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Boundary-Crossing Movements:
A Resource for Student Learning
Elisa Cattaruzza* , Laure Kloetzer and Antonio Iannaccone

Department of Psychology and Education, University of Neuchâtel, Neuchâtel, Switzerland

This paper focuses on the learning processes of students involved in a pedagogical
design bridging in-class and out-of-class activities. As academic teachers–researchers,
we designed a semester-long course in which academic and out-of-university activities
interact and overlap. The data were collected at the end of the course from student
reports (diaries) and audio-recorded semi-structured interviews inspired by the elicitation
interview technique. This technique involves a fine-grained description of the lived
experience. We present selected excerpts in which students described their boundary-
crossing movements between academic and out-of-university activities. Data were
evaluated using a purpose-built analysis approach comprising two macro-categories
and three sub-categories of students’ boundary-crossing movements. The results
showed that specific learning processes emerged and developed through these
movements. Implications for teaching and learning are highlighted.

Keywords: boundary-crossing, dialogical learning, school and out-of school contexts, innovative course design,
active participation

INTRODUCTION

In previous work that focused on the same pedagogical design described herein, we showed how
both the sociomaterial characteristics of the contexts in which students acted and the situated nature
of participant engagement contributed to the polyphony of students’ positioning with respect to
their understanding of the learning aims (Cattaruzza et al., 2019b). In a complementary way, this
paper focuses on boundary-crossing movements through the analysis of students’ verbal accounts
of their participation in a pedagogical approach aimed at merging activities carried out in the
classroom with those conducted outside the school.

Our pedagogical approach has been conceived as a hybrid learning course to support the
students’ experience of being “in between several different sources of knowledge” (Gee, 2010). As
teachers and researchers, we consider these kinds of situations as important cultural opportunities
(Gutierrez et al., 1999) for developing a new kind of learning that effectively expand a school’s
institutional boundaries (Yamazumi, 2008; Engeström, 2016, 2020). The basic assumption of our
pedagogical challenge is that we can encourage students to experience an “in between” perspective
which can help them “to see connections, as well as contradistinctions between the ways they know the
world and the ways others know the world” (Moje et al., 2004, p. 44). This paper briefly introduces
the notion of boundary-crossing, which is adopted in our approach.

Interaction as Unit of Analysis
Several studies have shown that an inter-contextual level of analysis can better capture the
complexity and situatedness of psychological activity. These approaches consider this activity,
and especially learning processes, as involving complex sequences that students realize as
sets of physical and psychological actions in multiple social spaces (Perret-Clermont, 2004;
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Iannaccone and Zittoun, 2014). In particular, in the course of
daily activities, students frequently cross the boundaries between
contexts, with relevant consequences for data collection and
analysis (Tuomi-Gröhn and Engeström, 2003; Iannaccone, 2013).
These characteristics require researchers both to take the
movements between contexts seriously and to choose, as the
unit of analysis, precisely the dynamics that characterize this
inter-contextuality.

An interesting example of this type of methodological
approach is represented by researchers’ criticisms of traditional
research on family–school relations. In fact, a large part
of classical research on family–school relationships has, for
decades, collected the “individual” ethno-theories of parents
and teachers (using questionnaires and/or interviews), and
attempted to articulate, post hoc only, the multiple positions
of teachers and parents. Using ethnographic observations of
verbal interactions among parents, students, and teachers,
Iannaccone and Marsico (2013) obtained results that clearly
support the choice of conversational interaction as a non-
decomposable unit of analysis. It is during these sometimes-
conflictual conversations that those involved can better recognize
each other’s point of view. In addition, this approach makes
it possible to observe how, during interactions, the individuals
negotiate their positions, frequently modifying their initial beliefs
(Iannaccone and Marsico, 2013; Iannaccone and Arcidiacono,
2014; Cattaruzza et al., 2019a).

Movements Across Borders
Research focusing on the movements between contexts assumes
as fundamental the notion of a “boundary zone” (Konkola, 2001).
This is defined as the place where multiple human activity
systems converge, each one reflecting its own structure, attitude,
belief, norm, and role. This convergence creates the need for
the actors involved to “tune” the different perspectives and to
consider different points of view at the same time. In many cases,
this seems to facilitate understanding of the situation.

The promotion of learning at the boundary zone has fostered
the emergence of new kinds of pedagogical activities called
“boundary-zone activities” (Konkola et al., 2007; Cattaruzza
et al., 2019b). When considering the conditions under which
continuities and discontinuities in learning across school and in
out-of-school contexts occur, Bronkhorst and Akkerman (2016)
highlighted “the complicated challenges schools face in connecting
to out-of-school contexts” (p. 28). Connecting learning across
school and in out-of-school contexts for understanding and
supporting students’ learning is a growing topic in educational
research and practice (Tuomi-Gröhn and Engeström, 2003;
Bronkhorst and Akkerman, 2016; Rajala et al., 2016).

In their review of boundary-crossing studies, Akkerman
and Bakker (2011) showed how the multitude of “boundary”
terms (boundary object, boundary zone, boundary crosser etc.)
reflect various ways in which boundary-crossing can happen:
“Boundaries can be crossed by people, by objects, and by
interactions between actors of different practice” (p. 2). From that
perspective, borders can present a real identity challenge for
those who cross them or stay in the zone for a certain time.
Crossing the borders requires, in many cases, a deep reworking

of personal and social roles and skills. In these situations, the role
of adults (e.g., teachers) in charge of managing a border zone can
be crucial, especially when they have experience in: managing
challenging situations, conflicts mediation, and creating open
spaces for dialogue and joint work (Perret-Clermont, 2015).
In this sense, the effectiveness of border spaces utilized for
thinking and learning depends on the condition of the dialogic
relationships, which should provide an emotionally secure basis
for participants (Perret-Clermont, 2015).

A Dialogical Perspective to Explore
Learning
What do we mean exactly by the notion of a “dialogic approach”
referred to in this paper? From our perspective, the choice of
a dialogic paradigm assumes two complementary purposes, as
described below.

First, a dialogic approach can be considered a powerful
way to effectively support socio-constructionist pedagogies.
Dialogism in this sense is more than the “basic” idea that social
interactions create favorable conditions for learning through the
confrontation of different points of view (Markova, 2016).

According to the classical definition of Linell (2003), the
dialogic paradigm is rooted on some basic assumptions. One
assumption is interactionism: “the basic constituents of discourse
are interactions (exchanges, inter-acts), rather than speech acts or
utterances by autonomous speakers (authors, communicators)”.
Another assumption is contextualism: “situated discourse is
interdependent with contexts. One cannot make sense of discourse
outside of its relevant contexts. . .”. The final assumption is the
notion of communicative constructionism: “Knowledge is largely
communicatively constructed, in the sociohistorical genesis of
knowledge, language, communicative genres (routines)”.

In a way, the dialogic perspective (Linell, 2009) allows
one to go beyond the mechanistic idea of socio-cognitive.
For example, the second generation of socio-cognitive conflict
theories (Carugati and Perret-Clermont, 2015) posit that the
success of interactions essentially depends on each individuals’
point of view, on their interpretation of both the experimental
settings and the perception of the others’ roles, and finally
on the degree of mutual engagement in the task proposed
(Psaltis et al., 2015).

Second, a dialogic approach should be considered a powerful
tool to analyze the social interactions at play, within a systemic
and inter-contextual framework.

In light of these elements, we were interested in studying
the impact of movements between contexts on students’
ways of learning. In fact, movements create a need for
continuous readjustments of academic knowledge to that
acquired in other contexts.

RESEARCH

Aims
According to the theoretical premises discussed above, the basic
aims of the approach were twofold, with both pedagogical
and scientific objectives. The pedagogical objective focused
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on supporting students’ movements to allow their active
participation in inter-context activities. From an educational
point of view, this kind of student participation in the pedagogical
processes should serve to foster their critical and social skills.
The present article presents the project in detail; however, the
pedagogical impact is only marginally addressed. Other specific
contributions can be found in the bibliography.

The scientific objective focused on exploring, based on
results of their movement between multiple contexts of activity,
the transformation of students’ representations about the
lived experience of the intricate relationships among human
actors, objects, and spaces (Barad, 2007; Orlikowski and
Scott, 2008; Fenwick et al., 2011), from sociocultural and
sociomaterial perspectives.

Context and Participants
The empirical data presented in this paper were collected during
a semester-long course entitled “Materiality in contexts”, held
at the Department of Psychology and Education, University
of Neuchâtel (Switzerland). It was selected and funded by the
Rector’s Office of the University of Neuchâtel as an “innovative”
pedagogical project. Twenty-six students, aged 19–24 years,
attended the course.

The lessons were conceived as hybrid activities carried out
in both the university classroom and the cultural association’s
headquarters, using different sources of knowledge, such
as reading, observation, experimentation, and debriefing.
The course also allowed different types of interactions with
individuals that included student peers, academics, association
educators, and workshop participants (children and parents).

In order to achieve our pedagogical aims, the course design
was conceived in four phases, as described below.

First Phase: Designing the Workshops
At this first stage of the course, the role of the teachers was
twofold. First, they introduced cultural resources to advance
students’ reflections about the roles of objects, space, and others.
For example, they introduced lectures and reports about the
Reggio Emilia pedagogical approach, according to which children
construct knowledge about their environment through active
exploration (Malaguzzi, 1998). Second, the teachers regularly
supervised activities and discussions in each group.

In this first phase, the students’ task was to present, in groups,
an outline of their workshop proposal, in which they specify their
plan, their roles, and the content of their workshop. This proposal
was not formally evaluated; rather, it was presented and discussed
in the class, and modified according to the feedback received by
the teachers and by other students. In this sense, the content of
the course was not an end in itself, but was treated as a set of
resources that mediated investigation (Wells, 2002). The group
work and discussions in class were freely complemented with
online collaboration between students (e.g., via Google Drive or
WhatsApp groups).

This resulted in two full workshop proposals: a workshop
inviting participants to create a musical instrument (workshop
number 1) and a workshop inviting them to create a means
of transportation (workshop number 2).The two workshops

conceived in this first phase were realized by the students during
the second phase.

Second Phase: Realizing the Workshops
This second phase was carried out in a third space (a cultural
association headquarters, within Neuchâtel city). During a 2-h
long activity, participants who attended the atelier, which was
promoted by the association, were invited by the university
students to create: a musical instrument (workshop number 1)
and a means of transportation (workshop number 2) (Figure 1).

The workshop participants engaged with natural or recycled
materials (Figure 2) in a free-exploration manner; no formal
guide or procedure was provided about how to create the
musical instrument or means of transportation, or what
materials should be used.

The activity workshops involved students, participants, and
academics, as follows.

(a) A total of 26 students were involved: 8 students (4 for each
workshop) introduced the activity, managed the planning
of the activity and arranged provision of the materials;
10 students (5 for each workshop) were in charge of
observing the situation, with the support of methodological
tools created by the students themselves (e.g., observational
grids, maps); and 8 students (4 for each workshop) were
actively involved with the children and adults in the activity.

(b) Nine children and five adults (parents or caregivers)
gathered with the students in the first workshop. Five
children and three adults participated in the second
workshop. All participants voluntarily took part in the
activity, which was not part of an afterschool program.

(c) Two university teachers–researchers, together with two
educators appointed by the association, attended both
workshops to observe the activities.

Third Phase: Participant Debriefing
The two workshops took place on different dates so that each
debriefing could be carried out separately. Immediately after
each workshop, an informal debriefing was provided in the
association’s headquarters, to allow students, university teachers–
researchers, and educators to share feedback and observations
about the activities.

During the intermediate period between the two workshops, a
second debriefing was organized at the university, to give students
the opportunity to discuss work strategies and difficulties, and to
reflect on the development of their activity with their peers who
had not yet carried out their activity.

At the end of the course, we gathered information from the
students regarding their participation via focus groups and semi-
structured interviews.

Our previous work presented the focus group results
(Cattaruzza et al., 2019b); the current study reports the analyzed
semi-structured interview results.

Fourth Phase: Reporting of Findings
In this last phase, the students were invited to reflect on their
experience and course-related readings. The evaluation criteria
adopted concerned students’ understanding about their learning
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FIGURE 1 | Two examples of the products created in workshops 1 and 2.

FIGURE 2 | Natural and recycled materials used during the activities.

TABLE 1 | Purpose-built data analysis.

Macro-categories Sub-categories

Students’ physical movements From university classrooms to the headquarters of a cultural association

Student’s symbolic movements From theorical knowledge to concrete experience

From the current course to another course

From an out-of-school context to this course

TABLE 2 | Students’ symbolic movements and emerging learning processes.

Symbolic movement Learning process

Awareness of group activity as a reflective space to
elaborate theoretical notions

From a representation of learning mainly based on the
acquisition of theoretical knowledge toward a
representation of learning as an experiential and dialogical
experience

Expansion of students’ knowledge to other
academic activities

Generalization of students’ acquired competences to other
academic activities in their curriculum

Enhancement of new links between students’
extracurricular skills and university knowledge

Integration of students’ out-of-school expertise into
academic learning, and vice-versa
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experience. Students referred to their observations during the
workshop and the resources mobilized, and their understanding
of the learning experience was assessed in terms of theoretical
references and based on the pertinence of the examples given.

Corpus of Data
Within the more general framework of the applied research
described above, this paper deals specifically with students’ verbal
accounts through which they reconstructed their participation in
the activities and their interpretations of what was observed. The
data are drawn from their individual reports (learning diaries,
which were assessed) and semi-structured interviews. At the end
of the lecture cycle, all students were invited to participate in an
optional 45-min interview and seven of them accepted.

The data analyzed were obtained from the twenty-six students’
learning diaries and from the seven interviews of those students
who gave explicit authorization to participate in the research. The
interviews were conducted in a manner inspired by Vermersch’s
elicitation interview technique1. Specifically, with this technique,
the interviewer focuses on a fine-grained description of a “lived”
experience (Vermersch, 1994), providing iterative questioning
focusing on a specific past event. This type of interview
technique was expected to result in as precise a description as
possible of the focused event. In this particular research, the
elicitation interview allowed a relatively precise reconstruction
of the movements made by the students and the significance of
their lived experience (Cesari-Lussi et al., 2015; Mouchet and
Cattaruzza, 2015).

Data Analysis
The data were evaluated using a purpose-built analysis approach
comprising two macro-categories and three sub-categories. In
order to determine these categories, independent analysis of
the data was followed by meetings in which the findings were
compared and coordinated. A note keeper was appointed to keep
our discussion on track.

We began by reading the whole corpus of data. We then
engaged in the process of open coding, to explore the topics
contained in the raw data (Corbin and Strauss, 2008). In this
phase of early coding, we broke data down into manageable
pieces (excerpts) by identifying any connections that may exist, in
order to produce a first draft of macro-categories. Subsequently,
we negotiated a common name for the macro-categories, and we
better defined the sub-categories. The purpose-built data analysis
was finalized in this manner (see Table 1).

Academic Researcher and Teacher Roles: Ethical
Boundaries
Being at the same time teachers and researchers, during the
semester-long course, our responsibility was always to the
students. Data collection, analyses and other research-related
activities were completed at the end of the semester. In this
sense, our “Teacher and analyst roles thereby become temporally
separated“ (Roth, 2005, p.245).

During the data analysis phase, we appointed an external
researcher to act as a “disinterested peer” (Guba and Lincoln,

1Translation from the French: “entretien d’explicitation”

1989). The external researcher was actively involved in the coding
process by providing additional observations. This allowed us to
proceed at a distance from our presuppositions and beliefs by
promoting a “cogenerative dialogue” (Roth, 2005). In accordance
with Roth (2007), in order to prevent “power-over relationships”,
“(. . .)where power over denotes the power differential between
university teachers-researcher and his or her students” (Roth, 2007,
p.6), the following practices were adopted:

(a) We assured students that their participation in the research
was not mandatory, and would have no effect on their grade
nor on their relationship with the university teachers.

(b) We employed a neutral tone in the recruitment and
preliminary consent document.

(c) Confidentiality was assured.
(d) We collected data at the end of the semester course, when

there was no longer a relation of power between the teachers
and the students in the context of this course.

RESULTS

The main purpose of this paper is to highlight the
transformations of students’ representations of learning as
a consequence of their involvement in an innovative pedagogical
design, largely based on learning experiences both in the
academic formal context and in an informal context of
extracurricular activities. The data considered here consist of
transcripts, verbal content from semi-directed interviews and
individual reports in the form of learning diaries.

The results we report, based on the following excerpts,
identify three main transformations in students’ representations
of learning at the university: becoming aware of a group
activity as a reflective space in order to elaborate on theoretical
notions, extensions of knowledge to other academic activities,
and enhancement of new links between extracurricular skills and
university knowledge.

Becoming Aware of Group Activity as a
Reflective Space to Elaborate on
Theoretical Notions
During the individual interviews, some students gave precise
reports on their collective experiences in the pedagogical project.
The following examples show how this attempt to understand
and qualify these interesting collective moments triggered the
use of two concepts briefly introduced in the course and
mobilized in other courses: the concept of socio-cognitive
conflict (Mugny and Doise, 1978), and Vygotsky’s concept of
productive versus reproductive imagination (Vygotsky, 1994,
2004).

In excerpt 1, Michel2 recalls the notion of socio-cognitive
conflict (lines 1–3) to explain the dynamics of his group,
especially the interplay of the individual and collective learning,
which seems to happen “naturally” through group work in the
context of the course.

2All names used in this paper are pseudonyms

Frontiers in Education | www.frontiersin.org 5 March 2022 | Volume 7 | Article 730263

https://www.frontiersin.org/journals/education
https://www.frontiersin.org/
https://www.frontiersin.org/journals/education#articles


feduc-07-730263 March 19, 2022 Time: 11:44 # 6

Cattaruzza et al. Boundary-Crossing Movement: A Resource

Excerpt number 1: Michel and the notion of socio-cognitive conflict.

English translation Original version (French)

1. Michel: Uh in our group I can
observe

1. Michel: Euh alors au niveau de de
notre groupe, je vois justement ben

2. Inter: hmm 2. Inter: mhm

3. Michel: the socio-cognitive
conflict

3. Michel: le conflit sociocognitif,

4. Inter: hmm hm 4. Inter: mhm, mhm

5. Michel: it is always there. We
have been sharing ideas since the
beginning. Each of us explained
his/her observations and intentions.
And actually, the others’
contribution

5. Michel: il est tout le temps présent.
On se donnait des idées dès le début.
On expliquait chacun ce qu’on voyait
ce qu’on voulait faire. Et en fait, l’apport
des autres

6. Inter: the others’ contribution 6. Inter: l’apport des autres

7. Michel: offered some solutions 7. Michel: offrait des solutions

8. Inter: some solutions? 8. Inter: des solutions?

9. Michel: Even just in the, I’d say,
first session in which we
established a list of what we
wanted to do

9. Michel: Et rien que dans le, je dirais
euh, d dans le premier rendez-vous, où
on listait vraiment ce que l’on voulait
faire

10. Inter: hmm 10. Inter: mhm

11. Michel: even just at that
moment, if we share our ideas

11. Michel: rien que là ben on voit déjà
que a plusieurs

12. Inter: hmm 12. Inter: mhm

13. Michel: we have a greater
breakthrough/perspective, we go
further in

13. Michel: on a déjà une plus une plus
grande perspective et on on va plus loin
dans

14. Inter: in? 14. Inter: dans?

15. Michel: in the research, in the
idea of what

15. Michel: dans la recherche dans
dans dans l’idée de

16. Inter: in the idea of what 16. Inter : de quoi?

17. Michel: we would like to do. 17. Michel: ce qu’on voudrait faire.

18. Inter: hmm, hmm 18. Inter: mhm, mhm

19. Michel: And just at that
moment, since the beginning, we
observe a natural form of learning.
And uh and apart from that, there’s
always an individual contribution,
there’s some research, there’s
some

19. Michel: Et rien que là ben dès le
début on voit que y’a une y’a une forme
d’apprentissage qui se fait euh
naturellement (. . .). Et euh et sinon ben
après voilà il y a toujours un apport
individuel, y a de la recherche, y a de la

20. Inter: hmm 20. Inter: mhm

21. Michel: curiosity 21. Michel: curiosité

22. Inter: hmm 22. Inter: mhm

23. Michel: So, uh, I think that a
collective and individual form (. . .) of
learning exists for these types of
tasks

23. Michel: Du coup euh je pense qu’il
y a une forme collective et individuelle
(. . .) au niveau de l’apprentissage pour
ce genre de travaux

In the above excerpt, Michel describes the inquiry process
of his group by highlighting how the sharing of ideas
contributed to the deepening of one’s own ideas (lines 5–
17) and permitted them to “go further in the research of
what they would like to do” (lines 15–17). According to him,
the knowledge emerged in a “natural” way (line 19), not
just as an individual experience, but as a collective form of
learning (line 23).

In excerpt 2, extracted from Isabel’s individual report, the
achievements of the group’s activity were explained by resorting

to the Vygotskian notion of imagination (Vygotsky, 1994, 2004).
Isabel’s group had to plan a workshop by envisioning the details
of the activity. As she described in the report, the task was
not entirely linear because the group was faced with many
unknown factors (the excessive number of participants attending
the workshop, a partially incorrect estimation of the time needed
to complete the planned work, etc.).

Excerpt number 2: Isabel and the imagination process.

English translation Original version (French)

“Indeed, we had to imagine the
situation of the workshop in the
premises we have been visiting,
imagine what was feasible with a given
public as part of the course and the
association, a course actually given
with material originally meant for
another use, and all that with some
unknown factors (number of the other
participants, exact time needed to
accomplish this task, . . .). It was what
Vygotsky calls a productive, and not
reproductive, imagination that collects
these elements from the material and
practical environmental reality. It
became very clear to me while we were
trying to conceive together the
workshop in its smallest details not to
forget something important and to
avoid any unforeseen events: we were
aware that it was actually impossible to
avoid them, even planning everything in
advance. It was our responsibility, as
group leaders, to manage the moments
in which the reality differed from what
we had previously imagined, that is to
say the famous unforeseen events. Our
imagination has guided our actions
when preparing the documents and
collecting the material for our atelier.”

“En effet, il a fallu imaginer la situation
de l’atelier dans les locaux que nous
étions allés visiter, imaginer ce qui serait
faisable avec un public donné dans le
cadre du cours et de l’association lui
aussi donné avec du matériel qui avait
à l’origine une autre utilité, le tout avec
certaines inconnues (nombre des
autres participants, temps que prendra
exactement la tâche, . . .). Nous étions
dans ce que Vygotsky appelle une
imagination productive et non-pas
reproductive, qui va puiser ces
éléments dans la réalité matérielle et
pratique de l’environnement. Cela
m’est très clairement apparu lorsque
nous essayions ensemble d’imaginer
l’atelier dans ces moindres détails pour
ne pas oublier quelque chose
d’important et éviter les imprévus,
même si nous savions que nous en
aurions quoi que nous ayons entrepris
avant. Et c’était à nous les animatrices
de gérer principalement les moments
où la réalité différait de ce que nous
avions imaginé, c’est-à-dire les fameux
imprévus. Notre imagination de l’atelier
a guidé notre action présente lorsque
nous devions par exemple préparer les
documents, et récolter le matériel.”

According to Isabel, this group’s imagination echoes
with the notion of what Vygotsky calls a productive
imagination (Vygotsky, 1994, 2004). Sociomaterial resistances
(Boissonnade et al., 2016) form the basis of her reflection,
sharpened by her responsibility as a workshop facilitator to
manage the unexpected.

As evident in both excerpts, students recalled theoretical
concepts learned in previous courses to give meaning to their
own experiences.

Extensions of Students’ Knowledge to
Other Academic Activities
The following excerpt shows how a successful practice in the
context of the course could be extended by the students to
other project work or to another course. In excerpt 3, Thomas
introduces the “retroactive observation”, a method presented in
a paper discussed within the classroom. He explains how this
method was useful in workshop activities but also in the project
work for another academic course.

Frontiers in Education | www.frontiersin.org 6 March 2022 | Volume 7 | Article 730263

https://www.frontiersin.org/journals/education
https://www.frontiersin.org/
https://www.frontiersin.org/journals/education#articles


feduc-07-730263 March 19, 2022 Time: 11:44 # 7

Cattaruzza et al. Boundary-Crossing Movement: A Resource

Excerpt number 3: Thomas and the retroactive observation.

English translation Original version (French)

1. Thomas: So, there’s just a thing I’ve
observed when reading the text by
Anne-Nelly Perret-Clermont

1. Thomas: hmmm Alors euh alors si je
réfléchis bien alors rien que une chose
que j’ai remarqué quand on lisait le
texte de Anne-Nelly Perret-Clermont

2. Inter: hmm hmm 2. Inter: mhm mhm

3. Thomas: at one time, she talks about
uh retroactive observation

3. Thomas: et à un moment donné, elle
parle d’une euh observation rétroactive

4. Inter: retroactive observation. . . 4. Inter: observation rétroactive

5. Thomas: and, we have done that
automatically at the end of the atelier

5. Thomas: et ben, on l’a fait après
automatiquement à la fin de l’atelier

6. Inter: with? 6. Inter: avec?

7. Thomas: with uh the people that
were there and the two female
organizers of the community center

7. Thomas: avec euh les personnes qui
étaient présentes et les deux directrices
de l‘association

8. Inter: hmm 8. Inter: mhm

9. Thomas: but this has also been
useful for another group

9. Thomas: mais ça m’a été aussi utile
pour un autre groupe

10. Inter: another group. . . 10. Inter: un autre groupe. . .

11. Thomas: we were doing a study
about passionate people.

11. Thomas: on faisait un, on faisait une
étude sur des passionnés.

12. Inter: hmm 12. Inter: mhm

13. Thomas: And uh we were
recording, we were shooting, but then,
afterward, we gave ourselves some
feedback on what we had seen, on
what we had felt

13. Thomas: Et euh, on faisait un
enregistrement, on filmait, mais aussi
après coup, on donnait un retour
nous-même sur ce qu’on avait vu sur
ce qu’on avait ressenti

14. Inter: about what? 14. Inter: a propos de quoi?

15. Thomas: not to forget that we were
living during the interview.

15. Thomas: pour pas perdre de tête ce
qu’on vivait sur le moment de l’interview

16. Inter: ok 16. Inter: ok

17. Thomas: And I think that doing that
afterward always gives a
supplementary key

17. Thomas: Et eux, je pense que ça
donne toujours une clé supplémentaire
de le faire après coup

18. Inter: hmm 18. Inter: mhm

19. Thomas: and that may be useful to
us for everything.

19. Thomas: et ça peut être nous être
utile pour tout

20. Inter: All the time, yes 20. Inter: Tout le temps, ouais

21. Thomas: Because I’ve often had
the impression that we change our
memories

21. Thomas: Parce que souvent, j’ai
l’impression que ben on modifie nos
souvenirs

22. Inter: hmm 22. Inter: mhm

23. Thomas: with this may be our
desires with what we want

23. Thomas: avec ce pt’être nos désirs
avec c’qu’on a

24. Inter: what we want 24. Inter: qu’on a

25. Thomas: envy and that I can say,
yes, take away some objectivity from
what we have been looking for

25. Thomas: envie et ça peut je dirais
ouais, enlever un peu d’objectivité à ce
qu’on a pu chercher

The research and learning practices acquired here in
collaboration with the academics, professionals, and peers, could
be appropriated by the students and re-used autonomously
in other academic contexts. Characteristics of the pedagogical
design may have supported some generalization of the contents
learned; for instance, by recognizing the close interdependence
between individual and collective activities. In fact, the
pedagogical activities promoted exchanges among students and
meetings in which students met other professionals (staff

of associations) to organize activities to be carried out. In
addition, to support students’ agentivity, a significant part of the
responsibility for organizing activities had been transferred from
academics to the students.

Enhancement of New Links Between
Students’ Extracurricular Skills and
University Knowledge
The following excerpts illustrate the bidirectional integration
of out-of-school skills into academic learning. Excerpt 4 shows
how Tobias combined his professional competences in practicing
photography, with the needs of accurate observations during
workshop activities.

Excerpt number 4: Tobias as a photographer.

English translation Original version (French)

1.Tobias: Actually, outside work, I
practice photography a lot in fact

1. Tobias: Après moi, hors de mon
travail, je fais déjà pas mal de
photographie en fait

2. Inter: Ok 2. Inter: d’accord

3. Tobias: But uh, I cannot tell/it’s the
same thing to observe through a
camera and to observe as we have
done at Balkkon (cultural center). It’s
difficult to compare, but, if we compare,
uh, let’s say that I’ve told you that I was
quite used to observation.

3. Tobias: mais euh et pis, je ne peux
pas dire/c’est la même chose
d’observer avec an appareil photo ou
d’observer comme on l’a fait en fait euh
au Balkkon, je peux pas tellement
comparer. Mais si on comparait, euh,
disons justement comme je vous disais
avant que j’étais un peu habitué au fait
d’observer

4. Inter: hmm 4. Inter: mhm

5. Tobias: in different contexts of course 5. Tobias: dans différents contextes

6. Inter: hmm hmm 6. Inter: mhm

7. Tobias: I’ve often made some
photo-reportage about people, yes,
then observing is even fundamental in
what I want to do, my photo projects,
and this was helpful.

7. Tobias: j’ai souvent fait des reportage
en lien avec des gens. Oui du coup,
observer, c’est, c’est même
fondamental dans ce que je veux faire,
dans mes projets photos en fait et, et
cela m’a aidé.

Tobias argues (line 7) that his professional competence as a
photographer was helpful for conducting accurate observations
during the workshops. In the excerpt, Tobias also reflects
critically on the specificity of observing in both contexts.
Analyzing the excerpt, one also gets the impression that Tobias’
successful activities in the academic context have the effect of
legitimizing his extracurricular photographic work.

Similarly, Manuel explains below (excerpt 5) how
participation in the pedagogical activities allowed him to
transfer competences to his external work as a child educator.
The fact that there were some conceptual and practical issues
in common between the university course and his work as an
educator undoubtedly facilitated this transfer.

Manuel’s participation in this academic activity encouraged
him not only to do things with the children, but to observe the
children too (line 23), in order to try and understand the complex
and often implicit elements underlying children’s behavior.
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Excerpt number 5: Manuel at the youth service.

English translation Original version (French)

1. Manuel: At the youth service in the
city of Chaux-de-Fonds

1. Manuel: Au service de la jeunesse,
mais c’est interne à la ville de la
Chaux-de-fonds

2. Inter: Yes 2. Inter: ouais

3. Manuel: we organize every
Wednesday some activities for children.

3. Manuel: et pis ben tous les mercredis
ont faits des activités avec les enfants.

4. Inter: ok 4. Inter: ok

5. Manuel: And that’s why now I have
the uh actually now I have thanks to
your

5. Manuel: Et c’est pour ça maintenant
j’ai le euh ‘nfin maintenant j’ai grâce à
votre

6. Inter: to your? 6. Inter: à votre?

7. Manuel: to your class, during these
sessions, I instinctively observe them
more as when they have, when there’s
a typically, when a manual activity is
organized

7. Manuel: au cours en fait, j’ai le
réflexe disons de plus observer, comme
y quand ys ont quand on a une quand
on a une activité manuelle typiquement

8. Inter: are you thinking about what? 8. Inter: tu penses à quoi?

9. Manuel: Yesterday they made some
boats actually

9. Manuel Hier ils ont fait des bateaux
en fait

10. Inter: boats. . . 10. Inter: bateaux

11. Manuel: for example 11. Manuel: par exemple

12. Inter: you have made some boats 12. Inter: vous avez fait des bateaux. . .

13. Manuel: starting from already made
boat hulls

13. Manuel: bon sur la base de coques
de bateaux déjà faites

14. Inter: yes 14. Inter: ouais

15. Manuel: actually. But we have we
made together the masts, the

15. Manuel: en fait. Mais, on a on a fait
ensemble les mats les

16. Inter: oh yes 16. Inter: ah oui

17. Manuel: the funnels, these kinds of
things.

17. Manuel: les cheminées ce genre de
choses

18. Inter: yes 18. Inter: ouais

19. Manuel: And (. . .) yesterday, I’ve
spent my time/of course, we must
interact with children, because we are
not there as mere observers

19. Manuel: Et ben (. . .) hier j’ai passé
mon temps évidemment, il faut interagir
avec l’enfant parce qu’on est pas en
tant qu’observateurs

20. Inter: yes yes 20. Inter: ouais ouais

21. Manuel: we are monitors 21. Manuel: on est des moniteurs

22. Inter: yes 22. Inter: ouais

23. Manuel: But, my reaction was
observing how they acted

23. Manuel: Mais j’ai quand même eu le
petit déclic d’observer comment ils
faisaient

24. Inter: What do you observe? 24. Inter: tu observes quoi?

25. Manuel: Actually 25. Manuel: en fait quoi

26. Inter: actually 26. Inter: en fait

27. Manuel: explain to them, then to
and then just to, to act actually

27. Manuel: De leur expliquer pis de de
et pis que de de faire en fait quoi

DISCUSSION AND CONCLUSION

Analyzing both the interviews and the students’ reports, it is
evident that the proposed pedagogical design had a significant
impact on the students’ ways of both conceptualizing theoretical
notions and combining them with rich everyday skills.

To support this position, we have highlighted in the students’
speech and texts those elements which, in our opinion, allow us
to better identify the effects of the changes in perspective (that we
have called “movements”) instigated by the pedagogical design.

Furthermore, the broad frame of the dialogic perspective that
we adopted has been considerably useful, as it: (a) enhanced the

selection of theoretical resources made available to students, (b)
improved conception of the type of pedagogical intervention, and
(c) helped to define research aims and interpretations.

We are convinced that, when considering social and
contextual interaction as the minimum research unit, we
had some concrete opportunities to understand the subtle
interdependence between formal and informal learning.

It seems important to summarize (see Table 2) the main
transformations induced by the movements that the students
carried out from one context to another; these give an account
of the main research findings.

In this sense, boundary-crossing seems to be useful for
creating new expertise, by supporting changes in students’
perspectives (Tuomi-Gröhn et al., 2003). It implies, as Konkola
et al. (2007) have stated, that “the school needs to prepare its
teachers and students not just to do their assigned routine jobs
but also to work as boundary crossers” (p. 217). Furthermore,
giving students more opportunities to demonstrate their agency,
and modifying the top-down relationship between students
and teachers, can promote students’ engagement as citizens
(Cattaruzza, 2019) and enhance their wellbeing (Savarese et al.,
2019). As the data show, by crossing boundaries, students do
not limit themselves to the routine work assigned to them; they
become members of their local activity system or community
(Wells, 1999), gaining new conceptual and practical learning
tools (Tuomi-Gröhn and Engeström, 2003). The challenge that
we share with other scholars is “to structure the activities
in such a manner that people are willing to see learning
as worthwhile” (Säljö, 2003, p. 320; Engeström et al., 1995;
Tuomi-Gröhn et al., 2003).
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