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Assuming an historically-culturally situated approach of the learning process in 
which the curriculum and collaborative work can be used as mediational tools, we 
aimed at discussing the (re)construction of dialogical identities in students from 
minority cultures and to understand how they shape learning, namely in mathematics. 
From a 12 years research project - Interaction and Knowledge - we chose a 
paradigmatic case, from level 2 (action-research). The analysis of this case 
illuminates the role of the didactic contract, collaborative work and the relational 
interplay in the (re)construction of dialogical identities. The analysis of some 
episodes of peer interactions, taped within mathematics classes, and of some of the 
accounts collected in students' interviews, namely during the follow up, illuminates 
the appropriation of mathematical knowledge and how this process is connected with 
changes in the diverse I-positioning of the dialogical identities.  

INTRODUCTION  

Portuguese schools are multicultural and multiethnic. In the last decades Portugal 
changed from an emigration into an immigration country (César & Oliveira, 2005). 
Faced to the challenges brought by multiculturality and diversity teachers need to 
(re)construct the curricula, conceiving them as mediational tools for learning (Abreu 
& Elbers, 2005; César & Oliveira, 2005; Wertsch, 1991). Knowing students' 
competencies, elaborating meaningful tasks adapted to students' characteristics and 
interests facilitates transitions between students' knowledge and cultures, and the 
academic knowledge and the school cultures (Abreu, Bishop & Presmeg, 2002; César 
& Oliveira, 2005; Courela & César, 2007; Zittoun, 2004, 2006), assuming culture as a 
shared cognition (Cole, 1996a, 1996b). Through the negotiation of an adequate and 
coherent didactic contract (César, in press; Schubauer-Leoni & Perret-Clermont, 
1997), teachers give a voice (Bakhtin, 1929/1981) to students who are often silenced, 
because they are experiencing social and/or school exclusion. But if most of the rules 
of the didactic contract are usually implicit, we claim that to negotiate an innovative 
didactic contract some of these rules need to be made explicit. Otherwise students will 
not be able to engage in the new didactic contract (César, 2003, in press). Thus, the 
teachers' role is essential, because students who experienced exclusion need a secure 
relational setting and the most effective way to create it is through teachers' practices, 



namely their ways of acting, reacting, feeling and communicating (César & Oliveira, 
2005; César & Santos, 2006).  

Roth and Lee (2006) discussed the notion of communities claiming that the original 
construct was « grounded in the dialectical materialistic, cultural-historical theory of 
activity » and that « as these concepts filtered into Western scholarship, some of their 
defining characteristics have been lost or downplayed » (p. 27). They state that « in 
out-of-school settings, people (...) have the choice whether they want to participate in 
this or that practice (...) » and that « legitimate collectives generally can lay claim to 
an institutional history that transcends the participation of any individual member » (p. 
28). Although agreeing that many appropriations of the construct were abusive and 
simplistic, we have been discussing further what « freedom of choice » means in 
Western societies, and whether it also exists in schools. The example of the Dance 
School (Teles & César, 2005, 2006) and of the communities that emerged in some 
adult alternative curricula whose practices were based in collaborative project work 
(Courela & César, 2007) are examples of communities of learning in which not only 
freedom of choice and an institutional history (Roth & Lee, 2006), but also a mutual 
engagement, a joint enterprise and a shared repertoire existed (Wenger, 1998). In 
other classes and learning experiences these characteristics were not so clear, but we 
claim they existed. And moreover, we would like to reflect upon what means 
« freedom of choice » in some of the so-called « real » communities (Lave, 1988, 
1996; Lave & Wenger, 1991; Wenger, 1998). Choices are always shaped by several 
sorts of constraints, some of them similar to the ones students experience at school. 
Thus, when a student decides he/she goes or misses the class; he/she participates, or 
not, in the activities developed by his/her peers; when he/she listens - or not - to what 
his/her teacher is telling, are these acting and reacting features considered as freedom 
of choice? And when a craftsman keeps his job because he fears unemployment, is 
that freedom of choice? In short: although agreeing with the theoretical discussion 
underneath Roth and Lee's claims, we think the question is more subtle and we still 
use the construct of learning communities in some - not all - of the cases we studied. 
With particular changes: we rather state that when a community of learning emerges 
from the practices and relational inter-plays (jogos relacionais), participants may 
change from an initial peripheral participation, into a legitimate participation. This 
corresponds to their empowerment or, in other terms, to assuming their voices. And 
we prefer to consider that there are scenarios - in what they have of collective and 
individual construction, of transformation possibilities and adaptation to diverse 
situations - than to talk about arenas. For Mediterranean cultures, arenas are places for 
death, and for unchangeable and abusive power relations. We conceive schools and 
power within them in a different way. Thus, this theoretical background came from an 
historical-cultural and situated learning theory. But as we engaged in a process of go-
between theory and practice, we (re)constructed a grounded theoretical background.  

Collaborative work facilitates students' knowledge appropriation, the 
mobilisation/development of competencies (Elbers & de Haan, 2005; César, in press; 



Rogoff, Turkamis & Bartlett, 2001; van der Linden, Erkens, Smith, & Renshaw, 
2000), and the emergence of a learning community (Lave & Wenger, 1991). Students 
can be empowered and (re)construct their identities, including students whose voices 
are usually silenced (César, 1998, 2003; César & Santos, 2006). Identities are 
conceived as dialogical and conflictive (Hermans, 1996, 2001), particularly when the 
students' cultures are far from the schools' cultures, and transitions between them are 
difficult (César, 2003; César & Oliveira, 2005). Thus, we assume a dialogical 
approach of the teaching and learning process (Renshaw, 2004). Being dialogical, 
identities are also dynamic and they are (re)constructed (Hermans, 2003) and shaped 
by the relational interplays and the activities in which the participants are engaged. 
We consider social representations as part of the dialogical self. Thus they are 
changeable, namely through teachers' practices (Gorgorió & Planas, 2005; Planas & 
Gorgorió, 2005). As Marková (2007) states « The dialogism (Bakhtin) and the initial 
theory of social representations [Moscovicci] assume that each individual lives in a 
world with others (...) Moreover, they conceive communication as the first function of 
language. Every individual understands and creates meanings of the reality within and 
by the communication with others » (p. 11), and Bakhtin (1929/1981) goes further 
when he claims that to be is to communicate. Thus, thinking, is conceptual but is also 
possible to be communicated (Marková, 2005), which links thinking and action, but 
also individual and social/collective, overcoming through a dialogical approach the 
dychotomic opposition between what is individual and what is social.  

METHOD  

These data are from the Interaction and Knowledge (IK) project whose main goal was 
to study and promote collaborative work in formal educational scenarios. 
Collaborative work was promoted among students, teachers, teachers/researchers, and 
academics. Teachers often assumed a position of co-learners (Papert, 2001) or 
collaborative learners (Smith, 1991) among themselves, them and academics, 
sometimes with students. Teachers and academics acted as « critical friends », a 
construct coined by Leite (2002), who claims that to do quality research teachers and 
academics need to act as critical agents of each others' work. We add that they also 
need to be able to figure out an intersubjectivity (Rogoff & Wertsch, 1984; Valsiner, 
1997) that facilitates the sharing of meanings, like the scientific language associated 
to their practices, theories and research. IK also aimed at promoting more inclusive 
learning settings (César, 2003; César & Santos, 2006), namely through an 
intercultural education (César & Oliveira, 2005). The research questions discussed in 
this paper are: What are the contributions of collaborative work to the (re)construction 
of students dialogical identities? How do these dialogical identities shape students' 
mathematical learning? What is the role of the didactic contract in this process?  

IK lasted 12 years, including classes from all over the country, mainly from the 5th 
until the 12th grades (9/10 - 17/18 years old). It included teachers from different 



subjects but this analysis is focused in mathematics. Teachers had quite diverse 
degrees of experience, from trainee teachers until teachers with 20 years of experience.  

In the first years IK had two levels: (1) quasi experimental works studying different 
types of dyads, tasks and working instructions (Carvalho, 2001); (2) action-research 
studies in which collaborative work was implemented during at least a school year 
(César, 2003, in press; César & Santos, 2006), including some experiments of co-
teaching (Dias & César, in press). In the last years, a third level existed: (3) case 
studies, most of them intrinsic cases (Stake, 1995), referring to students categorised as 
presenting SEN (Silva & César, 2005) and to adult education (Badalo & César, 2007; 
Courela & César, 2007). A ten years follow up was implemented as we aimed at 
studying the impact of collaborative practices many years after those students left the 
project.  

We selected one paradigmatic case, i.e., similar to many others we studied in Level 2. 
Action-research projects followed an interpretative/qualitative approach during the 
first years of IK (when these data were collected), as we mainly aimed at 
understanding the relational interplay that took place within collaborative work in 
classes (including dialogical self reconstruction), and its contributions to students 
appropriation of mathematical knowledge and for their mobilisation/development of 
competencies. But in the last years the most experienced teacher/researchers assumed 
a critical approach. We also consider this research historic-culturally situated, i.e., we 
claim that the interpretations and critical positions assumed were shaped by the 
participants engaged in that process, including the researchers, and also by the time, 
place and situations in which the research took place. This research was inspired in 
ethnographic methods, namely in the long immersion of the researchers in the ground 
and following cases for a long time, to have last longing narratives that would allow 
for the interpretation of some participants' biographies (Clandinin & Connelly, 1998).  

This case was from a 9th grade class in a multicultural school near Lisbon, in an area 
with socio-economic and cultural contrasts. This class was taught by a male trainee 
teacher and this peer interaction was taped on the 3rd day of dyad work, in the second 
week of classes (the first week is used to respond to some IK instruments, as detailed 
in César 2003; César & Santos, 2006). This is the case of V. and M., the initials of 
these students' names. V. always had mark 1 in mathematics (the lowest mark, from 
the 5th until the 9th grade) and M. had 5 (the top mark). V. was from Cape Verde, he 
came from a poor family that did not value school and his mother language was 
creole, although he spoke Portuguese very well, showing a rich vocabulary and high 
competencies in argumentation. M. was Portuguese and she lived in a medium-high 
class family that expected her to go to university and be a high achieving student. V. 
had already failed two grades and he was at-risk of dropping out of school before 
accomplishing the 9th grade. He presented disruptive behaviours and was in conflict 
with many school teachers, the school headboard and some colleagues. M. was very 
appreciated by most of the teachers but she was quite isolated from her colleagues. 



Their interactions with her only regarded their doubts about academic contents. 
Despite all these differences, in the instrument for evaluating competencies answered 
in the first week they both had very high performances and complementary 
competencies. As they were also from an underachieving class, with a lot of 
disruptive behaviours, and only a few students had ever experienced a positive mark 
in mathematics, their teacher decided to join them in the same dyad. He expected V. 
to progress quickly in mathematics - he showed high competencies but only a few 
mathematical knowledge from the previous grades - and M. to develop other abilities, 
like critical sense, creativity and geometric reasoning.  

Participant observation (different observers; sometimes audio taped), questionnaires, 
interviews, reports, instruments inspired in projective tasks, instruments to evaluate 
students' competencies, students' protocols and several documents were the data 
collecting instruments.  

Being part of Level 2 of IK, some classes were observed by different observers, 
including external evaluators who wrote reports. Some of these classes were also 
audio taped in order to allow for an in-depth content analysis of students' interactive 
process. During the first week of classes students answered to a task inspired in 
projective technique that illuminated their social representation about mathematics, to 
a questionnaire about their interests, performances and school expectations, and to an 
instrument to evaluate their competencies. Then some students selected as main 
informants were interviewed in the end of the 1st term (December; the school year 
begins in mid-September). All students answered a questionnaire in the beginning of 
the 2nd term (January) and they evaluated the work developed until then and decided 
whether they wanted to go on working collaboratively. They answered another 
questionnaire and the same task inspired in a projective technique in the end of the 
school year (June). The main informants were interviewed once a year during the 10 
years follow up (June or July).  

The data analysis was a systematic and recurrent content analysis. We aimed at 
(re)constructing small participants' biographies (Clandinin & Connelly, 1998) through 
their accounts in the interviews, and having a 10 years follow up facilitated that task, 
as we had access to their stories for a long time. The inductive categories and the 
interpretations that emerged were then discussed among some participants and by the 
project research group. The same procedure was used with the papers we wrote, as we 
agree with Richardson (1998) when he claims that writing is a process of inquiry, and, 
for us, also a process of going on the collaborative work based on reflecting upon 
practices, producing grounded theory and discussing interventions.  

RESULTS  

When the school year began V. was in the middle of a conflict with several 
educational agents (teachers, colleagues, head of the school, school workers). He had 



been excluded last year because of an episode in which he had no fault. But that was 
only known after his exclusion. Thus, his way of acting and reacting was far from 
peaceful, although he was controlled enough not to overcome certain limits. Thus, we 
listened to many stories about him before we met and no one could understand why 
his mathematics teacher volunteered to teach that particular class.  

The class was poor achieving, particularly in mathematics. In the Portuguese 
educational system - presumed to shape part of the meta-didactic contract (Schubauer-
Leoni & Perret-Clermont, 1997) - mathematics is a compulsory subject until the 9th 
grade. But students may fail two subjects every school year and still progress to the 
next grade. Thus, quite often students choose to give up studying mathematics. V. was 
one of these cases. He never did any activity related to mathematics and had no 
textbook - he later explained, in a interview, that he used its money for more 
interesting activities; once he was sure he would fail in mathematics there was no 
point in spending money in mathematics textbook. In written tests - the most common 
evaluation instrument - he just used to write his name. Thus, he was very astonished 
by the first task he had to do: to draw or write what was mathematics. But as he loved 
drawing, he accomplished it. He did the next one too: a questionnaire. Then, the 
instrument to evaluate competencies was seen as « being mathematics » and he 
stopped. But as he began reading it, he asked if he could also « draw the answers ». 
And he had them all right, as he figured out in the first general discussion. And that 
was his first shock : How was it possible? He was supposed to always fail in 
mathematics!...  

This marked a turning point in his way of acting in mathematics classes: he was no 
longer only provoking the teacher, without doing anything except drawings; but he 
was not confident enough to answer even when he knew the answer. These new 
learning activities also meant to experience a lot of contradictions between his 
different I-positions (Hermans, 1996, 2001), and in his identity as a mathematics 
student. Did he want to participate? Did he like to achieve? Wouldn't it mean that he 
was loosing his power among his colleagues from Cape Verde and the « cool guys » 
to whom he acted as a leader? Why was he reacting like that in classes, being so 
participative and most of the times well behaved? Why was he unable to make fun of 
the teacher as usual in mathematics classes? These were the first conflicts he had to 
face related to his dialogical identities, namely to the kind of student he was/used to 
be, but also the adult he wanted to become and to the persons from his relational net. 
A second type of conflict was directly related to mathematics: Did he know anything 
about it or was he an ignorant? And if he did not know anything about it, why was he 
able to answer? And why was his teacher interested in his answers? Thus, these 
contradictory feelings were not easy to manage, as he accounts:  

(...) Often I'd go home really confused: After all, did I actually want to learn maths 
or didn't I care at all? And if I didn't care, why was I suddenly putting my hand in 
the air to answer things? It was all really weird… real confusing… But… the truth 
is I didn't skip classes, not even the first in the morning, and I had to wake up and 



leave home really early. It was like I was someone else... or lots of people who had 
nothing to do with the struggle... inside me... (...) I don't know... I thought I didn't 
know maths, that I didn't understand a thing about it... but still I'd answer, I'd try, I 
wouldn't give up... it was like there was something pushing me inside… I've no 
idea where this kind of strength came from, but it was there... (V., 9th grade, 
December interview)  

The first months were a merry-go-round of feelings. He was pleased to see himself 
answering well; but he was also worried about his image among his peers, above all 
among those from the Cape Verde community, that were much critical about the 
school system, Portuguese society/culture, and the exclusion they experienced in their 
daily lives. But V. was also curious enough to figure out his own mathematical 
competencies.  

This type of contradictions and conflictive feelings were still present in the first days 
of dyad work. Moreover because he thought M. was a very high achieving student and 
certainly she was not interested in working with him. But precisely because she was 
high achieving she did not aim at opening a conflict with their mathematics teacher 
and she decided to engage in the didactic contract their teacher was trying to negotiate 
with the students. She did not believe she would progress by working with V. But she 
aimed at keeping her marks high. And their teacher was counting on that... facing 
them with tasks related to geometrical reasoning, expecting that V.'s competencies 
would be needed for the performances of their dyad. He was sure M. could also 
benefit from working with V. and he was trying hard to make her realise that. But it 
was in a problem he did not prepare for geometrical reasoning that V. convinced M. 
she could need his help and also learn from him. She wanted to solve this problem 
with an arithmetic strategy (Talk 5); he aimed at using graphic representations as he 
did not know how to sum up fractions (Talks 2, 4 and 6). And for the first time he did 
not give up and he decided he would do things his way, even if that meant the rupture 
of collaborative work during the time they were solving the problem on their own.  

This way of acting corresponds to a main change in his I-positioning as a mathematics 
student (Talk 6). He still thought he knew nothing about mathematics, but was trying 
to solve the problem. The astonishing features were that: (1) V. finished the problem 
much faster than M.; (2) he had an amazing smile when he finished it; and (3) he had 
the most accurate and quick way of drawing the cheese, and the fractions that needed 
to be subtracted. Thus, M. was not yet convinced about his solving strategy, but she 
was puzzled. And she became even more when he explained why he began by 
drawing the 1/6. The accurate and quick spatial competencies of V. were a mystery to 
M. And finally she understood that even she - the best student in that class - could 
learn from and with him.  

Problem - A grocer sold half a cheese, then a quarter and finally a sixth. He then 
checked that 125gr. were left over. How many kilos did the cheese 
weigh in the first place?  



[V. starts drawing a circumference and then stops to read the problem again.]  

1 M. What's that?  

2 V. It's a cheese.  

3 M. A cheese?... What for?  

4 V. Now I'm going to draw what he sold...  

5 M. But I think you do this with sums...  

6 V. I don't know how to do it with sums... so I'm going to see if it works this 
way...  

7 M. Then do yours, I'll do mine and then we'll explain.  

(...)  

9 V. I drew the cheese, then I divided it into 6 equal parts... so as to be easier... 
Get it?  

(...)  

11 V. I know... but I had to know how to mark a half, a quarter and a sixth... a 
half and a quarter is easy... the hardest one is the sixth, so I started 
with that... or else I wouldn't know how to go about it, after 
marking the half and the quarter I wouldn't see where a sixth was...  

After a certain time explaining to each other how they solved the task, the teacher 
approached them and his way of acting was essential to clarify the didactic contract 
and to shape V.'s participation in mathematics classes, helping him to change his 
social representation about mathematics, but also his I-positioning as a mathematics 
student.  

The teacher began by a very general question; and then, he did not comment on what 
type of solving strategy he wanted, he just stressed that he wanted them both to 
understand what the other one had done (Talks 28 and 30). This gave space and 
confidence to V., who was able to explain clearly his solving strategy and to state that: 
(1) M.'s sums were wrong; (2) that he could only produce graphic proofs; (3) that he 
did not know fractions as he did not know mathematics (Talk 33); (4) that drawings, 
for him, even if they led to the right solution of the problem, were not considered to 
be mathematics.  

28 T. How are we doing here?  



29 M. He says he's right, and when he does the drawing he seems to be, but I 
think this is maths, we should do it with sums!... [V. explains what 
he did]  

30 T. Do you understand how he did that?  

31 M. Yes.  

32 T. How about you? Do you understand what she did?  

33 V. I just understand that her sums are wrong... I drew it here and it's only 1/4... 
but I think it should also be possible that way... but I don't know 
any of this, I don't know how to do it that way...  

This teacher's intervention was important for V. confidence. He never experienced 
any kind of criticism towards him although ignoring computations with fractions, or 
using “a weird solving strategy”. The same goes for M., when she made a mistake 
(Talks 37 and 39). The teacher's message, as he later reported us, was that he wanted 
them to learn and they were, no doubt, going to learn. Thus, in those very first days in 
such an underachieving class what he wanted most was to have everyone engaged in 
the tasks, sharing knowledge and doubt with their peers, and doing his/her best. And 
this strategy proved to be an adapted one in such a class, as students' mathematical 
performances and achievement were improved. This message is reinforced by several 
features of his way of acting: (1) using almost no evaluation comments (except in 
Talk 43); (2) rephrasing the questions that students could not answer, adding more 
information, but not answering in their place; (3) showing high expectations towards 
students' performances (Talks 40 and 41); (4) facing them with challenging tasks but 
well adapted to these students' characteristics and interests, facilitating that they could 
work in their ZPD (Vygotsky, 1932/78; 1934/1962); (5) diversifying the evaluation 
instruments. This didactic contract facilitated students' engagement in the activities, 
even when they were listening to other colleagues' solving strategies (Talks 36 and 
45). They learned from sharing and discussing diverse solving strategies, and that led 
to their progression. For instance, from this day on V. knew how to do computations 
with fractions. Students not only succeeded during the school year but also had the 
final exam they had in the 9th grade. But moreover this didactic contract and the 
promotion of collaborative and inclusive practices allowed for the emergence of what 
Perret-Clermont (2004) calls “thinking spaces”, which are crucial for promoting 
students' development and social participation, namely as citizens.  

34 T. So, M., how did you think this out?  

35 M. That I had to add everything he sold to see how much I got... 1/2 + 1/4 + 
1/6  

36 V. So far I agree.  

37 M. And I got 3/12...  



38 T. 3/12?  

39 M. Yes... 1 + 1 + 1 = 3 and 2 + 4 + 6 = 12  

40 T. And how do you add fractions? [Silence]  

41 T. What do you need to do to be able to add fractions?  

42 M. [Hesitating] Reduce them to the same number here? [She points to the 
denominators]  

43 T. Of course!  

44 M. Oh, then I know!... It's 6... No, it's 12. 6/12 + 3/12 + 2/12 = 11/12  

45 V. Right... so you were left with 1/12 after all, like me! [He's visibly happy]  

46 M. Yes... then you just have to do the same sums you did.  

47 V. After all I was the one who was right this time! [Victorious] I think I'd 
never got anything right in maths before... by myself.  

Several points are interesting: (1) although experiencing quite different levels of 
mathematical and academic achievement, both students developed similar social 
representations about mathematics - it is computations, rules, formulas; none 
considered V.'s solving strategy as mathematics, despite of being correct; (2) they 
were convinced a student can only learn from high achieving students; (3) they 
associated mathematics to analytic methods but not to graphic representations and 
geometrical reasoning, namely in equations; (4) they were very surprised that an 
underachieving student could have the problem right, and the high achieving one 
could have it wrong. Thus, this episode was crucial for their performance as a dyad 
and for their future, as the next accounts illuminate.  

I was furious when I knew I would sit next to V. because he was very poor in 
Maths. But right now I just wish I could sit next to him in other classes... he is so 
smart and has such a fantastic way of analysing the questions... he is so critical 
about everything he reads and listens and does (...) Thanks to him I even developed 
some abilities I did not have... or I did not know I had... (...)  

(...) But the first time he had that cheese problem right it was difficult to accept he 
did it well... and I had it wrong. I felt it just wasn't possible... not him... But the 
truth was that afterwards I asked him for his advise and most of the times he had a 
strange but cut way of solving things... and I began to admire him. He had nothing: 
no money, no fancy clothes, no future, almost no material [for school classes] but 
he had a hell of a head!!! (M., 9th grade, June interview)  

This case also illuminates that conflicts - namely between I-positioning - within a 
transformative and secure relational climate act as change opportunities, facilitating 



the emergence of new I-positioning (e.g., I as a high achieving student, for V.). But 
these changing processes are more difficult for students from minority and 
undervalued cultures. It was V. who experienced feeling lost at his neighbourhood 
because most teenagers from his squatter were underachieving in school and they 
usually dropped it out, while he had plans to go to the university. For him, changing 
had a high cost that the school community usually ignored: it could mean loosing part 
of his dialogical identities and this also explains why he resisted to become a high 
achieving student at the beginning. He was resiting to loose part of his identities 
(Rijsman, 2004).  

To this day there are still times I can't believe I had such good marks and enjoyed 
studying. It's like I'm someone else… I don't recognise myself… and sometimes 
I'm not even sure whether I like myself more like that. Here [in the school] I live 
better. Everyone likes me. But in my neighbourhood, I don't know… it's like I'm 
far from everything… I don't know… I've got the holidays to think about this... but 
I don't want to give up on doing a course, I think… what I want to know is what I 
have to do... to know how to live on both sides. (V., 10th grade, June interview)  

More than ten years have gone by since these students finished the 9th grade. V. 
entered in architecture and M. in medicine, two of the most difficult courses at 
Portuguese State universities, as we have numerus clausus for the entry. At their 
universities although being both high achieving students, V. went on facing more 
challenges and difficulties than M. Dialogical identities are still more conflictive for 
him and he had to learn know how to deal with that. But they were both able to 
(re)construct their identities (Hermans, 2003), to develop positive social 
representations about schools/universities and learning, although being very critical 
about the school system and (Portuguese) society. And moreover, they were able to 
maintain a close relation even if everything seemed to point in the opposite direction, 
as they came from quite differentiated cultures.  

References  

Abreu, G. de, & Elbers, E. (2005). The social mediation of learning in multiethnic 
schools: introduction. European Journal of Psychology of Education, XX(1), 3-11.  

Abreu, G. de, Bishop, A., & Presmeg, N. C. (2002). Transitions between contexts of 
mathematical practices. Cambridge: Kluwer Academic Publishers.  

Badalo, C., & César, M. (2007). Uncovering the voices of adult students from the 
evening classes: a case study. In R.V. Castro, P. Guimarães, M. Bron Jr., I. Martin, 
& R. Oliveira (Eds.), Changing relationships between the State, the civil society 
and the citizen: Implications for adult educations and adult learning (pp. 24-36). 
Braga: UAEUM/ESREA. [CdRom]  

Bakhtin, M. (1929/1981). The dialogical imagination (M. Holquist, Ed.) (M. Holquist, 
& C. Emerson, Trans.). Austin: University of Texas Press. [Original work edited in 
Russian, in 1929]  



Carvalho, C. (2001). Interacção entre pares: Contributos para a promoção de 
desenvolvimento lógico e do desempenho estatístico, no 7ºano de escolaridade. 
Lisboa: APM.  

César, M. (1998). Social interactions and mathematics learning. In P. Gates (Ed.), 
Mathematics, education and society: proceedings of the MEAS 1 (pp. 110-119). 
Nottingham: Nottingham University. [Also on line]  

César, M. (2003). A escola inclusiva enquanto espaço-tempo de diálogo de todos e 
para todos. In D. Rodrigues (Ed.), Perspectivas sobre a inclusão: Da educação à 
sociedade (pp. 117-149). Porto: Porto Editora.  

César, M. (in press). Come away with me: statistics learning through collaborative 
work. In ICME 10 proceedings. Copenhagen: Roskilde University [CdRom]  

César, M., & Oliveira, I. (2005). The curriculum as a mediating tool for inclusive 
participation: a case study in a Portuguese multicultural school. European Journal 
of Psychology of Education, XX(1), 29-43.  

César, M., & Santos, N. (2006). From exclusion into inclusion: collaborative work 
contributions to more inclusive learning settings. European Journal of Psychology 
of Education, XXI(3), 333-346.  

Clandinin, D.J., & Connelly, F.M. (1998). Personal experience methods. In N.K. 
Denzin, & Y.S. Lincoln (Eds.), Collecting and interpreting qualitative materials 
(pp. 150-178). Thousand Oaks, California: SAGE Publications.  

Cole, M. (1996a). Culture and mind. Cambridge, MA: Harvard University Press.  

Cole, M. (1996b). Conclusion. In L. Resnick, J. Levine, & S.D. Teasley (Eds.), 
Perspectives on socially shared cognition (pp. 398-417). Washington: American 
Psychological Association.  

Courela, C., & César, M. (2007). Environmental education and the curricular 
(co)construction: contributions to the (re)construction of poorly literate adults life 
projects. In R.V. Castro, P. Guimarães, M. Bron Jr., I. Martin, & R. Oliveira (Eds.), 
Changing relationships between the State, the civil society and the citizen: 
Implications for adult educations and adult learning (pp. 118-130). Braga: 
UAEUM/ESREA. [Suporte CdRom]  

Dias, E., & César, M. (in press). Trabalho de projecto associado a trabalho 
colaborativo: Cidadania em cenários de educação formal. In Actas da conferência 
ibérica educação para a cidadania. Lisboa: DEFCUL.  

Elbers, E., & de Haan, M. (2005). The construction of word meaning in a 
multicultural classroom. Mediational tools in peer collaboration during 
mathematics lessons. European Journal of Psychology of Education, XX(1), 45-59.  



Gorgorió, N., & Planas, N. (2005). Social representations as mediators of 
mathematics learning in multiethnic classrooms. European Journal of Psychology 
of Education, XX(1), 91-104.  

Hermans, H. (1996). Voicing the self: From information processing to dialogical 
interchange. Psychological Bulletin, 119(1), 31-50.  

Hermans, H. (2001). The dialogical self: Toward a theory of personal and cultural 
positioning. Culture and Psychology, 7(3), 323-366.  

Hermans, H. (2003). The construction and reconstruction of a dialogical self. Journal 
of Constructivist Psychology, 16, 89-130.  

Lave, J. (1988). Cognition in practice: Mind, mathematics and culture in everyday life. 
Cambridge: Cambridge University Press.  

Lave, J. (1996). Series foreword. In S. Chaiklin, & J. Lave (Eds.), Understanding 
practice: Perspectives on activity and context (pp. vii-viii). Cambridge: Cambridge 
University Press.  

Lave, J., & Wenger, E. (1991). Situated learning: Legitimate peripheral participation. 
Cambridge: Cambridge University Press.  

Leite, C. (2002). A figura do “amigo crítico” no assessoramento/desenvolvimento de 
escolas curricularmente inteligentes. In M. Fernandes, J. Gonçalves, M. Bolina, T. 
Salvado, & T. Vitorino (Eds.), O particular e o global no virar do milénio: Cruzar 
saberes em educação (pp. 95-100). Lisboa: Edições Colibri / SPCE.  

Marková, I. (2005). Dialogicality and social representations: The dynamics of mind 
(2nd ed.). Cambridge: Cambridge University Press.  

Marková, I. (2007). La dialogicité comme théorie de la connaisance. Actualités 
Psychologiques, 19, 9-15.  

Papert, S. (2001). Change and resistance to change in education: taking a deeper look 
at why school hasn't changed. Fundação Calouste Gulbenkian (Ed.), Novo 
conhecimento, nova aprendizagem (pp. 61-70). Lisboa: Fundação Calouste 
Gulbenkian.  

Perret-Clermont, A.-N. (2004). Thinking spaces of the young. In A.-N. Perret-
Clermont, C. Pontecorvo, L. Resnick, T. Zittoun, & B. Burge (Eds.), Joining 
society: Social interaction and learning in adolescence and youth (pp. 3-10). 
Cambridge: Cambridge University Press.  

Planas, N., & Gorgorió, N. (2005). Norms, social representations and discourse. In 
CERME 4 (Eds.), CERME 4 Proceedings. Retrieved May, 29, 2005 from 
http://cerme4.crm.es/Papers%20definitius/10/wg10listofpapers.htm  

Renshaw, P. (2004). Dialogic teaching, learning and instruction: Theoretical roots and 
analytical frameworks. In J. van der Linden & P. Renshaw (Eds.), Dialogic 



learning: Shifting perspectives to learning, instruction, and teaching (pp. 1-15). 
Dordrecht: Kluwer Academic Publishers.  

Richardson, L. (1998). Writing: A method of inquiry. In N. Denzin, & Y. Lincoln 
(Eds.), Collecting and interpreting qualitative materials (pp. 345-371). Thousand 
Oaks: Sage.  

Rijsman, J.B. (2004). From the provinces of meaning to the capital of a good self: 
Some reflections on learning and thinking in the process of growing adult in 
society. In A.-N. Perret-Clermont, C. Pontecorvo, L.B. Resnick, T. Zittoun, & B. 
Burge (Eds.), Joining society: Social interaction and learning in adolescence and 
youth (pp. 141-152). New York: Cambridge University Press.  

Rogoff, B., Turkanis, C., & Bartlett, L. (2001). Learning together: Children and 
adults in a school community. New York: Oxford University Press.  

Rogoff, B., & Wertsch, J. (1984). Childrens' learning in the zone of proximal 
development. San Francisco: Jossey-Bass.  

Roth, W.-M., & Lee, Y.-J. (2006). Contradictions in theorizing and implementing 
communities in education. Educational Research Review, 1(1), 27-40.  

Schubauer-Leoni, M.L., & Perret-Clermont, A.-N. (1997). Social interactions and 
mathematics learning. In T. Nunes, & P. Bryant (Eds.), Learning and teaching 
mathematics: An international perspective (pp. 265-283). Hove: Psychology Press.  

Silva, M. A, & César, M. (2005). Ver e inovar: actividades experimentais em ciências 
físico-químicas. Revista Electrónica de Enseñanza de las Ciencias, número extra, 
1-6.  

Smith, J. (1991). Teachers as collaborative learners. Philadelphia: Open University 
Press.  

Stake, R. (1995). The art of case study research. Thousands Oaks: Sage.  

Teles, L., & César, M. (2005). Handicrafts performing life. In CERME 4 (Eds.), 
CERME 4 Proceedings. Retrieved March 9, 2005 from 
http://cerme4.crm.es/Papers%20definitius/10/wg10listofpapers.htm  

Teles, L., & César, M. (2006). Dancing with mathematics: collaborative work and 
project work contributions to mathematics learning. In A. Breda, R. Duarte, & M. 
Martins (Eds.), Proceedings of the international conference in mathematics, 
sciences and science education (pp. 162-169). Aveiro: Universidade de Aveiro.  

Valsiner, J. (1997). Subjective construction of intersubjectivity: Semiotic mediation as 
a process of pre-adaptation. In M. Grossen & B. Py (Eds.), Pratiques sociales et 
médiations symbóliques (pp. 45-59). Berlin: Peter Lang.  



van der Linder, J., Erkens, G., Schmidt, H., & Renshaw, P. (2000). Collaborative 
learning. In R.-J. Simons, J. van der Linden, & T. Duffy (Eds.), New learning (pp. 
37-54). Dordrecht: Kluwer Academic Press.  

Vygotsky, L. S. (1932/1978). Mind and society: The development of higher 
psychological processes (M. Cole, Tran.). Cambridge MA: Harvard University 
Press. [Original work edited in Russian, in 1932]  

Vygotsky, L. S. (1934/1962). Thought and language (Myshlenie I rech' Tran.). 
Cambridge MA: MIT Press. [Original work edited in Russian, in 1934, revised 
edition by Alex Kozulin]  

Wenger, E. (1998). Communities of practice: Learning, meaning and identity. New 
York: Cambridge University Press.  

Wertsch, J.V. (1991). Voices of mind. A sociocultural approach to mediated action.  
Hemel Hempstead: Havester Wheatsheaf.  

Zittoun, T. (2004). Preapprenticeship: a transitional space. In A.-N. Perret-Clermont, 
C. Pontecorvo, L. Resnick, T. Zittoun, & B. Burge (Eds.), Joining society: Social 
interaction and learning in adolescence and youth (pp. 153-173). Cambridge: 
Cambridge University Press.  

Zittoun, T. (2006). Transitions: development through symbolic resources. Greenwich: 
Information Age Publishing.  


