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This article examines how professionals preparing to become trainers for Școala de Valori/The School of 
Values association engage in simulation-based learning. The study explores how trainees develop their skills 
by performing in simulated settings, focusing on the ways they adopt roles, coordinate interactions, and shift 
between natural and performative communication. Using examples from a training session held in January 
2025, the analysis highlights how participants coordinate roles, manage interactional cues, and 
collaboratively construct meaning. The findings suggest that learning occurs through performance, as 
simulations foster role adoption, emotional engagement, and collaborative meaning-making. The article 
concludes with practical recommendations for designing simulations that strengthen professional identity, 
support peer learning, and enhance interactional competence in training contexts. 

 

1. Introduction  

Four questions pertaining to "learning" were asked 

by Engeström (2002): 

"(1) Who are the subjects of learning, how are they 

defined and located? (2) Why do they learn, what 

makes them make the effort?; (3) What do they learn, 

what are the contents and outcomes of learning?; and 

(4) How do they learn, what are the key actions or 

processes of learning?" (Engeström, 2002, p. 133). 

For answering the first question, we refer to one 

the objectives of the association Școala de Valori/The 

School of Values, namely, to train professionals for 

delivering workshops for the association. In 

2024/2025 only, the association has trained 76 

professionals, of which 43 teachers, each receiving 23 

to 25 hours of training as follows: one-on-one 

interview with each trainer, 4 online learning sessions, 

2 days of offline learning activities, one simulation 

session conducted in pairs, 2 observation sessions 

conducted by each trainer and one-on-one profiling 

discussion before starting the actual activity and 

signing of the training contract. 

A tentative answer to question 2 would be that 

these professionals have expressed interest in 

becoming trainers and being financially compensated 

for their contributions as trainers. Moreover, the 43 

teachers will also make use of this training in their 

classroom interactions with the students and any other 

learning context. We develop an answer to the third 

question in section 2 around the idea that the 

professionals learn to interact, to recognize, be part of 

and co-construct a "type of activity" (Gajo & 

Mondada, 2002, p.145) from their new trainer role. 

Finally, questions 3 and 4 lead us as we conduct the 

analysis of the examples presented in this article, with 

results (section 4) contributing to the understanding of 

learning in this type of training context.  

Kachaturoff (2010) understands simulations as 

experiences "by which educational objectives are 

learned in a realistic, relevant, and exciting manner 

(...) Students can learn to cope with situations before 

encountering them in real life" (2010, p. 222). 

Kachaturoff (2010) emphasizes that simulation 

experiences and imaginary environments are "highly 

motivating, with maximum attention and involvement 

on the part of the learner" (2010, p. 222), while Egan 

focuses on the need of finding ways of "ensuring a 

place for emotion, for engaging with students’ hopes, 

fears and intentions, and for evaluating qualities of 

experience and richness of meaning" (Egan, 1992, p. 

50). Egan offers an example from sports and advises 

educationalists to import this technique: 

"Perhaps the area of most intensive use of 

visualizing, and certainly of its most generally 

accepted effectiveness, has been in sports training to 

enhance performance. Athletes are encouraged to 

visualize vividly their intended performance, letting 

the body rehearse, if only in minimal form, the moves 

being imagined. The results in terms of improved 

performance have encouraged educationalists to 
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import the technique into teacher pre-service and in-

service programmes" (Egan, 1992, p. 61). 

Simulation-based learning has been mostly 

researched on in medical and information technology 

contexts. Davitadze et al. (2022) use Kolb's learning 

theory in simulation-based learning to improve 

healthcare professionals' confidence.  The authors 

document Kolb's 4 stage cycle: "(a) concrete 

experience—online simulation of real-life clinical 

scenarios, (b) reflective observation—discussion and 

Q&A following simulation, (c) abstract 

conceptualisation—post-session Multiple Choice 

Questions, and (d) active experimentation—intentions 

to implement the acquired knowledge in future 

practice" (Davitadze et al., 2022, p. 1). 

Landriscina focuses on "simulation and learning" 

in the information technology sector, defining it as "an 

interactive representation of the system to be studied, 

based on a model of the system. [...] A model is a 

simplified representation of a real or imagined system. 

A system is a collection of different elements whose 

combination yields results that are unobtainable by the 

elements alone" (Landriscina, 2013, p. 6).  

In section 2.1., we will look at this space of 

interactivity of elements (Landriscina, 2013) using the 

Goffmanian perspective on "performance", to then 

detail the elements which construct the performance in 

section 2.2, as we discuss Hymes' SPEAKING model 

(1972). 

2. Theoretical foundation 

2.1. Simulation as performance (interactional 

patterns, roles and discourse cues) 

Goffman's definition of performance is interesting 

for us from two perspectives: (i) the construction of 

the activity in interaction with the audience and (ii) the 

routine, the script of the interaction.  

(i) Goffman defines performance as "all the 

activity of a given participant on a given occasion 

which serves to influence in any way any of the other 

participants. Taking a particular participant and his 

performance as a basic point of reference, we may 

refer to those who contribute the other performances 

as the audience, observers, or co-participants. The pre-

established pattern of action which is unfolded during 

a performance and which may be presented or played 

through on other occasions may be called a 'part' or 

'routine' " (Goffman, 1959, p. 8). 

(ii) The exercise of learning how to conduct an 

"interview" illustrated by Gajo and Mondada, 

represents a performance in Goffman's terms, or a 

"type of activity" in Gajo and Mondada's terms (2002, 

p. 145), an activity conceived as an "object of 

acquisition". [The interview] "requires mastery of a 

specific interactional form, characterized by a 

sequential structure (consisting of adjacent 

question/answer pairs, functioning specifically in 

relation to conversation, with specific modes of 

opening and closing, etc.), a variable but non-arbitrary 

order of questions, distinct roles 

(interviewer/interviewee), and as such constitutes an 

object of acquisition" (Gajo & Mondada, 2002, p. 145, 

our translation). 

Like Gajo and Mondada (2002), Koike treats "the 

interview" as a learning object: second-language 

speakers must learn to formulate and ask questions 

while maintaining the appropriate framework (Koike, 

2015, p. 271). Koike analyzes "changes in voice 

quality" (Koike, 2015, p. 271) in connection with a 

change in frame (in Goffman’s sense). From a 

pragmatic perspective, Koike examines how speakers 

of Spanish as a first and second language shift frames. 

The data comes from interviews conducted at an 

American university, where Spanish learners were 

tasked with interviewing a native Spanish speaker. 

The analysis shows frame shifts at both the beginning 

and middle of interviews through several practices: 

 Meta-comments on interview practices: shifting 

from an institutional to a personal frame. 

 Sharing personal details by both interviewer and 

interviewee: shifting from interview to 

conversational frame. 

 Voice quality changes to express personal opinion 

(“falsetto voice,” “smiley voice,” Koike, 2015, p. 

271): shifting to a personal conversation frame. 

 Evaluative emotional expressions (“aw,” “aw, how 

cute,” Koike, 2015, p. 273): shifting to a personal 

conversation frame. 

 Interviewer comments on coherence of presented 

information: unmarked frame shift. 

 Interviewer initiates a joke rejected by the 

interviewee: rejected frame shift. 

 Interviewee launches a critical discussion via a 

question: interviewer deflects the question while 

maintaining the interview frame. 

These seven practices identified by Koike help 

construct a didactic model for the type of activity 

which is the interview. 
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Acquiring the practices related to a type of activity 

like an interview creates an affordance (Van Lier, 

2004; Develotte, Kern & Lamy, 2011) of an 

"interactional pattern" (Gajo & Mondada, 2002, 

p.145) for other types of activities. Role-plays and 

simulations, according to Caré and Debyser, are 

pedagogical techniques well-suited to help learners of 

a second language to practice speech acts (e.g., 

introducing oneself, refusing, complaining) and 

discourse functions (e.g., argumentation sequence). 

Simulation is "more constrained and predictable" 

(Caré & Debyser, 1978, p. 69), allowing more reuse of 

pre-learned forms. It helps speakers "consciously 

approximate a model" without the improvisation 

typical of role-plays. 

Categorization is another strategy learners use in 

performances. Mondada and Dubois refer to 

"categories and discourse objects [as modalities] 

through which individuals grasp the world" (Mondada 

& Dubois, 1995, p. 262, our translation), viewing 

language as "a system of labels that more or less stick 

to things" (our translation). Sacks introduces the 

membership categorization device as a "basic 

mechanism for social control" (Sacks, 1992, 1, p. 40), 

emphasizing binary categories such as gender, race, 

wealth, and age. 

Learning a "type of activity" (Gajo and Mondada, 

2002, p. 145), or preparing for a situation, means 

adopting and playing a "social role" (Goffman, 1959, 

p.9). Cicurel applies this notion of "social role" to 

language classroom actors, stating "being a teacher or 

a student is a social role" (Cicurel, 1988, p. 47, our 

translation) and a role to be learned (Cicurel, 1988; 

Hellermann & Harris, 2015). 

Cicurel’s fictional dialogue parallels Goffman’s 

stage performance and Martella’s dramatic dialogue 

(1993). However, unlike the stage performance, the 

classroom’s fictional representation must draw on 

real-world elements (Cicurel, 2011). 

Cicurel identifies cues for entering the fictional 

world of interaction: 

 Teachers' common instructions: imagine… 

 Commands assigning fictional identities ("You are 

a fortune teller, a baker") 

 Fictive indicators introducing situations ("if", 

"when") 

 "I don’t know" as a shift indicator 

 "On dira" (French)/"we’ll say" (our translation) 

introduces normative language 

 The ability to interchange “you,” “I,” or “we” in a 

sentence suggests a fictional pronoun representing 

an imagined actor. 

Aden (2015, p. 11) adds that beyond linguistic 

gains, the performance fosters cooperation, 

negotiation, and personal development, particularly 

confidence and risk-taking. Aden concludes that 

improvisation, due to its contingency, closely 

resembles natural conversation: "The strategies used 

to regulate interaction are part of interactional 

competence—for catching attention, starting, 

continuing, or ending a conversation" (Aden, 2009, p. 

96, our translation). 

Going back to the sports example, Van Lier 

(2004), references children learning American football 

and highlights two key elements: playing the game and 

engaging in stories/comments about the game 

(including watching it). New forms of participation 

will emerge in play, marked by dramatic elements 

such as "ahah Erlebnis" or epiphany (Van Lier, 2004, 

p. 81). 

We conclude on three observations useful for our 

analysis of simulation-based learning: 

 Interactional patterns: simulation is the 

environment in which a "type of activity" (Gajo & 

Mondada, 2002, p. 145) can be learned (e.g. 

conducting an interview, performing as a trainer 

for an audience, etc.). 

 Roles: simulation is a type of activity/performance 

in which the participants learn (i) to participate, (ii) 

to construct and assign roles in context, and (iii) to 

communicate their roles (e.g. "I am...", "you 

are..."). 

 Discourse cues: simulation is a type of 

activity/performance in which participants signal 

their intentions to other participants through verbal 

and non-verbal cues as follows: change in role (I 

am your trainer vs. I am your colleague; 

performance vs. natural conversation), shift in 

frames (e.g. "Imagine", "let's say...", "look"); 

change in understanding (e.g. "aha"), tone of 

voice. 

2.2. Simulation as speaking (Hymes's SPEAKING 

model) 

Hymes' position on the construction of language is 

expressed in opposition to that of Chomsky: "For 

Chomsky, the broader frame of reference is cognitive 

psychology as the study of the human mind. For me, it 

is life in society" (Hymes, 1972, 1991, p. 18). Kern 
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and Liddicoat indicate that Hymes’ communicative 

approach is based "not on a structural, but a functional 

conception of language and communication" (Kern & 

Liddicoat, 2008, p. 28). This approach "demonstrates 

the interdependence of the speaker and the context of 

interlocution" (Kern & Liddicoat, 2008, p. 28). 

Lüdi adds the important French contribution of 

Benveniste, who introduced the notion of 

"enunciation" in 1966, prior to Hymes’ position. The 

focus is no longer on language itself, because the 

speaker "appropriates the language, [...] installs their 

own presence in it [...] [but rather on] the utterance 

[which] is a variable phenomenon tied to language 

activity in a <I-here-now>. The [learner] is linked to a 

context and provides meaning based on the 

understanding and interpretation of that context" 

(Lüdi, 2011, p. 49, our translation). 

Barely a year after Benveniste’s proposal, 

Coșeriu—a Romanian-born linguist with international 

experience—published Sistema, norma y habla in 

Spanish in 1967. Whereas Saussure’s work 

emphasized "langue" (French)/"language" (our 

translation), Coșeriu proposed focusing instead on 

"parole" (French)/"speech" (our translation), 

developing a lingüística del hablar 

(Spanish)/"linguistics of speaking" (our translation) 

and distinguishing three terms: system, norm, and 

speech. Martínez del Castillo (2019), in a study on 

Eugen Coseriu emphasizes that "the relation between 

competence and performance is not simply a relation 

between knowledge and the mechanic application of 

it. Speakers are creative when they speak. They go 

beyond the competence they apply, thus creating a 

new competence" (2019, p. 142).  

The linguistics of speaking is at the core of 

Hymes's SPEAKING model. Hymes developed this 

description of the situational context of a speech act 

from the work of Malinowski, Firth, and Jakobson 

(Kramsch, 1993, p. 37). SPEAKING is an acronym 

for: 

 Setting (the scene, frame, situation) 

 Participants 

 Ends (anticipated and actual outcomes, purposes) 

 Act sequences 

 Key (tone or manner) 

 Instrumentalities (codes and channels) 

 Norms (norms of interaction or interpretation) 

 Genres 

By revisiting Hymes’ SPEAKING components 

(1991), Kramsch encourages the expansion of 

contextual parameters in classroom dialogue and 

suggests using them as a basis for formulating 

pedagogical recommendations. 

 The S component, or Setting, refers to the socio-

temporal frame and its variations. Kramsch, for 

example, recommends storytelling with varied 

positioning—face-to-face, back-to-back—and in 

different circumstances: during a dramatized 

cocktail party or a job interview. Speakers "can be 

asked to talk, shout, or whisper; they should either 

talk or list with no overlap, or they should try and 

interrupt each other, or even overshoot each other, 

in an attempt to impose their story on one another" 

(Kramsch, 1993, p. 95). 

 The P component, or Participants, refers to the 

recipients of speech while keeping other 

parameters stable. Thus, "sensitizing learners to 

the notion of audience is an important step towards 

making them aware of the dialogic nature of 

communication" (Kramsch, 1993, p. 95). 

 The E component, or Ends, deals with the short- 

and long-term goals of activities. Kramsch 

suggests varying task types based on the 

interactional parameters of group or pair work, 

illustrated with examples such as: "information 

gap, jigsaw, problem-solving, decision-making, 

opinion-exchange, surveys, role-play, simulation" 

(Kramsch, 1993, p. 95). 

 The A component, or Act Sequences, refers to the 

variety of language functions within the same 

activity, at both the content and form levels. 

Kramsch recommends using actions like: "ask for 

clarification, give and request information, 

complain, apologize, agree, disagree, ask for 

advice / help, express and react to opinions" 

(Kramsch, 1993, p. 96). 

 The K component, or Key, includes the variety of 

voice tones (emotional, sensational, ironic, 

prosaic), in other words, "the manner and spirit in 

which a particular message is conveyed" 

(Kramsch, 1993, p. 37). Kramsch recommends 

encouraging speakers to use both verbal and non-

verbal language, exclamations, and any means 

necessary to produce utterances. 

 The I component, or Instrumentalities, describes 

the alternating use of channels (oral and written 

within the same activity) or codes (first language, 

second language, code-mixing). Kramsch gives 
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the example of a story told by A to B, then by A to 

C, etc., which is then summarized in writing on the 

board in a single sentence. She notes that this 

exercise helps identify and work with differences 

in meaning. 

 The N component, or Norms, describes "the way 

participants in the lesson interact or interpret what 

is said or what they are reading" (Kramsch 1993, 

p. 38). Kramsch gives the example of varied 

perspectives adopted by a participant when telling 

a story from different roles (e.g., child, elderly 

person, etc.). 

 The G component, or Genres, concerns the 

production of the same topic in different written or 

spoken genres (monologue, interview, debate, 

role-play, lecture, written summary, written 

dialogue, etc.). Kramsch notes that "each of these 

genres, of course, has its own modes, interaction 

norms, participant roles, and appropriate vocal 

functions" (Kramsch, 1993, p. 98). 

Kramsch’s (1993) work on managing classroom 

interactions, coupled with the presentation of Hymes’ 

SPEAKING model (1991), informs us about the 

opportunities provided by this learning context. We 

explore the perspectives offered by this model in the 

discussion section, following the analysis of our 

simulation-based examples.  

We conclude on the following two observations 

for our analysis: 

 Learning as interaction: Language emerges 

(Hopper, 1987; Kern & Liddicoat, 2008; Lüdi, 

2011; Van Lier, 2004) from activity and within 

activity through the mobilization of resources 

(Firth & Wagner, 1997; Lüdi, 2011; Kramsch, 

1993). It is closely linked to context (Firth & 

Wagner, 1997; Van Lier 2004). 

 Learning as speaking: If speakers are "creative 

when they speak" (Martínez del Castillo, 2019, p. 

142), they learn as they speak/perform. 

3. Research methodology 

Conversation Analysis (CA) is a qualitative 

research methodology that examines the structure and 

organization of talk-in-interaction. Originating in the 

work of Harvey Sacks, along with Emanuel Schegloff 

and Gail Jefferson in the 1960s and 1970s (Sacks, 

Schegloff & Jefferson, 1974), CA is rooted in 

ethnomethodology and sociolinguistics. It focuses on 

how participants produce and interpret everyday 

spoken interactions, emphasizing naturally occurring 

conversations rather than interviews or experimental 

data. 

At the core of CA is the belief that social order is 

achieved through the methods people use in real-time 

conversation. This includes turn-taking systems, 

sequence organization (e.g., adjacency pairs like 

question–answer), repair mechanisms (how speakers 

deal with problems in speaking or understanding), and 

preference structures (how certain responses are 

socially favored). Analysts transcribe interactions in 

fine detail, often using transcription conventions 

(Selting et al., 1998) to capture timing, intonation, 

overlaps, and pauses. 

Rather than starting with hypotheses, CA allows 

patterns to emerge from close empirical analysis. It is 

not concerned with speaker intentions or 

psychological states but with how meaning is 

constructed collaboratively in context. As a result, CA 

provides deep insight into social interaction across a 

range of settings—such as classrooms, medical 

consultations, customer service, and media—

revealing how talk functions to maintain relationships, 

manage identity, and coordinate actions. 

Data, participants and task 

The three examples presented in the next section 

are extracted from the two days training period which 

the trainers-to-be were invited to attend. It took place 

on the 18th and 19th of January 2025 within the project 

The Civic Digital Incubator. The Civic Digital 

Incubator is a digital citizenship project created and 

implemented by a consortium of 3 non-governmental 

organizations: The School of Values, The Intercultural 

Institute Timișoara and The Techsoup Association, 

with the support of the Ministry of Education. The 

project is carried out between 2023 and 2026. The 

project supports education for democratic skills and 

digital citizenship through free professional training of 

4500 teachers and educators, teachers of social 

education and computer science, ICT and other 

subjects, and transformative interventions in 45 

schools. One of the digital tools offered to the teachers 

from these 45 schools is the SELFIE evaluation 

instrument. The interactions take place in Romanian 

and has been translated into English for the purposes 

of this paper. The interaction is transcribed according 

to Selting et al. (1998), with the transcription 

conventions in appendix. 

In examples 1, 2 and 3, the participants are 

organized in two groups of 4 persons each (Figure 1), 

each group taking turns at simulating the introduction 

of the SELFIE instrument to the other group. The task 
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reads as follows: "Present what SELFIE is, how it 

works, and the benefits of using this tool for 

educational institutions in such a way that it arouses 

curiosity and encourages them to engage actively in 

the implementation process". The participants have 20 

minutes to prepare the simulation, 20 minutes for the 

implementation (10 minutes for each group) and 10 

minutes for feedback. 

Figure 1 

Participants, Example 1, lines 14-15 

 

The simulation instructions mention that the 

training is taking place online (the understanding of 

the Setting, Kramsch, 1993, p. 98). The central activity 

of the three examples is the ice breaker, a self-

presentation via metaphorical or imagined self-

portraits.  

4. Results  

In example 1, the participants are coordinating 

who will start the presentation. There is a brief 

clarification about who is team number one and who 

is team number two, and one of the teams decides to 

begin. In lines 12-15, they confirm the setting of the 

requested presentation, presenting among themselves, 

in this small group setting, rather than in front of a 

larger group.  

Example 1 

001   Pa1:   incepeti voi sau incepem noi? 

             EN: will you start or shall we start?   

002   Pa2:   (e notat aici) 

             EN:it's written here 

003   Pa3:   e unu sau doi? 

             EN: is it one or two? 

004   Pa2:   doi. 

             EN: two.   

005   Pa3:   noi suntem unu,[okay 

             EN: we are team one, [okay   

006   Pa2:                  [noi avem doi 

                            [we are team two   

007   Pa3:   hai. incepem noi 

             EN: allright. we'll start 

008   Pa4:   (   ) 

(...) 

009   Pa3:   da, noi incepem. noi suntem prima echipa, 

             EN: yes, we’ll start. we are the first team,   

010   Pa1:   da (.) si voi=noi suntem prima echipa  

             EN: yes (.) and you—we are the first team   

011          [si voi 

             EN: [and you   

012   Pa2:   [dar unde o prezentam aici, 

             EN: [but where do we present it, here?   

013   Pa3:   [AICI intre noi ah:::: (Figure 1) 

             EN: [here among us ah::::   

014   Pa2:   [aici intre noi da::: (Figure 1) 

             EN: [here among ourselves yes::: 

015   Pa1:   [noi intre noi. 

             EN: [among ourselves.   

(...) 

016   Pa3:   ne-am gandit ca sesiunea aceasta sa inceapa  

             EN: we thought this session could start   

017          cu un joc de: spart gheata (.) 



Silvia Bogdan, Natalia-Maria Duruș  Educatia 21 Journal, 31 (2025) Art. 21,  Page | 201   

  

 

             EN: with an ice-breaker game (.)   

018   Pa2:   cum=ca=cum se numeste, 

             EN: what’s it—what’s it called,   

019   Pa3:   o calitate si un defect 

             EN: A quality and a flaw   

At lines 13-14 the recording shows a verbal and 

non-verbal alignment of speakers, who extend their 

arms towards the centre of the group space, while 

overlapping on "aici/here" (Figure 1). The emphasis 

on line 13 can suggest either the resolution of a 

misunderstanding, or an expression of "leaving one’s 

comfort zone" as Levin, Frei-Landau, Goldberg 

document in simulations with teachers (2025, p. 2). 

The session kicks off with an ice-breaker game called 

"a quality and a flaw", where participants are invited 

to share one positive and one negative personal trait.  

Lines 1 to 15 put forward elements of coordination 

of turns, while lines 16 to 19 already announce the 

simulation, "this session" (line 16) and the first 

moment organized as "an ice-breaker game" (line 17).  

Example 2 starts with a disclaimer as to the nature 

of the activity, "we should have had white sheets of 

paper to draw on" (line 20) followed by cues for 

entering the fictional world of interaction (Cicurel, 

2011, p. 70), "we imagine that" (line 21). In lines 21-

22, the speaker states her role, "I am the moderator of 

this first phase" and lines 23-24 are the first lines of 

performance. At lines 22-23 the speaker places her 

notebook at the level of her face, simulating the self-

portrait (Figure 2). The speaker is smiling and 

accompanies her speech with non-verbal elements, as 

we see in Figure 2 (KEY, in the SPEAKING model 

presented above, Kramsch, 1993, p. 98). Pa3 uses 

playful language: "tic tic tic curly hair like that"—

indicative of an open, relaxed tone, encouraging 

participants to express themselves freely. 

Example 2 

020   Pa3:   ar fi trebuit acum sa avem foi albe sa desenam 

             EN: we should have had white sheets of paper to draw on 

021          ne imaginam ca, (---) si incep eu pentru ca sunt 

             EN: we imagine that, (---) and i’ll start because i am  

022          m=moderatorul acestei mici etape  

             EN: the moderator of this first phase 

023          tic=tic=tic. tic=tic=tic creata asa (Figure 2) 

             EN: tic tic tic tic tic tic curly hair like that 

024          eu sunt anca (.) acesta este autoportretul 

             EN: my name is anca (.) and this is my selfportrait  

(...) 

025          si as vrea sa dau mai departe catre Maria 

             EN: i would like to give the floor to Maria 

026   Pa2:   AH: deci eu [acuma 

             EN: so it=s my turn now 

027   Pa3:               [asa dumneavoastra faceti acelasi lucru 

                          EN: you do the same thing 

028   Pa2:   [bun (.) bun (.) 

             EN: ok (.) ok (.)  

029   Pa5:   [ca sunteti participant la curs 

             EN: because you are a participant in the course 

030   Pa2:   bun=bun (.) eu ma [consider ca 

             EN: ok=ok (.) i see myself as 

031   Pa3:                     [acesta este portretul meu, 

                                EN: this is my selfportrait 

032   Pa2:   da. aceasta este <<raset> ha=ha> (Figure 3) 

             EN: okay. this is <<laughter> ha=ha>

In line 25 the moderator allocated the turn to Pa2 

(who is a participant/audience, not a moderator in the 

simulation), who produces a "AH", a change of state 

token (Heritage, 1984) shifting from the simulation to 

a personal conversation frame (Koike, 2015, p. 27), 

"so it's my turn now" (line 26). The moderator repeats 

the task, "you do the same thing" (line 27) and another 

moderator briefly interjects to clarify the participant’s 

role, adding to the attributed role in the simulation, 

"because you are a participant in the course" (line 29). 
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Pa2 starts the simulation with "i see myself as" in line 

30 and this turn is repaired by Pa3 in line 31 with "this 

is my self-portrait". Pa2 produces the expected 

contribution in line 32 with "this is" and holding her 

agenda in front of her face (Figure 3). 

Figure 2 

Line 23, the speaker holds her agenda in front of her face 

 

 

 

 

Figure 3  

Line 32, the speaker holds her agenda in front of her face 

 

The first line of example 3 signals the closing of 

the ice breaker moment ("perfect" with falling 

intonation), followed by a "thank you for joining our 

game" (line 34), echoing lines 16-17, where the game 

is announces "we thought this session could start with 

an ice-breaker game" (example 1). The moderator then 

assigns the floor to her colleague who is supposed to 

present the activity (lines 36-37).  

Example 3 

033   Pa3:   perfect. 

             EN: perfect. 

034          mulțumesc pentru că ați intrat în jocul nostru 

             EN: thank you for joining our game   

035          î:m 

             hm 

036          colega mea vă va anunța  

             EN: my colleague will let you know   

037          despre ce o să discutăm astăzi și î:m 

             EN: what we are going to talk about today and um   

038          o să vă introducă în activitate 

             EN: will introduce you to the activity   

039   Pa1:   [pentru ca ati fost atat de talenta:ti la desen,(.) 

             EN: [because you have been so talented at drawing,(.)   

040   All:   [() 

041   Pa1:   si v-ati facut niste portrete fantastice:,(.) 

             EN: and you made some fantastic portraits:,(.) 

042          peste nivelul de grupa pregatitoare (---) 

             EN: beyond the preparatory class level (---) 

043   All:   <<rasete>()> 

             EN: <<laughter>>()   

044   Pa1:   va prezentam, (-) un autoportret, (.) 

             EN: we present to you, (-) a self-portrait, (.)    

045          a:l cuiva care a depasit grupa pregatitoare, (-) 

             EN: of someone who has gone beyond the preparatory group, (-)   

046          van gogh. (-) 

             EN: van gogh. (-)   

047          acesta [considerati ca] 

             EN: this one [consider that]   

048   All:   <<rasete>()> 

             EN: <<laughter>>()   

049   Pa1:   este ( ) celebrul portret a lui van gogh(.)  

             EN: is ( ) the famous portrait of van gogh(.)   
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050          pentru ca astazi discutam despre instrumentul selfie,(.) 

             EN: because today we’re talking about the selfie tool,(.)   

051          care este tot un fel de autoportret,(.) 

             EN: which is also a kind of self-portrait,(.)   

052          care este autoportretul scolii voastre, (--)  

             EN: which is your school’s self-portrait, (--)   

053          care este::, (.) minunata de pe unele parti,(.) 

             EN: which is::, (.) wonderful in some regards,(.) 

054          si pe altele parti este ma:i:: 

             EN: and less wonderful in other regards 

055          cu defecte ca si el a avut defecte  

             EN: because he had flaws too 

056          ca si-a taiat o ureche era intr-o ureche (.) 

             EN: like he cut off an ear he was a bit off (.)  

057          adica toti avem si bune si rele 

             EN: I mean we all have good and bad   

058   All:   <<rasete>()> 

             EN: <<laughter>>()   

059   Pa1:   si calitati [suntem si] frumosi si mai asa. 

             EN: and qualities [we are both] beautiful and more like this. 

060   Pa2:                 [intr-o ureche]. 

             EN:               [off. 

061   Pa1:   si (-) ideea este ca pe autoportretul lui  

             EN: so (-) the idea is that on van gogh’s   

062          van gogh pe care il prezentam cursantilor,(.) 

             EN: self-portrait that we are presenting to the students,(.)   

063          dupa aceea putem sa punem niste postituri (-)  

             EN: afterward we can put some sticky notes (-)   

064          pe e:cran:, (.) nu,(.)  

             EN: on the scree:n:, (.) right,(.)   

066          sa:: (-) facem un:: (-) 

             EN: to::(-) make a:: (-)    

067          intr-un powerpoint sau in ceva sa punem niste postituri, (.) 

             EN: in a powerpoint or something we can put some sticky notes, (.)

The second moderator connects back to the ice-

breaker activity in lines 38-41, praising the 

participants for their talent at drawing "beyond the 

preparatory class level" which triggers laughter from 

all the participants (line 43). Laughter is present again 

at line 48 as the speaker makes a reference to Van 

Gogh's self-portrait. Shen then asks the participant to 

"consider that", a marker similar to "we imagine that" 

at line 21. The topic of the activity is announced at 

lines 50-52, "because today we are talking about the 

selfie tool which is also a kind of self-portrait". The 

simulation ends at line 61, when we are back to natural 

conversation as the moderator provides an explanatory 

sequence "so the idea is that", giving instructions on 

how the activity should continue. 

In the three examples (lines 1 to 67) we have 

identified frames of natural conversation (lines 1 to 15, 

lines 20-22, lines 26-30, lines 61-67), frames of 

simulation (lines 16 to 19, lines 30-32, lines 32-60). 

We have equally identified moments of laughter (lines 

42, 48, 58). 

Linking back to the intermediary conclusions of 

2.1., we advance the following analytical results as 

answers Engeström's third question, "What do they 

learn?" (2002, p. 133). 

 Interactional patterns: At line 32 the speaer who 

takes the floor does not respond as a participant in 

the same "type of activity" (Gajo & Mondada 

2002, p. 145), namely the simulation, switching to 

a personal frame. This move is repaired by the 

moderator Pa3 at line 27 and the speaker Pa2 

responds within the same "type of activity" at line 

32. A second other-repair takes place immediately 

after that, at line 30, this time at the procedural 

level as Pa2 is supposed to display the portrait in 

front of her face, which she does at line 32 (Figures 

2 and 3) 

 Roles: the participants display their own roles in 

the simulation at lines 21-22 and they assign roles 

to the participants from the audience at lines 25, 

and 27-29. 

 Discourse cues: the participants signal the shift in 

frames at lines 21 and 27 and also signal the 

change in understanding with "AH" at line 26. 
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The conversation aligns well with Goffman’s 

performance model: participants "perform" self-

portraits, manage impressions, and take on temporary 

roles (moderator, speaker, audience). 

5. Discussions 

The SPEAKING framework (section 2.2.) offers 

us the basis for discussing the answer to the question: 

"How do they learn, what are the key actions or 

processes of learning?" (Engeström, 2002, p. 133). 

Setting (the scene, frame, situation): In what 

concerns the setting, the participants are seated face to 

face (Fig. 1 and 2), in a small group, they have access 

to each other's non-verbal expression, with the 

affordance for non-verbal alignment as we have seen 

at lines 13-14 and in figure 1. 

Participants: The task is designed for two groups, 

which implies that one group is the audience of the 

other group.  

Ends (anticipated and actual outcomes, purposes): 

The goal of the activity is to prepare the trainees for an 

online delivery of the content of the project.  

Act sequences: Ask for clarification (line 26), 

request information (line 18), correct when 

appropriate (repair at lines 27 and 30-32). 

Key (tone or manner): The three examples include 

a variety of voice tones supported by non-verbal 

resources (lines 13, "AICI"; line 23, "tic=tic=tic. 

tic=tic=tic creata asa", line 26, "AH"; utterances which 

trigger group's laughter, lines 42, 47, 57). In figures 2 

and 3, the participants use their agendas to cover their 

face, simulating a self-portrait. 

Instrumentalities (codes and channels): The task is 

designed in such a way as to allow for both groups to 

deliver similar content to each other and then deliver 

observations and feedback, making sure the simulation 

allows for the trainees to acquire the type of activity 

by acting both as a beneficiary of the training and as a 

trainer (double perspective). "Peer learning" is an 

important element in the training of pre-service 

teachers (Levin & Flavian, 2020, p. 373). Levin & 

Flavian researched on preservice teachers and their 

perceived benefits related to the implementation of 

simulated based learning in the context of peer 

learning: "readiness to provide and accept feedback; 

the observers’ reflective analysis of the experience; 

expanding one’s view of the situation; collegial 

bonding" (2020, p. 373). 

Norms (norms of interaction or interpretation): 

The participants have the opportunity to explore their 

new "trainer for Școala de Valori" voice in front of an 

audience. 

Genres: The exercise is organized as a simulation, 

a different type of activity could be of course 

imagined. 

We conclude on the following recommendations: 

 The simulation benefits from physical proximity, 

we recommend to organize the space and the props 

in a way that supports this (e.g., no furniture 

separating the participants). 

 Make sure the task is designed with an audience in 

mind (teachers, students, etc.). When possible, 

organize the activity in the public eye (e.g. external 

walls of buildings, windows facing the sidewalk, 

etc). For more inspiration, see Dan Perjovschi's 

Horizonal Newspaper in Sibiu. 

 If you believe to be inequal positioning of roles in 

the interaction (e.g. expert and novice), prepare in 

advance cards for "ask for clarification, give and 

request information, complain, apologize, agree, 

disagree, ask for advice / help, express and react to 

opinions" (Kramsch 1993, p. 96).   

Invite participants to be creative and perform their 

chosen roles (e.g. make use of ice-breakers for getting 

the activity started). Make props and materials 

available to them in advance or alternatively, invite 

them to create them. 

6. Conclusions: from "simulation-based learning" 

to "simulation as learning" 

This study explored how professionals preparing 

to become trainers for the association Școala de 

Valori/The School of Values engage in learning 

through simulation-based activities. Using 

Engeström’s (2002) four questions as a framework and 

Conversation Analysis (CA) as a methodological tool, 

we analyzed what and how participants learn in 

simulation-based environments. 

The findings reveal that simulations are not merely 

practice exercises, but structured social performances 

where participants learn to inhabit professional 

identities, manage interactional roles, and use 

discourse cues. We therefore don't speak of 

"simulation and learning" (Landriscina, 2013, p. 6), or 

simulation-based learning, but we speak of "simulation 

as learning", simulation is learning. The participants 

learn to align at verbal and non-verbal level, they learn 

to recognize and respond to the type of activity that is 

being proposed, they learn to signal/project their 

interactional intentions and the switch from one frame 
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to another "as" they interact. It's learning that is 

"unobtainable by the elements alone" (Landriscina, 

2013, p. 6), and is obtainable as interaction, as 

"performance" (Goffman, 1959), as "speaking" 

(Hymes, 1991). There is, of course, a next turn you can 

expect from another participant as we are engaged in 

speaking, but the interactional positioning towards that 

turn goes beyond that expectation, it is a 

reflection/combination (Landriscina, 2013, p. 6) of all 

the SPEAKING elements (Hymes, 1991; Kramsch, 

1993) of the interactional situation/context. Simulation 

is only one type of activity which is inhabited by 

learning, the educational and training contexts offering 

many other examples. 

The application of Goffman’s theory of 

performance and Hymes’s SPEAKING model 

demonstrated how language emerges within the 

activity and is deeply embedded in context. The 

participants learn by speaking/performing games (ice-

breaker games, associations), by making use of 

variations of their voice, by taking/creating roles for 

themselves and others, by managing the turns of 

speech (the interactional floor, such as ask for 

clarification, request information, correct when 

appropriate). Finally, as the analytical results show, 

learning is everyone's business, not just the novices', 

the learners', the audience's; all the actors of the 

performance, of the activity, as they are engaged in 

speaking (understood as interacting, not necessarily 

verbal contribution), learn. This conclusion should 

accompany the trainers as they engage in the design of 

new interactional practices. 

Future training designs should continue to 

integrate simulation with reflective discussion, peer 

feedback, and attention to multimodal communication, 

ensuring that trainees are equipped not just with 

knowledge, but with the performative and interactional 

competence required of effective trainers. 
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Appendixes  

Transcription conventions 

 

(.) micropause 

 (-), (--), (---) short, medium, long pause 

a : prolongation of sound 

, rising intonation 

? rising intonation with change in 

register 

. falling intonation 

<<citește>xx> comment that applies only to the 

text between the brackets 

(...) interaction that was not transcribed 

(   ) uninteligible 

[ beginning of overlapping speech 

] end of overlapping speech 

COURIER 

NEW 

The examples use a font 

that has all the letters 

occupying the same 

space in the 

transcript. 
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