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Abstract 

This paper presents and illustrates an analytical approach for developing knowledge on facilitating 

learning processes that can enable sustainability transitions. Theoretically, it combines and integrates 

inspiration from dramaturgical analysis, transactional pragmatism and didactical theory. It 

conceptualises the facilitation of learning in terms of scripting, staging and performance and focuses 

on how a setting and the people acting within/upon them simultaneously and reciprocally influence 

each other. After explaining the methodology, the authors illustrate how it can be applied through a 

case study of workshops where diverse stakeholders aim to create sustainable agri-food practices. The 

analysis shows how facilitators’ actions affect the participants’ learning and highlights the importance 

of consciously governing ongoing meaning-making in the pursuit of contributing to transitions, of 

anticipating the performance already in the planning, of well-considered interventions (‘facilitator 

moves’) in the performance, and of building-in check-points to explore the participants’ response to 

the facilitator’s actions. 
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1. Introduction 
This paper focuses on facilitating (non-formal) learning processes in the pursuit of sustainability 

transitions (STs). Learning is widely emphasised as a vital means for fostering STs (Goyal and Howlett 

2020). Recent reviews of transition studies literature on learning, however, reveal an important gap: 

the empirical knowledge base for progressing our understanding of learning in STs is weak (van Mierlo 

et al. 2020; Van Poeck et al. 2020). It often remains black-boxed what exactly it is that people are 

learning in practices striving for a more sustainable world as well as how learning takes shape. 

Convincing empirical evidence of what it is that influences learning and in which direction is very rare. 

Yet, it is precisely that type of knowledge that is needed to identify impactful interventions and that 

can thus provide guidance for improving learning processes in the context of STs. 

We present and illustrate an analytical approach that is designed to develop useful knowledge on how 

learning processes in the context of STs can be facilitated. With the facilitation of learning we mean 

the whole process from planning/designing a learning process to the actual performance of it1. 

Facilitating learning in the pursuit of STs is a complex object of research. Given the normativity, open-

endedness and long-term character of STs (Köhler et al. 2019; Geels 2020) it is impossible to precisely 

determine which outcomes of learning processes are desirable. The same goes for identifying direct, 

linear and causal links between, on the one hand, facilitators’ actions and participants’ learning taking 

place in micro-level practices and, on the other, the emergence of major societal transitions. As we 

                                                           
1 Facilitation of learning has much in common with teaching (see also below) but in this paper that focuses on 
non-formal learning we use a different vocabulary.  
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have argued elsewhere (Van Poeck and Östman 2021), we can analyse the role of learning in day-to-

day practices of actors involved in, for example, the development of niches or reform of regime 

practices and assess how this may eventually contribute to a profound systemic transition decades 

from now. We cannot predict, however, how such micro learning practices today will directly and 

certainly affect long-term, macro societal transitions. What is possible, is to identify in contemporary 

observable practices those interventions that have the potential to influence, accelerate or reorient 

STs by, for example, overcoming path dependencies, creating collective problem-solving plans and 

developing niches that are sufficiently mature to provide an alternative for non-sustainable regime 

practices2. Facilitating learning in view of STs is thus not a matter of effectively changing participants’ 

thinking and acting towards predetermined outcomes as could be the case while learning to drive a 

car or to understand Newton’s law of gravitation. Nevertheless, it does require careful and well-

considered planning and steering in the pursuit of helping the participants to jointly develop promising 

pathways towards a more sustainable world. In this paper we address the question how facilitators’ 

work can help accomplishing this. 

In section 2 below, we elaborate how the theoretical background of the presented analytical approach 

combines and integrates inspiration from dramaturgical analysis, transactional pragmatism, and 

didactical theory. Subsequently, we explain the analytical steps and procedures in this transactional 

methodology for empirical analyses in section 3. Section 4 then illustrates how the methodology can 

be applied through the example of a pilot case study of workshops where people gather to create 

sustainable agri-food practices. We discuss our findings in section 5 by explaining what the study shows 

us about how facilitators’ actions affect the participants’ learning and formulating four important 

considerations for developing fruitful facilitation strategies. We end the paper with our overall 

conclusions in section 6. 

2. The dramaturgy of facilitating learning processes: theoretical 

background  
As indicated, we combine and integrate a dramaturgical, transactional, and didactical approach (see 

also Van Poeck and Östman 2022). Dramaturgical analysis is used to study social interactions with a 

focus on how these are affected by the setting in which they occur. We incorporate such attention to 

what a setting does to a practice in our approach by taking inspiration from existing dramaturgical 

frameworks (Feldman 1995; Hajer 2005; Nahuis 2009). But settings are not static. They dynamically 

take shape and transform as people act within and upon them. We draw from transactional 

pragmatism (Dewey and Bentley 1949; Ryan 2011) in order to capture what settings do with people as 

well as what people do with settings simultaneously and reciprocally. Finally, our didactic interest to 

gain insight in what facilitators do and how this affects what the participants learn3 led us to employ 

transactional didactical theory on teaching and learning (Östman et al 2019a,b). In the remainder of 

this section we subsequently unpack the dramaturgical, transactional, and didactical background that 

underpins the presented approach. 

2.1 A dramaturgical approach to facilitating learning 
Dramaturgical analysis (DA) can take diverse forms. What all these have in common, is a shared focus 

on how social interactions are influenced by the context in which they take place. Dramaturgical 

frameworks are used for empirical analyses and draw on metaphors borrowed from drama: script, 

                                                           
2 See Van Poeck and Östman (2021) for some examples. 
3 Note the parallels with how research in didactics – typically mainly addressing formal educational practices – 
focuses on the interplay between the three key elements in the so-called ‘didactic triangle’: the teacher, the 
students and the content of teaching and learning. 
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roles, setting, staging, performance, acts, scenes, etc. Some examples that illustrate the variety of 

fields and phenomena that can be explored with a dramaturgical lens are Goffman’s (1956) early, 

influential research on role playing in social settings, Feldman’s (1995) writings on the dramaturgy of 

organisational routines, Hajer’s (2005) and Nahuis’ (2009) dramaturgical analyses of policy deliberation 

and recent contributions that apply DA to non-formal learning settings (Van Poeck et al. 2017; 

Plummer and Van Poeck 2021). A shared characteristic across the diversity of dramaturgical studies is 

their performative focus. DA typically aims to reveal the influence of the context in which actions take 

place. As Hajer emphasises, every act takes place in a particular ‘contexture’ that influences the quality 

of that act. His analytical focus on how the design of a setting affects ‘what is said, what can be said, 

and what can be said with influence’ (Hajer 2005: 626) is aimed at grasping precisely that. Within the 

diversity of DA frameworks, there is some variety and ambiguity regarding how the performativity of 

settings is understood and in particular regarding the extent to which the setting is assumed to 

determine the actions taking place in it. Since we, as indicated, aim to capture what settings do with 

people as well as what people do with settings simultaneously and reciprocally, we draw on DA work 

that is non-deterministic. Hajer (2005), for example, strives to investigate how settings and actions 

‘interrelate to produce a particular staging of public involvement’ (p. 630 – emphasis added) and 

highlights how his analysis reveals that the setting ‘codetermined the […] performance’ (p. 632 – 

emphasis added). As we elaborate in more detail below, paying attention to how settings affect actions 

while, all the same, these settings dynamically develop and transform as people act within and upon 

them is a vital feature of a transactional aproach.  

Facilitating learning encompasses both the preparatory work of planning and designing a learning 

setting in advance and the actual facilitation of learning as it is performed, in action. In order to capture 

this whole process, Feldman (1995), Hajer (2005), and Nahuis (2009) inspired us to analyse the 

facilitation of learning in terms of scripting, staging, and performance. The practice of scripting refers 

to determining the purposes one seeks to achieve (Feldman 1995), the roles of the characters in the 

play, cues for appropriate behaviour (Hajer 2005), and access conditions (Nahuis 2009). The staging of 

a setting, then, has to do with the deliberate organisation of interactions (Hajer 2005) through the use 

of particular tools, methodologies, activities, rules of the game, artefacts (Nahuis 2009), etc. The 

performance encompasses what actors do within and upon the staged settings in the pursuit of the 

scripted purposes (Feldman 1995). Applied to facilitating learning (Van Poeck and Östman 2022), 

scripting thus involves formulating purposes regarding what the learning process is expected to pursue 

and clarifying the roles of facilitators and participants, including expectations regarding how these are 

supposed to behave in this setting. Staging a learning setting consists of two aspects: (1) staging the 

scene on which the activities take place, and (2) staging fruitful tasks for the participants. The staged 

scene affects which objects/phenomena are brought to the participants’ attention and thus governs 

what to focus on and what to neglect. The staging of tasks, then, affects how the participants actively 

engage with the objects of attention. As we will argue in more detail below, both are vital aspects of 

governing learning processes. The performance, finally, can be grasped in terms of a variety of 

facilitator moves4. These are actions and interventions performed by a facilitator that help to guide the 

participants’ learning. The interventions can be verbal (saying something) or non-verbal (e.g. showing 

something, nodding, pointing at something, moving in a space) and they can steer the learning process 

in a certain direction or deepen it. As we will show, the scripting and staging of a setting are not 

                                                           
4 What we call ‘facilitator moves’ in this paper focussed on non-formal learning is a concept that has been 
developed and widely applied in didactic research in formal education settings as ‘teacher moves’ (see e.g. 
Östman et al. 2019b, Lidar et al. 2006).  
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confined to the preparatory stage but, on the contrary, continue to take shape and transform in the 

performance. 

2.2 A transactional perspective   
DA provides us with a conceptual framework and vocabulary to investigate the work of facilitating 

learning processes – from the planning to the performance – with a focus on grasping the influence 

that occurs among a setting, the actions of the persons performing in it, and the outcomes of learning 

that thus become (im)possible. In this section, we explain how transactional pragmatism helps us to 

deepen our understanding of this influence.  

Dewey and Bentley (1949/1991) introduced the notion of ‘transaction’ to label a specific 

understanding of the mutual influence of individuals and environments. The relation of a subject and 

its environment is often approached from a mechanistic, interactional perspective where things are 

described in terms of linear and causal interconnections between independent, already known entities 

that inter-act (Ryan 2011). A transactional perspective, in contrast, sees humans as always already in 

relation to the environment, as ‘organisms-in-environment-as-a-whole’ (Dewey and Bentley 

1949/1991) where both become present and acquire meaning simultaneously and reciprocally. 

Thereby, it is important to emphasise how Dewey conceptualises the ‘environment’, distinguishing it 

from the totality of what he calls the ‘surroundings’. There are always, inevitably only some aspects of 

the totality of objects/phenomena that are potentially within reach in the surroundings conditions that 

are included in the actors’ attentiveness: they become an environment. While these 

objects/phenomena become meaningful and relevant for the actors involved, other remain unnoticed, 

are neglected or ignored. As we elaborate below, this process of (governing) a selective attentiveness 

is crucial in a transactional understanding of (facilitating) learning. It also clarifies how, in this 

perspective, people and their actions are not seen as being determined by their surroundings. On the 

contrary: they are assumed to also actively (re)construct them through a dynamic process of 

‘environing’ (Östman et al. 2019a) that takes shape through the selection of some and neglection of 

other objects/phenomena out of the surroundings. Environments are thus (re)constructed in action. 

But at the same time, the environment also (re)constructs the acting person. Thus, through 

transactions ‘between a live creature and some aspect of the world in which he lives’ (Dewey 

1934/2005: 45) a mutual adaptation of persons and environments emerges.  

This mutual influence occurs within specific events that consist of an active phase – doing – and a 

passive phase – undergoing the consequences of what has been done (Dewey, 1934/2005). The 

reciprocal and simultaneous influence that organisms and environments exert on each other thus 

occurs in and through alternating doings and undergoings. This, Dewey emphasises, should not be 

understood as just ‘doing and undergoing in alternation, but […] in relationship’ (p. 46), as an ‘intimate 

union’ (p. 54) that makes up the event. Important to recognise, here, is that the phases of doing and 

undergoing can either occur within a specific moment in time when one undergoes the consequences 

of doings instantaneously following the initial actions, or durationally spread when doing and 

undergoing the consequences of one’s acts are dispersed in time. Besides the mutual adaptation of 

persons and environments within events, a transactional perspective also recognises another 

mechanism of influence, one that occurs between events. This means that what is undergone also 

affects further doings. As Dewey (1934/2005: 65) highlights, the receptivity in the undergoing phase 

should not be understood as passivity since ‘the consequences undergone because of doing are 

incorporated as the meaning of subsequent doings’. Acknowledging this process of influence between 

events – what Dewey (1938/1997) calls the principle of continuity – implies a cumulative 

understanding of meaning-making. Meanings that are made through the mutual influence and 

adaptation of persons and environments in previous events function as a means for the meaning made 
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in the present. Or, in Dewey’s (1934/2005: 63) words: ‘The junction of the new and the old is not a 

mere composition of forces, but is a re-creation in which the present impulsion gets form and solidity 

while the old, the “stored” material is literally revived, given new life and soul through having to meet 

a new situation’. What is previously done and undergone thus affects further doing in chains of events 

in which the phases of doing and undergoing are ‘reciprocally, cumulatively, and continuously 

instrumental to each other’ (Dewey 1934/2005: 52).  

2.3 Transactional didactic theory  

The above elaborated concept of ‘environing’ as well as the alternation of doing and undergoing are 

crucial elements of transactional didactic theory and hence of the here presented approach to 

facilitating learning. Learning something, Östman et al. (2019a) argue, involves the ability to master 

the selective attentiveness necessary for putting relevant objects in the world in focus as well as to 

intellectually reason and bodily act in relation to the thus created environment in such a way that the 

pursued outcomes are realised. Facilitating learning5 can then be understood as the work of governing 

this process. 

Any learning process involves a ‘privileging’ (Wertsch 1998) which steers learning in a certain direction, 

i.e. towards certain outcomes. One aspect of privileging concerns attentiveness and environing: paying 

attention towards particular objects/phenomena in the world, thereby inevitably neglecting other 

objects/phenomena. The participants, in transaction with the world, thus create an environment out 

of the surroundings. Another aspect of privileging concerns what to do with the created environment. 

Just like the aspect of environing, this also implies inclusion and exclusion, i.e. a choice between 

alternative possible doings. We argued above that facilitating learning processes requires ‘careful and 

well-considered steering’, which we can now further specify as a matter of governing privileging in 

connection to a purpose. Facilitating learning thus involves steering the participants’ attentiveness – 

and, thus, the environing – as well as what to do with the environment in the service of what one aims 

to achieve. If we now connect the two aspects of privileging to our dramaturgical take on facilitating 

learning, the work of a facilitator can be described as governing the privileging through offering the 

participants a setting consisting of a scene and a task. In transaction with this scene, the participants 

develop a specific attentiveness and, thus, an environment. In transaction with the task, they engage 

in an inquiry – an investigation of/experimentation with the environment – that, if successful, results 

in a fruitful learning outcome. To a certain extent, the scene and task are given shape through the 

facilitator’s preparatory work of, for instance, selecting content to disseminate, deciding on how to 

divide participants into subgroups, or preparing questions for them to address. However, facilitators 

also continue to stage the setting in the performance. They perform actions that affect the participants’ 

privileging, so-called facilitator moves, that can either influence the participants’ attentiveness or their 

manner of acting upon the environment. Realising that the participants’ actions and the setting offered 

continuously influence one another implies that it is vital for facilitators to be prepared to adjust the 

scene and tasks offered whenever they judge it to be necessary or fruitful for the participants’ ongoing 

privileging. Obtaining the information needed for such judgements requires that the relation between 

the facilitator’s doing and the undergoing of its consequences (i.e. participants’ response) can be 

experienced. Hence, an important part of facilitators’ work is to organise alternations of doing and 

undergoing in such a way that it becomes possible to timely experience the consequences of her/his 

doings.  

                                                           
5 Or: teaching. 
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3. A transactional methodology for empirical analyses 
Aiming to develop useful knowledge about fruitful strategies for facilitating learning in view of STs, our 

empirical analyses need to reveal impactful interventions of facilitators that contribute to improving 

learning processes in the context of STs. This requires a methodology that enables us to open up the 

black box of what and how people learn while engaging with sustainability issues (see also Van Poeck 

et al. 2020, Van Poeck and Östman 2021) and, in particular, how the actions of facilitators influence 

the learning process and outcomes, through an in-depth analysis of qualitative empirical data such as 

documents, interviews and transcripts of direct observations.  

The first step in the analysis consists of identifying and describing the preparatory work done by 

facilitators in view of scripting and staging a setting. This implies scrutinising documents, interviews 

and transcripts of observations in order to find out what is said, either explicitly or implicitly, about the 

purposes the learning process is expected to realise, the roles of facilitators and participants, and 

expectations regarding how these are supposed to behave in this setting – i.e. aspects of the scripting 

– as well as about which objects/phenomena the participants are invited to pay attention to and how 

they are expected to actively engage with them – i.e. the scene and task dimension of the staging. 

In a next step, we analyse in depth and detail the learning that takes place in action – in the 

performance. This encompasses an analysis of what is learned as well as of how facilitators’ 

interventions steer the participants’ learning. Elsewhere (Van Poeck and Östman 2021), we have 

elaborately addressed the challenges and possibilities involved in analysing learning in STs by 

presenting, explaining and illustrating an analytical framework for investigations of what and how 

people learn while trying to tackle sustainability problems and to investigate its potential to enable 

transitions. Here, we briefly describe our analytical approach for investigating the outcomes of learning 

and connect it to how we can reveal how the interventions of facilitators influence ongoing learning 

processes. 

Transactional learning theory, inspired by the work of Dewey, approaches learning as something that 

is incited by a disturbance of habits (Östman et al. 2019a6). Our default mode of being in the world is 

non-reflexive. It is first when our environment disturbs our routine ways of thinking and acting, i.e. 

when we encounter a ‘problematic situation’, that we need to start an ‘inquiry’ – including 

experimentation with new ways of coordinating with our environment – which results, if successful, in 

new knowledge, skills, values, identities, etc. Learning is thus transactionally understood as a process 

in which individuals and the world transform reciprocally and simultaneously in a process through 

which people’s actions change the environment while shifts of activity happen in response to a 

changing environment. In addition to this simultaneous and reciprocal perspective on change, there is 

also a sequential dimension. Learning outcomes emerging from a particular encounters are not seen 

as static cognitive properties to achieve – as a pre-determined destination. Rather, they are assumed 

to be dynamically made and transformed in and through action – over time.  

In order to empirically investigate this, we scrutinise transcripts of (audio/video) recorded 

observations with the use of Practical Epistemology Analysis (PEA – Wickman and Östman 2002), a 

systematic analytical method that is well suited for delivering findings to be used within a transactional 

theory (Shilling 2018; Östman and Öhman 2021). PEA investigates meaning making. More precisely, it 

investigates meaning as something that we literally make, as being dynamically created and 

transformed in and by action. The analytical work starts with identifying ‘gaps’ that occur when people 

encounter a new situation. Gaps arise in every encounter. Often, they are bridged immediately but 

                                                           
6 See also Van Poeck and Östman (2021) for a detailed description and example of how this transactional theory 
can be applied to investigate learning in transition initiatives. 
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sometimes the gap is too big to bridge automatically and people cannot simply proceed with their 

activity. Their routine mode of acting is disrupted. This becomes visible when people start to hesitate, 

disagree, start to guess, ask for help, etc. The gap lingers. In order to be able to proceed, they need to 

create ‘relations’ between this new situation that is encountered and what ‘stands fast’ for them: 

previous experiences, earlier acquired knowledge and skills, existing beliefs, etc. It is through the thus 

created relations that meaning is made. In the terminology of transactional learning theory, we can 

say that a lingering gap confronts learners with a problematic situation that prevents them to continue 

habitually. Learning, then, is assumed to have happened if the gap is successfully bridged in the inquiry 

that follows, by creating relations to what stands fast. This becomes visible if the participants are able 

to proceed. Through PEA, by identifying lingering gaps and subsequently analysing whether and how 

these are filled through the created relations between what stands fast and what is encountered in 

the present situation, we can trace the privileging that occurs in meaning-making processes. This 

dynamic process of inclusion and exclusion (see above) steers meaning-making in certain directions. 

In combination with our transactional theory of (facilitating) learning, PEA thus allows us to gain 

detailed insight in both the content of meaning-making and learning and the process through which it 

occurs. We can address questions such as ‘which relations and, hence, meanings are created?’; ‘what 

is privileged?’; ‘what have people learned?’ as well as ‘which encounters influence this?’ and ‘what is 

the impact of the facilitator’s work?’.  

Revealing the impact of facilitators’ actions is done through the analysis of facilitator moves. As 

indicated, these are the interventions – either verbal or non-verbal – performed by a facilitator that 

help to guide the participants’ meaning-making and, thus, learning. Facilitator moves govern ongoing 

privileging processes either by steering the participants’ attentiveness towards particular 

objects/phenomena or by influencing what to do with the thus created environment. As such, 

facilitator moves in the performance of learning processes contribute to the staging of a scene and 

task7 in action. Different types of moves have been identified (Östman et al. 2019b), for example: 

▪ adding moves that influence the participants’ learning by adding an object/phenomenon to be 

used in an on-going inquiry; 

▪ directing moves that affect the direction of the participants’ learning by either affirming the 

pathway of inquiry (i.e. confirming moves) or changing it (i.e. reorienting moves); 

▪ deepening moves that affect the direction of the participants’ learning by deepening the inquiry: 

here we can distinguish moves with a generating and judging function: 

− generating moves can, for instance, influence the participants’ learning by raising the 

conversation to a higher level with the aid of more general terms (generalising moves) or 

help the participants to be more specific in their claims and insights (specifying moves); 

− judging moves can, for example, stimulate the participants to develop his thinking/argument 

by judging it in relation to an alternative option (comparative moves) or to inquire whether 

the idea/claim still holds when circumstances change (testing moves).  

Important to emphasise is that the analysis of facilitator moves is a functional analysis. It focuses on 

the function of a move in an on-going privileging process, i.e. on identifying its effect on the emerging 

meaning making, instead of, for example, interpreting the facilitator’s intention with a move.  

While investigating how learning takes place in action we can identify and describe the influence of 

facilitators’ work in two ways. First, by revealing through the PEA how the facilitator’s preparatory 

work of scripting and staging a setting had an observable influence on the gaps that emerge, the 

                                                           
7 Adding moves mainly affect the scene, directing moves can be oriented to either the scene or the task whereas 
deepening moves mainly concern the staging of a task. 
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encounters taking place and the relations that are created in the performance. Second, by revealing 

through the PEA the observable impact of the facilitator’s interventions in the performance (i.e. the 

facilitator moves) on the making of meaning and, thus, on the learning outcomes. 

4. Facilitating workshops to learn a way out of non-sustainable 

agri-food practices: a pilot case study 
In this section, we illustrate the above elaborated analytical approach with examples from an analysis 

of learning in workshops aimed at creating scenarios for Short Food Supply Chain (SFSC) initiatives in 

the city of Ghent, Belgium. In a project funded by the urban government, varied stakeholders such as 

farmers, retailers, cooks, civil servants, and experts were involved in developing three scenarios for 

upscaling SFSC at business-to-business level (B2B – farmers to the catering industry, large kitchens and 

retail): one for a SFSC distribution platform, one for a farmers’ network and one for a knowledge 

platform. The design of these scenarios took shape in workshops facilitated by the researchers that 

conducted the project8. For the analysis in this paper, we focus on two workshops where the 

participants developed a scenario for a SFSC distribution platform. This was, at the end of the project, 

the scenario that was selected by the urban government to receive funding for implementing it as a 

pilot experiment. The empirical data consists of 2 interviews, 2 transcripts of audio-recorded 

workshops (161 pages), and a set of documents (the city’s local food strategy, the municipality’s call 

for tenders, the proposal of the contracted consortium and the final report of the research project). 

The case can be considered as a practice of people aiming to develop a niche in response to 

sustainability challenges posed by the established socio-technical regime. Learning is assumed to play 

a vital role in the creation and maturation of niches that can provide alternatives for currently non-

sustainable regimes (Köhler et al. 2019; Geels 2020). Our analysis hopes to contribute to gaining insight 

in how such learning practices can be improved with a focus on the impact of the (preparatory and in 

situ) work of facilitators9. 

4.1 The preparatory work of scripting and staging a setting 
As explained above, the first step of our analysis is to investigate the data looking for indications of the 

facilitators’ preparatory work of scripting and staging the setting for the workshops.  

The documents and interviews as well as the facilitators’ explanations of the goals and expectations 

while introducing activities for the participants revealed that the scripted purpose of the project was 

to create, hands-on and together with stakeholders, well-developed scenarios for SFSC pilots that are 

promising in terms of upscaling beyond the duration and scope of this project and to create support 

for this.  

“The project team … has consciously organised an interactive process. … The trajectory aimed to 

formulate pilot projects, that is projects that can serve as a ‘pilot’, a precursor that can initiate a 

movement that goes beyond the actual project. The project is therefore also strongly focused on 

creating support among potential stakeholders in an upscaling process.” (project consortium, 

report) 

                                                           
8 Please note that these researchers are not the authors of the present paper. Their study investigated how to 
upscale SFSC (= their ‘object of knowledge’) in a project that we selected as a case (= our ‘object of study’) for 
research on the role of learning in ‘the making of’ STs (= our ‘object of knowledge’). 
9 It moves beyond the scope of this paper to assess the studied case’s potential to contribute to a fundamental 
societal transition of the agri-food system. We have addressed this issue elsewhere (Van Poeck and Östman 
2021) drawing on the same case study. Here, as argued, we aim to provide insight in how facilitators’ actions can 
improve the participants’ learning. 
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“We wanted a hands-on project involving stakeholders. It had to create support.” (representative 

of the funding urban government, interview) 

In line with this purpose, the role of the participants was scripted as ‘active actors’ with a sense of 

ownership of the developed scenarios and the willingness to engage in thinking about problems and 

in formulating solutions.  

“I will make it very clear once again that we expect everyone to be here as an actor. We invited you 

because everybody here has good ideas. You are already working very hard for certain initiatives, 

so we would like it if you’d think along with us about what’s possible.” (facilitator, transcript of 

observation) 

“The upscaling process of the short chain is in the hands of the stakeholder field itself, in which 

producers, different types of customers, governments and others play a role. The project 

consortium … has the task of encouraging the stakeholders to engage in dialogue, to jointly 

formulate problems and solutions, to help think about various scenarios, etc. in order to create the 

contours of a partnership.” (project consortium, tender) 

The facilitators prepared a stage in connection to the scripted purpose and role of participants. Their 

choices to invite stakeholders with diverse backgrounds that ‘have good ideas’ and can draw on their 

own experiences was one way to stage a scene, i.e. to draw attention to things that they consider vital 

in order to realise the purpose of creating well-developed scenarios.  

“And there are people around the table here who have a lot of experience in that area as well. I'm 

thinking of you, for example, you've worked a lot on farmer cooperation. Uhm, people who come 

from kitchens know something about the flexibility of cooks, and so on.” (facilitator, transcript of 

observation) 

Another way in which they did so, was by exploring and documenting examples of SFSC initiatives 

elsewhere for the participants to draw inspiration from.  

“The literature study … will also provide insight into the possible short-chain strategies that 

producers can apply as it seems important to first outline a very wide range of possibilities. In box 

1 we provide a preliminary overview of insights from literature. These will be further completed 

within the project and can serve as a source of information to nourish the discussions.” (project 

consortium, tender) 

While designing the workshops, the staging of the scene took further shape through decisions about 

which actors to gather for the different workshops on the scenarios-in-the-making, how to divide them 

into groups, etc. In this regard, they decided to first organise separate consults with different groups 

of stakeholders (e.g. farmers only, catering industry only) before bringing them together. Drawing on 

their earlier experiences of working with farmers, they realised that these tend to be reluctant to share 

ideas in a mixed stakeholder group.  

“Confidentiality is important to allow participants to put company data on the table and to openly 

discuss the bottlenecks regarding current customer relationships, sales channels and cost structure, 

and in this way also to identify clear points of attention for the further development of the 

scenarios.” (project consortium, tender) 

While preparing the workshops, the facilitators also staged tasks in view of developing SFSC-scenarios 

through inviting the participants to address specific questions such as how to organise the logistics and 

communication, and what are the characteristics of the supply and demand-side of the SFSC initiatives. 

They formulated these questions based on the challenges identified in the separate consults. 
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“We've had a lot of conversations with both very diverse buyers and very diverse producers … and 

we've formulated a number of challenges. We will work with those challenges. I'll make them, uh, 

more concrete later ... I remember from conversations with you that you said: ‘Yes, but we are 

bound by so many rules, we have a particular setting in an elderly home. It's not just you who has 

to shift your mindset, erm, perhaps it is also the entire elderly home or its entire policy that you 

have to change.’ So, apart from the purely logistical issues, there is also some work with the 

surrounding environment. I think we have to take that into account too, if we want it to succeed. ... 

Well, erm, there are a number of challenges ... The first one is to map supply and demand. We need 

to know, okay, if our distribution platform has to supply both elderly homes and restaurants, with 

a huge diversity within those restaurants: what is the demand, uh, what should we be able to meet? 

I have already indicated it a bit earlier, it is very diverse. And the same for the supply side, for the 

producers: if a dairy company, for instance, wants to join the short chain and has to be able to 

deliver to, erm, to those buyers, how should they be able to supply? How can this be done? To what 

extent should the food be processed? And how will that be organised? So basically, mapping what 

is the demand and what is the supply. A second challenge is what I just called the logistics issue. If 

you have that demand, if you have that supply: how are you going to make that fit?” (facilitator, 

transcript of observation) 

Through their preparatory work, the facilitators thus designed a very particular setting for the 

participants to act within – and upon – in the performance of the workshops. 

4.2 Facilitating learning in action – in the performance 
Below we illustrate the second step of our analytical approach, the analysis of (facilitating) learning in 

the performance, with three excerpts10 from the transcripts of observed workshops. We selected three 

examples where the learning process can be considered fruitful in view of developing a niche (see 

further below) and where we can reveal diverse ways in which the facilitators’ interventions influence 

the learning process. 

4.2.1 Excerpt 1: A start-up company  
A small group of participants discussed how to encourage more producers and consumers to work with 

SFSC. The gap that thus emerges for the participants is the result of the facilitator’s preparatory work 

of formulating specific questions to address. Fred, chef in a top-end restaurant, repeatedly puts 

forward that it is a matter of emphasising the high quality of products and of being proud to work with 

them. Thus, he creates relations between quality, pride and achieving the goal of more producers and 

consumers choosing to work with SFSC. Gaby, a dairy farmer, raises a new gap within this discussion. 

Drawing on her own experiences, she argues that Fred’s argument does not hold in the case of milk 

since the convenience of pre-packaged, sterilised milk is more attractive for customers than higher 

quality fresh milk with limited shelf life. She explains that this has made it difficult for her to get a 

constant purchase of her products through SFSC. Fred continues to repeatedly raise the argument of 

quality and pride and he takes a lot of space in the discussion. The facilitator intervenes as follows: 

1. Facilitator: And so, apart from that – because you [Fred and Anna] have now indicated that in the 

catering industry it can grow and that it is more evident there to cook with products coming from the 

short chain – but are there other obstacles for your company [Gaby] to fully switch to the short chain? 

Apart from the constant purchases? Do you still see- 

2. Fred: [interrupts] If it would become attractive, in fact the purchase would become very constant. 

                                                           
10 Here we present excerpts of the conversations. In order to offer transparency about the analysis and 
illustrate it in detail, Appendix 1 presents a table on the PEA that includes an overview of the created relations, 
the effect on privileging as well as the identified facilitator moves. 
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3. Facilitator: Yes, so that's a point you’ve made, but I wondered if there were any other, well doubts 

that [Gaby] experiences about switching to the short chain. Or reasons to say we are going to fully 

commit to it? 

4. Gaby: I don't know… yes, yes it is not that easy to organise that you know. Because you already have to 

run a busy company so it all adds on. I think, when it is up and running that it is not so… but it is indeed 

the start-up phase... 

5. Facilitator: A period where you have to do a lot of things in parallel? 

6. Anna: Is it also the logistics, the transportation actually, that is difficult? Or also looking for- 

7. Gaby: [interrupts] Gosh, all kinds of things. We just started to work with personnel. It is not so easy to 

just start to do that. Those are all such things that you know nothing about. 

The facilitator performs a reorienting move (line 1) that reorients the meaning-making from a focus on 

pride, quality, and how this can stimulate SFSC towards paying attention to and specifying possible 

obstacles. We can observe that she does not perceive the response to her first move (line 2) as fruitful 

through her additional reorienting move (line 3). By undergoing the consequences of her intervention, 

she was able to assess it as inadequate and coordinated with a subsequent, adjusting intervention. 

What these moves allow the facilitator to accomplish, is to stage a setting with a scene (’obstacles’) 

and a task (identifying experienced obstacles) that is supposed to contribute to the scripted purpose 

of creating well-considered scenarios with stakeholders’ support (see 4.1). Through this setting the 

facilitator creates a gap for the participants that requires an inquiry in order to fill it. Her moves have 

the consequence that the participants reorient their attention and activity towards (identifying) 

obstacles (i.c. ‘the difficulty to do a lot of things in parallel in the start-up phase’, especially ‘things that 

you know nothing about’) but also that additional participants (i.c. Gaby) become active actors in 

contributing to trying to fill the gap. Hence, the reorienting moves did not only help to realise the 

scripted purpose (creating well-developed and supported scenarios) and enabling actors to take on 

the scripted role (drawing on their own experiences to jointly formulate problems and solutions) but 

also established associated cues for appropriate behaviour in this setting (distribute the speaking time 

more evenly).  

4.2.2 Excerpt 2: Kitchen infrastructure 
In a subgroup discussion about how to match the different expectations on the supply and demand 

side of the distribution platform, an important obstacle emerges. Realising that the vegetables that 

would be delivered to the distribution platform by the farmers would come straight from the field and 

not be processed, John, a cook in a kitchen of an elderly home, faces a problematic situation. Being 

used to work with convenience food, a gap emerges for him as he does not see how the specificity of 

the supply could match his particular needs. He does not even have sufficient space in his kitchen to 

clean vegetables, he explains. 20 years ago he did have infrastructure and personnel for that, but not 

anymore. Another participant suggests to return to the earlier situation: 

1. Eric: Yes, that is what I mean by stepping back in time. If you only… 

2. John: But you can't do that anymore, you can't reverse that. Well, certainly not on, on, on… mass 

distribution. That’s not possible.  

3. William: Not entirely, but there are some opportunities. 

4. John: There are certainly some opportunities. There are some products that are certainly not a problem. 

For example salad, chicory and so on. That’s not too much work. But it's about those other things. 

5. Facilitator: And what opportunities do you see in it? … 

6. William: I know a farmer who says: … I have an agreement with two hospitals that I deliver to and all my 

harvest goes there and I have a much better price. 

7. Eric: But is that also processed in the hospital, that entire harvest? 

8. William: He works with a factory to peel it. … but I am just saying: that peeling could for example be 

included in that distribution platform. 
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Encountering John’s concern, Eric creates a relation between John’s re-actualisation of his experiences 

in the past with a suggestion he has made earlier in the conversation, i.e. to ‘step back in time’. 

Whereas John initially promptly excludes this suggestion from the privileging as being impossible, 

William’s intervention has as an effect that he partially includes it as something to take into account: 

there are ‘some’ opportunities. The facilitator’s specifying move (line 5) subsequently encourages the 

participants to further specify what it is that would still be possible in large kitchens, despite the 

infrastructure functioning as a lock-in (line 6-8). William responds to it by creating a relation with his 

earlier experience with a farmer he knows, thus re-actualising something that stands fast for him. Eric’s 

reaction urges him to further specify this by relating it to John’s initial concern that large kitchens have 

difficulties to process fresh vegetables. This concern is thus re-included as something that must be 

taken into account. The result is that William creates a relation between his earlier experience and the 

taken for granted problematic situation, thereby bridging the gap with a new possibility: to include the 

processing of the harvest as an activity within the distribution platform they are giving shape. Here, 

too, we see that the facilitator’s intervention contributes to staging the scene and task: they urge the 

participants to focus on ‘opportunities’ and to deepen their inquiry by specifying which opportunities 

exist. Again, this helps to realise the scripted purpose of creating well-developed, supported scenarios 

as well as to enable participants to take on the scripted role of active actors that formulate solutions 

drawing on earlier experiences. 

4.2.3 Excerpt 3: Storytelling 
During another subgroup discussion about how to organise the communication and marketing of the 

platform, one of the participants argues that in fact McDonalds can also be seen as SFSC since the 

company buys potatoes and lettuce from farmers in the region, be it in massive volumes. The facilitator 

raises the following question that confronts the participants with a gap: 

1. Facilitator: And is that the message then that we want to carry? 

2. Hanna: Yeah, we also talked about quality, right. What is quality and pride… pride about the product, 

about the region, about the taste, about being there somewhere in that… yeah, we talked about those 

cultural changes, yes those…  

3. Fred: Short chain is also ultimately a story about pride 

4. Hanna: A story with people behind it, too, I think, uh, that you  

5. Chris: It’s also a sustainable project, but shouldn’t we try, the other way around, to get into the minds of 

consumers?  

6. Fred: Yes. 

7. Chris: That people also become more aware of this. …  

8. Hanna: Yes, because we had, for example, if you could actually provide information in the restaurant 

about where your product came from … But we don't have the time, I don't have the time to do that, I 

cannot write all that on my menu, where everything comes from. But if communication could play a role 

somewhere, I think that would mean a lot for the consumer. If they taste something and think ah that’s 

nice and then can make the link ah I think that’s good. Good milk or good… 

9. Facilitator: That then, I’m just making something up, the distribution platform provides a, a, a sort of 

brochure, huh, look at this restaurant the potatoes come from farmer X?  

10. Hanna: Yes or a story per farmer or 

11. Facilitator: Well yes, that storytelling. It's about storytelling, right? 

12. Several people: Yes!  

Hanna relates the question to something they discussed earlier – quality, pride and cultural changes – 

thereby indicating that the message she wants to carry should be something different than ‘that’. In 

what follows (line 3-5) several participants continue to relate SFSC to alternative messages such as ‘a 

story about pride’, ‘a story with people behind it’ and ‘a sustainable project’. The gap raised by the 

facilitator in line 1 seems to be bridged with a collectively shared ‘no’ as an answer to her question. 
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Chris comes up with the suggestion to try to ‘get into the minds of consumers’ and make people more 

aware. Fred and Hanna express agreement and the latter relates this to a concrete suggestion as to 

how to organise the communication and marketing of the platform, i.e. the main gap addressed in this 

subgroup discussion. She proposes to provide information in the restaurants about where the products 

come from, but indicates that she doesn’t have time for this. The facilitator’s question whether this 

could be done with a brochure made by the distribution platform functions as a specifying move: 

Hanna’s response is to welcome the idea of a brochure and further specify the emerging idea by raising 

the possibility to communicate ‘a story per farmer’. The facilitator’s generalising move (line 11) leads 

to the shared conclusion (line 12) that ‘it's about storytelling’. We observed in this excerpt a facilitator 

performing a comparative move (line 1) which staged a scene by encouraging the participants to be 

attentive to the possibility that there are alternative messages they want to carry and that staged a 

task by letting them articulate aspects of the message they want to carry. The inquiry was deepened 

and generated new proposals by a specifying move (line 9) that allowed Hanna to further specify her 

suggestion and by raising the conversation to a higher level with the aid of more general terms through 

the generalising move. 

5. Discussion 
The above presented empirical examples show how facilitators’ preparatory work of scripting and 

staging a setting and their moves in the performance can steer learning processes in the pursuit of 

their purpose through carefully directing and deepening the participants’ inquiry. Our analysis sheds 

light on four important considerations for developing fruitful facilitation strategies. 

First, it shows how it is crucial for facilitators to be aware of ongoing privileging processes and to 

consciously govern these in the pursuit of contributing to sustainability transitions. In the presented 

examples, we analysed a case that can be considered as an attempt to create a new niche as an 

alternative for prevailing, non-sustainable regime practices. Kemp et al. (1998) distinguished three 

processes for the successful development of niches: the articulation of expectations and visions, 

building social networks and learning processes at multiple dimensions: technology, market, culture, 

policy, infrastructure, etc. Successful niche-building is assumed to be more likely if (1) expectations are 

made more robust (shared by more actors), more specific and have higher quality (substantiated 

content); (2) social networks are broad (multiple kinds of stakeholders and views) and deep 

(mobilisation of commitment and resources); and (3) learning does not only involve the accumulation 

of facts and data but also changes in cognitive frames and assumptions (Hoogma et al. 2002). Our 

analysis shows how the facilitation of learning processes (3) was entangled with and governed towards 

the articulation of expectations and visions (1) as well as the building of social networks (2). Excerpt 3 

illustrates how facilitators’ actions can foster the robustness, specificity and quality of visions and 

expectations. Furthermore, the facilitators’ efforts in excerpt 1 and 2 to stage a setting with a focus on 

identifying obstacles in the current situation and generating and specifying opportunities to tackle 

these – thereby taking into account the voices of a wide variety of stakeholders – contribute to 

substantiating and specifying visions and expectations as well as to creating a strong social network. 

Both the creation of well-developed scenarios (visions and expectations) and the creation of support 

for it (by a broad and committed social network) were the scripted purposes of this project. 

Second, the analysis reveals the importance of anticipating the performance in the planning. While 

preparing a learning process, facilitators need to anticipate how the setting offered to the participants 

will be received by them and tailor the scripting and staging accordingly. This is a matter of ‘didactical 

imagination’, which requires familiarity with the content and the participants, their knowledge, values, 

conditions, etc. We observed here how the facilitators’ anticipatory work of consulting different 

stakeholder groups separately in advance informed the staging of the workshops’ setting through the 
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selection of well-considered and well-informed questions to address. Furthermore, it helped them 

decide how to distribute available expertise across groups and made it possible to draw on what they 

heard in these consults to add topics to the offered scene. 

Third, our analysis of the facilitation of learning in action (step 2) shows how it is often vital to intervene 

in the performance so as to govern the staged setting and realise the scripted purposes. As the 

participants and the setting, in transact, transform simultaneously and reciprocally, facilitation of 

learning in the performance requires well-considered moves in order to continuously govern the 

staging of scenes and tasks in relation to the purpose. Our analysis revealed examples of reorienting, 

specifying, comparative and generalising moves. Sometimes, a move is performed in order to govern 

the privileging in response to unintended or undesired developments. We observed such a corrective 

intervention in excerpt 1, where reorienting moves were necessary to aid all participants in performing 

their scripted roles and to realise the purpose of developing scenarios based on the expertise of varied 

stakeholders. Other possible forms of governing are accumulative rather than corrective. As illustrated 

in excerpt 2 and 3, the specifying, comparative and generalising moves of the facilitators made it 

possible to further elaborate the ongoing meaning-making and to deepen the participants’ inquiry in 

a productive way. As reflected in the report delivered to the urban government, ‘joint communication’ 

was added as one of the distribution platform’s activities and the obstacles raised were used to 

delineate its scope. The thus constructed, increasingly concrete scenario was afterwards selected for 

funding as a pilot project.  

Fourth, the presented analysis shows the importance of planning a fruitful alternation of explorative 

and coordinative actions. For a facilitator, it is crucial to be able to explore the meaning of one’s 

intervention by experiencing its consequences as these become visible in the participants’ response to 

it (undergoing – see 2.2). After exploring the consequences of her/his earlier doings, the facilitator can 

add something to the scene, reorient the task, etc. in coordinative next intervention (doing). In the 

examples we can observe both an explorative and a coordinative function of the facilitator’s actions 

as well as the added value created by the possibility for the facilitator to immediately explore whether 

her/his doings had the intended effect and to coordinate subsequent doings in response to that 

exploration. We observed a workshop in which four parallel subgroup discussions took place. For each 

group, a facilitator was available. The choice to do so – instead of, for instance, letting participants 

work independently with one facilitator moving between them – made it possible to carefully explore 

and coordinate (e.g. correct, extend – see above) instantaneously in the pursuit of intended outcomes. 

This illustrates how optimally alternating between explorative and coordinative actions requires well-

considered ‘didactical timing’, i.e. when and how to include ‘check-points’ that allow to explore the 

participants’ response to one’s actions and coordinate the subsequent action in relation to that. 

6. Conclusion 
We presented and illustrated an analytical approach that can be employed to develop useful 

knowledge about fruitful strategies for facilitating learning in view of STs. By integrating a 

dramaturgical, transactional, and didactical approach, it offers researchers a methodology to examine 

the work that facilitators do both in planning/designing learning practices and in performing them, to 

understand the links between what is done in preparation and in situ, and to investigate the effects of 

facilitators’ work on the outcome of the learning process. Such knowledge addresses an important 

empirical blind spot in current research (see introduction) and has practical relevance as it shows which 

strategies can be employed to try to influence learning processes. In particular, our analysis highlights 

the importance (1) of being aware of ongoing privileging processes and to consciously govern these in 

the pursuit of contributing to STs, (2) of anticipating the performance already in the planning of 

learning processes (‘didactical imagination’), (3) of well-considered interventions (‘facilitator moves’) 
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in the performance so as to govern the staged setting and realise the scripted purposes, and (4) to plan 

a fruitful alternation of explorative and coordinative actions (‘didactical timing’). 

We have conceptualised the dramaturgy of facilitating learning processes in terms of scripting, staging 

and performance and shown that facilitating learning is not just a matter of having a script and a stage 

– and subsequently performing on it. Rather, our analysis revealed the importance of scripting and 

staging in the performance, i.e. when the participants transact with the setting offered to them, and 

illuminated how this involves specific interventions of facilitators in order to steer the learning process 

towards the pursued purposes. This, however, is not to be seen as a matter of steering the participants’ 

knowledge, values, behaviour etc. towards a well-defined, a priori determined result. Learning in view 

of STs, e.g. through designing scenarios for something that does not yet exist and about which different 

participants have diverse ideas, obviously requires a more open-ended, creative approach. 

Nevertheless, as our examples show, also that demands careful and well-considered steering of the 

process. 
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Appendix: Extended tables PEA and facilitator moves 

Excerpt 1 Conversation Relations11 Effect on privileging Facilitator moves 

1 Facilitator And so, apart from that – because you 
[Fred and Anna] have now indicated 
that in the catering industry it can grow 
and that it is more evident there to 
cook with products coming from the 
short chain – but are there other 
obstacles for your company [Gaby] to 
fully switch to the short chain? Apart 
from the constant purchases? Do you 
still see- 

[quality and pride] – apart from that – 
are there other obstacles to fully switch 
to the short chain – for Gaby’s company 

Introduction of obstacles as something 
to pay attention to  

Reorienting move 
(becomes visible 
in line 3 where 
this move is 
repeated after 
not resulting in 
the intended 
effect in line 2) 

2 Fred [interrupts] If it would become 
attractive, in fact the purchase would 
become very constant.  

[difficult to get a constant purchase] - if 
it would become attractive – the 
purchase would become very constant 

Attempt to re-include earlier voiced 
focus on attractiveness 

 

3 Facilitator Yes, so that's a point you’ve made, but I 
wondered if there were any other, well 
doubts that [Gaby] experiences about 
switching to the short chain. Or reasons 
to say we are going to fully commit to 
it? 

[if it would become attractive – the 
purchase would become very constant] - 
that's a point you’ve made – I wondered 
if there were any other doubts that 
Gaby experiences – or reasons to fully 
commit to it 

Inclusion of attractiveness as a point 
that has already been made 
Inclusion of doubts and obstacles as 
something important to identify 
Inclusion of Gaby’s experiences in the 
discussion 

Reorienting move 

4 Gaby I don't know… yes, yes it is not that easy 
to organise that you know. Because you 
already have to run a busy company so it 
all adds on. I think, when it is up and 
running that it is not so… but it is indeed 
the start-up phase... 

[any other doubts that Gaby 
experiences] – it is not that easy to 
organise that – because you already 
have to run a busy company – it all adds 
on – in the start-up phase 

Inclusion of practical concerns (difficult 
organisation, lack of time) 
Inclusion of difference between 
companies that are up and running and 
companies in the start-up phase 

 

5 Facilitator A period where you have to do a lot of 
things in parallel? 

[it all adds on – in the start-up phase] – 
period where you have to do a lot of 
things in parallel? 

Confirmation of practical concerns of 
start-ups and attempt to further specify 
these 

Specifying move 

                                                           
11 The brackets [ ] indicate the elements of the constructed relation where the participants refer back to something that has been uttered before the line in which the 
relation is constructed – either by another participant or by themselves. 



Paper IST conference 2021 18 

6 Anna Is it also the logistics, the transportation 
actually, that is difficult? Or also looking 
for- 

[it all adds on – in period where you 
have to do a lot of things in parallel] – 
also the logistics, the transportation? 

Confirmation of practical concerns of 
start-ups and attempt to further specify 
these 

 

7 Gaby [interrupts] Gosh, all kinds of things. We 
just started to work with personnel. It is 
not so easy to just start to do that. 
Those are all such things that you know 
nothing about. 

[also the logistics, the transportation?] – 
all kinds of things – work with personnel 
– not so easy to just start to do that – all 
such things that you know nothing 
about 

Inclusion of additional concerns 
(working with personnel, doing things 
that are unfamiliar) 

 

Excerpt 2 Conversation Relations Effect on privileging Facilitator moves 

1 Eric Yes, that is what I mean by stepping 
back in time. If you only… 

[no longer personnel and infrastructure 
to work with vegetables straight from 
the field] – stepping back in time 

Attempt to include the idea of stepping 
back in time 

 

2 John But you can't do that anymore, you can't 
reverse that. Well, certainly not on, on, 
on… mass distribution. That’s not 
possible.  

[stepping back in time] – you can’t 
reverse that 

Exclusion of Eric’s suggestion as being 
impossible 

 

3 William Not entirely, but there are some 
opportunities. 

[you can’t reverse that] – not entirely – 
but there are opportunities 

Partial inclusion of Eric’s suggestion: 
although it may not be entirely possible, 
there are some opportunities 

 

4 John There are certainly some opportunities. 
There are some products that are 
certainly not a problem. For example 
salad, chicory and so on. That’s not too 
much work. But it's about those other 
things. 

[there are opportunities] – for some 
products – not for other things 

Strengthening and specifying William’s 
claim that there are opportunities 

 

5 Facilitator And what opportunities do you see in 
it? … 

[there are opportunities] – which ones? Encouragement to further specify the 
possibilities 

Specifying move 

6 William I know a farmer who says: … I have an 
agreement with two hospitals that I 
deliver to and all my harvest goes there 
and I have a much better price. 

[which opportunities] – farmer who has 
an agreement with hospitals 

Strengthening and specifying the claim 
that there are opportunities with an 
example 

 

7 Eric But is that also processed in the 
hospital, that entire harvest? 

[farmer who has an agreement with 
hospitals] – is the harvest processed in 
the hospital? 

Re-inclusion of the concern regarding 
infrastructure to process the harvest 

 

8 William He works with a factory to peel it. … but 
I am just saying: that peeling could for 

[is the harvest processed in the 
hospital?] – a factory peels it – the 

Introduction of a new possible activity of 
the distribution platform 
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example be included in that distribution 
platform. 

peeling could be included in the 
distribution platform 

Excerpt 3 Conversation Relations Effect on privileging Facilitator moves 

1 Facilitator And is that the message then that we 
want to carry? 

[McDonalds as SFSC since the company 
buys potatoes and lettuce from farmers 
in the region] – is that the message we 
want to carry? 

Inclusion of the possibility that there are 
alternative messages they want to carry 

Comparative 
move 

2 Hanna Yeah, we also talked about quality, right. 
What is quality and pride… pride about 
the product, about the region, about the 
taste, about being there somewhere in 
that… yeah, we talked about those 
cultural changes, yes those…  

[is that the message we want to carry?] 
– quality – pride about the product, 
about the region, about the taste – 
cultural changes 

Inclusion of quality, pride and cultural 
changes as aspects of an alternative 
message 

 

3 Fred Short chain is also ultimately a story 
about pride 

[pride about the product, about the 
region, about the taste] – short chain is 
ultimately a story about pride 

Confirmation of inclusion of pride as an 
aspect of an alternative message 

 

4 Hanna A story with people behind it, too, I 
think, uh, that you 

[short chain is ultimately a story about 
pride] – a story with people behind it, 
too 

Inclusion of people behind SFSC as an 
aspect of an alternative message 

 

5 Chris It’s also a sustainable project, but 
shouldn’t we try, the other way around, 
to get into the minds of consumers? 

[is that the message we want to carry?] 
– also a sustainable project – shouldn’t 
we try, the other way around, to get into 
the minds of consumers 

Inclusion of sustainability as an aspect of 
an alternative message 
Inclusion of importance of ‘getting into 
the minds of consumers’ 

 

6 Fred Yes. [shouldn’t we try, the other way around, 
to get into the minds of consumers] – 
yes  

Confirmation of inclusion of importance 
of ‘getting into the minds of consumers’ 

 

7 Chris That people also become more aware of 
this. … 

[shouldn’t we try, the other way around, 
to get into the minds of consumers] – 
that people become more aware of this 

Inclusion of importance of raising 
awareness 

 

8 Hanna Yes, because we had, for example, if you 
could actually provide information in the 
restaurant about where your product 
came from … But we don't have the 
time, I don't have the time to do that, I 
cannot write all that on my menu, where 
everything comes from. But if 

[shouldn’t we try, the other way around, 
to get into the minds of consumers – 
that people become more aware of this] 
– yes – provide information in the 
restaurant about where your product 
came from – but I don't have the time to 
do that – but if communication could 

Confirmation of inclusion of importance 
of raising awareness 
Inclusion of importance of providing 
information in the restaurant 
Inclusion of concern of a lack of time for 
communication 
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communication could play a role 
somewhere, I think that would mean a 
lot for the consumer. If they taste 
something and think ah that’s nice and 
then can make the link ah I think that’s 
good. Good milk or good… 

play a role somewhere, I think that 
would mean a lot for the consumer – if 
they taste something and think ah that’s 
nice and then can make the link 

9 Facilitator That then, I’m just making something 
up, the distribution platform provides a, 
a, a sort of brochure, huh, look at this 
restaurant the potatoes come from 
farmer X? 

[they taste something and think ah 
that’s nice and then can make the link] – 
that the distribution platform provides a 
sort of brochure? 

Confirmation of importance of providing 
information 
Inclusion of a brochure as a possible 
communication channel 
Inclusion of suggestion that the 
distribution platform can take provide 
information 

Specifying move 

10 Hanna Yes or a story per farmer or [that the distribution platform provides 
a sort of brochure?] – yes – or a story 
per farmer 

Confirmation of inclusion of a brochure 
as a possible communication channel 
Inclusion of stories of farmers as 
another possibility 

 

11 Facilitator Well yes, that storytelling. It's about 
storytelling, right? 

[a story per farmer] – yes – it’s about 
storytelling, right? 

Confirmation of potential of stories of 
farmers or, more general, storytelling 

Generalising 
move 

12 Several 
people 

Yes! [it’s about storytelling, right?] – yes! Confirmation of potential of storytelling  

 

 


