 28). Meanwhile, Miss Laura 

has told a child to leave the table and another child announces he wants to leave the 

bench. Nicole now closes the crafts activity without initiating a closing interaction and 

she leaves the table. She comments on her own action (I bench too (°leave), line 33), 

but does not jointly construct the closing routine with her teacher at that moment. In a 

way, Miss Laura already acknowledged Nicole’s indication of ‘being done’ by asking 

whether Nicole was done twice, the second time leaning over to Nicole (lines 5-8). 

When a teacher tries to elicit a closing indication of a child, she indirectly also agrees 

with the projected closing indication. This, in combination with the other children 
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who are allowed to leave the bench might have been sufficient for Nicole to feel she is 

allowed to finish the crafts activity. Considering Miss Laura’s behavior, she indeed 

seems to agree with Nicole leaving the crafts scene. Miss Laura does not comment on 

the fact that Nicole has left the table, but she does prompt her to go to the bathroom 

(Nicole you’ll have to go to the bathroom too, line 35), which is the next move in the 

closing routine. With this directive, Miss Laura implicitly acknowledges Nicole’s 

‘being done’ again. 

This marked case can be analyzed in terms of our presupposed routine. Even 

though the case is different from our 3 main patterns, we can see how Nicole and Miss 

Laura are oriented to the routine of indicating ‘being done’, acknowledgement and 

new activity. The orientation to ‘being done’ confirms that, also in the marked cases, 

the children are participating in the Situated Activity System of closing crafts 

assignments. 

 

5.4.5 The developing routine  

As we have pointed out earlier, preschool children learn the Situated Activity System 

of closing a crafts assignment by participating in it. We will discuss the examples of 

two children, Peggy and Sabine, to illustrate different phases in the learning process. 

Peggy is in an early phase of learning the routine, and Sabine is more advanced. We 

will start with Peggy (2;8). She leaves her crafts assignment without a closing routine, 

but Miss Laura initiates a routine later (see excerpt 7). 

 

(7) “You’re done too aren’t you?” beginning learner [Peggy (2;8), Miss Laura]  

Speaker Transcript Dutch original 

1 Peggy: ((leaves the crafts table and goes 

to play with cars)) 

 

2  (39,7) (39,7) 

3 Miss L.: Peggy you are done too aren’t 

you? 

Peggy jij bent toch ook klaar? 

4  (0,6) (0,6) 

5 Peggy: YES! JA! 

6  (0,5) (0,5) 

7 Miss L.: okay okee 

8  (3,3) ((Miss Laura walks towards 

Peggy with the decorated strip to 

measure her head size)) 

(3,3)  

9 Miss L.: it’s loaded! zit heel veel op! 
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In excerpt 7, Peggy goes from working on her craft directly to the new activity of 

playing with cars. The closing routine is apparently not yet a condition for finishing 

the activity to her. After Peggy unilaterally closed the crafts activity, Miss Laura 

initiates the closing routine. Miss Laura structures the routine and helps Peggy to take 

her action move of indicating she is done in a simple way by giving an agreement 

token (Miss Laura: Peggy you are done too aren’t you? Peggy: YES!, lines 3-5). 

Thanks to Miss Laura’s efforts, the crafts activity is closed with a closing routine, 

even though Peggy initially left the crafts table without one. This case illustrates how 

children can be oriented to a new routine and how they can be scaffolded into 

participating in it.  

In excerpt 7, a closing routine was not a necessary condition for Peggy to enter 

a new activity, but she could be part of the routine when her teacher helped her. In 

other words, when the teacher created the structure and projected the slots, Peggy 

could participate in the closing routine. For a contrast, we will discuss a case in which 

the child is oriented towards the closing routine and even projects a teacher slot 

herself. In excerpt 8, Sabine (3;1) is making a craft. The curriculum theme is size and 

the concepts ‘big’ and ‘small’ are introduced by a mouse and an elephant. Sabine has 

to glue big squares (called elephants) and small squares (called mice) on a sheet of 

paper. 

 

(8) “Am I done now?” advanced learner [Sabine (3;1), Miss Krisje] 

Speaker Transcript Dutch original 

1 Sabine:  am I done now? ben ik nu klaar? 

2   (0,4) (0,4) 

3 Miss K.: well you could glue some more 

mice I’d say 

nou je mag nog wel wat 

muisjes plakken dacht ik zo 

4   (0,5) (0,5) 

5 Miss K.: couldn’t you? of niet? 

6   (0,4) (0,4) 

7 Sabine: yes= ja= 

8 Miss K.: =yes you only have a very few 

mice 

=ja je hebt maar heel weinig 

muisjes 

9  (14,1) ((Sabine continues 

working. Miss Krisje talks to 

another child, Sabine interrupts 

them)) 

(14,1)  

10 Sabine: IS ENOUGH LIKE THIS? ZO IS WEL GENOEG? 

11   (0,4) (0,4) 
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12 Miss K.: well (.) yes (.) it’s kind of nice 

like this 

nou (.) ja (.) ‘t is wel mooi zo 

13   (0,5) (0,5) 

14 Miss K.: do you consider- do you think 

you’re done like this? 

vind je- denk je dat je zo klaar 

bent? 

15 Sabine: yes ja 

16 Miss K.: okay okee 

17 Sabine: ((leaves table and washes 

hands)) 

 

 

Excerpt 8 starts when Sabine asks her teacher am I done now? (line 1). This is the 

only instance in our corpus that a child asks whether she is done. By phrasing the 

closing indication as a question, Sabine leaves her teacher more space to reject. Miss 

Krisje indeed rejects the indication, but does so less firmly than she for example did in 

the interaction with Karin (excerpt 5). Miss Krisje rejects Sabine’s indication by 

saying: well you could glue some more mice I’d say (line 3). When Sabine does not 

react, Miss Krisje elicits an acknowledgement by adding the tag question couldn’t 

you? (line 5). Sabine agrees and Miss Krisje continues by giving an account for her 

rejection (yes you only have a very few mice, line 8). This account could serve as an 

indication that there is a good, ‘objective’ reason for the rejection. By giving an 

account, the teacher orients Sabine to the reasonableness of her rejection (Lubeck, 

1985, in Golden, 2006). Miss Krisje and Sabine herewith jointly construct teacher 

authority through this local action (Macbeth, 1991). At the same time, the account 

functions as an instruction and prompts Sabine to continue working for a while. When 

Sabine indicates she is done again (IS ENOUGH LIKE THIS?, line 10), she again uses 

a question, but this time the degree of certainty is higher and the space for rejection is 

smaller. Miss Krisje acknowledges Sabine’s closing indication, but she hesitates in 

her reaction (well (.) yes (.) it’s kind of nice like this, line 12). One of the reasons of 

her hesitation might be that Sabine only worked for a short period (14 seconds, line 

9). After a little pause, she ‘takes a step back’ in the routine and elicits a closing 

indication from Sabine by asking her opinion (do you consider- do you think you’re 

done like this? line 14). Now, the discursive identities are reversed, which creates 

equality between Sabine and her teacher. Once Sabine responds to the closure 

elicitation with an agreement token (yes, line 15), the closing routine can be 

completed by the acknowledgement of Miss Krisje in the third position (okay, line 

16).  

The interesting feature of this excerpt is that Sabine does not use a statement 

to indicate she is done, but a question. By using a yes/no question, she projects the 



 

 

98   FINISHING CRAFTS ASSIGNMENTS 

 

teacher’s answer, which is now to accept or reject the indication of ‘being done’. 

Asking this way stronger projects a response than stating. In all our other excerpts, 

children state they are done. In these cases it is mainly the teacher who creates the 

routine frame: she gives her next move of acknowledging or rejecting, but this move 

is not projected by the child. We call Sabine an advanced learner because she is 

overtly oriented to the elements of the routine, projects teacher moves and builds the 

routine together with her teacher. The closing routine is always jointly constructed by 

teacher and child, but in this case, Sabine takes a more proactive role than children 

generally do.  

 

5.4.6 Learning the concept of ‘being done’  

As we have shown in this paper, the closing of crafts assignments is structured by a 

Situated Activity System in our preschool classrooms. The closing routine is strongly 

related to the concept of ‘being done’, which is an important move in the routine. To 

be able to do this move, the child needs to have some idea of what it means to be 

done. Children learn this concept among others by participating in the activity of 

closing the crafts assignment.  

‘Being done’ is a situated, cultural concept. How many snippets of paper do 

you have to glue to finish decorating your craft? There are no explicit rules about 

‘being done’ and children have to learn the content of the concept by participating in 

interactions where the concept of ‘doneness’ plays a role. Charles Goodwin (1997) 

described how novice geochemists learn to distinguish different shades of black by 

participating in the activity of deciding what is black enough during the preparation of 

a fiber. The geochemists learn to become competent practitioners by participating in 

the activity. One of the practices the geochemists have to learn is what ‘jet black’ 

means in the context of making the fiber. Similarly, preschool children learn to 

become competent task-fulfillers
29

 by participating in the activity of closing crafts 

assignments. One of the practices they have to learn is what ‘being done’ means in the 

context of closing a crafts assignment.   

‘Being done’ is a concept that is situated in the SAS of closing crafts 

assignments in a particular classroom community. It is not a static state, but it is 

jointly constructed by teacher and child. In the routine, the child can indicate when he 

is done, but in doing so he has to take into account the norm that is part of the SAS. 

The teacher can reject the child’s closing initiative when the child did not work 

enough according to her. The child has to learn how to make a decision about when he 

is done, taking into account the norms of the teacher and the classroom community 

and making these norms his own.  

                                                 
29

 We would like to thank Harrie Mazeland, University of Groningen, for suggesting this term. 
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We can see how children are exploring the concept of ‘being done’ in our preschool 

crafts data. Sarah (2;11) in excerpt 3 announced that she was almost done. Being 

‘almost’ done is of course related to ‘being done’. Sarah’s announcement indicates 

that she had an idea of when she would be done and she knew that she was 

approaching this state. Karin (3;0) in excerpt 5 announces she is done multiple times 

without taking into account the norms of the SAS. A rejection can learn the child 

something about these norms, but this lesson can be quite implicit. In the first 

rejection, Miss Krisje tells Karin to glue way more and loads (line 11 and 14), not 

very specific quantifiers. In the second rejection, Miss Krisje gives Karin a more 

specific clue about her norms of ‘being done’: she shows her where Karin could add 

some geometrical figures (look (1,2) some can be added here, lines 21-23). Also in 

the more advanced example of Sabine (3;1, excerpt 8), the instruction is not very 

specific: the teacher talks about some more mice and very few mice (lines 3 and 8). It 

is not clear what this means in concrete numbers: how many small squares/mice are 

some more and how many does Sabine have to glue to change very few in enough? 

We can see how Sabine is exploring these concepts when she asks her teacher about 

the state of her craft after some more work (IS ENOUGH LIKE THIS?, line 10). 

Interestingly, the teacher does not explicitly react to this question of what counts as 

‘enough’, but interprets the question as an indication of ‘being done’ and reacts 

according to the routine with an acknowledgement and a (hesitating) positive 

evaluation.  

The concept of ‘being done’ is one of the essential things the child has to learn 

to be able to participate in the Situated Activity System of closing a crafts assignment. 

The child can only learn this by participating in the activity. Our data shows how 

children are trying to get a grip on complex concepts like ‘done’ and ‘enough’ while 

they are participating in the activity of closing the crafts assignment and are thus 

involved in situated learning.  

 

5.5 CONCLUSIONS AND DISCUSSION 

In preschool, children can develop academic skills that they will need in later school 

life. One of the competences children need to develop is how to work on assignments. 

Preschool crafts assignments are activities that resemble later school assignments 

because they are obligatory, initiated by the teacher and they have to be completed. 

Crafts assignments are group activities, in which children work individually. The 

closing of crafts assignment is a joint construction between the teacher and an 

individual child.   

In our study, we showed how the closing of crafts assignments in preschool 

classrooms is constructed as a Situated Activity System with clear action structure, 
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rules and roles. The basic structure of the routine is: the child indicates being done 

after having worked on the task, the teacher acknowledges the child is done and the 

child enters a new activity. When children are still learning the routine, the teacher 

may scaffold the child by keeping up the interactional frame and by projecting action 

slots for the child. Children and teachers are oriented to this routine: it is present in all 

fragments of our corpus and even in the marked cases there is an orientation to the 

closing routine, although some interactional moves might be skipped or used in a 

different order.  

To succeed in school, children will have to fulfil the assignments they get 

from their teacher. This requires more than having enough capacities to do the task: it 

is not enough to have the cognitive skills to be able to solve the problem in the task, 

the child also has to know how to handle the completion of the task as a pupil. The 

importance of educational discourse practices is illustrated by Margutti (2006). She 

showed that the way a teacher asks a question influences how pupils respond to the 

question and points children to the correct answer. Margutti described how children in 

a primary classroom learned the procedures of teacher questioning in the classroom. 

Knowing these procedures helps children to give the correct response to the question. 

Note that teachers may not be aware that the children could use educational discourse 

practices to answer the question and may draw conclusions about the children on an 

educational level. So, when a child answers a question correctly, the teacher might 

think the child showed content knowledge, while he actually showed to know how to 

give a correct answer in class.  

Through the SAS of closing crafts assignments, children learn to participate in 

a classroom practice, shared by the teacher and the children, with specific rules and 

norms and a predictable structure. Classroom life (and later working life) is full of 

situated practices, which children will need to learn. The SAS of closing crafts 

assignments is revealing, as it is a local practice of how to complete a task as a good 

pupil. Task completion in an educational setting requires the use of specific words and 

ways of talking. Our data for example contains the concepts ‘being done’, ‘glue 

enough’, ‘add many’ and ‘add more’. These concepts are unspecific for an outsider 

(there are no objective rules or numeric standards connected to these concepts), but 

members of the classroom community know what the concepts mean in the context of 

closing crafts assignments. By being involved in crafts assignments, children are 

learning the situated norms of ‘being done’ in the context of their preschool 

classrooms. One of the competences of a good task-fulfiller is being able to assess 

and to indicate when you are done. Preschool crafts assignments can be a context for 

children to develop this academic discourse practice.  




