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Series Editors’ Foreword

The relation between learning and working has changed during the history of work.
Early traditions of occupational preparation such as those for craftswork in medi-
eval times featured restricted access and clear structures of learning opportunities
within the practice of work. Learning was considered as inevitable quality of and
prerequisite to conduct work appropriately, and it was also considered inherent to
working practices — at least when mastery plays a role. This view on the relation
between learning and working dominated for centuries before industrialisation,
when mass production brought about change. A goal for the work organisation
within industrialisation was to structure work in a way thal does not necessarily
require specific education and learning, but is independent from workers’ capacities
as much as possible. During this phase of economic development, the separation
between planning and executive work activities was established. The relation
between learning and work changed in a way that intentional learning became nec-
essary for just a small group of supervisors, but was not necessary for the mass of
workers, whose role was to merely execute specific tasks. This distinction remained
the main perspective until the peak of automatized mass production was reached in
the second hall of the twenticth century. [n the late twenticth century, business con-
cepls became popular which returned to the appreciation of workers’ individual
capacities. Hence, the relation between learning and working was reconsidered and
these relations are still under review and being reordered. For instance, increasingly
learning in post-school education is coming to include work expericnces as part of
this broader reconsideration. Similarly, researchers began to develop interest in
work-related learning processes. This interest was, firstly, to address problems in
the educational systems, but later also with specific interest on employees’ learning
at their workplaces.

This volume aims at contributing to these reconsiderations. It does so by offering
analyses of (he relation between learning and working comprising theoretical and
empirical research from specific perspectives and different countries. The first part
of this volume comprises six contributions that analyse conditions of employees’
learning in the context of regular daily work. All focus different aspects of learning




vi Series Editors’ Foreword
processes which can be considered as by-product of working practices. The second
part of the book comprises six contributions exploring work processes that
particularly are designed for learning purposes. The third part of this volume
discusses methodological issues of investigating work-related learning empirically.
A concluding chapter reflects opportunities of distinguishing learning and working
analytically and discusses the relation between them as reflected in the contributions
to this volume.

This volume provides insights into recent rescarch on professional and practice-
based learning by bringing together researchers from diverse theoretical and metho-
dological paradigms that together reflect the current state of the discourses on
professional learning.

Griffith, Australia Stephen Billett
Regensburg, Germany Hans Gruber
Paderborn, Germany Christian Harteis
March 2014
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chapter 16
Learning Through Interactional

participatory Configurations:
Contributions from Video Analysis

Iaurent Filliettaz

Abstract This chapter focuses on the role and place of guidance and mentoring
in learning as it may occur in the circumstances of professional practice. Recent
literature in the field of workplace learning has stressed the importance of guid-
ance in the process of learning in and {rom practice. Workers do not only learn just
by conducting specific tasks individually; they learn when adequate resources are
afforded to them and when more experienced workers are able to assist them in
their practice. Hence, there is considerable importance to investigate the specific
qualities of guidance at work and to understand how novice workers engage with
these resources. In this particular context, the chapter advances two main ideas.
The first idea is to consider that a close examination of the conditions under which
mentors and students engage in face-to-face interactions provides a relevant
theoretical basis for exploring the relational interdependences between these
actors. These interdependences may be described and analysed as “interactional
participatory configurations”. The second idea the chapter puts forward is to con-
sider that video analysis should be seen as a rich and relevant methodological
resource for describing how interactional participatory practices emerge, unfold
and (ransform in the conditions of professional practice. These resources, it is pro-
Posed, bring complementary insights to the understanding of the importance of
Participation and guidance in vocational and prolessional learning as it occurs in
the workplace. Transcripts of video data collected in the field of vocational training
of early childhood educators are used as empirical illustrations of the proposed
analytical frame.

Keywords Guidance * Vocational education * Interaction  Discourse ¢ Video
analysis  Early childhood education
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16.1 Introduction

This chapter seeks 1o explore some aspects of the complex relations existing belwee
learning and work. It investigates how individuals engaging in production tagkg m-L“/
encounter learning opportunities in the workplace and how these opportunities mf:),
best be recognised, understood and reproduced for training purposes. These Consill).
eralions have become of particular interest in a context where increasing aspects of
professional practice are being connected to educational purposes. These connge.
tions certainly have a long tradition and history, particularly in Western apprentice.
ship programs, where the workplace is conceptualised as a legitimate and ricly
context for the development ol professional competences (Fuller & Unwin, 2013),
But these connections between learning and work have also been under particular
scrutiny in the context of tertiary educalion, where an increasing number of
vocational (raining programmes are engaging students with practicum experiences,
These experiences, which complement [ormal teaching periods, occur in the
circumstances of practice and are subject to complex forms of learning outcomes,
which are highly dependent on individual and contextual factors (Akkerman
& Bakker, 2012; Billett, Sweel, & Glover, 2013; Tynjild, 2008). Hence, discourses
on professional learning appear as highly concerned by the conditions under which
learning arises in and through professional practice itself.

More specifically, the chapter focuses on the role and place ol guidance and men-
toring in learning as it may occur in the circumstances of professional practice.
Recent lilerature in the field of workplace learning has stressed the importance ol
guidance in the process of learning in and from practice (Billett, 2001a, 2001b;
Fuller & Unwin, 2003). Workers do not only learn just by conducting specific tasks
individually; they learn when adequate resources are afforded to them and when
more experienced workers are able to share their knowledge and skills and assisl
them in their practice. Hence, there is considerable imporlance to investigalc the
specific qualities of guidance at work and to understand how novice workers engage
with these resources, In this particular context, the chapter advances two main ide

The first idea is to consider that a close examination of the conditions under wth‘h
oli-

as.

mentors and students engage in face-to-face interactions provides a relevant theor
cal basis for exploring the relational interdependences between these actors. Ihese
interdependences may be described and analysed as “interactional participatory con
figurations™. The second idea the chapter puts forward is 1o consider that video and™
ysis should be seen as a rich and relevant methodological resource for describing
how interactional participatory practices emerge, unfold and transform in the cond”
tions of professional practice. These resources, il is proposed, bring mlnmumcﬂf'-“-‘
insights to the understanding of the importance ol participation and guidanc® r
vocational and professional learning as it occurs in the workplace. o

These theoretical and methodological considerations will be explored here n l
specific empirical domain, that of early childhood edueation, and more p;u'liml]:ll'!.‘
in the provision of initial vocational education and training to early childhood edu

: v ¥t = y !
cators in the context of Switzerland. In the Swiss VET system, carly childhot
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sucators are (rained at tertiary level, in what is called higher vocational education.
pucato : .

gudents move hack and Forth periods of teaching in vocational schools and periods
;,r‘ pr;u:licu] training in institutions caring for pre-school children. During their
cticums, students are supervised by mentors, who assist them in their early days

pri i Al :
and make sure they meet the pedagogical objectives assigned by the cur-

al W:l!'k
jum. In this chapter, we will use empirical material collected in a research proj-

rictt I
ecently initiated at the University of Geneva' 1o understand (1) how mentors are

get r
shaping specific participation configurations for students as a way Lo mediate their
access Lo professional practice and, reciprocally, (2) how students are able to align

(0 these configurations and make use of the opportunities afforded to them.
To achieve these goals, the chapter will first briefly refer back to existing literature
about the role of mentoring and guidance for learning through the circumstances of

work (1). The concept of “interactional participatory configuration™ will then be
defined and specified, as an extension and contribution to this body of literature and

a5 an illustration of a specific theoretical perspective inspired by interaction and
discourse analysis (2). Video analysis, closely aligned to this specilic theoretical
perspective, will then be presented as a fruitful resource for exploring the ways
interactional participatory configurations arc established in practice. Here, the main
specificities and methodological polentialities of video analysis will be outlined
(3). In the next section, an empirical illustration of these claims will be provided: by
using audio-video material collected in the context of the above-mentioned research
programme, specific interactional patterns will be identified and described, by which
guidance is provided to students in the context of early childhood education training
practices (4). Finally, in a concluding section, the theoretical as well as practical
implications of the presented approach will be discussed (5) and more general con-
carning and work will be developed.

siderations about the relations between

16.2 The Role of Guidance and Mentoring
in Professional and Vocational Education

When considering the body of knowledge available in the literature, one first aspect
that draws attention is the rather paradoxical position of the topic of guidance in
Vocational education praclices and research, The paradox lics in the mismatch that
EXists between theoretical assumptions that have become Jargely dominant within

Sociocultural approaches to learning and the relatively low level of empirical

"Thig rescarch programme is sponsored by the Swiss National Seience TFoundation (Nr.
CRSI11-13629 1y under the general title “Young people’s interactional competences in institutional
Practices: berween school and the workplace” (IC-You). The related subproject is entitled “Building
“‘llcructional compcetences in Vocational Education and Tralning (VET) programs: the case of early
Ch_'ldhood educators”. The author is grateful to dll the members of the research team involved in
this subproject: Isabelle Durand, Stefano Losa, Vassiliki Markaki, Vanessa Rémery, Dominique

"ehert and Marianne Zogmal.
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knowledge available on naturally occurring mentoring practices in the con

yvork. On t}m one hand. there is a large body of r'k'.t.n_';;]-(-h that il.‘w'su:nc; :';'l“iillmns 0
ing role of fthc‘other” in learning processes. The Vygotskian I'l'u]lw\w.n'i\I{Lvmnlim'
1978) unq its famous concept of the zone of proximal development o YROlsky,
conclepl. 0'1 “scaffolding” (Wood, Bruner, & Ross, 1976), lor instance, st UT .l)’“mw“-
11‘1111 individuals do not learn on their own but only when interacting v\:i.ihl i I.h(_-
1'.1enccd parmc.rs. These claims have deeply influenced research L‘;ndmw[jj; i

tional and professional education, where it is now widely assumed !I!cnru:(i "lﬂ s
workers do nol‘lcarnjust by engaging in work production tasks but w.|| 1 %"‘”“’J thay
resources are afforded (o them by co-workers, But on the other side IiIchIL:ML‘L'IEHHU
knowledge scems to be available (o date regarding the specific m.m‘IiI'mm ;:li\:”

iLI‘J"l
CXpe-

cal
guidance is ided i conditions of professi v
gurdance is provided in the conditions of professional practice. In many workplag

3 aces,

the fact that experienced workers assist newcomers in the profession is taken |
granted ar}d not necessarily seen as an activily per se, associated with H-}]']_rfl‘l_mr
complex forms of actions and skills. Workers are often expected to b: [“-'-' oo
“guidance providers”, bul they are not necessarily trained ali o to o, 08
— it g ' y trained and qualified to do so.
is does not mean that formal training constitutes the main or sol ans i
guidance skills may be acquired. However, as ¢ 3L O HAGE s
WAIC . | I, as a matter of fact, work oreanisations
afford little resources to assist guidance providers in their tas ' oot o
e u s asks. Consequently, there
is often a lack of social recognition attached to the role of mentors and insulfici
understanding of the specific skills attached to such roles. R
Among.st the fields that have recently atlempted (o go beyond these evidences
and sheq llg.ht on empirical aspects of guidance and mentoring at worl; anthro ()I;
?Og.y,‘pro‘fcssmn.a? didactics and workplace learning theories provide USCf[ll 1‘csou1r')ccs
edlu ;(:tl?;é]:}‘oluallslng the role and place of guidance in vocational and professional
Oge first significant contribution to the literature on the role of guidance in
vgcatlonal and professional education is the idea that guidance should bi: conceplu-
alised as 1’e]f1Led to professional practice itself and as a dynamic: and (ransformative
process. This idea has been put forward by Lave and Wenger (]99])‘ and their
famous concept of “legitimate peripheral participation” (LPP). The concept of LPP
suggests that access to professional practice constitutes a precondition for learning.
Itis b'y engaging in professional practice progressively that newcomers access unvd
cxpcr}cnc.e the body of knowledge associated (o the practice itself And it is by
11’&nsiprm1ng the conditions in which participation occurs over tin{e LHat newcomets
cxpe'n.encc changes in the ways they are socially positioned within specific com-
mu.mUes. From that perspective, guidance can be defined as the préccss through
which newcomers navigale a community of practice and are progressively invited (0
become full members rather than peripheral participants. T
'C‘I‘ose]y L}hgncd o LE}VC and Wenger’s conceplions, Kunégel (201 1) also attempted
Lo account for the practical and dynamic nature of guidance in the workplace. In his
PhD S/Ludy, conducted within the framework of Francophone professional didactics
.(Pastre., 20115 Pastié, Mayen, & Vergnaud, 2006), Kunégel observed and described
in detail ho.w mentors provide guidance to apprentices in the context of small-$iZ¢
car mechanics workshops in France. The research results consist in describing a sel

f
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16 L

pasic actions through which guidance may be exerted and expressed in context
instructions, preseriptions, demonstrations, evaluations, ete.). They also illus-
amic and transformative nature of these actions as they evolve in time.

ol
(i.c.
rate the dyn
Kunégel’s work, for instance, establishes a model capturing the sorts of relations

petween apprentices and mentors at various stages of the apprenticeship pathway.
Gix successive steps are distinguished, including a phase of “familiarisation”, a
hase of “instruction” and a phase of “attribution of work production tasks”. At each
o the relation between mentors and apprentices is expected to lake a different

slep.
interest of this model is to show

shape and displays specific properties. The main
(hat there seems to be a strong alignment between the level of compelences appren-
ices are expected to have acquired and the sorts of verbal and nonverbal interactions
existing between apprentices and their supervisors. The other inleresting contribu-
iion of this model is that it proposes lo see these interpersonal configurations as
evolving in time and not as given or static realities.

Another particularly interesting contribution to reflections on guidance can be
found in Billett’s work dedicated to workplace learning. Billett conceptualises the
ingredients to learning in the workplace as “relational dependencies” (Billett,
2001a, 2001b). In line with sociocultural approaches, learning is conceplualised as
related to “participatory practices” by which workers gain access to specific actions
in workplace contexts. But, as pointed by Billett (2001a), “it is inadequate to believe
that learning simply by just doing it will suffice” (p. 7). Both social and personal
factors may cither support or on the contrary hinder learning opportunities. Social
factors are designated as “affordances”. Affordances include, for instance. the sorts
of guidance provided to novice workers, the type of expertise available or not and
more globally the range of resources workplace contexts are able to make available
to learners. Personal Factors are referred o as “engagement”. Engagement is related
to the specific ways individual workers elect Lo make use of the resources alforded to
them in the workplace. These individual factors include, for instance, personal val-
ues, prior experiences and personal epistemologies. Affordances and engagement
are secn as key determinants of learning in the workplace and as shaped by a rela-
tion of interdependence. From that standpoint, the provision of guidance plays a
significant but not a sufficient role in workplace learning. It is significant in the
sense that it constitutes a key resource for learning, but not sufficient in the sense
that workers have to engage with these resources (o make progress and learn.

As mentioned above, strong and convincing conceplualisations exist in the litera-
Wre that have proposed (o see guidance as a practice, related (o participation in
social action and as a dynamic and reciprocal process involving both individual and
contextual ingredients. However, there is a need for understanding in more detail
how participation and the relational dependencics that relate to it unfold in cveryday
Siluations and how they may be enacted in specific workplace contexts. In what fol-
lows, we introduce a ran ge ol complementary theoretical and methodological ingre-
dients (hat are closely aligned o a sociocultural perspective on guidance and that
May contribute to our understanding on the role of guidance in vocalional and pro-
lessional education.
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16.3 Conceptualising Interactional
Participatory Configurations

In. an carlier work dedicated to apprenticeship in the Swiss dual VET
(Filliettaz, 2010a, 2010b, 2010¢, 201 1a, 201 1b, 2013), we have proposed or System
the plr(.)vision ol guidance as an inferactional accomplishment, llilmi.."[;' -ll}-\d-ppm;-Wh
cognitive and semiotic process that is mediated through the ongoing per‘l';)-- ‘l.H L
verba‘l and nonverbal interactions between learners a;ld ment(;rs. Obve1: th]1;jl‘~]]w Y
ple of years, we have attempted to bring numerous illustrations on how sz }(:Sl e
and nonverbal interactions unfold in the context of guided learning at W(‘)rkC "
' Elaborating on this earlicr work, it is proposed here that the relational de- ende
cies and workplace participatory practices associated with the provision of Il)l(li] U‘]-
can best be described through the emergence of “interactional participator gcoln?‘ “YLC
rations”. Interactional parlicipatory configurations are specific 1’01‘msy of I(l)}c lll
arrangements, through which participants to social encounters establish the rint'l
p]e§ that rule the ways they interact with cach other. These rules set rights ang ()I)I;:
gatl(.)n.s to'parlicipants and have to be recognised by them as resources for 61‘gani<ix1 )
Pal’[lClPallon in the context of joint actions (Durand, Trébert, & Filliettaz forthc‘om%
Elg; Filliettaz, Losa & Duc, 2013; Filliettaz, Rémery, & Trébert, ﬁ)l‘thCOlﬂiﬂ;;'.
doms arebosed ona gl o componeat, They ol from (1) the spefinar
ok . . S. y result from (1) the specific nature
ot‘ act1v1}1es accomplished in context and the purposes attached to these activities,
(2) the situated identitics endorsed by participants when they engage in these activi-
t‘ICS and finally (3) the conditions under which participants access specific positions
1"r0m which they may or may not communicate with each other. Concepls borrowed
from the field of the microsociology of everyday life provide useful references
elaborate these ingredients.
|‘1I':~1'll. the ways participants engage in interaction are highly dependent on the
sorts :_1] ili_.‘[i\-"llic‘é they recognise as being accomplished in cmﬁ.uxt..'ll'hih aspect 01
|f‘:u'llllt‘.1|1:lllull in interaction has been particularly well investigated in Erving
(:n[lnmn‘\' work dedicated o what is called “Im;m- analysis” QE..'nI'['mnn. 1974).
Gollman’s lln_:nr'_\,a stresses the idea thal the meaning of l}l-'t]illlLi'\,-' perceptions and
llulmum I‘:‘vlhuvnmr is highly premised in light of natural and .~.nci;1ll “fpames”. These
“frames” include culturally acquired knowledge about social and natural phenon”
enon and their particular meaning. Individuals constantly make use ol this knt w!
ul;.:,ta' to answer the question “what is going on here?” 'I'I_n:\' rely on these ]':11‘.1111'“"-"‘
to interpret social reality and to adapt their own conducts to such interpretations: n
nlhclr Iwm‘dx. it is by applying “frames” to these experiences that individuals MY
participate adequately 1o the sort of activity they interpret as being '.n:mllll’l"“]wLi it
contex. Developing William James™ and Gregory Bateson's |L\.hvn{::1lC|m|l>;-'"L""1
!l_nn]uny_. Golfman considers that these raming |;-l'i1t;L'..‘-|H\."w are complex and dynamic
Ihese [ll'uL"cxxL'.\. are complex in the sense that, in a given situation, mulli]'lit“i“"i“m
may be going on at the same time and, consequently, numerous activity [rames may
be relevant to interpret what is going on. Another ;\-';w to illustrate Ih;‘\ L:[,]”[‘I]I\"-\”-\I
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610 recognise that, aparl from “primary frames”, which may be recognised directly
pd without reference to another meaning system, a large number of activities
‘,1,5L-1-\f:1i11c in social life rely on “transpositions” or “transformations” of more ele-
mentary (rames. This is the case, for instance, in simulations or in drama plays,
where multiple levels of interpretation must be recognised, to adjust an adequate
frame 1o the ongoing activities. Apart from being complex, framing processes are
also conceptualised by Golfman as never given or lixed; they are vulnerable to
change. People may misunderstand the meaning of contextual arrangements; they
may also be abused or influenced to produce false interpretations; finally, they may
also revise the meaning they attribute to the reality they experience in social life.
from such a dynamic perspective, “frames” can be seen as the result of a process of
sframing” through which participants jointly negotiate how to interpret the condi-
tions in which social action takes place.

In close connection to the framing issue related to the experience of social life,
interactional participatory configurations are also shaped by the specific roles and
situated identities attached to the sorts of activities accomplished in interaction.
This particular aspect has also been scrutinised by social theorists, as a way to
understand how participants to interaction position themselves according to each
other and with regard to broader cultural and institutional arrangements. Following
Goffman again, these processes of positioning are not perceived as determined by
preexisting social roles, but endorsed by participants in interaction itself (Bucholtz
& Hall, 2005; Goffman, 1961; Sacks, 1992). It is by “doing being” a person of a
certain kind (e.g. a doctor, a teacher, a mentot, etc.) that participants endorse pat-
ticular identities in social action and that they place co-participants in a reciprocal
position (e.g. a patient, a student, a mentee). Situated roles, when they are endorsed,
project specific expectations regarding what is recognised as a valuable and relevant
form of engagement. It is by adopting the conducts related to these expectations —or
by failing to do so — that participants endorse these specific roles and display their
ability to behave according to these norms and values.

Finally, one should also consider that participatory configurations as they are
accomplished in and through interaction also rely on the conditions under which
participants gain access (o talk and broader communication processcs in context.
Goffman (1981) referred o these aspects of interaction as “footing”. The concept ol
footing develops the idea according to which participants 10 §¢ seial encounters have
1 position themselves according to each other and with respect to what they interpret
as going on in interaction. This footing problem is made particularly complex in the
sense that social encounters are not always clearly delimited portions of reality and
may involve a Jarge number of participants endorsing variable and specific reciprocal
Positions. With regard to such a complexily, categories referring o language and talk
deserve to be reconsidered. For instance, in a social encounter gathering more than
two individuals, participants may not only endorse alternat ively the roles of “speaker”
of “hearers”. They may simultancously speak and hear, or be addressed or unad-
dressed recipients, identified as ratified participants or not. They may also be merc
“bystanders”, observing or “overhearing” what is going on. In other terms, it is pro-
Posed by Goffman that social encounters arc shaped by “participation frameworks”
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and that these frameworks specify the positions participants may or |

1.[L'i“j‘lTLIin_‘._: on the context of interaction and its local meaning. !
¥<rr':|1'| there, it appears that what we call interactional |mrli’ipmnr\r

combine practical, social and communicational ingredients. Inte !

ay noy Cndorg,

configuy
tory configurations emerge when participants : activity fra et
r o : pants apply activity frames (o the
ILF.\. when they endorse specific identities related to such frames
align l_u positions related to specific participation frameworks. These arr:

are neither given nor determined or fixed, They are locally EIL.'L'.ITIHi'}IIiKh‘ 'I II‘}”g‘mnm"S
tion :1.mi collectively established by i'mrliuimnlvs. themselves. (_‘.:IPIlI[‘i]‘IULlL I[]1 o
ongoing conditions in which these participation configurations .c:mczrﬂ'wt-t" e
l:__n'n‘_ deserves specilic methodological resources. In |!1£r next section \;t; f“-m s
consider video analysis as a relevant contribution to such resources i
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16.4 Video Analysis as Methodological Resource

Within the multidisciplinary area of interaction and discourse analysis, a growing
:}Lllfihcr L‘f"l'cscul‘cllur'x collect and investigate audio-video data to hriIn;" ;;.115;_\\*.{-\1':[:;
1eir questions, Inspired by ethnographic approaches, video analysis onducied |
an interaclional p:’rxpcctivi‘ aims :;{. u:i:i[':H~:I;Iz:lu;:'tht‘r:‘;(\1 l‘{t!'ilu' "”'“1“ “'”“th{‘ltld l“'
occurring conditions in which they u.:-‘r: |w.|'1'i‘n'mcdl IF" .Ill rinecary '”_lh“ e
Ll (2010), the main contributions uI'vi:ie:; 'u1'1]‘f U ““’”"-’..1‘“‘3_:“]‘- o ”'“_]
empirical access to three ]]I'(!Dt‘.I'EiIL‘\' l'lJL'.l'}UIIEN'-.‘I}-H-S ?U ql'mht:.mvc- J_'{‘HC_-&II‘L']I N[-'v gl

. . ot gnised as central to social interactions:
(1) their indexical relations (o contexts, (2) their dynamic unfolding in organiscd
scquen(.:es and finally, (3) the multimodal nature of their accomplishment. Thesc
properties will be briefly elaborated below. | .

FlrsF, video data provide a relevant basis for investigating participation in intcr-
actlion in the sense that it captures visible conducts or situated actions as they refer
to specific contexts. Situated actions are said Lo be indexical with thése AContextS in
the sense that they entertain multiple and complex relations with tEc social and
matcr\ml conditions in which they are accomplished. On the one hand, visible actions
are often seen. as being shaped by these contexts in the sense that h,istoric cultwal
;}nd malerial arrangements exert a form of influence on the ways action; are per
formed. But on L’he other hand, visible actions are also shaping 1hésc contéXLs in the
sense that pam.c1panls may use their conducts as resources to make visible how they
iterpret specific contextual arrangements. In observing the concreted actions
zn‘nongst members and describing how these members communicate and interacl:
video analysts examine what members produce together, what they hold each other
J'IL'{'UE-H.I[E”!IL' for and how they make sense of &lCl:lllll.'u of others. In (Jni.un so, they
}LEL‘HI“ [y patlerns of practice that make visible what members IIl‘IL'.Li 1o I\nt:\: fu'ml'uL.'L’
and interpret to participate in socially appropriate ways, N

;:'\ chcuml important contribution of video data :;1!:&]5-‘.\;1'5 to the exploration of
""“““‘I] ”““’”f-'“'”” is the possibility it affords to access local dvrmmiuil.{s and the lact
that interactions unfold in time, step by step, and in a Il(ll'l.{ll'hl'l['{ll'\,f'-lt!J'LIL.‘l'_ These
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Jensions of social interactions have been thoroughly investigated by conversation
418 and ethnomethodologists, through the concept of sequential organisation
;Suck-"- 1992: Schegloff, 2007). By exploring the organisation of sequences in inter-
action, conversation analysts understand that social actions jointly accomplished by
' y of participants do not unfold in an arbitrary way but reflect a specific
ler. To align to this social order and to make it visible, participants engage

dimett
lysis

i ]:luru!ii
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in fine-grained coordination procedures in which they take turns, use adequate
places for leaving the floor to co-participants and orient to the successive steps by

which action is accomplished. From there, conversation analysts consider the
sequential organisation of talk-in-interaction as the dynamic process through which
participants make their actions publically accountable and shape interpretations
about what they perceive as relevant in the context. The machinery of turn-taking in
interaction becomes a resource for interpreting how participants orient to each other
and accomplish a joint understanding of their actions.

One last potentiality associated with video analysis is related to the fine-grained
details through which visible conducts may be captured and the semiotic complex-
ity associated with these details. Indeed, the sequential organisation of interaction
and its contribution to the configuration of local contexts does not exclusively rely
on talk and linguistic units; on the contrary, it also involves a wide range of other
semiotic systems participants may use as resources for coordinating their participa-
tion and which are made accessible through video caption. To refer to this multitude
of semiotic resources combined in interaction, the concept of multimodality has
recently emerged as a solid reference point within discourse theories. Multimodal
discourse and interaction analysts originate from a variety ol subdomains of linguis-
tics such as conversation analysis (Goodwin, 2000), mediated discourse analysis
(Levine & Scollon, 2004; Norris, 2004) or social semiotics (Kress & Van Leeuwen,
1996). These various disciplines have developed distinct approaches to discourse
and interaction, but they also share a tendency to break away from a logocentric
view on interaction. The concept of multimodality relates to the plurality of semi-
olic modes combined in human behaviour (gestures, gazes, body movements, spa-
lial displays. images, objects, voices, (exts, efc.) and o the local arrangements
through which they are used as tools for accomplishing social actions. For multi-
modal discourse and interaction analysts, participants are constantly engaged in
complex meaning-making processes in which they have to produce a joint under-
Standing of their actions. It is by using and combining a plurality of modes that they
Produce and interpret meaning in context and that they elect to orient to specific
tesources (or not). Considering that these choices are not arbitrary bul also, to some
extent, shaped by the specific potentialities of these resources themselves and the
conditions in which they are used, participants also express forms of agencies
through the specific ways they make use of semiotic tools in interaction,

To sum up, it is proposed here that video data and the specific analytic potentiali-
ties it affords bring useful resources for the study ol interactional participatory con-
ligurations. Video data make available for analysts how participants adopt specilic
¢onducts in context. how these conducts evolve in time and unfold in sequential
order and how semiotic resources of different sorts are used and combined in this
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dynamic unfolding. It is precisely by accomplishing these processes obser
the data that participants share mutually acceptable [rames for their encofw
negoliate the various ingredients composing the participatory configur .
which they shape interaction.
Referring again to the context of mentoring in early childhood educayj,

cific empirical questions emerge from such a theoretical perspective: why, e
typical interactional participatory configurations through which ‘E_!,H]I(]HIIL'{-_‘:]L.. il
the workplace? To what extent do mentors and students contribute o the ul:ll::\ %
ment of such configurations? How do these configurations unfold in I'u}w.‘-’ j\.\h.
through what specific semiotic means arc they accomplished and 1|'unsl‘n;-"', rlli
Ihes§ questions, we believe, bring relevan insights to our understandine nj':;l:
relational dependencies” associated with “participatory practices™ in w(‘;rk il L
learning (Billett, 2001b). e
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16.5 Exploring Interactional Participatory
Configurations in Early Childhood Education

To address this set of empirical questions, specific sorts of audio-video material
have been collected, in the context of a vocational training programme addressed to
carly childhood educators in Geneva. As indicated in the figure below, three stu-
dents were followed and observed during their first year of Il-'i-!iI'IEITg_. in the conlexl
of a practicum taking place in institutions caring for pre-school children aged
between 0 and 4 years old (Fig. 16.1).

Each student (A, B, C) was observed three times during a period of 8 weeks,
equivalent to the duration of their placement. Students were video recorded in

15T YEAR PRACTICUM

Ped. Int. | Ped. Int. 2 Ped. Int. 3

x —~’Xctivity I }]:{ Activity 2 ’—l—{ Activity 3 ‘—J/"

Refl. it

Ped, Int. 1 Ped, Int, 2 Ped. Int. 3

B —{Activity 1 = Activity 2‘J—{ Activity 3]—1—/

Refl. int.

Ped. Int. | Ped. Int. 2 Ped. Int. 3

Fig. 16.1 Audio-video data C —{Activity 1 Activity 2 :I:‘Activityll:”/

available Refl. nt
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qpeciﬁc contexts, in which they conducted educational activities with children.
TheSe recordings document both play activities, during which students supervise
children playing freely, and more directed activities consisting, for instance, in craft,
quuctured games or psychomotor activities. These aclivities were prepared and con-
ducted by the students, in presence of and with support from their mentor.

Complementary to these video recordings, two sorts of interview data were also
collected as a way to enrich our understanding of guidance provision at work. The
first sort of interview data consisted in audio recordings of pedagogical meetings,
neld on weekly bases between students and their mentor. These meetings are planed
in the curriculum and provide space for students and mentors to reflect about their
practical experience, to assess learning objectives and to plan future activities.
In each site, three pedagogical interviews were recorded, between each different
activities observed. The second sort of interview data collected consisted in reflex-
ive interviews conducted by researchers at the end of the observation process.
In each institution, students and their mentor were confronted to excerpts of video
recordings of their activity and could comment on their strategies, difficulties, emo-
tions. They could also express the rationale underlying their contributions to inter-
actions as they were observable in the video data.

This procedure was replicated a second time, with the three same students,
during another practicum taking place on the third and last year of training, briefly
before the final exams. In sum, the complete data set includes approximately 22 h of
video recordings of activities, 13 h of pedagogical interviews between students and
mentors and 7 h reflexive interviews led by researchers.

A close examination of the video data and detailed transcripts based on these
data provides a rich empirical base for examining how mentors afford guidance to
students and how students engage with these resources when leading activities with
children. Consistent with the proposed theoretical frame presented above, three
main “interactional participatory configurations” were identified, placing the par-
licipants in distinct and specific participation positions. In what follows, these par-
licipatory configurations will be defined and illustrated with excerpts of transcripts
Captured in the data.

16.5.] Observation and Feedback

Qne first interactional configuration through which guidance may be accomplished
M the conditions of work can be referred to as observation and feedback. In such
pﬂrticipatory configurations, mentors sct themselves outside an educational activity
“onducted by the student. They observe the students from an external position and
PrOVide feedback (o students, either during or after the activity. Specific participa-
tion positions emerge in such configurations, both for mentors and students.

To illustrate these participatory positions, one first excerpt of data, related to
“ludent A, will be used. This excerpt was observed in a daycare centre for children
18ed hetween 3 and 4 years old, which offered placement for this student.
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1 I[IL observed activity, planned by the student, is addressed (o a sm
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ll_u Is and consists in a painting experience where children use the
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rushes. Large sheets of paper have been placed on the wall
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ir hands insie:
using their hands to paint trees. In the excerpt tr i g .
: ‘ 2CS. ¢ excerpt transcribed below
back and forth between the wall and the student (o cles I
tor observes how the painting activity unfolds.

: childre
i their hands, while (he
> Mep.

(1) “There is fresh paint on the ground” (P-Al, 45:00-45:43)?

STU: it’s beautiful\ e
CHL:

now I will use pink/ ((comes t
STU
hands)) [#1] © U and cleans hejr

you want to clean this finger/ STU he
her hands)) ' e g
CH1: yes\

CH1:

STU:

( (Q/ es back to he i i 7 are ou
oe L 5 palnting vall i ]
\ ) ) Y S1ng pink

CH2: green\
CH1: I will take some pink\

MENT : ( ([]ENZ leans forward a ldresses XX
G d addresses T
& S U)) XX

((STU leans forward and list
5 listens to ME
MENT : .

g(([.mNdT leans forward)) [#2] there is fresh paint on the
round you should clean it\ (( — e . ,

y points witi a ¢
the ground)) ith the fnger |

ouch\ ((takes a towel and cleans the ground) )

only the fresh ones\

yes\ ((continues to clean the ground))

and now pink\ ((comes to STU and cleans her hands))

izudwiglt pink/ wait a minute\ ((helps CHl to clean he!
ands

m—

approachos STU Lo clean her

P ; dr
(C"mow T will uge pink**) ETU | i

" légans forward and 8¢
thare is fresh painb oF e

ground
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) X“{l pt (1) illustrates one specific form of relational interdependence betwee”
l]c]stuc ent and her. mentor. The mentor affords an autonomous participation space
o the student and installs the conditions for the student to lead a painting activity
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16
children. The student, on her side, clearly engages with this participation space
jorses the active educative role associated with this participation space. Her
gagement is made visible through the specific ways she behaves and ori-
participation in interaction: she establishes cye contact with children
(500 #1), makes comments on their paintings (“it’s beautiful”, 1. 1) and helps them
;'.11-'-“” their hands when changing colour (“you want to clean this finger?”, L. 3).
1 whal it appears in the data, children themselves recognise the student as the
f the painting activity: they address {he student, place her in a ratified recipi-

with
gnd en¢
.“:li‘!'lc en

enls her

F 1ol
jpader O

gl ’
finger?”, 1.3) by providing relevant answers (“yes”, 1. 4).

A complex layering of frames emerges from the ways parlicipants engage in
{nleraction this stage. The mentor obviously remains outside the painting activity
woriducted by the student with children. She is observing the activity but not taking
part and leading it. This external participant position seems to be ratified by other
|r.|rlia.'.'tp:1|1l~;'. neither the student nor the children are addressing the mentor verbally
gor orient their gaze or body towards her. However, the mentor does not remain
inactive: she sits on the ground, observes whal is happening and takes notes in a
1oiebook (see #1). In doing so, she endorses typical conducts associated with the
wcial role of a “trainer” and brings visibility to another activity frame that shapes
“what is happening here”: the frame of vocational education, associated with spe-
cific training purposes. In sum, the way participants shape participation al the begin-
ning of this excerpt displays two coexisting activity frames: (1) the painting activity
[rame, in which the student engages with children, and (2) the vocalional training
frame, gathering the student and her mentor.

Bul interestingly, the different layers associaled with this complex [raming
configuration are not completely split but, to some extent, intersect with each other.
As observed in the data, the mentor is not sitting as a passive observer during the
entire unfolding of this excerpt. When noticing that children carry fresh paint on her
shoes and leave marks on the ground, she leans forward to the student, self-selects
herself as speaker and addresses instructions Lo the student (“there is fresh paint on
the ground you should clean it”, 1. 10). In doing so, she assists the student’s activity
by solving practical problems she had neither anticipated nor noticed before. These
Scaffolds bring additional visibility to the training frame shaping participation. The
Specific modalities through which these interventions take shape deserve particular
altlenlion. Indeed, it can be observed that the mentor addresses the student at a par-
lf“ﬂ’dr point in time when the student is not interacting with children. Her interven-
ton is carefully prepared, by establishing eye contact and changing body orientations
(see #2). And finally, the instructions are voiced very silently so that they can be
heard and understood by the student exclusively. In other terms, the mentor endorses
. {raining role in which guidance is not supposed to be noticed by children and
‘?“‘QCL their actions. It is shaped as an clement taking place aside from the painting
(}Cli"ily itself. The student aligns to the verbal exchange initiated by the mentor and
?Q‘quentiully responds by salisfying the instructions (1. 11, 13). In doing so, she
Wigns 16 the specific (raming offered by the mentor.

position (1. 2) and align sequentially to her questions (“you want Lo clean this
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16.5.2 Joint Action

A distinct form of guidance provision can be observed in participatory configury-
tions in which mentors are nol positioned as external observers but actively engage
together with students in educational activities addressed to children. Such an inlgtr-
actional participatory configuration can be designated as joint action, considerine
that both students and mentors jointly accomplish educational activities in which
training and learning opportunities may occur.

A second excerptl of data may be used to illustrate how such participatory con-
figurations emerge and unfold. Excerpt (2) was observed in a kindergarten involving
student B, her mentor and a group of children aged approximately 3 years old. The
aclivity conducted by the student consists in a “mini-bowling” play, where children
are expected to throw coloured balls and use plastic bottles as targets. Children have
been gathered in a large room and are listening to the student’s instructions. These
instructions consist in grabbing soft coloured balls and throwing them towards plas-
lic bottles that have been placed at the other end of the room. At the end ol these
instructions, children stand up and start to play with balls.

(2) “Lisa, go and grab a ball” (S-A1, 34:30-34:45)

STU: are you ready kids/ [#11

CHI: yves\

STU: so you can grab a ball/
((STU stands up))
you can take a ball and throw it at the botltle®
to try to make them fall

CHI: ((all the children excepl: Lisa stand up and
throw balls at the bottles))

STU »MON: yes congratulations Monika you made a botbLle.
fall/

MENT>LIS: Lisa/ go and grab a ball/ ((points with het
finger Lowards the box containing the halls)
[#21
go and grab a ball Lisa\

LIS: {{ Lisa stands )

MENT : { (M
Lisa))

DAN > STU : I made bottles fall/

. STU> DAN: you made ktwo bottles fall conuratulatipqqf

np and approac

2 MENT addresses LIS while STi
TU and MENT ara providing 2 MERT addrasas L1 ]

z @ o SNp O childre
tions to children bafore the with the |_|||_||r| [I II1I
o y = A o ond grab a lis
startyg ['ara you I ady kids?"") 1 go and qra a

Similarly to what could be observed in excerpt (1), the 1r}§nt01’ flg(lin a‘ttords an
aclive participation space o the student and inlstalls .Lh.e cqndﬂxons for the stud‘cn‘t to
jead the activity, The student engages with this participation space and endorscs arﬁ
active role of leadership in conducting the activity: she esmbh.shcs eye contac‘t w1t
the group of children sitting on matlresses (sec #1), addresses Instructions tf) p;ntlu—
" throw il at the bottles to try Lo make them fall”, 1. 5)
ducting a transition form the instruction phase 10
s77,1. 13 %50 you can grab a ball”, l. 3). The

pants (“you can take a ball and
and leads the progression by con
the start of the play (“are you ready kids?”, { . - 1he
children also recognise the student as actively engaged in _L'th.lvtmg the :.u.‘l.lvnl.y.

they orient their bodies and gaze towards the student (see ﬁl y and respond .w(l.u.m-l
tially to her instructions, either verbally (“yes”, 1. 2) or with hody movements anc

sical actions (1. 6). ’

phyl;;tﬂc(olﬁttlrxy (to Lile participatory configuration chara.cterisil?g exce{’pt (1), the
mentor assisting student B does not remain outside the primary frame of Lh§ e.duc'ai
tional activity. On the contrary, she is actively taking part 1o s%lch an actlthy, ;s
indicated by the conducts she makes visible in the cor?te.xt. For {nstancc, ?101 blo y
position and orientation show that the mentor is not sitting outside tl?e. group tlS a
bystander but takes place within the group and as a componlm?t 0{‘11.. She also
addresses the children directly and guides them through the actl\'/lly (“Lisa, go and
grab a ball!”, 1. 8). Interestingly, the children themselves recggmse the mem’or al Lll
participant in the game: they also establish visual contact ;Wuh the m@tq (see
hen required (1. 10). From there, il appears
but that both the student and the
accomplish-

and #2) and align to her instructions w
{hat the student is not alone in leading the activity e
mentor engage in a complex coordination process Lo produce a joint
ment of the bowling play. . o
Such a joint action participatory configuration becomes pal ticula : !
the end of the instruction phase, when children are cxpegcd to engage \T“,th t.hc
play (1. 1-3). At this point in time, complex changes occur in the ways participants
e Is up, approaches the box con-
called Lisa, stays

ly visible at

take actions: a group of children immediately stands U] !
laining the soft balls and starts Lo Use them, but one I.”LIC girl, _ S
Still in a sitting position, The student orients her attention 1o the group of chi s ]L.I.l.
("yes congratulations Monika you made a bottle fall”, 1. 7), whercas the mentor
aligng wiLlh [isa, establishes eye contacl with her an.d gL‘udes her‘ through the g"uync
(“Lisa, go and grab a pall”, 1. 8). A so-called schisming configuration emerges
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16.5.3 Demonstration and Imitation

When mentors ¢ WEAS L
Gonal ;mi\;i[[rﬂ.\- i:]f:hat;::tl,llm are \.&m king L.'(]”."Ihl}l'Iﬂi\’{-}.l}r for accomplishing educa-
lies as opportunities to JL'JJ;IL mtmtw Hmnm_“m?,‘ use the unfolding of such activi-
attention of the \'tud‘cmu spe “;N“{L “..“)IIH ili dm!!“; and bringing ostensibly to the
pens that students i(i.-;”.; i-[\] !L-Il_}ln ‘lli{k.hllllflfl‘ﬂ for their actions. Fortunately, it also hap-
their practicum c.‘il!crienc_\‘q 1-::|(-t.\m“yud- s and use them at later stages in
that have been previously L| K“.}r _l_mt'\_x' for instance, reproduce aspects ol practice
ettt sl i e .1:1”1_11;.(;!11L‘lilhi.[til‘t?tf by .m'cnlt'm. Such a combination of demon

P dcgc;jb ; | al spe‘uflc participation configuration, distinct from the

To illustrate I1Gw d‘cm( “. d ’I(W& TR

and unfold in interact ic.au.]:»:-“\:iilltr”rl -';'[.“.I lm.”,u.lft_m I‘ill'_Iicipm“,-)_. configuration emerge
tion, with student C. These dat “‘L. erto excerpts of data collected in a third instifu-
ducted by the \I.lllil‘.J.l[ wi-l.hl-t ::t_‘l " ].-m_: I”I a psychomotor activity, prepared and con

activity Consists o ahs |-l.l group of children aged between | and 2 years old. The
“"_'F'-‘t‘l;; have ln\I’ll :!Izlw:l( iruh-ill.) .t'.X[,)]m_P a material environment in which various
sizes, ele. The student ‘”1‘1' | L ] as 'MI_[;,\-.WT-.&.. toboggans, tunnels, bowls of different
exploration of th . [‘-i" R R Jointly assisting the children in their free
girls in the grou :h-k L.1 ?'I.LL'['\' At the beginning of excerpt (3), Lea, one of the lite
disi liive |;.Hl.L.lit“.(\‘[”?;:“]!-‘:: h;r ..] \“f““ul' “.\"il"“]t‘-l' laying on the ground, which chil

shows her how to play \\:'illh il,h. REREFRRE R s ieteit ot it cylinder and

drge aspecls of

10

3)

,”ﬂng'Fhroughln&wacUOnulPnrdcquuory(30nﬁguraﬂon&_

Led

Lok we can place the cylinder another way” (M-A3, 36: 10-37:55)

look we can place the cylinder another way
( (approaches the cylinder and places it in a
vertical position))
who wants to go inside/
places her in the centre of the cylinder))
[#11]
((Alix
shall we place Alix inside/
Lea\ ((takes Alix and places her in the centre of

the cylinder))

come Lea\ ((takes Lea and
ouh:::

et Maria are approaching the cylinder))
OK we place Alix with

both of you have been kidnapped by a cylinder\
attention oh oh oh:::

( (shakes the cylinder))
oh oh oh oh:::

( (shakes the cylinder again))
({Lea expresses fear))

oh you don’t like it so O
the boat”/ ((sings a song while rocking the
boat-ALI-and-LEA=1- bhoat -ALI

K we stop\ shall we do “In

and

boat -makes

cylinder) ) itin-a

I A -when—the-boat faces-big
splashfandfturnsfaround[#2]
again boat/

do you want to get out of here/
again/

oh again/ wait T will do i
it’s Maya’s turn all right/

t one more time and then

— -]

sind=z A ong while rocking the

eylindes

7Y ohzerves how MENT places MENT

and aliw in the centra of b

cylinder

Although the psychomotor activity is supposed to be in (he hands ol the student,
ial, the mentor is clearly taking an

who planned it and who prepared the matert
actlive role of leadership at this stage. She initiates a change in the position of the
Cylinder (1. 1), places Lea and Alix in the centre of it (1. 2-4) and frames a narrative
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event in which the two little girls are “kidnapped” by the cylinder (1.5, Spe
starts moving the cylinder according to a famous song in which a hog, is J'i:t'k'
in the waves (1. 8). Children taking part in the situation also explicitly Ing
the mentor as leading the activity: both Lea and Alix respond (o the ll]L:..m
to be placed in the centre of the cylinder and align to the p
afforded to them (see #1).

In this particular configuration, the student is loosely engaged in the Psychome.
lor activity. She is orienting her attention towards her mentor and ohge
using the cylinder (see #1 and #2). It is noteworthy though that the
placed by the mentor herself in an observing position, the men
her actions ostensibly so that they can be noticed by the stud
place the cylinder another way”, 1. 1). It is based on these pre
participatory configuration is afforded by the mentor, tak
demonstration. Interestingly, approximately twenty minutes after this demonsry.
tion, another episode of the psychomotor activity takes place in relation (o (he
cylinder, and during which, the stadent reproduces the sequ
displayed by the mentor.

rucng|”\L

o or'y Ol
dl“cl””“”}'ﬂnhhhnh

ves hep
Sludeny jg
tor accomplishipg
ent (“look we cap
mises that a specifie
ing the shape of 4

ence of actions earlier

(4) “T.don’t know Isabel’s song” (M-A3, 54:58-56:00)

LEA: ((approaches the cylinder and touches it)) here/
STU: would you like to go inside/
LEA: ((LEA shakes her head in approval))

STU: wait a minute\ step back I will put it over your
head\

((raises the cylinder and tries to insert it around
LEA’s body)) [#1]

come/
((LEA steps back and seems to be afraid))

it’s frightening isn’t it/ ((places the cylinder
back on the ground) )

Come I will help you to go inside\ ((takes LEA in

her arms and places her in the centre of the
cylinder))

((ALI approaches and expresses interest for the
cylinder)) ah-1i-1i/ ah-1i-11/
you too/

((takes ALI in her arms and places her in the
centre of the cylinder))

be careful/ don’t shake your feet too much\
again/

again in the boat/ . I den't

({sings the ; while roc

i-d-boat -AlLTI-and-LEA-in-a-boat-ALT-and-LEA-whel

the~boatf;ucesfbigfwaves~thefboatfmakes—splaSh‘a“d/
turns-around [#2]

( (MENT observes the scene with a smile))

Learning Through Interactional Participatory Configurations...
ea

#2: STU sings the song while rocking
the cylinder, MEN observes the scene
with a smile

STU raises the cylinder and tries
to insert it around LEA’s body

.. . <o
In the excerpt transcribed below, the participants endorsg a dlslmct;1 an(i r(;:g/;:zsi S
icipati ition i i ith excerpt (3). At this stage, the stu :
tion position in comparison with ¢ : i ' -
o i { the action with children, but she
E the mentor performing ‘
B oo e o i ild It is now the mentor
i i ivity involving these same children. It 1s
tively leading the activity invo W L or
:\fho %i)tls away from the cylinder and observes how the student plays with the
ittle girls. . .
llttIngmany aspects, it is visible here how the students imitates the action %hcli
” ) ) . .. o . 0
reviously observed from her mentor. For instance, a similar sequential pkzittem1 e
i d ; he cylin-
?nteraction unfolds as the one that occurred previously: the s'tudcnt placeslt Sc 8y "
der in a vertical position (1. 5); she places the same two gl{ls] 13n) LhTehccntre o(d.uc,[io,rl =)
i in ref ith the boat song (1. 13). The repr
and shakes the cylinder in reference wi : e
i i i initiated by children themselves: it i _
this sequential pattern is very much init clve -
first to?lches the cylinder and makes visible that she wants to g0.1ns1de ('1. ll, 38)) o
again steps forward and asks to be part of the game, togethe;lr with Maria ;r.eVi(.)USly
1 ali ' ds by reusing the resources
student aligns to these requests and respon b N
displayed t%y the mentor. She also makes explicit reference to the;e resogr(:lesl\gA/)h
it i “q0ain in the boat? I don’t know Isabel’s song™, . 15).
it comes to reusing them (“again in . . el
i i -eproducing literally the sequential p
Interestingly, the student is not only repro ) equ e
j i i dapting it to the local contingencies
action observed previously. She is also a ' e
ituati i ¢ s interest for the cylinder game, the
situation. For instance, when Lea expresses 1n orl . e
i istinct i { acing the child in the centre of the ¢y ]
experiments a distinct technique for placing ( L ey <
shs raises the cylinder over Lea’s head instead of pul]mg.Lea in her arms A{ld7 [))12; 8 %
her in the cylinder (1. 5). But Lea reacts with fear to this way of doing ( .t r,(i 8};\
back and forces the student to come back to the tcchmgue used b)ft?; ::EFO(;‘ ed;lca._
[ excerpts i te how the joint accomplis
In sum, these two last excerpts illustra 0 : =
tional activities by students and mentors generates opportunities to shariorfzgnduct_
' i ategies: the mentor ostensibly displays resources
of techniques and strategies: the mentor 0s T oo
i iviti ith children, and the student recycles thes S .
Ing psychomotor activitics wit i : i
i ot “hanisms also illustrate
by enacting them in her own practice. These mec :
imitati tion but also
i { toires is bz ly on imitation and reproduc
sharing of repertoires is based pot on . : : o
involvis a process of appropriation and recreation. C0n31st<.:nt with .other lr‘c;: o
results (Billett, forthcoming), these mechanisms emphasme the ~1rlnpf)£ ;10 ke
Mimesis in vocational learning and the creative and social aspects relate .

mechanisms of imitation in learning.
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16.6 Bridging the Gap Between Learning and Work;j
ing

This chapter has
! apter has attempted to make th s
the worl I1] attempted to make the ordinary practices of mentori
(place more visible Teletetard; : ki Cntormg g
le by understanding how mentors alford learn Studen e in
arnino o
) 1 ' & |1|}l|]'u
practices have been conce ; s. Todo g i
ave N conceptualised not as abstr O, mentoy
! as abstracl categori Norjge
L pories, but as }
(= L] as 1[“(.}.

nities 1in pracuce ar ]Ill AR Y !' “NEALe W 28e I'e W o
| aclic ) tudents Lnr.. g2e v ]l]ll!lk\i FesoL
L ; Ce

actiong)

accomplishments dmery i i 1
| 5y JItlIHLI}', fl"l‘.‘"il_l'”l[!(.‘-(l situated and Vi‘\illl(‘ C |
onaucts ¢
“Nached

l]“()llﬁh \"(.'llhﬂl lllll.l “]U!'i]]]“dﬂl i]‘”l."-f‘“(’ljl‘“‘\
."\ b ".ll‘l'l;”:h' 12 me k! 1 i 5 i 5 1 3
I - [‘II ’ I B I ntoring | raclices as ¢ i[liilLL'-li il"l I'EIL‘[ii)I 5 ¢m h .\i
HEX i Y Droce T - =N ABIE
I ]HHH}:. [ roCess ;‘.1(1”]‘..1 I WhL‘H mentors 'i]]d stu ['\ R | 1 i 15155 | ¢ O
LU S students are {[l}]”u [}

guidance” iy

the circumstances of
umstances &
es ol work. More specifically, the approach adopted illumj

: 1min

complex ways education: S : ates
I 1ys educational practices involving adults and children i ates the
= il . 20 inte

vocational training purposes involvi T : rsect wit
What makes (hese solrts ]0[ iettlllllé:::zlllntilu;:;;lL: ‘;ml experienced rrr'nl'u.\him]mj:
itable in terms of learning is the fact that quw \c‘,’ COTpleX and potentially prof-
]flyCI'S of framing arc constantly shaping [h(é Wab wa lf(".m tho data analysis, 8
tion: (1) an educational frame addressed to childys PrﬂmUPﬂ.DLS engage in DEL
range of activities (painting, bowling, playi rcn and tak‘l ng the form ol a wide
frame involving the student and th%’ P aymc%, etc.) and (2) a vocafjonal traifiiy
d.islinct educational purposes (learni Cr lrlnemo} af}d ‘C.HaCled Cliuehrgpeciic il
fivity and how to expand fhe r}g ow to use paint, how to cope with multiac-
Thoso w0 layers are Consmn\ga)i/:ltcﬁlldre.n may explore the material environment).
ciroumstanoss of practiee y intersecting when it comes to train and learn in the
The collected data « alysi i
e warr;l[l)l]i;lll:;r):ll; %i;iieel ;hat Parl}mpanls bring local and distinct
vt e e g es. Some of the mentors observed sel them-
training practices. Some otha. mn_l?ﬁmd er.ldorse an observer position to accomplish
Py e aCti(mels ﬁi}]‘tl.clpatc in these activities and position themsclves
o T . g 70_0 'Lctl\‘/e.ly conducted together with students. Finally.
make these rcsources‘ostenl f’leOInF a'ctlons to share their repertoires of resources and
S “in[eméti(;na[ Sl, y YlSlblC to students. In sum, what we have proposcd
el e . ‘Iﬁdlrfl(%lpat01'){ coqﬁgurations” can be regarded as specilic
faced with. It is by [1&0()[1',?1;1[[1]:‘1(4)r “ﬂ\’lga.tl_ng the contextual complexity they 4
premises and expcctuﬁon; 'mc(:ci];ltrce(f v[\)/?tl;];lr;?]t(l)ry positions that they reconcll -
e el s assocl: oth learning and work.
have to ellgag?ilrellc((l)]lil[l)fl:(l:ée: iiétlf)qal compelences, namely, the capacity participa!*
L 001 ma‘tlon proccdur‘es in context, play a significant role in
Yocaton educm} - Recc O(inFE?d consFanl transformation of parlicipatory practices in
may serve relevant p-ur OSCETSTn‘g .thc importapeere ilieseintec ions] competence®
ol il 1‘5na" (?1 carly ChllldhooFl educalors in general and for workers
understanding why ment ..Ions (?,L V\(ork in particular. For instance, this could help in
B bcc;}] mgdpl aclices arf: .somctimes so difficult (0 observe and why
what we see in the ciata Lhirs)all' ‘ll{o u‘]e-e].npl.ncal conditions in which they unfold. From
40 0t ways endorse [;ain‘in :c} 1(11‘ \l/1s1b%llly c.an be cx.plained by the fact that mentors
They often give to the provisior oles by producing explicit sorts of guiding instruction™
e provision of guidance the shape of professional practice itsell and

, gllill
".I“,l'l L
( l)h-“"‘l el

gansp
s 1-3_\'13'.“1

st
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positions. If guidance is difficult

Tordance of participatory
it is framed in interaction as

hen, to some extent, because
rom there, using video analysis
ial recognition Lo mecha-

ance through the al
empirically, it is t
1 invisible by participants themselves. I
bring additional visibility and soc
are yet to be fully understood.

Iso open rich and original avenues for the development of
es addressed o mentors themselves. Analysing
al participatory configurations
ase for reflecting on mentors’
ace activities. Recently, we

arenl ant
.h method could

1 that are central to learning through work but

These methods can a
ol or informal {raining practic
a1 and observing diverse interaction
il provide a stimulating empirical b
assisting students in their workpl

¢ into that direction by organising focus groups with mentors
| from the above-mentioned

m with excerpts of video borrowec
how how participants are able to elaborate
interactions and attitudes. They also

and differences ahout what

form :
\'i.dl)l_l'h:lhcd materi
ﬂ.]awd {0 this materi
pcrstmnl strategies for
lave attlempted to mov
qnd confronting the
reseatch programme. These focus groups s
heir own mentoring skills by observing others’
opportunities for mentors (0 discuss convergences
vant ways of shaping students’ participation in workplace contexts,
co-based focus groups bring alternatives to the teaching of norms,
ate traditional forms of training in

provide
hey see as rele
These forms of vid
and preestablished recipes that domin

prescriptions
an be seen as promising resources for

this liled. They c
fesulls into non-prescri

transposing descriptive research

plive training contents.

Appendix: Transcription Conventions

Accented segments
Raising intonation
Falling intonation
Uninterpretable segments
Uncertain sequence of transcription
Lengthened syllable
Pause lasting Icss than one second
lasting between one and two seconds

CAP -

\
XX

{hesitation)

Pause
Overlapping talk

Comments regarding nonverbal behaviour
Reference to the numbered illustration in

the transcript

Ucomments))
(#1]

References
Crossing boundarics between school and work during

5(2), 153-173.
Strategies for effective practice. Crows

Akkerman, S. F., & Bakker, A, (2012).

. apprenticeship. Vocations & Learning,

Bl“elt, S. (2001 a). Learning in the workplace:
Australia: Allen and Unwin.

Nest, NSW,




338
L. Filligy,,,

Billett, S. (2001b). Learning through work: Workplace affordances and individga| eng
Journal of Workplace Learning, 13(5), 209-214,

Billett, 8. (forthcoming). Mimetic learning at work: Learning through and acrogg profe
working lives. In 8. Billet, Ch. Harteis, & H, Gruber (Eds.). Titernational handbooy Or
g throwgh practice. Dordrecht. the Netherlands: Springer.

Billett, 8., Sweet, L., & Glover, P. (2013). The curriculum and pedagogic properties of Placlice
based experiences: The case of midwifery students. Vocarions & Learming, 6(2), 237-257 =

Bucholtz, M.. & Hall, K. (2005). Identity and interaction: A sociocultural linguistic "f‘i1l'(;;'
Discourse Studies, 7(4 -5}, 585-614,

Durand, 1., Trébert, D., & Fillietlaz, L. (forthcoming). Offre et prise de place: |’Zlccomplisscn]c,,l
des configurations de participation 2 Iinteraction tutorale, In L, Filliettaz, K. Balsley,
& 1. Vinatier (Eds.), Formation a la pratique professionnelle et activité
Bruxelles: De Boeck.

Egbert, M. (1997). Schisming: The collaborative transformation from a sing

Ageey,

M;I.rm‘.!]
teapy,

1ch,

des Jormateyyy.

le conversation
to-multiple conversations, Research on Language & Social Interaction, 30(1). 1-51.

Filliettaz, L. (2010a). Guidance as an interactional accomplishment: Practice-based learning
within the Swiss VET system. In S. Billel (Ed), Learning through practice: Models, n-;;,r.f,‘.
tions, erientations and approaches (pp. 156-179), Dordrecht, the Netherlands: Springer.

Fillietaz, L. (2010b). Dropping out of apprenticeship programmes: Evidence from the Swiss VOCa
tional education systen and methodological perspectives Tor rescarch, International Sotrnal
of Training Research, 8(2), 141-153.

Filliettaz, L. (2010c). Interaction and miscommunication in the Swiss vocational education con-
text: Rescarching vocational leaming from a linguistic perspective. Jowrnal of Applied
Linguistics and Professional Practice, 7(1), 27-50).

Fillicttaz, L. (2011a). Asking questions. .. getting answers. A sociopragmatic approach (o voci-
tional training interactions. Pragmatics & Society, 2(2), 234-259.

Filliettaz, L. (2011b). Collective guidance at work: A resource for apprentices? Journal
of Vocational Education and Training, 63(3), 485-504.

Filliettaz, L. (2013), Affording learning environments in workplace contexts: An interactional and
multimodal perspective. International Journal of Lifelong Education, 32(1), 107-122.

Fillicttaz, L., Losa, 5., & Due, B. (2013). Power, miscommunication and cultural diversity:
Applying a discourse analysis lens to voeational training practices. In J.-J. Weber & 1. de Sainl
Georges (Eds,), Mudtimaodealicy and multilinpualism: Crurrent challenges for educational sitid
fes. Rotterdam, the Netherlands: Sense Publishers.

Filliettaz, L., Rémery, V., & Trébert, D. (forthcoming). Relation tutorale et configurations de par-
ticipation a I'interaction: le cas de la formation professionnelle des éducatrices et éducateurs de
Ienfance. Revie @ctiviré.

Fuller, A., & Unwin, L. (2003). Leaming as apprentices in the contemporary UK workplace:
Creating and managing expansive and restrictive participation. Journal of Education and Work,
16(4), 407-426. )

Fuller, A, & Unwin, L. (Eds.). (2013). Contemporary apprenticeship: International perspectives
on an evolving model of learning. London: Routledge,

Goffman, E. (1961). Encounters: Two studies in the sociology of interaction. Indianapolis, IN: The
Bobbs-Merrill Company. N

Goffman, E. (1974). Frame analysis: An essay on the organization of experience. New York:
Harper and Row. -

Goffman, E. (1981). Footing. In Forms of talk (pp. 124-159). Philadelphia, PA: University ©
Philadelphia Press.

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

Hcath, C., Hindmarsh, J., & Luff, C. QO10). Video in qualitative research. Analysing social mier”
action in everyday life. London: Sage.

339

Learning Through Interactional Participatory Configurations...
6

ng | 1) " - of vis vsign. London:
G.. & Van Leeuwen, 1. (1996), Reading images. The grammar of visual design. Lo
; a5 Ty & . 4 » .
h[(.‘»‘\.
Routledge. . .
ségel, P (2011). Les maifres d apprentissage
UneELR B AEE f
: travail. Paris: L'Harmattan. N
1., & Wenger, B, (1991). Sinated learning: Legitimate
Lave, - i PR Feae
1K Cambridge University Press. ' o
H“Ii &Scoﬁon R. (Eds.). (2004). Discourse and technology: Multimodal discourse analysis
i Ge ' University Press
shington, DC: Georgetown Univers y Press. ‘ . .
WaSSh D%r B.. & Filliettaz, L. (in press). Success, well-being and social recognition: An inte
Losa, D-» Sy B ' |

J ) 3 ] ] cducation and
i PRI d) Succeess and well h(',mg mn e
i srspective. In M. M. Bergman (Ed.),
acl]onal persped

ey CI . cht, the Nether ands: Nplmgcl.

/U\Hl . Dordre I ) .

N . 9/ S (.“t 4), Ana YZIng J'HHIJ.’HHHM"H! mnferaction: A 6’/1()(/()[(?['“([ IICIHI(,H()I/\. I don:
OlITLS,

. Analyse des pratigues tutorales en situation de

peripheral participation. Cambridgce,

Routledge. - ’

8 idactigue professionneliv
pastré, P. (201 1). La didactigue profes !

- 6).

.ré, P, Mayen, P, & Vergnaud, G. (2 . ‘ ; e
P%Zibfiactics]. Igevue Frangaise de Pédagogie [French Journal of Pedagogyl, 154, 145-19

. Paris: Presses universitaires de France. '
La didactique professionnelle [Professional

) fures onversation. Oxtord, UK: Blackwell.
s, H. (1992). Lectures on conversation. cfor . o
gilcwtgg,loff(E (2007). Sequence organization in interaction: A primer in convers
ambridge, UK: Cambridge University Press. R
T (‘;illl'?b}l’l((%co()ii) Perspectives into learning at the workplace. Educational Research Review,
ynjila, P. (2 . s s
3, 130-154. ' ’)
Vygotsky, L. S. (1978). Mind in society: The development o,
a idee, UK: Harvard University Press. ‘ o ‘
WO(?(lmgm Bbrtlner J.S.. & Ross, G. (1976). The role of wutoring in problem solv
C/;i/d Psychology and Psychiatry, 17, 89—-100.

ation analysis.

f higher psychological processes.

ing. Jowrnal of




