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Two truths,

come closer to each other.

One from the outside,

one from the inside

and where they meet

one is able to see a glimpse of oneself
Tomas Transtromer

Nowadays educational action research seems to be widely ac-
knowledged in the Anglo-Saxon context. However, action re-
search is a broad concept and the aims, methods, focus, scope
and intended outcomes vary greatly. At one end of a continu-
um, action research is conceptualized as way of turning educa-
tion into a critical social science (Carr & Kemmis, 1986),
whilst at the other proponents such as McNift (2010) present it
as an intervention method for professional development within
an individual classroom or a school.

Definitions of action research vary greatly depending on the
tradition, function and structure of educational systems. Action
research has been described as a ‘family of approaches’ (Reason
& Bradbury, 2006, p. xxii) or ‘a series of commitments’
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(McTaggart, 1996, p. 249) for researching
and improving educational practises. Zeich-
ner (2001) identifies five major traditions of
action research; (i) participatory and demo-
cratic action research for social change as in-
troduced by Kurt Lewin in the US, (ii) the
British teacher-as-researcher movement, (iii)
the critical participatory action research
movement in Australia, (iv) the North
American teacher researcher movement and,
(v) self-study research in teaching and teach-
er education.

So far, the Nordic tradition of educational
action research has not received much atten-
tion within the Anglo-Saxon community of
action researchers. In making this claim we
presuppose that there is an identifiable Nor-
dic tradition. We see this tradition as rooted
in and built on the continental European tra-
ditions and concepts within education and
in our view, drawing on our own experienc-
es of using various kinds of action research
approaches and tools in educational loca-
tions, (see Ronnerman, Moxnes Furu &
Salo 2008). We maintain that the Nordic tra-
dition is characterized by its emphasis on
collaboration.

This is manifested in the concept collabora-
tive and action research which we believe en-
capsulates the Nordic tradition. In some of
the Nordic countries educational action re-
search has been preceded by collaborative
work and research for developing democrat-
ic practices within working life. In the field
of education the collaborative aspect is em-
phasized in two complementary manners.
First, educational action research is charac-
terized by teachers and others educationalists
working in groups. This reflects the tradition
of collective knowledge production within
study circles (with its roots in folk enlighten-
ment).

Secondly researchers are usually connect-
ed to the collaborative work in educational
locations in their roles as facilitators. Thus in
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this Nordic form, action research becomes a
way to develop collaboration and thus move
beyond the dichotomy of theory and prac-
tice, and indeed the division of knowledge
forms said to be characteristic of academia
and of school. In our view educational ac-
tion research is about different practices, and
the views of knowledge embedded therein,
coming closer together in order to reveal the
very character of the practice to be researched
on (as in Transtromer’s poem above). There-
fore we define action research as:

A reciprocal challenging of professional knowl-
edge and experiences, rooted in everyday prac-
tices within schools, in collaborative arenas popu-
lated by researchers and practitioners, and in the
interchange of knowledge of different kinds.
(Rénnerman et al., 2008, p. 277)

Historically the Nordic tradition of action
research needs to be understood in relation
to three complex notions and concepts all of
which are rooted in the continental Europe-
an traditions within education. The three
concepts are Bildung, pedagogy and folk en-
lightenment (popular adult education). Bil-
dung can be understood as the concept relat-
ed to the history of educational ideas on
overall conditions for human growth. In folk
enlightenment the idea of Bildung is related
to and realized within the political arenas
formed by social movements struggling for
recognition, justice and equality. Pedagogy
represents an institutionalized conception of
Bildung, and its realization in schools by pro-
tessional educators and where the aim is the
fostering of democratic citizens willing and
able to act in society to further democracy.
The purpose of this article is twofold. The
first aim is to discuss educational action re-
search with a focus on both individual and
extra-individual realms and features (Kem-
mis, 2008) and to reflect on action research
in the light of the traditions and concepts
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mentioned above. In addition, as a secondary
aim, we want to articulate and at the same
time refine the very characteristics of educa-
tional action research in Nordic countries.
The article begins with a background of the
Nordic tradition of action research and over-
all accounts of the concepts that in our view
form our educational tradition.

This is followed by a case study of a Swed-
ish early childhood teacher, who after having
taken a course in action research, not only
changed her own way of working, but also
involved four other pre-schools in collabora-
tive work. This individual case study will
then be contextualized and conceptualized
as representing ‘collaborative and action re-
search’ (Ronnerman, 2010) and illuminating
the intertwined personal, professional and
political dimensions
(Noftke, 1997, 2009).

of action research

On the Nordic tradition
of action research

The roots of the action research ideology and
practices in the Nordic countries that we
have identified can be found within the social
movements of the late 1900th century. The
collective form of educating the people for
emancipation (sjdlvbildning) meant that edu-
cation should not only be provided for the
people, but also by the people. The aim was
to encourage social movements to work to-
wards change in society. This was to be
achieved by enabling members to attain active
citizenship, by educating leaders and scholars,
as well as by spreading the movements’ cul-
ture and values (Nordvall, 2002, p. 15).

The method and arena for this kind of
popular education was the study circle. The
aim of the study circle was to nurture the
knowledge and experiences of the partici-
pants. Study circles were used as arenas for
educating people politically for functioning
in local associations, and for providing work-

ers with basic knowledge in school subjects.
This form of a collaborative conquest of
knowledge and the development of skills
needed for participation in a functioning so-
ciety provided the educational foundation of
the Nordic welfare state (Holmstrand &
Hirnsten, 2003; Lundberg, 1997).

At the beginning of the 1970s, when
trade unions first became interested in joint-
venture collaborative knowledge production
with universities, study circle practice was
refined and developed into a research circle.
Over time these circles became the form for
meetings and the collaborative construction
of knowledge. From a participant perspec-
tive, the process of developing knowledge
could be seen in two ways; gaining knowl-
edge and participating in the social produc-
tion of knowledge (Holmer, 1993). Re-
search circles served the purpose of enhanc-
ing the participants’ understanding of their
situation and getting the knowledge to
change it. They involve a problem, which,
having been jointly decided upon, should
then be scrutinised from various different
angles. Importantly, the focus is not finding a
solution, but, rather, on observations that
can widen participants’ knowledge.

Although ways of dealing with the prob-
lems identified differ, Holmstrand and
Hirnsten (2003, p. 21) maintain that all re-
search circles are characterised by a number
of particular resources: the participants’
knowledge and experiences, the researchers’
knowledge about the identified problem, the
researchers’ competence as researchers (sys-
tematic knowledge), and other researchers’
knowledge that might throw light on the
problem. The overall aim is thus to contrib-
ute to democratization through a model of
co-operation between researchers and prac-
titioners (Ronnerman, Salo & Moxnes Fu-
ru, 2008, 26 ff.).

Despite, or perhaps due to the long tradi-
tion of action and research circles, action re-
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search as a concept and idea within the field
of education has made a late appearance in
the Nordic countries. This can be under-
stood in the light of decades of steering and
control, which, traditionally, has been highly
centralised. Still action research and the
Nordic characteristics identified in this paper
has been acknowledged and developed
within social work and, in particular, within
studies in working life since the 1960s.
Baungaard Rasmussen (2004) presents sever-
al examples of joint projects between univer-
sities, trade unions and employers’ organiza-
tions for the democratization of various in-
dustries and work sectors.

Most of these projects stressed collabora-
tion and dialogue between researchers and
workers, the aim being to establish common
knowledge platforms. Still the outcomes of
these projects were highly varied. The na-
tional LOM? program in Sweden is one of
the most well known. It was built on net-
working (in the sense of learning to work to-
gether), learning (developing capabilities to
conceive new ideas) and democratic dialogue
(as engagement and participation in open
discussions on all levels in organizations). Ac-
tion research within working life has devel-
oped over time from small-scale experimen-
tation within companies and communities to
large-scale networking projects at a regional
level. The LOM program was the point of
departure for developing a centre for the
study of working life (Hansson, 2003).

The emergence of educational action re-
search from the 1990s onwards can be relat-
ed to reforms and policy for decentralization
and professional development. Local devel-
opment work became a key element in the
provision of education in the highly decen-
tralised school systems (Ahlstrom & Kallos,
1995) in Sweden and Norway. The new cur-
ricula, with an emphasis on educational and
social goals, no longer offered ready-made
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solutions to questions of how teaching
should be conducted.

At the same time, the responsibility for in-
service training was handed over to school
principals and the local municipal authori-
ties. It was not to be understood as a matter
of individual professional development of
the teachers, but rather achieving an align-
ment with the development needs of indi-
vidual schools, the local context and the cur-
riculum. Teachers were expected to develop
methods that would best suit children’s
learning needs. The idea and principle of
general in-service training was abandoned.
Instead, the focus was directed to the class-
room within the local school.

A new rhetoric in which teachers were to
be regarded as reflective practitioners washed
over the field of education. School develop-
ment was to become research-based, in line
with new trends in understanding of the na-
ture of collaboration between universities
and schools. Along with a bottom-up per-
spective on development work, the new
steering system and the new curriculum
thereby opened up possibilities for action re-
search and co-operation between teachers
and researchers (Ronnerman et al., 2008b, p.
30 f.). In Norway and Sweden different ways
of supporting partnerships between schools
and universities has led to the development
of a variety of collaborative forms. A key
function in such projects is the collegial rela-
tionship between researchers and teachers.

However, as Lendahls Rosendahl and
Ronnerman (2006, p. 508) have demon-
strated, such relationships are often full of
tensions and contradictions:

Even though much international research
emphasises the value of collaboration be-
tween researchers and practitioners in pro-
viding increased professional working know-
ledge, it cannot be taken for granted that
such developments will be achieved in every
cultural and educational context.
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The emergence of the Nordic tradition of
action research can be interpreted as repre-
senting three of the five variations of action
research presented by Somekh and Zeichner
(2009, p. 12 ft.). Firstly, in the late 19th and
early 20th century, «action research» became
a vehicle and arena for political upheaval and
transition within social and folk enlighten-
ment movements aiming for the establish-
ment of a welfare state. During the second
half of the 20th century action research was
transformed into a university-led reform
movement based on collaboration and joint
knowledge production in research circles
within the organisations of working life.
From the 1990s onwards it has been trans-
formed into a top-down state-sponsored
means of reforming and developing school-
ing (i.e. in-service training for teachers) as a
response to the challenges of globalization.

Noftke (1997, p. 306) on the other hand,
describes action research as a «group of ideas
emergent in various contexts». Further she
says that «as a social movement it is funda-
mentally about emergent meanings of both
action and research». Our aim is both to re-
flect on the Nordic tradition of action re-
search and the forms and its expressions it
takes, and to relate it to the Anglo-Saxon
tradition. In so doing we hope to more
closely approach its defining characteristics.
In location about this task, we have found
the three complementary dimensions identi-
fied by Noftke (1997, 2009), the political,
the professional and the personal, to be ex-
tremely useful.

We identify these dimensions, both as
they are manifested within the Nordic edu-
cational tradition and in a broader context, as
well as in the form of sub-stories within the
story of the professional development of an
individual early childhood teacher. The po-
litical dimension is about becoming, and
constantly acting as, an active citizen within
the realms of the welfare state where educa-

tion provides the means for sustaining de-
mocracy and achieving equality. The profes-
sional dimension relates to development as
an engaged co-worker and colleague. Final-
ly, the personal dimension is about lifelong
growth as a human being. Expressed in the
vocabulary of Bildung action research and
professional development, it is about grow-
ing as a human being, citizen and co-worker.

An important underlying assumption and
point of departure is that teaching, as a pro-
fession and a practice, is complex and multi-
dimensional. Personal commitment and
striving for authenticity are constantly inter-
twined with the development of professional
competencies of various kinds (Brante,
2009; Malm, 2008). Thus we question the
current global discourse of New Public
Management in which teachers’ professional
practice and development are conceptual-
ized through the narrow and highly imper-
meable lens of immediate and testable learn-
ing outcomes. We maintain that teaching as
a profession is to be understood far beyond a
simple technical instrumental activity. Not
only is teaching a professional practice, it is
also always constructed as a personal and a
political practice (Noftke, 1997). Curricula,
irrespective of whether they are local, na-
tional or global, are always political docu-
ments. However teachers cannot avoid relat-
ing to them from a personal point of view.
Besides being self-reflective, i.e. professional
inquiry into a social situation at hand (e.g. a
classroom  practice), teachers’ professional
development is about the rationality and jus-
tice of educational and instructional practic-
es as well as understanding the contexts in
which these practices are carried out (Carr &
Kemmis, 1986, p. 162). No matter whether
we study teaching as a profession from an in-
dividual, collective or institutional point of
view, all three dimensions are constantly
present and overlapping with and challeng-
ing one another.
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Bildung, pedagogy and
folk enlightenment

As we have previously explained, we main-
tain that understanding the Nordic variant of
action research requires an excursion into
the traditions and concepts of our educa-
tional history. Such a journey involves com-
ing to terms with various dimensions and as-
pects of human growth (bildning/Bildung)
both in institutionalized educational loca-
tions (pedagogy) and in political arenas (folk
enlightenment).

Gustavsson (1996) suggests that Bildung in
our time needs to be understood as a herme-
neutic achievement. It consists of a relation-
ship between the known and the unknown,
which, in our case study, is demonstrated as
the opening up of new professional paths
through action research. The meeting with
the unknown brings us closer to reflecting
about ourselves and gives us an opportunity
to examine our everyday practices and prob-
lems. Bildung has also to do with our aware-
ness of the traditions and cultural heritage —
in local, national and global terms — of
which we are all part. Growing as a human
being (as all good education in Deweys,
1997, terms) relates to activities within the
realms of democratic political life and profes-
sional working life.

Besides understanding oneself as a social
human being, it is also about the capabilities
and skills needed in society and the work-
place. Thus Siljander (2007, p. 71), a Finnish
educationalist, defines Bildung as:

the historical development processes of both indi-
viduals and societies in which people systematically
strive towards developing themselves and their so-
cio-cultural environment into something «more hu-
maney, «more enhanced» and «more developed.

Gustavsson (1996, p. 242 f.) highlights the
inner tensions characteristic of Bildung. The
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first is between a free, endless process of be-
coming more human and a predetermined
goal or a model. In the case of teachers and
the teaching profession of today, this contrast
could be elucidated by emphasizing the dif-
ference between the never-ending process of
becoming (more) of a teacher, and the state
of being a professional teacher. The second
tension is that between integration and spe-
cialization. Bildung represents an ambition to
gain general knowledge relevant and useful
in different contexts.

Gaining knowledge is not just related to
an external activity (professional learning
and development); it is itself an activity (hu-
man growth). As an integrated and integra-
tive process it challenges the specialization
and division characteristic of both scientific
(theory) and professional knowledge (prac-
tice). The third tension is between equality
and elitism. A commitment to Bildung is
built on a belief in and strives towards the
equality of all human beings. This becomes a
way of enhancing solidarity and integration
in times and societies characterised by divi-
sion and fragmentation.

Liedman (2002, p. 356 f.) emphasizes the
conditions (characteristic even to action re-
search) that need to be fulfilled if Bildung is
to be achieved. Firstly, it must be recognised
that knowledge does not follow the borders
constructed between different (university)
faculties. Neither does it relate to the artifi-
cial division between theory and practice.
Secondly, knowledge must be understood in
terms of lifelong learning and not narrowed
to the contents of a specific stage or sort of
education. Thirdly, gaining knowledge and
moving towards Bildung occurs in moments
of freedom in which people make choices of
knowledge and choose paths to knowledge.
Fourthly, the path for Bildung is a collective
as well as an individual path.

Human beings are social beings; in the
process of learning, they learn together with
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others even in cases where they are in com-
petition with others. Siljander (2007, p. 71)
summarizes the notion of Bildung and the ed-
ucational policies related to it in the Nordic
welfare states of the 20th century in terms of
the three concepts: generality, equality and
accessibility. Bildung has come to be related to
an idea of autonomous (even critical) citizens
capable of self-reflection and self-determina-
tion. In the Nordic countries, the idea of ed-
ucated citizens capable of furthering the in-
terests of (autonomous) nation states has been
used to define how education ought to relate
to the development of society (Uljens, 2007).

The overlap with action research is obvi-
ous, at least when action research is under-
stood as bringing with it a democratic im-
perative and when the aim is to nurture and
sustain social justice. Action research as «a
methodology grounded in the values and
culture of its participant-researchers» (Some-
kh & Zeichner, 2009, p. 6) and its sensitivity
to local agency reflects a firm belief and trust
in human beings as rightful professional and
political agents, able to act as morally-com-
mitted and informed practitioners oriented
both by the traditions of the professional
field and by the social-political and material-
economic conditions within a certain socie-
ty (Kemmis & Smith, 2008, p. 4).

The concept of pedagogy (pedagogik in
Swedish) relates to the process of professional
upbringing and focuses on the relationship
and interaction between the teacher and the
pupil. The aim of pedagogy in the Nordic
sense is to reach certain social goals. It is
about fostering children (up-bringing) ac-
cording to certain social and societal aims,
thus necessarily bringing the moral dimen-
sion into the pedagogical relationship. On
this view, the descriptive dimension that fo-
cuses on how a teacher acts in relation to her/
his pupils is complemented with a moral di-
mension that concerns how she or he ought
to act in order to reach certain social goals.

Teachers’ are assumed to act in accordance
with personal and professional practical the-
ories, in which both descriptive and norma-
tive dimensions are combined into a holistic
conception of the work of teaching. The
normative aspect in the pedagogical relation-
ship is also about combining the aims and
goals of the curriculum with the moral prin-
ciples and personal values of the partners in
the relationship (Kansanen, 2003, p. 12 f.).

This openly moral aspect is also character-
istic of action research. When speaking of
and relating to teachers’ subjective or practi-
cal theories, action researchers assume that
teachers design their teaching according to a
certain way of thinking and acting. From a
Nordic point of view the aim of educational
action research is to develop teachers’ ways
of working by encouraging them to reflect
on their practical theories as well as to plan
and act in a way that challenges their cus-
tomary means of professional action. To the
extent that it does so, action research can be
regarded as a moral undertaking.

Folk enlightenment is the Nordic version of
popular education and based on the demo-
cratic ideal of enlightenment and functioning
at the intersection between pedagogy and
politics. To some extent this conception also
holds good for education as science (Moller,
1996). Folk enlightenment can be described
as education for citizenship. In its beginnings
in the Nordic countries, it gave rise to a civil
society characterized by dense networks of
associations in which members engage in
various kinds of collaborative learning. After
the post-war period, these civil societies
gradually developed into welfare states.

Primarily folk enlightenment was about
creating a civil society and, thereafter, devel-
opment into a welfare state. The process of
individual human growth was to be anchored
to the cultural, social and societal develop-
ment of the nation. At the grass roots level,
these processes were to be furthered by per-
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sonal experiential knowledge expressed, dis-
cussed and interpreted — and thereby refined
— through systematic interaction and dialogue
between equals (Korsgaard, 2000). Collective
human growth in addition to its impact on
everyday lives is also embedded in various
public arenas and professional forums for col-
lective and collaborative meaning making and
dialogical knowledge construction.

Folk enlightenment «stems from a need to
solve practical problems by finding solutions
together» (Leinonen, Vadén & Suoranta,
2009). In the Nordic countries the arena and
method for doing this was the study circle.
During times of change, such as the late 19th
century, study circles were established in or-
der to reflect upon and find solutions to po-
litical, social and religious challenges. As we
interpret it, the tradition and principles of
the study circle (the same metaphor of the
‘circle’ as in the conduct of action research)
inform the contemporary understanding of
action research in the Nordic countries.
Study circles are simultaneously the means
and the end to furthering folk enlighten-
ment. They are about coming together vol-
untarily, and provide arenas where those in-
terested in confronting each other on a reg-
ular basis can discuss and reflect together
and, in doing so, expand their knowledge on
a topic of mutual interest (Larsson, 2001).

Mia - an early childhood
teacher as an action researcher

In the following section we present a case
study of a pre-school teacher, Mia, and her
work connected to an action research project
and, in particular, her growth as a human be-
ing as understood from the dimensions of
the personal, the professional and the politi-
cal. Mia first came into contact with action
research in 2004 when she was one of the
participants in a course provided by the Uni-
versity of Gothenburg (Ro6nnerman, 2008).
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The course, «Action Research for Quality
Development», was designed around two
converging paths; theory and practical work.
The aim of this design was to enable stu-
dents to move beyond the idea of reading
about theory as separate from practical activi-
ties (development work). For the purposes of
the course, participants were divided up into
groups of eight (based on their teaching local-
ities). A facilitator, from the university, was as-
signed to each group and met the groups of
teachers on eight separate occasions during a
year. During this period, the teachers also re-
ceived four lectures covering the theory of ac-
tion research, some research methodology,
and were able to gain insights into the ap-
proaches taken in different kinds of quality
programmes. In a survey sent to 120 teachers
four years after completion of the course it
was found that 80% of the teachers still were
doing action research and that 68% still as-
sumed a leading role in facilitating peers and
involving other early childhood teachers.
Mia was one of these teachers. Working in
a preschool in a large urban area she mantled
the role of facilitating colleagues in four sep-
arate pre-schools. The data upon which the
case study is based derives from a retrospec-
tive interview with Mia, from field notes tak-
en during facilitation meetings and from
Mia’s own written reports and reflections
about her work. The interview was conduct-
ed as an informal conversation covering is-
sues such as personal and professional devel-
opment, experiences and developments in
the preschool and the driving forces behind
and support for continuing action research.
Mia works as an early childhood teacher
at a preschool with three sections, each with
its own teaching team. Families in which
both men and women are working are com-
mon and few children come from single par-
ent households. Parents demonstrate a com-
mitment to the preschool in terms of active
participation in parent-teacher meetings.
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Mia’s choice of early childhood teaching as a
profession was primarily based on her belief
that preschool and school are an important
part of society in the sense of bringing up
children to be responsible democratic citi-
zens. Her interest in societal issues was one
reason why, for many years, she also worked
for the teachers’ union. It was also through
these activities and her contacts with the lo-
cal union that she first came to know about
the planning of the course in action research,
that came to be known as «Q in preschool».

Mia found the description of the course
accorded well with the way in which she
wanted to work, i.e. to combine work with
the children, but to also work systematically.
In an initial step, she talked with her principal
and then with the manager for the area about
the importance for preschools in the area,
which was assessed as an area without specific
needs for further development, to have the
opportunity to participate. Her arguments in
favour of participation were compelling and
she was delighted when it was decided that
teachers from the area would indeed take part.
The principal supported the idea by allowing
Mia and three other early childhood teachers
to participate. Mia began the course in action
research in autumn 2004 along with three
teachers from different preschools in the area.

The participation of Mia and her
colleagues

Throughout the course, which lasted for a
year, Mia ran a development project on the
visibility of gender differences and gender
roles. Parallel to this, she presented the ac-
tion research project in staff meetings and
organised a workshop for all of the staft.
Based on the preschool quality work report
and the staff’s expectations for continued
work, it was decided to work with the over-
all theme of gender equality. Each preschool
location planned its own work, which be-
came part of the overall theme.

That this was feasible can be understood
in terms of the tradition of educational dis-
cussions conducted at the preschool over the
last twelve years. Time for pedagogical dis-
cussions for professional learning and devel-
opment had been set aside on Mondays, and
in these sessions one person from each loca-
tion participated. This organization meant
that all teachers at the preschool had the op-
portunity to participate in educational dis-
cussions on one occasion every month. In
introducing action research at the school
Mia included the use of «pedagogical Mon-
days» (a kind of professional study circle),
when the teachers had an opportunity to
collectively discuss the common theme of
gender equality.

In each group, the three teachers who had
attended the course acted as facilitators for
their colleagues in the respective teaching
teams. Mia, whose contributions focused on
her work with traditional gender roles and
gender equality, presented the patterns she
found on the basis of both observations and
actions that had been carried out in her sec-
tion, and she also presented further thoughts
on the gender patterns of the teachers in
their work with children. Mia’s project was
later presented to the parents at a parents’
meeting and, by coincidence, it transpired
that one of the parents conducted research
on children’s sexuality. This parent was invit-
ed to a meeting with the teaching team,
meaning that their discussions could thus be
expanded to also include theories relevant to
the chosen theme. As a result of the applica-
tion of relevant theory the teachers’ under-
standing of their observations increased.

The way they carried out this work is
similar to a study or research circle. All of the
teachers gathered round a specific topic and
the parent can be seen as an invited expert
(researcher) who gave the group new input
to deepen their understandings of their
work. Mia documented their work and pre-
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sented it at the end of the course. All of the
teachers from the three locations individual-
ly evaluated the work accomplished in the
respective locations, the discussions that had
taken place over the year on the «pedagogical
Mondays», and the ongoing development.
There was a consensus among the staff to
continue work on action research in the
coming vyears, although with a different
theme. It was also suggested that more
teachers could be enrolled to the project and
that the early childhood teachers who at-
tended the course could act as facilitators for
the new groups.

Leading others’ participation
Mia’s experience of the development work in
her own location and from her discussions
with colleagues on the pedagogical Mondays
meant that she saw the work as a «breeding
ground where things take time to grow; you
see changes, you see results from an idea, it is
like growing plants» (Mia). But she also real-
ized that such work must be anchored at sev-
eral management levels in order to become
part of a continuous improvement process.
Mia expressed in the interview that: «action
research was not a loose project with tempo-
rary extra funding, but was something aimed
at more durable long-term change». Al-
though she was attracted to the combination
of systematic work and work with children in
the location, she also realized the fragility of
this way of working, if understanding and ap-
proval had not been gained both within the
preschool and from the local policymakers.
Together with the two early childhood
teachers who also participated in the course,
they initiated contact with managers at dif-
ferent levels in the organisation. An initial
step was to first convince her own principal,
followed thereafter by the second step of
holding discussions about the value of the
work with the area manager. Mia and the
other two early childhood teachers attended
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a management meeting, where they talked
about the work being carried out and how
they planned to continue. Future develop-
ment, which would require a mandate from
the local school board, involved drawing up
individual development plans (IDPs) not in
accordance with the school’s standard model,
but rather through action research and by ce-
menting the use of the IDPs into the teach-
ers’ practice on their own terms. Mia and the
other two teachers were supported via the al-
location of resources in the form of time for
planning, the creation of teacher facilitation
teams and the evaluation of the pedagogical
Mondays. Action research was then expand-
ed to include four pre-schools with a total of
45 teachers, where the format of ‘pedagogi-
cal Mondays” was maintained with the three
early childhood teachers as facilitators.

To gain acceptance of the work from the
principals, and to ensure that they would ful-
ly understand the value of action research,
Mia not only wanted them to be involved in
planning, but also that they should, on occa-
sion, participate in the discussions held on
the ‘pedagogical Mondays’, so that they
could gain insights into the teachers’ ways of
thinking and working. This meant that the
principals became involved in the process
and a common understanding of both action
research and the development that started at
the four different preschools could be
achieved. For Mia this was also a way to be
engaged in «collective discussion».

The initiative taken by the teachers and
their subsequent ways of acting can be un-
derstood along the dimensions of both the
political and professional. The actions are di-
rected to changing the context, but not sim-
ply for their personal sakes. The involvement
of colleagues, the principals and even the lo-
cal manager, can be seen as part of the col-
laborative dimension in action research. In
their work they use the form of study circles
with peers, they act as facilitators and also
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maintain a dialogue with the researchers at
the university.

The facilitating of colleagues on the ped-
agogical Mondays meant that Mia herself
also acquired new knowledge and was able
to share experiences with others. Driven by
the discrepancy she found between theories
of learning and how her work was conduct-
ed, she sought further guidance from the re-
searcher and took the initiative to build a
mutual partnership. This took the form of a
series of seminars, something Mia longed for
because, as she says, the need «to discuss with
others is important, and you get uncritical
when reading for yourself>. The seminars,
which were led by a researcher, focused on
the teachers’ experiences of their roles of fa-
cilitators, which, for Mia and the others, was
an entirely new way of working.

Further, Mia enrolled on a school develop-
ment course at the university. Being involved
in both the seminars and the new course got
her involved in discussions, something she ap-
preciated in the sense that, as she says:

carrying on a conversation with people over and
above the «day-to-day work», does not exist in
this culture, and that this now takes place through
this project. More and more people are becom-
ing interested in discussing their work in a way
that is genuine, engaged and interesting. (Mia)

The possibility of having such discussions
was, for Mia, an important part of the devel-
opment work, since she says that previously
there was a lack of communication. She
found this was an important part of the proc-
ess of raising awareness about the work and
says that she regards the ‘pedagogical Mon-
days’ as providing an important contribution
to both discussion and reflection.

In expressing her interest in learning and
human development both privately and at
work, Mia gives voice to the personal and
professional dimension of action research (cf.

Noftke, 2009). At the same time, she also re-
gards cooperation with the other two early
childhood teachers as being a key factor in
continuing the impetus of the work at the
preschool. She returns in the interview to
her own development and stresses that not
only has she become more «patient and
humble», but also that her own self~imposed
ambitions have been scaled down and that
she is now «not so frightened of failing or
being challenged. She is, she says, more se-
cure». Indeed, she says, that it is probably the
first time that she had felt that she wanted to
learn something without being concerned
with actual achievement.

Mia feels safer now and, in taking on new
tasks of various kinds, feels secure in sharing
her experiences with others. This can take
the form, for example, of giving lectures in
different municipalities, but also of partici-
pating in conferences organized by the uni-
versity; in other words being active as a citi-
zen. Mia sees her own development as being
extremely positive, but also realizes that oth-
ers too have had opportunities to develop.
Because the principal was invited to take
part in the process and, at times, was re-
quired to consider action research as part of
the development of the preschool, she be-
came «the person who had the most personal
growth throughout these years». The princi-
pal had also decided that all of the staff
should actively participate in the continuing
action research in the preschool.

A new platform

Mia’s attitude to her work has changed over
the five years she has participated in and ac-
tively pushed for action research in her pre-
school. Her previous ambition of applying
for a position as principal is now no longer as
strong, and she believes that her perception
of her work has changed and that «work in
everyday life has taken on another meaning»
(Mia); it has turned into lifelong learning
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and development. Concerns about how the
work can contribute to children’s learning
and development, and how children them-
selves can be involved in the development
work are now more prominent in her mind
than actually planning activities for them.
Her interest in these processes has increased
and Mia says that she is now «more interested
in the processes than the results, which
means that I must be involved».

Facilitating her colleagues and having ac-
cess to their stories has given Mia both a re-
spect for the commitment to work and
meaningful opportunities for children. After
five years the work of the staff at the pre-
school 1s now much more reflective, which
means that Mia will take part in developing
her own location and in facilitating other
colleagues at the preschool. The importance
of her colleagues’ work for the future is in-
valuable. Even though the close cooperation
Mia developed with the two other teachers
is an important prerequisite for the develop-
ment of preschool as a societal institution, it
is, Mia says, nevertheless not enough.

Mia would like more opportunities for
discussions and meetings with others and
opportunities to challenge and question dif-
ferent ideas. It is only then, she says, that
your «own thinking can be challenged and
the risk of having to remain uncritical de-
creases». Through a new approach, as well as
being part of a new organization for the de-
velopment of everyday work at the pre-
school, Mia also has expectations about the
role and duties of the local education board
and education managers. «Action research is
challenging and provocative; you get the
support to think, express yourself and to
act» Mia says that this helps, but that she
wishes it were more explicitly expressed by
the education managers in the municipality
with responsibility for preschools as, she says:

[A]ction research 1s right for me in that it
has a societal perspective, development from
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the bottom up, democracy and confidence
in humans’ capacity; you are happy when it
works!

Discussion

In the discussion that follows, our aim is to
reflect on and interpret Mia’s professional
development in terms of collaborative and ac-
tion research. We want to illuminate and un-
derstand contemporary professional devel-
opment (its basis, methods and outcomes)
within education in the light of a complex
tradition, which forms both the overall soci-
etal context (the Nordic welfare state) and
the institutional conditions for professional
learning and action in the everyday field of
educational practice. We interpret Mia’s sto-
ry in terms of the Nordic conceptualization
of Bildung, understood simultaneously as
both a free process of human growth (the
personal dimension) and as a predetermined
goal or a model (a professional early child-
hood teacher). It is a way of interpreting and
relating to the world we are living and acting
in, which, in the current case, is the profes-
sional practice in a preschool.

Mia’s story, which admittedly may be rath-
er an ideal example, nevertheless illuminates
nicely the interplay between the personal,
professional and political dimensions of ac-
tion research (cf. Noftke, 1997, 2009). Her
personal growth and strength appears when
she challenges herself by entering into new
situations and professional contexts. The cir-
cle of growth and actions moves beyond im-
mediate personal experience, from a quite
narrow everyday professional sphere into
managerial, institutional and local communi-
ty locations. In order to be able to do this she
finds ways of collaborating with her col-
leagues, and creates opportunities for others
to participate in both formal and informal
«study circles» as a way of furthering collabo-
rative professional growth and development.
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A deeper understanding and improve-
ment of immediate professional practices is
combined with insights into the contexts
and conditions that shape and define the
ways in which these practices are carried
out. Mia expresses her personal and profes-
sional growth by noting her satisfaction with
combining teaching and research. She main-
tains that her professional position has been
strengthened. She is also able to contribute
with competencies related to organizational
matters, such as evaluation and develop-
ment. The political dimension is explicitly
present in the way Mia expresses the impor-
tance of early childhood education for the
children’s development into democratic citi-
zenship. She takes action to make this hap-
pen by engaging the principal and area man-
ager in the work as a means of getting sup-
port for the way that she and her colleagues
want to work. Similarly, she cements these
new working approaches by involving par-
ents in the teaching team’s discussions.

For Noftke (2009) politics is the constitu-
tive element of both educational practices
and action research. The issues of power and
control are inherent in the personal and pro-
fessional dimension. From a teacher’s point
of view the personal is about generating new
ways of relating to, understanding and acting
within various kinds of social and profes-
sional practices. On the surface, it might be
about the systematic use of different kinds of
«tools» or methods for action, observation,
reflection and planning in collaboration with
colleagues. Deeper understanding, mean-
ing-making, greater self-knowledge, and
personal fulfilment (adult learning) serve
both the non-professional and the profes-
sional. Here, initiating, bringing about and
evaluating collegial collaboration, curricu-
lum development and organizational re-
forms at local level furthers Mia’s profession-
al development and strengthens her in her
professional role.

The combination of teaching (practice)
and research (theory) strengthens this sense
of professionalism particularly when guid-
ance is provided and a working group devel-
ops knowledge collectively. The experiences
gathered and knowledge gained when en-
gaged in action research stretch beyond eval-
uations, quality assurance and development
projects initiated from above, and which, not
infrequently, corresponds poorly with the
everyday reality in schools. Here, in «collab-
orative and action research» macro and mi-
cro-politics interact. Awareness of the mech-
anisms and issues of power and control, re-
lated to all three dimensions, enable teachers
to engage in transforming practices accord-
ing to their personal, professional and polit-
ical convictions.

As described above, Mia’s story begins with
a formal education, on a course on action re-
search for a certain group of early years edu-
cators aimed at enhancing professional devel-
opment and sustainable quality. In such a con-
text, the aim is to develop skills in developing
certain professional practices. The orientation
towards the professional practice is initially in-
strumental and pragmatic and, in the case of
education, oriented towards what one might
call pedagogical skills (the development
project conducted as action research). Mia’s
professional development reveals a highly pos-
itive outcome for all of these objectives and,
perhaps, may seem rather too idealistic. This
kind of «idealism» is one of the problems with
action research. The critical aspects, and in
particular the power-laden negotiations and
the results of them, that are the prerequisites
for emancipation, seldom emerge.

By presenting her case we are able to
identify a number of critical points, which
are important to mention. In our interpreta-
tion the collaborative cementation of the
professional development lays the ground for
a widening circle of emancipation. This
emancipation is both about an understand-
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ing of the prerequisites for early childhood
teachers’ work, and a consciousness of the
conditions of upbringing in a specific organ-
izational and institutional context.

One can ask if it really is a case of eman-
cipation and, if it is, how are teachers able to
deal with their new knowledge and en-
hanced capacity for critical reflection? Re-
flection on the conditions of «being» an early
childhood teacher in a certain preschool
context goes hand in hand with meaning-
making and understanding, and is enhanced
by difterent kinds of knowledge «nputs».
Even though we have presented the case
from an individual point of view, we want to
emphasize the context of collaboration and
interaction (the study circle) within which
and in relation to which Mia’s professional
and personal development takes place.

This having been said, a number of ques-
tions still remain unanswered. First, in what
ways are such «study or research circles» to be
initiated and arranged within various local
sites and contexts? Secondly, in what ways
do they have to be supported «from above»,
e.g. by the principal and/or district in order
to result in the types of knowledge or skills
that are sufficiently challenging to further
emancipation?

__FOLK ENLIGHTENMENT-.._

Becomlng a cmzen

|t|ca| collabor
and capacity building

ACTION RESEARCH

\ devel g maJimg
N
Developing as Gro wmg as
an engaged worker uman being
R _BILDUNG

PEDAGOGY

Figure |. Action research within the Nordic educa-
tional tradition
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One of the main problems with action rese-
arch is the ambiguity of the concept and
phenomenon. Within the vast literature on
the subject it has been treated both as a rese-
arch ideology for enabling social change, as
well as a research instrument tor furthering, for
example, organizational development to-
wards given goals. In the former case it is
bundled together with moral obligations and
a critical standpoint, whilst in the latter it
might be described as using research for le-
gitimating pre-imposed external aims. What
we have attempted to do is to shed light on
the complex interplay between local actions
and research traditions that are later embed-
ded in philosophical traditions within edu-
cation and global circumstances of various
kinds (Ponte & Roénnerman 2009).

The results are summarized in the figure
above. In our case study of Mia, the tradi-
tions and expressions of Bildung, pedagogy
and folk enlightenment interact continuously.
Growing as a human being is intertwined
with becoming a citizen and developing as
an engaged professional. The simple fact that
human and professional development is al-
ways restrained by organizational-institu-
tional, i.e. political, constraints, can either
hinder or promote social action for further
professional development. In our interpreta-
tion, and by recounting Mia’s story, profes-
sional development initiated by the means of
action research furthers both democratic cit-
izenship and lifelong personal growth.

Notes

I Our translation, in Swedish it is:
Tva sanningar

Nirmar sig varann.

En kommer inifran,

en kommer utifrin

och dar de mdts har man en

chans att fa se sig sjilv.
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2 LOM: Ledning-Organisation-Codeter-
mination.
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Teaching as a culturally situated activity

Teachers have been described as the ultimate implementers of
education policy (Croll, 1996); they have a major influence
on student experience and classroom practice, and their work
has been the focus of numerous studies. Recent research sug-
gests that teaching is socially and culturally situated; rather
than being context neutral, the different systemic structures
within which teachers work give rise to different conceptions
of teaching and professional development, which are evident
in both the working practices and espoused beliefs of teach-
ers.

In a series of studies of teachers in England and France,
Marilyn Osborn and her colleagues (Osborn & Broadfoot,
1992; 1993; Broadfoot & Osborn, 1993) linked the construc-
tion of primary teachers’ professional identities and, hence,
their priorities and what they saw as their responsibilities with
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the national culture and national educational
traditions in which they worked. The re-
search documented how teachers in both
countries mediated the external require-
ments placed upon them in terms of nation-
ally specific professional values and under-
standings, producing interpretations of both
their priorities and desirable classroom prac-
tices which were often very different from
those intended by government directives
(Osborn, 1996; Osborn, Broadfoot, Planel
& Pollard, 1997).

Similarly, the research of the ENCOM-
PASS study in Denmark, England and
France found that:

different national structures within which teach-
ers worked gave rise to different approaches to
teaching and learning, related to the purposes
and priorities of the national schooling systems. /
../ Evidence also suggested that national policy
change had created new ways of working /../
[which had] created tensions for the teachers in
all three national contexts. (Osborn, Broadfoot,
McNess, Planel, Ravn & Triggs, 2003, p. 98)

The study also found commonalities across
the three countries. Amongst these, newly
qualified teachers tended to be more positive
towards recent policy changes, and teachers
in areas of social deprivation saw fitting their
teaching around the lived experiences of stu-
dents as being important.

The present study differs from the re-
search above, because it explores the peda-
gogic practices of those teachers identified as
being experts. Further it seeks to understand
how expert teachers mediate the often con-
tradictory influences on their practice.
Teachers are seen not just to be the passive
victims of imposed educational reform.
They bring their own experiences and per-
spectives, and have the potential to actively
mediate policy change and in some cases
adapt, change or subvert it.
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Teacher expertise

Ultimately, practices that increase specific as-
pects of student learning could be termed
expert practices. Research has, until recent-
ly, focused on identifying and exemplifying
common non-contextual features of exper-
tise. Glaser (1987, 1990) suggests amongst
other features that expert knowledge is
structured better for use than novice knowl-
edge; that experts represent problems in
qualitatively different ways than novices and
their representations are deeper and richer;
that experts recognize meaningful patterns
faster than novices; and that experts are more
flexible planners, and can change representa-
tions faster when it is appropriate to do so.

Kelly (2006) has challenged this view of
expertise, in which individuals acquire skills,
knowledge and understanding in one setting
and are subsequently able to use these else-
where, as one which is inadequate for un-
derstanding the complexity of teaching and
teacher learning because it advocates an in-
dividualist view of teacher expertise which
does not account for a process of knowing
which is distributed across people and set-
tings (Lave, 1991; Pea, 1993), and because it
separates the acquisition of knowledge, skills
and understanding from their use, requiring
a process of transfer which is deeply prob-
lematic (Desforges, 1995; Resnick, 1989)
and ignores the wider social context in
which teachers work and the perspectives
which they bring to their work, including
their identities as teachers (Wenger, 1998;
Woods & Jeftrey, 2002).

Kelly argues for a more complex perspec-
tive which better accounts for social and cul-
tural circumstances. Expert teachers work
effectively towards the achievement of im-
portant outcomes for their communities,
they are able to carry out or modify their
plans according to the needs, aftordances and
constraints of the situation and so embody
best pedagogic practice and through their
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activities enable students to achieve as highly
as they can in relation to the parameters
deemed important within their educational
context. Put simply they do «what works» to
deliver «what they perceive to be required.

However, teachers’ work is embedded in
wider social, cultural and historical contexts,
and as such educational communities have
many often competing goals, norms, dis-
courses and sets of practices; they are dy-
namic with teachers constantly engaged in
ongoing mediation between different fac-
tors, re-negotiating their expertise and their
professional identities. As Ball puts it
«|[T]eaching has always involved making de-
cisions within a complex and rich field of
contradictions, dilemmas and priorities.»
(Ball, 2006, p. 83; see also Berlak & Berlak,
1981)

The present study and its
methods

In our qualitative comparative project we fo-
cus on national language and maths teaching
in Denmark and England in the context of
lower secondary schools. In the present arti-
cle, however, only findings from the Danish
data material on Danish language and litera-
ture teaching are reported. We aim to ex-
plore how expert teachers mediate between
discourses, practices and the affordances and
constraints of their working environments to
meet varied goals, and how this influences
and is influenced by their professional iden-
tities.

We recognize that there are many socio-
cultural influences on the construction of
expertise outside schools which cannot be
analysed separately in a study such as this
one. We focus on pedagogic practice in the
classroom and use communities of practice
(Lave & Wenger, 1991; Wenger, 1998) as an
analytic construct; for us, identifying clusters
of related discourses and practices around
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specific goals, conditioned by contextual
norms, provides an important analytic tool.
By focusing on expert teachers we hope to
identify clusters where the relationship be-
tween goals, norms, discourses and practices
is relatively clear and uncluttered by issues of
(insufficient) competence. It is our conten-
tion that such clusters combine both the em-
bodied and reflective faces of experience
(Dewey, 1922, 1925).

Empirical focus

We considered teachers in lower secondary
schools, that is, teachers of pupils aged 12—13
years in grades 5—6. This allowed considera-
tion of subject knowledge teaching beyond a
basic level. The focus was on eight teachers
in four schools (two from each school) in
Funen. In view of the limited quantitative
scope of the study, schools were selected us-
ing a criterion of diversity rather than repre-
sentativeness. In the Danish language and
literature study we selected two schools situ-
ated in middle class (ethnic white), predom-
inantly private home environments, one of
them with a reputation for educational de-
velopment activities, the other set in an af-
fluent area, and two schools situated in low
income, hence multicultural social housing
environments, one recently established and
one well established, but both with a reputa-
tion for educational awareness.

Since for a number of methodological
reasons, some of which have been briefly
mentioned, expert teachers could not be
pointed out on the basis of pupils’ test results
or other objective criteria, and formal teach-
er evaluations do not exist, school principals
were asked to identify two experienced
teachers acknowledged in the school com-
munity as being able teachers of Danish, but
not necessarily with similar educational pro-
files. Admittedly, this is a liquid criterion,
since school principals can be mistaken. It
does not fully meet the description of teach-
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er expertise given above, but it does respect
the notion that teacher expertise must be
understood in a cultural setting. Thus, the
study cannot assess teachers’ practices in
terms of pupils’ learning accomplishments,
but rather in terms of their movements on
and between dimensions along which their
practice 1s performed.

During the summer term of 2009 two
double lessons for each teacher were ob-
served and audio recorded with an interval
of two weeks and on each occasion both the
teacher’s plans and samples of the pupils’
work were collected. Following each lesson
the observer’s notes, audio recording of the
teacher in the lesson, plans and pupils’ work
provided the basis for lesson analysis. Imme-
diately following each lesson a detailed inter-
view was used to explore teachers’ goals, dis-
courses and practices. Participating teachers
were asked to reflect on their teaching be-
tween visits, keeping a journal over the three
week period of the study. Their reflections
were used as a basis for further questions in
the second interview to explore their deci-
sion-making processes in the light of their
professional identities.

Analytical focus
Our observations of teachers’ discourses in
the classroom and with individual or groups
of pupils were mainly inspired by the work
of Bernstein (1990, 1996, 2000). Bernstein
seeks to link empirical discourses at the level
of school politics with his concepts of visible
and invisible pedagogy, of classification and
framing, and, at a more concrete level, of
rules of structuring educational interaction.
Insofar as these concepts also reflect peda-
gogical goals, they seem to offer promising
categories for characterizing types of teacher
expertise.

Rules referring to classification are keys to
understanding the attribution of authority to
structures, contents and roles at the level of

NORDIC STUDIES IN EDUCATION 1/2012

classroom organization; similarly, rules refer-
ring to the locus of control of the pedagogic
discourse (framing) explain the distribution
of legitimate communication. They may be
implicit or explicit, weak or strong. In the
last couple of decades, it has been claimed
with some empirical basis in a number of re-
search contributions that the Scandinavian
post-1960s educational tradition has been
dominated by the discourse of ‘invisible ped-
agogy’ and that this may account for the fail-
ure to increase completion ratios in the edu-
cational system, for supporting a false oppo-
sition of social and academic values, or for
making classroom management a source of
latent conflict (Frykman, 1998). Therefore,
we argue that their application in different
socio-cultural and individual contexts
should be included as elements of teacher
expertise.

Expert teachers are expected to be both
flexible and adaptable in meeting a variety of
purposes. Our approach, following Leont’ev
(1981), is to begin by identifying the varied
and sometimes competing goals and norma-
tive conditions which orientate expert
teachers’ work. Following this, competing
discourses and practices are analysed in a
similar way, exploring how teachers mediate
between what are sometimes contradictory
or incommensurate positions within the af-
fordances and constraints of their working
environments. Particular concerns are their
views on the subject they are teaching, on
the goals of teaching, on the adequate selec-
tion, organization and communication of
subject content, and on ways of working
with the pupils to make them learn best.

Role types

Drawing on Wenger’s (1998) notion of com-
munities of practice, we constructed a
number of role types of expert teachers using
Max Weber’s notion of ideal types (Bruun,
2007), idea-constructs that stress certain ele-



NORDIC STUDIES IN EDUCATION 1/2012

ments or characteristics common to most par-
ticipants, comprising related goals, norms,
discourses and practices. Each captures an as-
pect of expert teachers’ activities. Our con-
struction of the role types and of their status
should be clarified: as a starting point, an
outline of prototypes was derived from our
reading of educational cultures. These pro-
totypes were put to the test by being used as
preliminary interpretative categories in ob-
servation and interviews. Through the re-
peated interviews, observations and analyses
they have undergone substantial revision. As
they are presented in the findings, they are a
‘result in progress’ rather than a starting (or
end) point of the analysis, and in the course
of a comparative analysis of mathematics
teaching, which we are currently working
on, they will probably change further.

In the findings which follow, each role
type is illustrated by examples. In order to
better allow exploration of teacher media-
tion between clearly or less clearly related di-
mensions we grouped types in three pairs
representing instructional goals (subject spe-
cific and general) and regulatory goals (so-
cialization related) (Bernstein, 1990). The
constructed types attempt to combine relat-
ed goals, norms, discourses and practices
into a single meaningful whole. Participant
validation tested their verisimilitude and
usefulness. Sometimes teachers may adopt
positions without difficulty, at other times
they may need to negotiate between types in
tension and contradiction with each other.
Here we report both the categorisation into
role types and how expert teachers move and
mediate between them.

Obviously, empirical analysis based on a
very limited number of cases cannot substan-
tiate generalizations to the effect that the
findings are representative of different edu-
cational cultures, national or local. What it
may be able to do is to illustrate and render
probable the existence of a characteristic ar-
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ray of role types constituting relevant dimen-
sions of empirical teacher expertise in differ-
ent settings and to demonstrate teachers’
movements between them.

Findings: expert teachers in
Denmark

At the level of Danish school politics, a par-
ticular array of educational discourses has
been visible from the 1990s and onwards. In
the 1990s, the political discourse on global
market competitiveness and the pedagogical
discourses on learning-to-learn, self~govern-
ing responsibility for one’s own learning and
personal competences joined hands to chal-
lenge the preceding discourse on communi-
ty and democracy. From the turn of the mil-
lennium, however, these discourses were
themselves challenged though not entirely
replaced by the discourses on subject com-
petences governed by external goals and
evaluations and on social cohesion and citi-
zenship education (Hermann, 2007; Dorf,
2010).

Even if we identified different sets of edu-
cational goals among the teachers of our
study, this array of discourses was only partly
reflected in our material. The teachers did
not refer to global competition. They did re-
fer to pupils’ self-governing responsibilities
but with important variations from school to
school. They did refer to subject compe-
tences in their plans, in their communication
with the pupils, and in the interviews. They
did not refer to central goals and evaluations
in front of the pupils, but they sometimes did
so in the interviews. Finally, the citizenship
dimension was present as a discourse in our
interviews, but less so in the observations,
again with noticeable school variations.

The subject matter of the Danish lessons
observed was predominantly literary analysis
and text production (including non-written
media). The teaching plans were mainly con-
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cerned with subject goals predominantly of a
formal character (competences in language
usage, methods of text analysis and presenta-
tion, etc.). The interviews supported our as-
sumption that this reflects to some extent the
existence of national subject goals since 2003.

The skills manager role type of expert
teacher focuses on the pupils’ acquisition of
formal skills ranging from those of linguistic
correctness to skills enabling them to analyze
and «read the meaning and structure» of texts
and to produce their own texts. This type of
expert teacher may refer to national compe-
tence aims to justify her emphasis on formal
subject competences, but skills may also be
seen as important tools for communication
in a cultural environment.

However, the teachers also focused on
core problems present in the texts having
qualities as educational focus points. The
goal of the subject content guide is to ensure
the inspiring transmission of existentially and
culturally important themes which the sub-
ject of Danish is able to offer through works
of literature and other manifestations of lan-
guage. The subject is referred to as a con-
tainer of meaning with a potential to open,
widen and deepen pupils’ discourse worlds.

Sometimes the teacher is looking beyond
subject skills and knowledge towards a wider
developmental goal of facilitating the pupils’
citizenship. This concern seems to be latent
in most teachers in our material, while the
recent transnational political focus on citi-
zenship is not strongly reflected in the sub-
ject of Danish. It is typically handled by the
teachers as a perspective inherent in the sub-
ject work or in the human relations work
and often explicitly connected with the last
of our role types, that of the adult compan-
ion. Particularly in the schools situated in
mixed ethnic local environments some
teachers emphasize social integration as a
major goal.
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Another role type with a general develop-
mental focus 1s an individualistic one with its
roots in the child-oriented educational para-
digm which became prevalent in Denmark
during the 1960s, mated with the critical
democratic paradigm in the 1970s, and went
to the market as a production factor in the neo-
liberal 1990s (Hermann, 2007). This per-
sonal development facilitator focuses mainly
on abstract competences such as autonomy,
critical sense or self reliance.

In our material, however, the personal de-
velopment goal seems to be linked either to
subject-related progression, to the macro
level of citizenship or to goals of social inter-
action and cooperation. The latter is seen as
a prerequisite for ensuring adequate and
suitable learning and team-working condi-
tions. However, in a wider sense interper-
sonal competences and respect are also
thought of as prototypes of social inter-
course, particularly in the schools situated in
multicultural environments. Danish school
debate has sometimes treated the functions
of social and academic development as alter-
natives; this antinomy is not prevalent in our
material.

Finally, most of the teachers in our mate-
rial, particularly those working in schools
with a mixed ethnic catchment, referred ex-
plicitly to their roles as adult companions of
their pupils. The teachers emphasized the
personal relationship between teacher and
pupil. The notion of ‘personal’ is distin-
guished from ‘private’ indicating that the re-
lationship is still a professional and educa-
tional one. The teacher’s personal involve-
ment was seen as a dimension of an open
classroom climate and as a valuable basis for
the pupils’ maturation in a wider social
sense. This role type sees the teacher as a
competent, empathetic adult worthy of
identification and thus as the bodily counter-
part of the citizenship facilitator.
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In conclusion, it seems empirically war-
ranted to distinguish between the following
goals based on role types:

Role types with a subject-related focus
— Skills-related subject goals: the skills man-
ager

Content
— related subject goals: the subject content
guide

Role types with a development-oriented fo-

cus

— Personal developmental goals: the personal
development facilitator

— Citizenship goals: the citizenship facilitator

Role types with a socialization focus

— Social interaction and cooperation goals:
the human relations worker

— Authentic’ relationship goals: the adult
companion

The particular mix and directionality of the-
se types would seem to constitute the empi-
rical realities of the subsequent role types of
expert teachers.

It is obvious that the relevance of particu-
lar role types, being idealizations of empiri-
cal findings and functioning as analytical
grids, must vary with cultural contexts, and
hence different sets of role types may prove
relevant to national language teaching in
Denmark and England. A division of labour
distinction of entertainer or supervisor/facil-
itator proved relevant for England. In
Denmark, however, a similar distinction of
lecturer/discussant or supervisor/facilitator
would have covered all teachers in the Dan-
ish study almost without variation, and an-
other dimension was deemed more relevant:
that of citizenship or personal development
facilitator, which appeared less relevant for
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England. Thus, three pairs were considered
appropriate for handling the material with-
out complicating the overview.

In the following presentation of the anal-
ysis of the Danish material, we have chosen
to limit the number of teachers actually
quoted to four. This was deemed sufficient
to render a picture of the diversity of the
‘mix’ of role types and the movement be-
tween them represented in the material. In-
cluding additional teachers in the presenta-
tion would add unfavourably to the com-
plexity of the presentation, given the level of
detail that we found necessary to provide a
coherent picture of expertise in motion.

Role types with a subject-related focus
The subject skills manager

Teacher A, who works in a multicultural
school, embodies this role type. She says her
pupils generally have a poor and stereotypi-
cal command of the Danish language, which
she would like them to develop. Therefore
she is very explicit when discussing their text
productions with them, challenging them
according to their abilities to find other ex-
pressions and correcting errors. She planned
the program we observed after seeing the re-
sults of a reading test which alarmed her.
Thus one of the tasks presented to the pupils
was a multiple choice reading control task. «I
would like them to use such questions when
they consider ‘how can I approach this
text’.» The program in question was about
myths, legends and fairy tales, and the con-
cept of ‘genre characteristics’ was familiar to
the pupils:

| have become so conscious about genres after
having prepared older pupils for their exams, and
| can see that it's a catastrophe if you are not
1009 sure of that —and | think it will help them to
have some conceptual boxes, then they can con-
centrate on the linguistic dimension.
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She sent pupils to collect the flowers of one
particular legend to study them closely so as
to really appreciate the quality of the meta-
phors — and to improve their awareness of
their local surroundings. She also pointed to
the critical citizen function of subject con-
cepts:

At their age they find it hard to distinguish be-
tween facts and fiction, they simply believe every-
thing they see on that stupid television.

The subject content dimension was not ab-
sent, however. She reported that the pupils
were very interested in knowing more about
what happened to the main characters in the
myths and legends before and after the nar-
rative, and she found it interesting to com-
pare the universe of the narratives with his-
torical evidence and religious tradition, be-
sides discussing their notions of good, evil
and justice, etc.

Teacher B, who teaches an ethnically
mixed class, integrates the ‘subject skills
manager’ role type with that of the ‘subject
content guide’ (see below). The program
was about the genre of historical myths
(which B explicitly compared to sagas and
folk tales). It centred around the tale of the
old Danish King Vermund who is chal-
lenged by the king of Saxony to give up his
kingdom, but whose hitherto passive son
Uftte rises to the challenge and defends the
kingdom successfully — with the sword only
his father has been able to master — in a
man-to-man combat against two Saxons
and subsequently becomes king himself.
The tale was narrated by Teacher B as an ex-
ample of oral tradition, and genre character-
istics were given primary attention. Teacher
B asked subject specific questions all along,
quite a few pupils gave answers, and B
summed up the characteristics on the black-
board. Later when the pupils were working
to find genre characteristics in other narra-
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tives, he instructed and supervised them in
conceptually precise detail
prompting), and their contributions were
brought to a plenary conclusion. He ex-
plained his focus in the subsequent inter-
view, starting from the national subject tar-
gets, but adding:

(sometimes

Working with genres is one of the most impor-
tant things you can do in Danish, it's about acquir-
ing categories, different ways of writing — it's
about identifying some genre characteristics
which help you to identify... These are old narra-
tives, but later there will be many new media, we
meet all sorts of media in our daily life, everything
from reality TV to documentaries and soap doc-
umentaries, and | think it is very important to
know, what you see — what are the ‘rules of the
game’ that you are occupied with — to be able to
understand and see in your dalily life.

This argument for working with genres is
elaborated further:

It is my conviction that by occupying yourself with
genre characteristics and the fact that genre dif-
ferences can be small /../ this is a thing you need
to be able to do today. The difference between
empirical documentaries and something like non-
empirical documentaries, like soap, is small, it can
be hard to see whether this is arranged or wheth-
er it is empirical, and you have to notice the de-
tails. And | think it's good already to train /./
| hope that if you train it to the point where you
know it, then you can use the competence you
acquire to read a text and transfer it to other
things. [However] some pupils can do this and
bring it along, and | can see pupils who don't. It's
not necessarily about ability, but also about in-
volvement /.../ in a school class cultures evolve.
| think that if you accustom yourself to not raising
your hand, your school day will become like that.
They have to be provoked once in a while, be-
cause when they do contribute, it actually makes
sense.
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Teacher D explicitly supports her pupils’ de-
velopment of subject skills as part of her lit-
erature teaching. Working in depth with
«Death Mass» (a narrative of love, friendship
and power relations set around a leper hospi-
tal in the Middle Ages) over six weeks in co-
operation with a colleague in the parallel
sixth grade, she presented her pupils with
detailed tasks of identifying linguistic charac-
teristics, artistic effects, dramatic curves and
spikes, etc. However, the part of the program
we observed centred on issues of content and
Teacher D’ subject-related practice and re-
flections are therefore presented under the
following role type.

The subject content guide

Teacher B’s pupils were absorbed by the his-
torical myth of Vermund and Ufte, and
when asked what accounted for their fasci-
nation he suggested:

First of all | think they are engaged by the form,
the fact that | tell the story, and then | think from
their comments that they are engaged in who
wins the fight and they are fascinated that he dug
out his father's sword. (Twice, pupils gasped at the
strength in this!) And then they are absorbed by
the transformation Uffe goes through, that he
personally changes his character — that, | think, is
a good motor for a story /.../ Themes can do so-
mething which genres can't — engage the person
/... If there is character development in this, it
must be about taking charge when it really mat-
ters. To do it when the time has come to do it.
And then there is the father-son relationship. It's a
classic theme that the father doesn't really appre-
ciate his son, but then the son takes his stance,
and his father is pleasantly surprised. | think it's
good for the children to know that as a child you
can make your parents happy.

Teacher B is moving towards the personal
development facilitator role type (see be-
low).

Teacher D works in a «middle class»
school with a strong culture of teacher au-
tonomy and cooperation, group work and
interdisciplinary teaching. The school archi-
tecture affords working areas outside the
classrooms. When our observation started,
Teacher D had already introduced the pro-
gram, and the pupils had read and started
working with Death Mass. We observed the
pupils’ work with and presentations of a
number of tasks centred on interpretation
and own (co)production of the thematic
content of the novel. The work tasks were
optional — ranging from a fictional diary or
letter and analyzing the dramatic curve of
the novel or writing/acting a role play to
constructing and defending a thematic flow-
er, a dummy of (a) main character(s), or a
model of the leper hospital — but at least one
task was to be an individually written prod-
uct. The pupils worked independently in
groups with D as an itinerant consultant. She
mostly asked specific and detailed questions
at various levels of reflection according to
the situation and the pupils’ abilities, related
to the thematic content and the way it was
expressed in the novel and in her pupils’ own
work.

Asking a pupil about his thematic flower:

Teacher D: What could be a theme in
‘Death Mass’?

Pupil: Leprosy.

Teacher D: Yes, what else is important in
relationship to it? How does Peter feel when
he comes into the hospital?

Pupil: He feels disgusted. [D]: Yes, but
does he change his attitude to the lepers
while he is there?

Pupil: Yes

Teacher D: From what to...

Pupil: That they are not dangerous.

Teacher D: Yes, and do they eventually
become friends?

Pupil: Yes. [D]: OK, what’s another the-
me, then?
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Pupil ?: Friendship.

Teacher D: Friendship, yes! — like that.

Asking girls about their thematic flower:

Teacher D: If there’s love, then between
whom? Is it romantic love, someone falling
in love?

Pupils: No.

Teacher D: Perhaps between Peter and El-
len.

Pupils: Between Peter and his father.

Teacher D: Yes, there’s a strong love bet-
ween them. Are there other forms of love?

Pupils: Between mistress and Peter.

Teacher D: Yes. If you could find docu-
mentation in the text, because love is a broad
notion ... the fact that Peter leaves the life of
the healthy for his father’s sake, what could
you say about that?

Pupils: It’s faithfulness.

Teacher D (exclaims): Yes!

Assisting a group of boys:

Teacher D: It’s a really good idea to de-
scribe how she perceives the smells and
sounds, isn’t it?

Pupil: Yes.

Teacher D: But this has become much
better now, because I can see that you have
moved into her head much more than befo-
re. What you had written before was more
like descriptions of how it looked. I can see
that you have changed it towards sensations.

Pupil: Can I write «shit»?

Teacher D: Yes.

At the presentation, after having asked her
pupils to sum up the rules of being a serious
audience, Teacher D went into detail with
questions related to the selection of thematic
issues, the modes of presentation and the
work process. Pupils were encouraged to
give feedback, and did so by asking specific
questions. A girl presented her thematic flo-
wer:

Teacher D: Which theme do you consider
the most important one of the novel?

Pupil: T think that it’s about power.
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Teacher D: Why?

Pupil: It is sort of divided into who has a
lot of power and who hasn't.

Teacher D: Does that make a difference as
to who gets leprosy?

Pupil: No, but some get their own house
while the others must live together.

Teacher D: Yes, so it was a characteristic
of that time that there were big differences
between people, and they were visible.

Pupil: Yes.

After that, Teacher D asked factual ques-
tions as to the nature of leprosy, a parallel to
AIDS was suggested by a pupil, and prejudi-
ces against diseases were discussed.

Later, two dramatic curves and their num-
ber of thematically based ‘spikes’ were com-
pared (posted side by side on the blackboard)
and discussed in detail with a number of pu-
pil contributions as to positions and amplitu-
des, and Teacher D pointing out how this il-
lustrated difterent readings of the text.

In the interview Teacher D explained that
understanding texts is essential. This in-
cludes being:

able to analyse how an author uses the language
to express himself... and Danish as a subject
must also work with how a sentence is con-
structed, and the different word classes must be
known. But | think that precisely so that we can
deal with texts, films and poetry it is important
that the subject includes a development aspect
so that we can work with books and themes
which the children can relate to. The develop-
ment aspect in this context could be that the pu-
pils can use «Death Mass» to think about issues
like diseases — in this period it's leprosy — the
prejudices which exist, the way people can think
and put other people into boxes, is this some-
thing you can compare to the present situation,
what they do? They are quick to call each other
«homo»» and «argh, you have AIDS» /../ and they
become aware that some things may repeat
themselves. The subject of Danish can show that
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the novels dealing with the past or written in the
past reveal what sort of view of life and society is
being expressed. And this contributes to giving
these children a sensibility of the fact that we are
where we are in the present, because we have
been where we were.

Teacher D is moving to the role type of cit-
izenship facilitator.

Role types with a development-oriented
focus

The personal development facilitator

In our material, this role type was represent-
ed in the middle class as well as the multicul-
tural schools. Discussing the educative value
of the themes of historical myths Teacher B
said:

| think the «character development» aspect means
that you have a tape recorder in your head telling
you, when everything else is going on, how you live
your life, what's right and wrong, what | can do with
my life to improve it — without it being said directly
that you should do it like that — it's like having a
sense of ‘pitch’, you could say...it's something you
learn alongside the subject knowledge.

He reported giving a lot of attention to the
pupils’ understandings prior to new learning
sequences. He often uses everyday discourse
as a path to subject specific concepts and he
refers back to earlier lessons frequently, but
aims at a conceptual progression, which is
why his planning is organized around genre
characteristics and not general human topics.
This is particularly important in a multicul-
tural school environment, he said, though it
ought really to be the same:

| think that one of the gifts of teaching out here is
that you are forced by the circumstances to be
sharp on the pupils’ frames of reference, things
like categories — that we need concepts which
must be clearly stated to make it clear what we

are supposed to learn /../ and you don't get any-
where unless you are very explicit about this out
here, because they lack language, they lack con-
cepts, they lack categories of stuff. But | actually
think that the way | do it here is really the way it
should be done elsewhere, and which purely
Danish pupils would benefit from too. Out here it
is easy to see the difference between their frame
of reference and mine, but if you stepped into an-
other school, you might be deceived into believ-
ing that there is an identity of frames and would
be tempted not to consider their contexts and
social backgrounds.

He pointed to the dilemma between sticking
to a leitmotiv and following up on all the pu-
pils’ contributions:

There must be freedom of speech, and what is
said must be taken seriously /../ | would really
have preferred them to say what should be said,
but | ended up telling them the genre character-
istics or at least summing them up. | would have
preferred things to come from them, it's probably
a combination of my asking unsuccessful ques-
tions and matters becoming too complicated,
overview and precision disappearing, and then
the time was up, and they were tired.

The lessons of Teacher C were rather difter-
ent. Teacher C had planned a project in
which his pupils were shooting and editing
their own films according to their own
script. This practical work was preceded by
watching various films and discussing their
artistic effects. Teacher C stated the goals as
acquiring technical skills and knowledge of
concepts related to film production, and the
practical outcome of the project was a film
show for the pupils’ families with an award-
ing of Oscars. The role of Teacher C was
that of the consultant. As he put it in the in-
terview, he saw his role as disturbing a self-
governing construction process, but an in-
herent dilemma was present:
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| really try to ask questions, and then they should
try to reach conclusions. | sometimes have a ten-
dency to take charge, and | must really restrain
myself in order not to make it my project but ap-
preciate that now we are here, and now they
have some discussions. There is no doubt that
most of the pupils in this class need a very explicit
and visible guidance, to have the frame drawn up
very clearly. Within that frame they can operate
on their own.

But even if some of the girls are ready to
work «backside to bench», he thinks that
many of the boys would rebel against ordi-
nary subject teaching, and he does not spend
most of his time lecturing, but prefers an ac-
tivity approach.

Teacher D found the concept of compe-
tences useful to work with, but comment-
ing on the political requirement of drafting
pupils’ development plans she said: «I ha-
ven’t quite reached the point where I can
use them. Actually I think that my own pu-
pils” plans are up here [points to her head]
rather than in the official template.» She said
she had prepared tasks for everybody and
had not planned a common line of progres-
sion, but monitored the pupils’ progressions
during her consulting rounds. But she
makes sure that all pupils have been through
the required subject knowledge and skills.
She had used two types of tasks, one with
specific, well defined and rather strongly
framed demands — prior to our observation
— and another type of open rather weakly
framed tasks, those indicated above. She
knows what she wants with the different
tasks — and that the ways they are framed ap-
peal differently to different pupils. She can
demand more of:

some of the girls who can do analytical work /.../
When it's some of the blokes, then my feedback,
my way of asking questions is different, because |
know who | can put pressure on.
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She admitted having somewhat different
(perhaps less subject specific) aims for parti-
cular pupils:

Some of the boys find it difficult to work under
forms such as these, but then, they're not good at
handling group work either; and if | make highly
defined demands on them only, they are never
brought into a cooperative situation, which | think
is also very useful for them.

In her reflection article between interviews
Teacher D wrote, however, that:

in our planning we emphasized that the tasks were
to have a high degree of freedom and creativity
with varied ways of putting the novel into perspec-
tive. At this stage the waters are divided between
those pupils who are able to work with free reins
and take responsibility for the outcome of their
work, and those who quickly lose focus and are in
greater need of teacher guidance. Creative tasks
which | thought would have been suitable for the
non-writing boys turned out to make too high de-
mands on their inventiveness and creativity.

For example, one girl spent a lot of time em-
bellishing her thematic flower instead of de-
fining themes. In the second interview,
Teacher D reflected further that she may
have a personal preference for operating in
complex situations:

| can imagine a set of tasks, and hey, this could be
fun, and then they could do this and this, and | can
envisage it, and then maybe my disappointment be-
comes greater; when it's not going that way. You
should probably envisage it with greater realism, can
they do it? Will they do it? Is there too much free
movement, how are the threads pulled together?»

On the other hand:

If it becomes too guided, then it becomes passive,
then it becomes only as | want it, but | need to
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have them with me, their input, their sense of hu-
mour and their eccentricities /../ But here with
these free tasks | think ‘fuck, what have they really
learned? | wonder if there has been too little
structure’ /../ some of them would have been
able to have worked better within a course struc-
ture, some of the less able. The demands are
high, and some of them would have been able to
meet demands if | had articulated them more ex-
plicitly and pinned them out better. (Cf. the adult
companion.)

The citizenship facilitator

Most teachers in our material deal with the
issue of citizenship development as a wider
goal of subject teaching, but Teacher C ex-
plicitly emphasizes that teachers must repre-
sent normalcy in a school where:

quite a few of the pupils have never been outside
the local area, and you could say that the ethnic
Danes they meet apart from their teachers are
often — this is according to the pupils, but you
have to take their view of things seriously — ad-
dicts, drunkards and racists letting their dogs
loose on them or yelling at them, who give them
a distorted impression of ethnic Danes. That's
why it was important when one film group went
to the stadium in the city centre and an employee
said: «Hello friends, won't you come in and film?»
And they were allowed in and were even offered
a hot sausage, really friendly — and this cultural
meeting, | think, could be really important for
their development.»

Ideal types with a socialization focus

The human relations worker

In our interviews, Teacher A emphasized
that norms governing social interaction are a
prerequisite for subject learning. In this par-
ticular class she initially had to give social
goals more focus than subject-related goals,
but gradually the balance had shifted towards
the latter:

Of course | would like a lot of subject learning to
happen, but if there are tensions or stuff then
they don't learn what they must learn, because
then that stuff is in their heads, and then we have
to sort out those problems and then we can go
on with the subject — and | think we solve this
problem, for the pupils we see at exams have
managed well, external examiners have said they
are really surprised at their achievement. | always
have the subject in focus, | always think about it,
the other stuff | have to handle, because | have to
create an environment which makes learning pos-
sible, you know. The first half year or so — | broke
my back and very little was achieved as far as sub-
ject is concerned. Now | can get their attention,
now they can learn.

Teacher A was encouraged by her headmas-
ter to take the class, but she had had to battle
with colleagues about the importance of
having a clear set of social rules and norms
and the necessity of being consistent. She
defended this by referring to citizenship and
personal development goals:

| would like to equip them as well as possible to
get on well in society, and that is why | think it is
important to explain to the kids who live here,
where they only meet people like themselves,
what goes on in the wider society /.../ | have to
tell them «You know what, you can't get away
with being late every day, in a work place you're
just out, nobody will cope with that» — you know,
simply get some norms plugged into their heads.

In so doing, she moves between a hierarchi-
cal and a democratic authority:

| have taught them that if | have said no, there is
no point in asking again and again, because then it
is simply no. But then | tell them that you must
learn to use arguments /../ it's an important thing
to use arguments instead of beating your way.
When they said they wanted to play ball /.../
then one of them came up with a very good ar-
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gument /../ not the usual foolery, so | said OK|
then | have to give in, this is a very good argument
/... We are in a transitory period now in which
we have applied the principle of other-directed-
ness, now we are approaching the phase of inner-
directedness, and when this is firmly established,
then we can proceed.

Another example of this role type is Teacher
B, who is also occupied with the issue of
moving from dependence to independence.
The first lesson we observed started with a
conflict between the pupils over access to the
ball game area during leisure breaks. Teacher
B and his teacher assistant decided to deal
with the conflict. A pupil was asked to ex-
plain what had happened, and Teacher B
asked questions about the nature of the situ-
ation, emphasizing the rules of speaking
when several pupils wanted to contribute.
Time and again he summed up his under-
standing of the situation and engaged the
pupils in valuations. Eventually, he suggested
that an agreement should be reached:

Teacher B: After all, it is you who should solve this,
because it's you who are out there. You are the
players. | can help you in here to form the teams.
If you agree to this, we can do it.

Pupil: Can’t we let the boys have it one day,
and then the girls the next day?

Assistant: Yes, but I do think it’s much
better to take a point of departure like ‘of
course we can sort this out and reach an
agreement. Yes, if we really want it and we
believe in it and decide to succeed, then we
can succeed’. You can do what you have a
will to do.

Pupil: T will.

Pupil: We can form teams on the black-
board.

Teacher B: Should we try this? And then
we’ll do it while we eat our lunch.
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The adult companion

Teacher A very smoothly switches between a
hierarchical and a democratic discourse. Ex-
plaining how she had established an unques-
tionable authority in the class, she said:

| think it's to do with the person you are, | have
taught their siblings and even some of their par
ents, /../ | show them that | like them, and | show
them quite clearly what | think is OK and what's
not OK/.../ Then | talk to them about a lot of dif-
ferent things, and we do things together; play ball
together, as we did yesterday, | pat them on the
back. | get to know quite a bit, they know that | am
very early in class, and then they come and tell.

In the middle of a lesson Teacher A inter-
rupted herself to share in a discussion be-
tween two boys. Asked whether this is a pro-
fessional task, she said:

No, but when a child asks, his curiosity must be
satisfied as far as | can oblige, but if it is too per-
sonal | neglect it /.../ you are entitled to an an-
swer if you ask a serious question that occupies
you — questions you cannot get an answer to at
home /.../ sometimes we have to take care of
them, otherwise nobody will. Once we dis-
cussed idols, and one particular boy said «I don't
want to resemble my idol, but | want to be like
my Idol», | asked him who his idol was, and he
answered «You». That silenced me for a couple
of minutes.

Teacher B argues similarly:

We are not supposed to be friends, but they
must sense that we like them and respect them
and whatever they do, we are there for them, and
at the same time they must be quite sure where
we stand. | need to have their acceptance — and
that of their parents. If they don’t accept the per
son | am, | would never be able to maintain teach-
ing power or influence in the room.
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Part of this is, however, that the teacher is
engaged in the subject matter of teaching.
A clear cut example of the adult compan-
ion role type is Teacher C, who suggested that
the relations work is more important than the
subject work, especially for the boys. Teacher
C said its OK if the pupils see him as some-
thing else than the teacher, as the authentic
Teacher C, who likes working with them:

There's a reason why | come to work here. One
thing is that | have ambitions that you should learn
something, but another thing is that you give me
something back, something interpersonal. Some
teachers at this school have nothing but a profes-
sional relationship with the pupils. They enter the
class, do their teaching — they are very competent
subject teachers, there is no doubt about their di-
dactical reflections, but | know that nobody would
come to them with their personal problems /../
Does a personal relationship increase the chanc-
es of learning? It's my proposition that it does.»

He added to his reflections that his school
has a vulnerable group of pupils lacking pa-
rental support, and in conflict situations
Teacher C talks with them, either when they
arrive in the morning and he can see they are
troubled, or in regular weekly talks, drawing
on his own personal background — he is par-
ticularly interested in these pupils, and he
thinks that it is typical of a number of his
colleagues that they have biographical expe-
rience which makes their calling to this kind
of school environment understandable. This
is mirrored in the school culture.

In Teacher D’ class a group of boys pre-
sented a short video of a role play based on a
fighting scene in the novel. They admitted
to Teacher D that their work process had not
been serious, but when confronted by other
pupils saying that you could not feel the at-
mosphere nor really hear what was said, they
became defensive. Teacher D told them to
listen to the critique, and one of them re-

torted «then they should also listen to us».
Teacher D told them that their choice of
scene was a relevant one and they had no-
ticed important aspects, but the result was at
the limit. Teacher D commented later:

You think you have given them something good in
different ways, and then their manner is as if they
want to obstruct it a bit, and you get disappoint-
ed. | like it not to be too guided, but | think that
they show here that they just need me to be
much more there to tell them precisely what to
do /../ | think | have an atmosphere in the class
that | want to have, where | can be authentic, it's
the person they meet, and | also think that | give
them an opportunity to be who they are.

At the same time, she questioned whether
these pupils could have been pushed to
achieve a better result:

It's not because | have doubts about my authority
/.. but | think they would feel punished and iso-
lated and then they would have punished back by
producing a really poor result. They find it hard to
bear criticism, as you could see in the role play.
And | had to consult them a lot of times to ask
them ‘Where are you! Which clues have you
made? and as soon as we approach criticism of
how much they have fooled about — they are very
sensitive, they take that very personally.

Teacher D attributes this to a praising cul-
ture.

Conclusions

It is apparent in the examples accounted for
above that no teacher can be contained
within a single role type, they all move across
them, mediating between situational de-
mands or handling them as interrelated edu-
cational dimensions. In Denmark national
goals have been specified, national tests in-
troduced, and pupils’ development plans re-
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quired over the last decade. However, while
the teachers quoted in this article occasion-
ally refer to political demands as constraints
when explaining their decisions, they are not
felt to be in gross conflict with their under-
standing of «what should be done». Some of
the teachers actually seem to handle the de-
mands as an inspiration, using them accord-
ing to their own best judgement.

More often, however, the teachers refer to
the local school culture and to the needs,
constraints or affordances of the local school
environment when explaining their practice
at a supra-individual level. The teachers in
the multicultural schools tend to consider
the limited resources of their pupils as a con-
straint as far as main stream school readiness
is concerned while perceiving them as a gift
in other respects as expressed by Teacher B.
Another type of reference to the reciprocal
nature of education is given by Teacher D
when discussing authority and vulnerability
in the interaction between teacher and pu-
pils in her middle class school.

The human relations worker role type was
predominant in the multicultural schools.
No such difference was identified with re-
gard to the presence of the other role types,
whereas differences in the ways they are in-
terpreted and enacted are notable. Our ob-
servations and interviews show important
school and teacher variations in the degree
to which regulative rules are made explicit.
One teacher in a middle class school made
rules of communication explicit, but the
teachers working in the schools situated in a
multicultural environment tended to be
more explicit about authority than their
middle class school colleagues, referring to
the needs of their pupils. Further, while
there was no obvious difference between
school districts, but clearly between individ-
ual teachers as far as the explicitness of crite-
ria rules is concerned, there were marked
differences with regard to tempo and se-
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quence rules between schools in middle class
(weaker) and multicultural (stronger) envi-
ronments with Teacher C as an exception.
Finally, though high classification and fram-
ing was more prevalent in the multicultural
schools, there were examples of low classifi-
cation and framing found in both school en-
vironments.

The physical affordances and constraints
of the schools exert an influence on the va-
riety of teaching and learning activities at the
teachers’ disposal. For example, one of the
middle class schools had very narrow physi-
cal opportunities for varied activities, while
the other was well equipped with work areas
adjoining the classrooms. This allowed for a
wider range of teaching methods, materials,
learning activities and work organization, as
exploited by Teacher D. However, all schools
may use their local environment for educa-
tional purposes, an example of which was
Teacher C’s film project using the local sur-
roundings of the school and other city areas
to develop subject competences, coopera-
tion and citizenship.

It 1s apparent from our observations and
interviews that there is no one-to-one rela-
tionship between teachers’ plans and ex-ante
intentions and their actual practice and ex-
post reflections. One possible reason for this
— apart from inconsistency — may be various
sorts of physical, organizational or other
constraints. Another may be teachers’ ad-
justments to (individual) pupils’ learning
progression. Yet another may be personal,
institutional or cultural motives or stereo-
types unaccounted for. Teachers’ discursive
management of the educational setting and
the pedagogic relationship as distinct from
their conscious professional identities such as
they are expressed in interviews and didactic
reflections may include less conscious ele-
ments interfering with the intentions, af-
fordances and constraints shaping actual
teaching practice.
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However, it may be thought of as an addi-
tional feature of expert teachers, as illustrated
above, that they are prepared to reflect on
the relationship between their conscious di-
dactic ideologies and their teaching practice,
including the intricate question of why they
are bearers of the didactic ideologies they
have chosen.
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Muntlige ferdigheter er viktig. Det 4 ha trening i 4 std frem og
4 kunne uttrykke seg presist, 4 kunne delta 1 samtaler som like-
verdig partner og 4 kunne lytte og respondere pd andres syns-
punkter er forutsetninger for aktiv deltakelse pd alle omrider 1
samfunnslivet. Med dette som utgangspunkt har vi ensket 4 fa
innblikk i1 hvordan undervisningen i muntlig i skolen foregar.
Undersokelsen bygger pd videodata fra norsktimer pi ung-
domstrinnet 1 seks norske klasserom, der vi registrerer form pa
og frekvens av arbeidet med muntlige ferdigheter. Vi vil forst
skissere bakgrunn for den ekende interessen for muntlige fer-
digheter i skolen, og vise til forskning, nasjonalt og internasjo-
nalt, relevant for 4 forstd opplering 1 og til muntlighet. Dernest
vil vi redegjore for data, design og metodiske overveielser for
analysen av de konkrete klasserommene. I del tre vil vi presen-
tere sentrale funn karakteristisk for opplering 1 muntlige fer-
digheter i norskfaget for si i fjerde og siste del diskutere hva
som kjennetegner opplaering 1 muntlige ferdigheter, laererens
rolle og ikke minst videre utfordringer.

Hvorfor fokusere muntlige ferdigheter?

Den spraklige vendingen innenfor samfunnsfagene og humani-
ora (Rorty, 1967), og den sterke innflytelsen sosiokulturell
teori har fitt 1 pedagogisk tenkning (se f.eks. Siljo, 2001;
Wertsch, 1991), har plassert spriket som vart viktigste redskap
for tenkning og lering. Det er ogsd vel dokumentert hvordan
sprak og spriklig hegemoni i skolen bidrar til sosial reproduk-
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sjon (Bernstein, 2003; Bourdieu & Passeron,
1977; Gregersen & Skall, 1976). Ogsa nyere
forskningsresultater viser dette. De interna-
sjonale PISA-resultatene viser for eksempel
markante skiller 1 norske elevers leseferdig-
heter og skoleprestasjoner (Kjernsli, 2007;
OECD, 2008), sterkere enn i land det er na-
turlig 4 ssmmenlikne seg med. Vi vet at kra-
vene skolen stiller til sjangerbeherskelse og
metaspraklig kompetanse 1 storre eller min-
dre grad er forenlig med elevenes sprakkul-
tur. Nér ulike sosiokulturelle grupper har
ulike holdninger og ulik grad av bevissthet
rundt muntlig og skriftlig sprik (Bruner,
1997; Gee, 1990) «passer ikke» skolens dis-
kurs for alle. Spraket, bide muntlig og skrift-
lig, spiller altsd en nekkelrolle i 4 forstd disse
forskjellene.

Etter introduksjonen av den prosessorien-
terte skrivepedagogikken midt pa ittitallet er
skriving vokst fram som et viktig forsknings-
felt, og etter PISA ogsa lesing. Det samme har
ikke skjedd pa feltet muntlig. Selv om munt-
lig og skriftlig lenge vart formelt sidestilt i de
skandinaviske morsmalsfagene (Undervis-
ningsministeriet, 2009; Utdanningsdirektora-
tet, 2006; Skolverket, 1994), og selv om elev-
ene nd blir provd gjennom forberedte innlegg
eller foredrag til eksamen, har ikke muntlige
ferdigheter fitt samme oppmerksomhet fra
forskerhold som de skriftlige. Det er dette
som er utgangspunktet nir vi med basis 1 klas-
seromsobservasjoner stiller folgende sporsmal:
— Hvordan foregir undervisningen i munt-

lighet pa grunnskoleniva?

— Hva er de dominerende sjangrene og ar-
beidsformene, og hvordan skjer veiled-
ningen?

Teoretiske perspektiver pa
muntlige ferdigheter
Klasserommet er en arena for muntlighet.

Larerens undervisning er muntlig, enten det
skjer 1 foredrags form eller gjennom helklas-
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sesamtale. Elevene tar ordet 1 plenum pa eget
initiativ eller pd oppfordring fra lereren, de
snakker sammen 1 grupper og par, og de del-
tar 1 framforinger, hoytlesninger og dramati-
seringer.

I forskning om muntlig er det ulike sider
ved klasseromssamtalen det har vert skrevet
mest om. Det finnes en betydelig mengde
studier av klasseromssamtaler der fokus ligger
dels pa interaksjonsmenstre (f.eks. 1 forhold
til kjonn), og dels pa samtalens potensial som
leringsverktoy. I en oversiktsartikkel viser
Aukrust (2001) at studiene av samtalene i
klasserommet forst var knyttet til sosioling-
vistisk tradisjon, og at det senere vokste fram
en interesse fra sosiokulturelt orienterte for-
skere, som hadde den samme analyseenhe-
ten, men na knyttet til lering. Mens lingvis-
tene har identifisert monstrene i1 samtalene,
og avdekket hvordan forskjeller mellom sko-
le og hjem hemmer deltakelse 1 samtalene 1
klasserommet (Cazden, John, & Hymes,
1972; Heath, 1983; Mehan, 1979; Philips,
1972; Sinclair & Coulthard, 1975), har de
mer sosiokulturelt inspirerte forskningsar-
beidene (Dysthe, 1995; Hansson, 2009;
Hultin, 2006; Nystrand, 1997; Wells 1993)
iser vaert opptatt av hvilket leringsutbytte
klassesamtalene kan ha. I sin gjennomgang
av forskning pa dette feltet konkluderer Hat-
tie (2009) med at leeringsutbyttet 1 stor grad
varierer med elevenes innflytelse og mulig-
het til 4 utdype samtalen, og av om lererne
stiller autentiske spersmal.

Det er hevet over tvil at en godt forberedt
klasseromssamtale kan gi svert god anled-
ning til trening av elevenes muntlige ferdig-
heter. I vir studie er det likevel ikke denne
sjangeren vi fokuserer pa. I likhet med Mads
Haugsted (1999, s. 33) velger vi 4 skille mel-
lom muntlighet i undervisningen og undervis-
ning i muntlighet. 1 det forste tilfellet brukes
muntlig som redskap for lering av fagstoff,
eller med Haugsteds ord «som erfaringsform
og metode». I det andre tilfellet snakker vi
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om undervisning «<hvor mundtlighed — dens
genrer og disses kontekster — er undervisnin-
gens genstand». Den typiske klasseromssam-
talen faller naturlig inn under den forste ka-
tegorien, mens framforinger, strukturerte
debatter, dramatiseringer og bruk av vurde-
ringskriterier er eksempler pi den siste.

Vi er med andre ord ute etter 4 undersoke
hvordan lerere tilrettelegger undervisningen
nir hensikten forst og fremst er trening 1
muntlighet. Her er det betydelig faerre studi-
er. «Teaching of oral skills» er riktignok et
stort forskningsfelt, men med klart tyngde-
punkt i undervisning 1 andresprik eller frem-
medsprak. I denne tradisjonen stir mestring
og vurdering av sprikferdighet sentralt (se
f.eks. Luoma, 2004). En helt annen forsk-
ningstradisjonen fir vi gjennom sekerordet
oral presentations, som leder oss til publikasjo-
ner innenfor feltet retorikk og kommunika-
sjonsteori, fortrinnsvis innenfor profesjons-
utdanninger. Kartleggingsstudier av hvordan
det faktisk arbeides med muntlige ferdighe-
ter 1 grunnoppleringen, ser ut til 4 vaere
mangelvare.

Nordiske studier

Pa det nordiske omradet finnes det likevel
noen studier som belyser feltet. Haugsted
(1999) gir en omfattende oversikt over statu-
sen til muntlig-disiplinen i dansk folkeskole
pa slutten av 1900-tallet og viser at det er lite
systematisk arbeid med denne ferdigheten.
Det samme resultatet kommer Hertzberg
(2003) til 1 sin kartlegging i norske klasserom
pd grunnskolenivi i samme periode. Palmér
(2008) studerer muntlig kommunikasjon 1 to
svenske gymnasieklasser, en pd Omvardnads-
programmet og en pa Fordons- och Hant-
verksprogrammen, og viser hvordan de to
klassene har helt ulike kulturer pi dette om-
ridet. Hoegh (1991) gir inn pa framforinger
som litterar fortolkning pd dansk gymnasni-
va og utvikler en metode basert pa sprakryt-

me og pedagogisk refleksjon. Endelig gir
Jers (2010) inn i en svensk gymnasieklasse og
studerer arbeid med muntlighet 1 detalj, med
vekt pa presentasjoner.

Disse fem studiene har det til felles at de
alle har muntlighet som sitt eksplisitte fokus.
I tillegg finnes det studier som primert har et
annet siktemdl, men som likevel sier noe om
muntlighet 1
(2002) gir grundig inn pa lyssnande, lytting
som en forutsetning for alt arbeid som har
med muntlighet 4 gjore. Lyng (2004) viser
hvordan elever inntar forskjellige roller 1 de
ulike fasene av et prosjektarbeid med framfo-
ringer, og forklarer variasjonen 1 framforin-
gene med at elevene bruker framforingen til
4 sende ulike «identitetsmeldinger» om hvem
de er eller vil vare.

Lovland (2006) er opptatt av elevenes
bruk av multimodalitet under prosjektfram-
foringer, og konkluderer med at de fir lite
eller ingen veiledning underveis og svert lite
kyndig tilbakemelding pi selve framforin-
gen. Penne (2006) viser hvordan to klasser pa
ungdomstrinnet representerer svert ulike til-

klasserommet. Adelmann

naerminger til muntlige framforinger. I den
ene klassen styres arbeidet av elevene selv,
med det resultat at «kreativiteten» kan ta
overhind og ta oppmerksomheten bort fra
hensikten med framferingen. I den andre
klassen styrer lereren, og der ligger vekten
pd 4 f3 elevene til 4 overvinne sjenanse og ta-
leangst gjennom systematisk retorisk basert
trening 1 3 st fram.

Det en kan trekke ut av alle disse underso-
kelsene, er at didaktisk arbeid med muntlighet
er et felt med et stort utviklingspotensial. Det-
te kommer sarlig tydelig fram 1 Hertzbergs
kartleggingsstudie fra 2003. I denne studien
ble det gjort ukelange observasjoner i 31 nor-
ske klasserom pa grunnskolenivd. Observato-
rene registrerte systematisk alt som ble defi-
nert som arbeid med muntlighet, ordnet i ka-
tegoriene framforinger, verksted, debatter,
metaundervisning 1 muntlig og «annet». Re-
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sultatet var ikke oppleftende. Selv om man
gikk s3 lavt ned som til sekvenser pa 3—4 mi-
nutter, var det mulig 3 sitte en hel uke 1 et
klasserom uten 4 registrere en eneste slik se-
kvens. Et annet funn var at arbeid med munt-
lighet 1 stor grad viste seg 4 vare synonymt
med framferinger.

De klasseromsobservasjonene som denne
artikkelen bygger pa, er gjort noen ir etter
Hertzbergs (2003) studie. Siden begge er fra
grunnskoleklasserom og begge legger samme
definisjonen av muntlighet til grunn for re-
gistreringen, ligger det godt til rette for sam-
menligning.

Tabel I. Kjennetegn ved de 6 skolene.
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Utvalg og metode

Vire data er hentet fra 9.-klasser pa seks ulike
skoler. Materialet bestdr av video som er tatt
opp 1 2005 i forbindelse med forskningspro-
sjektet Pisat+ («pluss» stir for «Prosjekt om
Laerings- og Undervisnings-Strategier 1 Sko-
len»), som hadde til hensikt 4 forfelge pro-
blematiske norske funn i den internasjonale
PISA-undersekelsen (Klette & Lie 2006).
De seks klassene som ble filmet er valgt ut
med bakgrunn i skolens organisering og de-
mografiske beliggenhet, som vist i figuren
under.

Skole | Skole 2 Skole 3 Skole 4 Skole 5 Skole 6
Demografi landlig forsted landlig forsted by by
Organisering tradisjonell  tradisjonell  tradisjonell alternativ alternativ. tradisjonell
Etnisitet mono- mono- mono- multi - mono- multi-

kulturell kulturell kulturell kulturell kulturell kulturell

Klasserommene ble filmet via en tre-kamera
losning; et kamera pad lereren, et kamera
med fokus pa en gruppe elever og et kamera
som fanger hele klassen (Klette, 2009) Det
foreligger 123 timer med videoopptak fra de
seks skolene, og som dekker fagene norsk,
naturfag og matematikk. I alt dekker PISA+
videoopptakene ca. 145 skoletimer. 43 av ti-
mene som er filmet er norsktimer. I denne
artikkelen er det disse timene som er grunn-
lag for den empiriske analysen. Norsktimene
er valgt fordi norskfaget har et spesielt ansvar
for opplering i muntlige ferdigheter. Det ar-
beides med muntlige ferdigheter 1 12 av de
43 registrerte norsktimene, og det er disse ti-
mene som er gjenstandsomride for analysen
som her folger.

Analysetilnerminger

Materialet er analysert via to ulike tilner-
minger. Dels har vi gjort en kvantitativ regis-
trering og analyse av samtlige 43 norsktimer
nir det gjelder undervisningsformat og lz-

rer- og elevaktiviteter, og dels har vi gjort en
kvalitativ analyse av trekk og kjennetegn ved
arbeid med muntlige ferdigheter av norskti-
mene der de arbeider med dette. Laererens
rolle og tilbakemeldinger nir elevene arbei-
der med muntlig blir kommentert i denne
kvalitative delen av analysen.

Den kvantitative registreringen av under-
visningsformat, organisering, og type hel-
klassesamtaler ble brukt for 4 f3 en oversikt
over materialet pa tvers av klasserommene.
Her var vi serlig interessert i trekk ved un-
dervisningsformatet knyttet til forholdet
mellom lererstyrte aktiviteter og mer elev-
aktive arbeidsformer. Tidligere forskning pa
omradet viser at lererstyrt undervisning do-
minerer (Carlgren, Klette, Myrdal, Schnack
& Simola, 2006; Klette, 2003, 2004), samti-
dig som man ogsi ser en sakte dreiing mot
mer elevaktive arbeidsformer i norske og
svenske klasserom (Grankvist & Aase, 2000;
Klette, 2003; Lindblad & Sahlstrom, 1999).
For denne registreringen ble det utarbeidet
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et felles Kodeskjema 1 (for utforlig beskrivel-
se av Kodeskjema 1, se Klette et al., 2005)
som bl.a. sokte 4 dekke aktiviteter som ulike
former for lererstyrt helklasseundervisning
som monologisk instruksjon (lerer foreleser
uten at eleven avbryter), dialogisk instruk-
sjon (lerer underviser men det er rom for
spersmal og elevinitiativ), spersmal — svarse-
kvenser, klassesamtaler, elevframforinger
osV.

Deretter ble videoene kodet for annen
gang, 1 Kodeskjema 2 (se Klette et al., 2005).
Dette skjemaet har kategorier som seker d
kartlegge leereraktivitet, elevaktivitet og fre-
kvens, type og innhold nir det arbeides med
muntlige ferdigheter. Vi skilte bl.a. her mel-
lom framforinger og verksted, diskusjon, de-
batt, og metaundervisning 1 muntlighet (jf.
Hertzberg, 2003). I tillegg hadde vi kategori-
en annet som kunne fange opp eventuelt nye
genre av muntlighet 1 de videofilmede klasse-
rommene. Kodingsmanualene ble utformet
slik at de bygget pd, og kommuniserte med,
tidligere klasseromsforskning (Alexander,
2001; Cuban, 1993; Klette 2003; Nystrand,
1997; Pollard, Broadfooot, Croll, Osborn &
Abbott, 1994), og samtidig var sensitiv til ny-
ere norsk klasseromsforskning og arbeid med
muntlighet 1 klasserommet (Haug, 2004b;
Hertzberg, 2003; Klette, 2004).

I det konkrete kodingsarbeidet gjorde vi
bruk av verkteyet Videograph (software fra
IPN, Kiel) som er utviklet for 3 analysere di-
gitale videoopptak fra komplekse leringssi-
tuasjoner som klasserom. Videograph gir
mulighet for 4 definere egne observasjonska-
tegorier og ratingskalaer, avhengig av hvilket
fokus analysen skal ha. Kategoriene som er
interessante for forskningsspersmailene ble
definert (jf diskusjonen over) og lagt inn 1 et
kodeskjema 1 forkant av observasjonene,
deretter ble opptakene kodet visuelt, direkte
pd filmen. Etter kodingen ble dataene lagt
over 1 SPSS, for 4 muliggjore statistiske ana-
lyser. Her ble kodene overfort pa minutt-
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nivd, dvs. at den aktiviteten (for eksempel
deererinstruksjoner» eller «eleviramforingy)
som dominerte 1 ett minutt «fikk» minuttet.
Det betyr at hendelser og aktiviteter som va-
rer kort ikke fanges opp 1 den kvantitative re-
gistreringen. Dette gjelder blant annet korte
tilbakemeldinger fra lererne (for eksempel:
«Det er bra, du skulle hatt den elektroniske
pekeren. Veldig bra, gutter). Denne type til-
bakemeldinger vil bli dreftet 1 den kvalitative
analysedelen.

I tilegg til den kvantitative registreringen
av ulike undervisnings- og arbeidsformer
bygger analysen pa en kvalitativ tilneerming.
Gjennom en detaljorientert analyse av se-
kvensene der elevene arbeider med muntlige
ferdigheter (framforingene, debatten og me-
taundervisningen), vil vi beskrive ikke bare
hva de gjor men ogsd hvordan de arbeider
med muntlige ferdigheter. Vi ser altsd etter
monstre som er felles for elevgrupper og
klasser, og etter forskjeller mellom dem,
knyttet til innholdet 1 lerestoftet elevene ar-
beider med, hvordan ulike elevene deltar,
hva slags veiledning som gis og hva slags til-
bakemeldinger elevene fir fra leererne. Vi har
ogsd har fokus pa hvilken rolle lererne inn-
tar. Sammen kompletterer vil de to anaylse-
tilnzermingene hverandre og gir et bilde av
undervisningsformat, lerer- og elevroller og
innholdskomponenter nir det arbeides med
muntlige ferdigheter.

Paliteligheten 1 studien er knyttet til god
lyd- og billedkvalitet, kameravinkel, samt
palitelighet 1 kodingskategorier og koding.
Bade Kodeskjema 1 og Kodeskjema 2 ble re-
liabilitetstestet av to uavhengige personer
som testet ut skjemaet pad ulike tidspunkt.
Gjennomgiende viser begge kodeskjemaene
god overensstemmelse 1 forhold til interra-
ter-reliabilitet. For Kodeskjema 1 har alle de
sentrale kodene over 80% overensstemmelse.
For Kodeskjema 2 varierer interrater-reliabi-
liteten. Kodene som skilte mellom fagsprik
og hverdagssprik 1 norsk viste seg 4 vere
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uhensiktsmessige, med svak interrater-relia-
bilitet og er ikke brukt i analysen. Tilsvaren-
de for ambisjonen om 4 skille mellom sam-
mensatte, muntlige og skriftlige ferdigheter,
da disse kodene viste seg 4 vaere umulige 3
skille fra hverandre 1 det praktiske klasse-
romsarbeidet. De sentrale kodene som kartla
muntlige ferdigheter viser imidlertid hoy in-
terrater-reliabilitet. Sammenfattende gir de
utviklete kodene et godt innsyn for frekvens
og instruksjonsformat nir det arbeides med
muntlige ferdigheter.

Bruken av trekameralesningen, og flere
mikrofoner (en mikrofon til par/grupper av
elever) og som kan styres hver for seg gjor at
det er lett 4 fange opp bide lyd og bilde. Ka-
meralosningen gjor at man kan folge alle tre
filmene hver for seg, og samlet fa opp et bre-
dere og samtidig mer detaljert bilde. I etter-
kant kan vi se at mikrofonen som fulgte ka-
meraet for hele klassen, kunne ha vert mer
distinkt og vi sliter noen ganger med 4 hore
hvem som sier hva (for mer diskusjon se ogsd
Klette, 2009).

Spoersmal om studien fanger opp det som
skjer til vanlig 1 klasserommet, eller om elev-
ene endrer adferd som et resultat av at de blir
filmet er avgjorende for validiteten 1 studien.
Det er ulike oppfatninger av 1 hvor stor grad
deltakere pavirkes av videoopptak (Lomax &
Casey, 1998), men det faktum at elevene her
er filmet over lengre tid, og at det er brukt
opptaksutstyr som 1 liten grad forstyrrer arki-
tektur og organisering, reduserer trolig end-
ringene 1 adferden som folge av videooppta-
kene (Derry et al., 2010).

Muntlig i de seks observerte
klassene
Pisa+-materialet viser at arbeid med munt-

lige ferdigheter tar ca 20% av tiden i norsk-
timene (466 minutter av totalt 2228). Gir en
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dypere ned og skiller mellom ulike sjangrer
eller aktiviteter blir bildet som folger:
Framforinger: ca 8%
Debatt/diskusjon: ca 1%
Verksted: ca 9%
Metaundervisning: ca 1%
Annet: ca 1%

Siden kategorien verksted viste seg uten unn-
tak 4 vaere forberedelser til framforinger, har
vi funnet det riktig 4 sli de to kategoriene
sammen, og fordelingen blir slik:
Framferinger og verksted: 84%
Diskusjon/debatt: 4,3%
Metaundervisning: 5,3%
Annet: 6,4%

Framfgringer og verksted

Det vi da ser er at framferinger og verksted
til sammen utgjor 1 overkant av 80% av tiden
brukt pd muntlige ferdigheter. Denne tiden
er jevnt fordelt mellom de to kategoriene.
Til sammen har vi registrert fem framfo-
ringssekvenser: én diktdeklamasjon, en dra-
matisering og tre foredrag eller prosjektpres-
entasjoner.

Deklamasjon av dikt om krig pa Skole 1
Elevene har ovd et kvarter pd forhind, og 1
forkant av evingen snakket klassen om hva
som er viktig 4 huske pa nir de skal lese/de-
klamere. To og to elever deler dikt og stir
sammen ved kateteret foran klassen. Noen
leser rett fra boka, andre deklamerer mer
uavhengig av manus.

Dramatisering av «Den stygge andungen» pa
Skole 4

Elevene deles 1 fire grupper, og skal dramati-
sere hver sin del av skuespillet. Det betyr at
rollene byttes ut, og det blir vanskelig 4 folge
med pa fortellingen. Det ryddes ikke plass til
a spille, aktiviteten foregar mellom stoler og
pulter.
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Prosjekt om nasjonalromantikken er ogsa fra
skole 4

Elevene presenterer gruppevis. De fleste
foredragene ledsages av Powerpoint, noen
har musikk og bilder i tilegg. Elevene som
horer pd er stille, leereren noterer under-
veis.

Presentasjon av emne fra 2. verdenskrig

Pa skole 2 presenterer elevene parvis sitt
selvvalgte emne hentet fra 2. verdenskrig.
De har valgt emner som Hitler, Mussolini,
Tysklands invasjon 1 Frankrike og Ardenner-
offensiven. En gruppe har laget et rollespill,
en annen gruppe bruker kart; ellers ingen
hjelpemidler.

Alkohol, tobakk og narkotika pa Skole 6
Elevene har arbeidet med det tverrfaglige
prosjektet i en uke, og alle skal ha laget en
Powerpoint-presentasjon. Gruppene er pa
fire til seks elever, og elevene stir sammen
foran klassen og presenterer sin del av fore-
draget. Mange av elevene leser opp enten di-
rekte fra Powerpoint-bildene eller fra ma-
nuskriptet sitt.

Under forberedelsene til framferingene
arbeider alle elevene 1 grupper, og i selve
framforingen opptrer elevene ogsd gruppe-
eller parvis. De stir sammen ved kateteret
under fram foringen, og alle elevene sier
noe, ingen slipper unna. Hele klassen er pu-
blikum, sammen med og lereren som setter
seg sammen med elevene. De tre faglige
foredragene er omfattende, og gir over flere
skoletimer, mens dramatiseringen og dikt-
opplessningen bare varer hhv. 15 og 23 mi-
nutter.

Observasjoner viser at de faglige foredra-
gene stort sett den samme strukturen: Elev-
ene arbeider 1 grupper og framforer sammen.
Under framforingen star alle elevene fremme
ved kateteret, og alle elevene sier noe etter
tur. De aller fleste elevene har med seg ma-
nus, og stotter seg i ulik grad til det de har
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skrevet. Noen av elevene bruker visuelle
hjelpemidler, andre ikke. P4 Skole 6 er bruk
av Impress' et krav, og alle gruppene har la-
get elektroniske presentasjoner, pa Skole 5
bruker alle elevene projektor, noen bruker
Powerpoint, andre viser bilder og spiller mu-
sikk, mens pa Skole 2 er det bare to av grup-
pene som bruker kartet som henger 1 taket
ved kateteret, og en gruppe som bruker van-
lig tavle.

Det er lite improvisasjon i framfoeringene,
og sjelden spersmal eller kommentarer un-
derveis som elevene ma svare pa eller forhol-
de seg til. Bortsett fra variasjonen i bruken av
multimodalitet er mensteret 1 klassene sd like
at de nesten framstir som rituelle, elevene
planlegger 1 gruppe, skriver det de skal si,
fordeler ordet og fremforer sammen. Mede-
levene er stort sett stille nir presentasjonene
foregir, vi observerer fi elever som dpenlyst
demonstrerer at de kjeder seg eller ikke fol-
ger med pd en sinn madte at det hoylytt for-
styrrer, men det ser ut som publikum gir li-
ten respons til dem som framferer. Mange
ser ned, eller ut av vinduene. Nir en gruppe
er ferdig klappes det. Pd Skole 1, Skole 2 og
Skole 5 sier lererne kort takk og «bra» eller
«fint», pa Skole 6 gir lereren en litt lengre til-
bakemelding.

Diskusjon/debatt

Denne kategorien er definert som en for-
mell diskusjon som enten er elev- eller le-
rerledet. I virt materiale har vi bare registrert
én slik sekvens. Elevene er delt 1 atte grupper
som fir utdelt hvert sitt tema som de skal
lage en debatt om. Temaene er hentet fra en
lzerebok og dreier seg om temaer som «for og
imot mobiltelefony, «eggetid», «bruk av
MP3-spiller pa tur i skogen» og lignende
ikke-pensumrelaterte emner.

Elevene har fitt ca 20 minutter til 4 plan-
legge debatten sin, og de fir instruksjon om
4 bruke saklige og usaklige argumenter. Hver
av de atte debattene er korte (2—5 minutter)




SIGRUN SVENKERUD, KIRSTI KLETTE OG FR@YDIS HERTZBERG

og ligner hverandre 1 formen. Elevene finner
saklige og usaklige argumenter for og imot
temaet de har fitt utdelt, debatten om skole-
dagen ber begynne senere, begynner for ek-
sempel slik:

Elev 1: Jeg er sa trott, og det er kjipt 4 mitte
legge seg tidligere.

Elev 2: Ja, det er kjipt 3 legge seg tidligere,
men begynner vi senere legger vi oss
seinere, og far akkurat like mye sovn,
og er akkurat like trotte.

Elevene som framferer bruker humor:

Elev 3: En venn av meg som studerer men-
neskers liv sier at man har det kulest
og morsomst om natta. Han har alltid
riktig for han fikk alt riktig pd en
prove pi barneskolen.

Elev 4: Men jeg har snakket med en
hjernekirurg som sier det ikke er bra
d vaere oppe hele natta.

Elev 3: A herre satan du har ikke noe 4 si du

om dette her (latter)

Temaene som er valgt gjor det lett tilgjenge-
lig 4 bruke humor, fordi det er temaer der
det ofte er konflikt mellom ungdommers og
voksnes oppfatninger av regler og normer,
og dermed lett 4 spille ut stereotypiske roller:
ungdom som vil vaere oppe hele natten, og
voksne som ikke forstar at det er nodvendig
med mp3 spiller pa tur i skogen.

Elevene er urolige som publikum, og
mange folger ikke med. Til 4 begynne med,
etter de forste debattene, spor lereren klas-
sen om de kan identifisere de saklige og
usaklige argumentene. Mange av de usaklige
argumentene er sa apenbart usaklige at det
virker som om ikke elevene gidder 4 kom-
mentere dem. Lareren fir derfor etter hvert
liten respons fra elevene, og overtar med 4 gi
kommentarer selv. Debatten er preget av at
innholdet ikke ble oppfattet som serigst.
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Metaundervisning

Denne kategorien skal fange opp undervis-
ning som har muntlig som tema, f.eks. om
stemmebruk og kroppssprik, om hva som
skiller muntlig og skriftlige sjangrer, eller om
dialekter eller sosiolekter. Kategorien skiller
seg fra de andre ved at det dreier seg om teo-
riundervisning og ikke ferdighetstrening. Vi
har registrert tre tilfeller av slik undervisning,
eller ca 5% av tiden, der elevene arbeider
med muntlig. De to forste kommer 1 sam-
menheng med sekvenser der elevene selv
skal uteve muntlighet, den siste knytter seg
til et sentralt norskfaglig tema.

Den forste gjelder en forberedelse til dikt-
deklamasjonen pa Skole 1. Gjennom en kort
sporsmil-svar-sekvens (1 underkant av 3 mi-
nutter), minner lereren elevene om hva de
ber tenkte pa nir de skal lese dikt:

Leerer:  Dere skal ove pd det 1 et kvarter. Vi
tar litt felles forst, ndr dere skal ove pa
dikt, hva er det som er viktig 4 ove
pa?

Elev 4: Tkke lese for fort.

Leerer:  Ikke for fort, for at folk skal fi det
med seg. Er det andre ting?

Elev 5: Snakke til publikum.

Lerer:  (nikker) «Snakke til publikum, fole at
det er noe du vil si til dem.

Elev 6: Tkke mumle.

Leerer:  Tkke mumle ja, som jeg er ekspert pa.
Ikke gjor som meg, snakk tydelig.

Elev 6: Ikke lese.

Lerer:  Hvis du greier det. Det spors hva du

greier 1 lopet av 15 minutter, men at
vi greier 4 se ut til publikum (...)
godt 4 ha boka der, ikke sant?

Her ser vi hvordan lereren bekrefter elevenes
innspill, uten 4 gi utdypende kommentarer.
Det kan virke som om det er en kort repeti-
sjon av ting det er blitt snakket om tidligere.
Lareren bremser en av elevene nir han fore-
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slar at de «kke [skal] lese». Hun mener det
ikke er nedvendig 4 kunne diktet utenat.

Den andre registreringen av metaunder-
visning finner vi 1 klassen pa Skole 2 1 til-
knytning til for-og-imot-debattene (se
ovenfor). Til sammen varer denne metaun-
dervisningen ca. 14 minutter, fordelt pa fire
korte sekvenser, i for- og etterkant av debat-
tene. Laereren underviser i aspekter ved
muntlig sprik som er relevante for debattene
elevene har presentert. Innholdet i undervis-
ningen dreier seg dermed om 4 kunne for-
skjell pd saklige og usaklige argumenter, og
om spraklige virkemidler som bruk av hu-
mor og ironi 1 muntlig framstilling. Nar en
av gruppene bruker ironi, kommenterer le-
reren f.eks.:

Ironi kan virke ... ironiske leerere for eksempel, det
kan veere ukoselig & motta ironi. Den som er ut-
satt for ironi, det kan vere litt vanskelig. Ironi er pa
en mate a si det motsatte av det man mener.

Den tredje registreringen av metaundervis-
ning varer ca. 7 minutter, og finnes 1 klassen
pa Skole 5, nir lereren gjennomgir kjenne-
tegn ved eventyr. Undervisningen skjer i
forbindelse med et foredrag om HC Ander-
sen, der lereren peker pd ulike spriklige
trekk 1 eventyrlitteraturen, og hun avslutter
med undervisningen om muntlige kjenne-
tegn, blant annet tretallsloven:

Nar det er en muntlig, nar du skal fortelle en his-
torie muntlig ... for & kunne huske en fortelling
hva ma ... da ma den vare enkel, ikke sant? Og
det er derfor det er et tretall.

Lzerernes veiledning og
vurdering av muntligarbeid

Nir elevene arbeider individuelt eller 1 grup-
pe, gar ofte lererne rundt og veileder. En del
av leererinvolveringene er si korte at de ikke
registreres 1 kodingen. Neden den veilednin-
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gen som varer 1 mer enn ett minutt, og ma
dermed brukes med et visst forbehold. Det
som faller utenfor registreringer er lerernes
gir korte tilbakemeldinger pd spersmil som
elevene stiller, men oftest gjelder det mindre
substansielle ting.

Allmenngjoring av spersmal: 0%

Individuell veiledning: 12 %

Gruppeveiledning: 46 %

Ikke interaksjon: 6 %

Gar ut av romme: 36 %

Nir elevene har verksted, gir lererne veiled-
ning i ca 60% av tiden (gruppeveiledning
50% og individuell veiledning 10%). Larer-
ne gjor andre ting, som ikke er knyttet til
veiledning («ikke interaksjon» eller «gdr ut av
rommet») ca 40% av tiden. «Allmenngjoring
av spersmal» som skal fange opp situasjoner
der leereren tar opp sporsmal med hele klas-
sen, som en form for fellesveiledning, er ikke
registrert 1 forbindelse med arbeid 1 verksted.
Nir elevene er ferdige med planleggingen 1
grupper, og skal framfore, tar leererne rollen
som tilherer sammen med resten av elevene.

Etter elevframforingene er lerernes kom-
mentarer mer en vurdering enn veiledning.
[ vire observasjoner er typiske kommentarer
etter framforingene nettopp korte og gene-
relle, og oftest positive, som etter framforin-
gene pa Skole 2:

Lerer:  Nydelig, det er ikke mer 3 si!

Lerer: Det er bra, du skulle hatt den elekt-
roniske pekeren. Veldig bra, gutter!

Lerer:  Kjempefint, takk skal dere hal

Ogsa etter diktopplesningen i klassen pa
Skole 1 fir de fleste elvene en kort, rosende
kommentar, uavhengig av prestasjon. Etter
framforingene om nasjonalromantikken pa
skole 5 fir elevene beskjed om at de fir
karakter etter at alle har presentert, og de fir
et «takk til dere» etter presentasjonene. Til-
bakemeldingene etter prosjektet om alkohol,




SIGRUN SVENKERUD, KIRSTI KLETTE OG FR@YDIS HERTZBERG

tobakk og narkotika pa Skole 6 er noe er mer

systematiske, men ogsi her lite konkrete.

Lareren gir gruppene en samlet vurdering

om innholdet, som stort sett er positiv, som

f.eks. til Gruppe 2:

Lerer:  Det er fine bilder som stemmer med
de punktene dere har nedover pd im-
press og jeg trekker ikke noen ting for
at det har blitt nd en bakgrunn som
har tulla seg fra det ene til det andre,
s4 ikke bekymre dere for det. Og det
stemmer med punktene, det stem-
mer med det dere sier sdnn at jeg ser
at det er bra innevd, dere er samkjort
som gruppe, innholdet det synes jeg
er bra, og at dere fremforer med
innlevelse. Jeg likte spesielt den
parykken jeg (latter) ma fi si det da
(latter). Okei da, (latter) skal dere
XX. (latter)

Deretter fir hver elev en kort tilbakemelding

som fokuserer pd formen pi den muntlige

prestasjonen, lereren legger blant annet vekt
pad at de «prater», 1 motsetning til at de leser
opp fra manus:

Lerer:  Ellen har veldig personlighet liksom 1
forhold til det du har frampa her sinn
at det blir kjekt 4 hore pd. Og Nadia
prater og forklarer og gode forklar-
inger. Hamid det samme, og Jonas og
prater.

Samlet sett er inntrykket fra de tre klassene at
tilbakemeldingene er korte, noen grupper
fir ingen tilbakemelding i det hele tatt, men
fir beskjed om at de fir karakter.

Diskusjon

Registreringene tegner et bilde som i ho-
vedtrekk bekrefter Hertzbergs (2003) under-
sokelse. Framforinger er den overlegent mest
dominerende arbeidsformen ogsd i vir un-
dersokelse. Vi har ogsd registrert at det gis
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lite veiledning underveis, og tilbakemeldin-
gene som blir gitt til slutt, er ukritiske og lite
konkrete. Sekvensene med metaundervis-
ning er fi og korte, og det ene eksemplet pa
styrt debatt vi har registrert, er lagt opp slik
at det oppfattes som lite seriost.

En dpenbar forskjell mellom Hertzbergs
(2003) og vart materiale ligger 1 totalvolumet
pd muntlige sekvenser, som er mye hoyere
hos oss. Det kan vare fristende d tolke dette
som en indikasjon pd en generell gkning av
arbeid med muntlig i lopet av perioden, men
forklaringen kan ogsd ligge andre steder. I
2003 var observasjonsperioden 1 hver klasse
én uke, 1 det foreliggende materiale var det
tre uker. En observasjonsperiode pi en uke
kan vare tilstrekkelig for 4 kartlegge gjen-
nomgiende arbeidsformer, men for kort til 4
felle noen dom over aktiviteter som opptrer
uregelmessig.

Framforinger tilhorer nettopp den siste
typen. Framforinger er gjerne siste fase av et
prosjektarbeid som har foregitt over tid, og
hvis en kommer inn i en klasse den uka det
er prosjektpresentasjoner, vil det fylle flere
norsktimer. I 2003-materialet hadde ingen
av de fire 9.-klassene prosjektframforinger 1
norsktimene, mens fem av de seks skolene
hadde det i 2005. Det kan for gvrig ogsa for-
klare forskjellen pa Skole 4 og de andre fem
1 2005 materialet. Som vi har sagt over, var
Skole 4 den eneste skolen som ikke hadde
noen form for prosjektframforing under ob-
servasjonsperioden.

Til tross for denne reservasjonen kan vi
trekke fram noen interessante trekk ved klas-
sene som er studert. Av de seks klassene fin-
ner vi det samme mensteret med mye fram-
foringer og lite andre muntlige arbeidsfor-
mer pa fire av skolene. To av skolene som
ikke hadde storre elevframforinger er Skole
3 og Skole 4. Pa Skole 3 gjennomforte elev-
ene en strukturert debatt, ellers var det lite
annet muntligarbeid. Skole 4 hadde nesten
ikke noe systematisk arbeid med muntlige
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ferdigheter 1 noen av kategoriene. Pa de fire
skolene med elevframforinger ser vi at det er
variasjon mellom klassene bide pa kvalite-
ten, arbeidsinnsatsen og sjangeren de velger 1
framforingene.

Vi oppfatter at variasjonene mellom klas-
sene er storre enn variasjonene mellom elev-
ene innenfor en klasse nir det gjelder bruk
av virkemidler, underholdningsfaktor, grad
av serigsitet, nervesitet, alvor og arbeid som
er nedlagt 1 presentasjonene, og dermed kva-
liteten pd presentasjonene. Dette kan ha
sammenheng elevsammensetningen og kje-
mien i de ulike klassene, men ogsd hvilket
grep lereren tar. Penne (2006) viser pa en
svert tydelig méite hvor forskjellig muntlige
framforinger arter seg i henholdsvis «Dra-
bantbyskolen» og «Byskolen», nettopp pd
grunn av lererens helt ulike mater 4 struktu-
rere arbeidet pid. Ogsd Lovland (2006), som
har fokus pa bruken av multimodale ressur-
ser 1 elevframforinger, viser hvordan lererens
kompetanse ble avgjorende for kvaliteten av
presentasjonene.

Ogsi for kategorien debatt finnes det fi re-
gistreringer 1 materialet, det opptrer bare 1 en
av klassene. Hensikten med de regisserte de-
battene 1 denne klassen er 4 lere forskjell pa
saklige og usaklige argumenter, men i dette
klasserommet fir formen og ikke innholdet 1
debattene oppmerksomheten, og debattene
blir dermed oppfattet som litt userigse av
elevene. Gode diskusjonsemner kjenneteg-
nes ved at de tar opp noe elevene er interes-
sert 1 eller blir interessert 1 underveis, og inn-
holdet ber ogsi vere slik at det finnes et
spekter av mulige losninger, og ikke et dpen-
bart riktig svar (Simon & Maloney, 2007),
som var tilfellet 1 disse debattene. For eksem-
pel er debatten om det er smart d spise «junk-
food» som er ett av temaene, av en slik art at
det bare finnes det ett svar og det vet bade
elevene og lereren.

Videoopptakene av klassene viser at det er
lite undervisning eller instruksjon i forkant
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av de muntlige framforingene. Strengt tatt
vet vi ikke om slik undervisning er gitt pi et
tidligere tidspunkt. Nér laereren pa Skole 2
sier «vi gjor som vi pleier» for elevene skal
starte framforingene sine, kan det bety ett av
to: enten at kriteriene for framforinger alle-
rede er godt innarbeidet, eller at kriteriene
er underkommunisert. Inntrykket vi far, er
at det er det siste som er tilfellet. Palmér
(2008, s. 110) registrerer det samme 1 sin
forskning om muntlige fremferinger i gyna-
sieskolan 1 Sverige: « Eleverna fir inga anvis-
ningar om hur redovisningarna ska liggas
upp, och de fir inte heller nigon preciserad
respons av lirare eller kamratar.»

Tilbakemeldinger kan fungere som en
form for veiledning, dersom de fokuserer pa
malet eller hensikten med oppgaven, hvor
elevene er i forhold til malet, og hvordan han
eller hun kan arbeide videre. Black og Wili-
am (1998) viser hvor viktig formativ vurde-
ring er for elevers arbeid klasserommet, og
ogsd Hattie og Timperly (2007) understreker
hvor viktig det er at lerernes tilbakemeldin-
ger treffer elevenes niva. Nir det gjelder
eleviremforingene vi har observert, ser vi at
tilbakemeldingene til elevene er svert korte
og generelle, gjerne udelt positive («Flotth).
Selv om det er bedre 3 stotte enn 4 rive ned,
tyder forskningen pa at rendyrket positiv re-
spons ikke er lennsomt. Black og Wiliam
(1998) presiserer at den gode tilbakemeldin-
gen ma peke pa bdde sterke og svake sider ved
elevens prestasjon, og Alexander (1997, s. 88)
viser hvordan ukritisk ros kan fungere mer
forvirrende enn oppmuntrende, og i verste
fall kontraproduktivt.

Et annet trekk av betydning for elev-
prestasjoner er lererens forventninger. I flere
av klassene signaliserer laereren dpent sveert
lave forventninger til elevenes prestasjoner.
For diktopplesningen pa i klassen pa Skole 1
sier leereren at «jeg forventer ikke at dere skal
klare alt dette», og sikter til kriteriene for
gode opplesninger som de pa forhind disku-
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terte. Det samme signaliserer lereren til
elevene pa Skole 2, for de skal i gang med
presentasjon av 2. verdenskrigprosjektet:
«lkke se sd alvorlig pa dette her, det teller
bare en brekdel av karakteren.» Slike utsagn
har sannsynligvis ssmmenheng med at lerer-
ne onsker 4 dempe prestasjonspresset. Bade
Hertzberg (2003) og Haugsted (2004) viser
at lererne vegrer seg for 4 rette pa elevene
etter muntlige sekvenser: «Det virker som
om holdningen er at det 3 st3 fram, er si sir-
bart at man ikke skal gjore noe som helst an-
net enn A stotte entusiastisk.» (Hertzberg,
2003, s. 159). Realiteten er likevel at elevene
ikke fir den veiledningen de trenger.

Tidligere undersokelser viser at leererne er
opptatt av det sosiale klimaet 1 klassen, og at
de er oppmerksomme pd hver elevs behov.
Det ser vi ogsd 1 vart materiale. Den indivi-
duelle veiledningen rettes 1 flere av tilfellene
mot elever som gruet seg for 4 fremfore, eller
trengte spesiell oppfolging av andre grunner.
Observasjonene bekrefter det vi vet fra tidli-
gere undersokelser, blant annet fra evalue-
ringen av Reform 97, at lererne er inklude-
rende og arbeider bevisst for 4 skape gode
leeringsmiljoer. Elevene fir tid og rom til 4
utrykke seg, bade 1 foredrag og samtaler, og
dette kan uten tvil bidra til 4 ivareta den
identitetsskapende funksjonen som bade
Lyng (2004) og Penne (2006) beskriver 1 sine
studier. Utfordringen mi vare at elevene 1
tillegg utfordres til tenke gjennom hva som
er kunnskapsgrunnlaget som ma til for 4 bl
god 1 muntlige ferdigheter. De ma oppmun-
tres til 3 lofte blikket og reflektere over hva
de gjor, hvordan de gjor det og hvorfor de
velger 4 gjore det pd akkurat denne maiten,
og da trenger de laererens hjelp.

Gir vi til den siden ved muntlighet som
har med samtalekompetanse 4 gjore, oppvi-
ser vart materiale bare fi eksempler pa at lae-
reren bruker potensialet for utdyping og
innsikt i samtale med enkeltelever eller over-
for klassen som helhet. Allmenngjoring av
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sporsmil for hele klassen ble f.eks. registrert
bare en gang i de 43 norsktimene, og ikke i
det hele tatt 1 forbindelse med arbeid 1 verk-
sted. Det samsvarer ogsd med flere av under-
sokelsene 1 evalueringen av Reform 97
(Haug, 2004a, b; Klette, 2003), som viste at
lzererne er stottende og bruker mye ros, sam-
tidig som de er forsiktige med 4 stille krav til
elevene, og at tilbakemeldingene sjelden
inneholder korreksjoner. Ogsa senere forsk-
ning (Klette & Lie, 2006) har vist at tross for
mye aktivitet og mye elevengasjement, man-
gler mange situasjoner fokus, retning og ikke
minst laerers aktive og systematiske introduk-
sjon og oppsummering av aktivitetene.
Dette innebarer at det er et stort forbed-
ringspotensiale 1 klasseromssamtalen som la-
ringsform. Larernes systematiske og gjen-
nomtenkte bruk av ulike samtaleformer, in-
kludert tilbakemeldinger og «uptake» av
elevytringer er avgjorende for elevenes la-
ring (Alexander, 2001; Hattie & Timperley,
2007).

Konklusjon

Ovenfor har vi sett at materialet oppviser fa
eller ingen eksempler pd undervisning 1
muntlighet. De fi eksemplene vi har, er si
kortvarige at de neppe kvalifiserer for en slik
betegnelse. Dette blir serlig tydelig hvis vi
sammenligner med undervisning 1 skriving.
I norskfaget er det lang tradisjon for under-
visning 1 grammatikk, rettskrivning, tekst-
struktur og sjanger, og det gis ofte omfatten-
de tilbakemelding pi elevenes skriftlige pro-
dukter. Det ville bli regnet som utilstrekkelig
4 bare la elevene skrive og sa avspise dem
med et «Flotth». Dette henger utvilsomt
sammen med den vurderingskulturen som
har utviklet seg i forbindelse med at mors-
malene har vert skriftlige eksamensfag 1 ge-
nerasjoner, bide 1 Norge og resten av Nor-
den. I de siste 20 drene er denne vurderings-
kulturen 1 tillegg blitt godt hjulpet av
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prosesskrivingens vektlegging av veiledning
underveis. Noen tilsvarende tradisjon finnes
ikke for muntlig. Derimot har muntlig eksa-
men bide 1 Norge, Sverige og Danmark ny-
lig endret seg fra 4 vaere en prove 1 pensum til
4 vaere en forberedt framforing, gjerne med
bruk av Powerpoints, og dette har naturlig
nok fort til en storre vektlegging av det reto-
riske perspektivet.

Det siste som har skjedd 1 Norge, er at den
nye lereplanen (LK 06) har introdusert
muntlig som en av de fem «grunnleggende
ferdigheter». Sammen med skriving, reg-
ning, lesing og digitalt arbeid skal muntlig
vere et satsingsomrade tvers igjennom det
13-arige lopet; 1 alle fag og hos alle lerere.
Dette er et dristig grep, men den pigiende
evalueringen av lereplanen tyder pa at det er
langt igjen for dette er nedfelt i1 klasserom-
met (Meller, Ottesen & Hertzberg, 2010).
Nir det gjelder muntlig, viser de forelopige
resultatene at det er den endrede eksamens-
formen mer enn lereplanen som gir disipli-
nen status. Sannsynligheten er stor for at en
ny studie om noen dr vil avdekke langt mer
bevisst arbeid med muntlighet enn vir un-
dersokelse viser.

Note

I Impress er et presentasjonsprogram fra
Open office.
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lereplaner

Demokrati-
forstaelse og inten-
sjoner i demokrati-
oppdragelsen

Norske lcereplaner mellom 1974 og 2010

LARS GUNNAR BRISEID

Danning til demokrati har stitt sentralt som oppdragelsesideal
i norsk skole helt fra 1850-tallet da Ole Vig og hans kampfeller
sto 1 bresjen for nasjons- og demokratibyggingen 1 det store
folkeopplysningsprosjektet (Slagstad, 1998; Dokka, 1967).
Norske lereplaner for grunnskolen har historisk sett gitt ulike
foringer pa hvordan demokratioppdragelsen skulle foregi, og
hva den innebarer. Milet med denne artikkelen er 4 synliggjo-
re ulike demokratiforstielser i utvalgte leereplaner etter 2. ver-
denskrig, og hvilke mil og midler hver av dem legger opp til
med tanke pd demokratioppdragelsen. Hvordan planene har
virket 1 praksis, er ikke tema.

Forskning om skolens politiske oppdragelse virker eller ikke,
er tvetydig (Berhaug, 2007). Men det ligger likevel som en inn-
forstatt antakelse og forutsetning i dette arbeidet at leereplaner
som leererinstruksjon har betydning for hvordan det praktiske liv
utspiller seg i skolen. De valgte planene er M74 Monsterplanen av
1974 (Kirke og undervisingsdepartementet, 1974), M87 Mon-
sterplanen av 1987 (Kirke og undervisingsdepartementet, 1987),
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L97 Lereplanverket for den 10-drige grunnskolen
(Kongelige kirke-, utdannings- og forsk-
ningsdepartementet, 1996) og LK06 Kunn-
skapsloftet. Lereplaner for gjennomgdende fag i
grunnskolen og videregdende oppleering (Utdan-
nings og forskningsdepartementet, 2005).
(Betegnelsene M74, M87, L97 og LKO06 vil
bli brukt videre i artikkelen.) I det folgende
vil jeg forst redegjore for kunnskapsstatus pa
dette feltet. Deretter vil jeg redegjore for tre
ulike demokratiforstielser: kommunitaristisk,
deliberativ og liberalistisk. Disse typologiene
er utgangspunktet for analysen av de ulike lae-
replanene.

Forskningsstatus

Det var forst med skoleloven av 1959 at det
demokratiske ble et element i formalet for
norsk grunnskole. Rolf Tennesen, hevder at
med M74 (Mensterplanen av 1974; Kirke og
undervisingsdepartementet, 1974) ble eleve-
ne som subjekter og selvstendige deltakere i
skoledemokratiet loftet frem i sterkere grad
enn det som hadde vert tilfelle 1 tidligere lee-
replaner (Tonnesen, 2003). Det samme pe-
ker Svein Lorentzen (2003) pi. «Mer enn for
vektla M74 at elevene skulle oppoves 1 kri-
tisk tenkning og vitenskapelige arbeidsma-
ter» (s. 191). Alfred Oftedal Telhaug pa sin
side, hevder at med M74 kom det forste an-
grepet i offentlig regi pd grunnskolen som
nasjonsbyggende institusjon, bl.a. fordi pla-
nen «la til rette for et sterkere innslag av lo-
kalt leerestoft og for storre frihet 1 valg av le-
restoft» (Telhaug, 2003, s. 226).

10 &r etter M74 kom en ny lereplan M87
(Monsterplan for grunnskolen av 1987; Kirke og
undervisingsdepartementet, 1987). Tonnes-
sen peker pd at den skilte seg fra M74 ved at
den begrenset lerernes frihet til 4 velge em-
ner for undervisingen 1 de ulike fag, samtidig
som den med rette er blitt oppfattet som en
sterkt lokalorientert laereplan (Tennessen,
2003). Telhaug hevder at planens oppfor-
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dring til 4 knytte skolen til det lokale samfun-
net ma forstds som et forsek pa & motvirke
det foregiende tidrs opplesning av tradisjo-
nelle menneskelige tilhorighetsforhold. Der-
for ble begrep som fellesskap og tilherighet
sterkt betonet (Telhaug, 1997).

Den lokale orienteringen handlet 1 Tel-
haugs forstielse om 4 «styrke identitetsfolel-
sen». Han hevder videre at planen 1 stor grad
var «gjennomsyret av den humanistiske og
sosialpsykologiske pedagogikkens konkur-
ransefientlige motivasjonsfilosofi» (Telhaug,
1997, s. 75), og foyer til at planen fremsto
som et «reformpedagogisk radikalt doku-
ment med utgangspunkt 1 barnets verden og
1 menneskers sirbarhet 1 en forvirret tilvaerel-
se» (Telhaug, 1997, s. 76). 1 Telhaugs forsti-
else synes det demokratiske oppdragelses-
aspekt 1 M87 dermed 4 knyttes til begreper
som etablering av fellesskap, identitet og lokal til-
herighet, parret med humanistisk preget om-
sorg for de svakeste.

Tonnessen hevder at nir M87 (Monster-
plan for grunnskolen av 1987) la s stor vekt pa
den lokale dimensjonen, var det bl.a. fordi
den lot seg kombinere med ideen om demo-
kratisk dannelse, der alle grupper med til-
knytning til skolen skulle fi okt innflytelse
(Tonnessen, 2003, s. 72). P3 den annen side
peker han pd at nir demokrati blir nevnt i
planen, kobles dette sd d si bestandig sammen
med begrepet ansvar, og:

nar planen kjgrer sa monomant pa denne sam-
menhengen, risikerer den & formidle et inntrykk
av at elevene ellers er svart ansvarslause, og at
de ma holdes under oppsikt for ikke & sette de-
mokratiet pa spill. (Tennesen, 2003, s. 74)

Telhaug og Tonnesen synes dermed 4 ha en
felles forstielse av elevsynet 1 M87, som litt
hjelpelose individ som ma «passes pa» og
hjelpes frem, samtidig som de (under ansvar)
kan ha medbestemmelse i det lokale lere-
planarbeid.
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L97 ivaretar ifolge Tonnesen deltakerper-
spektivet i demokratioppdragelsen, og meter
elevene som selvstendige med- og motspille-
re med frihet til 3 tro, tenke, tale og handle 1
jevnbyrdig politisk deltakelse og debatt:

Samtidig tilegner elevene seg innsikt i retningslin-
jer og idegrunnlag for politisk virke i et demokra-
tisk samfunn og kan leere respekt for demokratis-
ke idealer og spilleregler. (Tannesen, 2003, s. | 18)

Telhaug (2002) fremhever som et karakteris-
tisk trekk ved L97 at den tar utgangspunkt i
at barn og unge er robuste skikkelser, med
lyst pa livet, mot, og med enske om 4 bli lof-
tet og utfordret. Laereren pa sin side blir be-
traktet som «forbilde, om lereren som for-
midler, som den lys levende inkarnasjonen
av den kultur som det er skolens fremste mal
4 formidle» (Telhaug, 2002, s. 62). Bade
Tonnessen og Telhaug berorer dermed det
de synes 3 oppfatte som likheter og ulikheter
mellom M74 og L97: elevsynet, synet pd lee-
rerens rolle og kunnskapssynet. Selv om beg-
ge planene har et formulert deltakerperspek-
tiv, synes L97 3 legge storre vekt pa formid-
ling av et faglig- kulturelt fellesskap. I den
forbindelse loftes leereren frem som en viktig
aktor og et forbilde.

Dagens lereplan LK06 ble underkastet en
evaluering 1 2008 av Britt Ulstrup Engelsen.
Hun peker pa at dette lereplanverket har
konflikterende kunnskapsoppfatninger. Mens
den generelle delen ble viderefort fra L97 og
har «sosial integrasjon» som et viktig mal, og
«understreker betydningen av en kanon ... ‘a
contentdriven curriculum’», kan Del II, den
sakalte «leeringsplakaten» bli tolket i retning
av en elevsentrert lereplan med vekt pa det
enkelte individs lering og utvikling
(Engelsen, 2008, s. 87).

Engelsen hevder at planene for fag har et
individuelt perspektiv ved at de beskriver
hva den enkelte eleven skal gjore eller mes-
tre, fremfor at innholdet 1 faget presenteres.
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Dette har ogsa implikasjoner for demokrati-
forstielsen og synet pa demokratioppdragel-
sen, som dermed fir primert fokus pd 3
«bygge opp» den enkelte fremfor 3 innvies 1
en felleskultur gjennom et felles innhold for
alle. Harald Thuen (2010, s. 284), peker pa
at en kjernesak i Kunnskapsloftet var lering
av «grunnleggende ferdigheter» og «et sett
grunnleggende holdningsprinsipper for sko-
lens og lerernes virke.» Skolene skulle fi
handlingsfrihet til 4 velge selv hvordan male-
ne skulle nis:

Vi fikk et knippe nye honngrord som «lokalorien-
tering», «frihety og «selvstendighet» for leererne
og «brukermedvirkning» for elever og foreldre ...
| enden av de ulike veivalg var det resultatene og
spersmal om maloppfyllelse som gjaldt — det har-
te til statens sak. Malet var en kunnskapsskole
bygget over lesten «malstyrt valgfrinet». (Thuen,
2010, s. 284)

Thuen beskriver dermed en kunnskapsskole
der innholdet ikke er noe felles for alle lan-
dets skoler slik som i L97. Demokratiopp-
dragelsen handler mer om 4 «bygge opp»
enkeltindividet til demokratiske borgere
med utgangspunkt 1 lereplanens individuelle
kompetansemal.

Av de forskerne som er nevnt, er det bare
Tonnessen som primeart har sett pa lerepla-
ner 1 et demokratiperspektiv, og da 1 sam-
menligning med tyske laereplaner. Verken
han eller de andre forskerne synliggjor ulike
demokratiforstielser som sidan, og hvilke
midler som etter planene ansees hensikts-
messige 1 den demokratiske oppdragelsen.

Demokratiforstaelse:
typologier

Hvordan kaste nytt lys over demokratiopp-
dragelsen i norske lereplaner? Det sentrale
poeng 1 demokratiet, er at de som mai leve
under politiske ordninger, ogsi skal vare
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med 4 pavirke dem (Follesdal, 2004). Demo-
krati kan altsa forstds som ordninger med be-
stemte trekk som skal sikre at alminnelige
borgere har innflytelse pa de politiske beslut-
ningene. Synet pa hvordan skolens skal opp-
dra elevene til demokratiske borgere er noye
forbundet med ulike demokratioppfatnin-
ger. Hvordan fremstdr det ideelle demokrati?
I det folgende skal vi ta for oss noen norma-
tive tilnerminger til dette: Det kommunita-
ristiske, det deliberative og det liberalistiske
perspektiv.

Det kommunitaristiske perspektiv

Emile Durkheim regnes som forgjenger til
det kommunitaristiske perspektiv. Han var
opptatt av 4 undersoke vilkirene for samar-
beid og samhold 1 det moderne differensierte
samfunn. Lesningen var 4 betrakte samfun-
net som en kollektiv orden, med felles nor-
mative oppfatninger av rett/galt, godt/vondt,
og malet var en samfunnsorden som pa tross
av forskjelligheter gjor det mulig 4 leve
fredelig sammen (Eriksen, 1994). Fra 1980-
tallet og utover ble kommunitarismen som
ideologi utviklet bl.a. som en reaksjon pa li-
beralismen. Sentrale akterer var Michael
Sandel, Charles Taylor, Christopher Lasch
og Alasdair Maclntyre. Felles for disse, er at
de problematiserer liberalismens fokus pa in-
dividuell frihet (Eriksen, 1994).

Begrepet kommunitarisme kommer fra det
latinske «communis» som betyr felles, og re-
presenterer en oppfatning om at felleskapet
er den primere enheten 1 samfunnet (Syse,
2004). Denne tilnermingen legger vekt pa 3
etablere et felles etisk grunnlag, og en felles
referanseramme som utovelsen av demokra-
tiet kan foregd innen (Berhaug, 2004, s.
211). Det var denne forstielsen av demokrati
pionerene 1 folkeopplysningsarbeidet pa
1850-tallet sto for. Nasjonen skulle bygges
ved 4 etablere et felles kulturelt grunnlag
som representerte «det norske». Smakarsfol-
ket, bonder og fiskere skulle opplyses, og
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gjores 1 stand til 4 delta som demokratiske
aktorer 1 den nye nasjonen; «Myndige maend
til deltakelse i samfunnets anliggender» (Vig'
1 Slagstad, 1998, s. 95).

Kommunitaristene hevder at et demokrati
som ikke er rammet inn av felles normer,
verdier og solidaritet med de andre innbyg-
gerne, vil kunne apne for overgrep mot min-
dretallsgrupper, som 1 sin tur lett vil reagere
med 4 avvise demokratiske spilleregler
(Green, 1997; 1 Berhaug, 2007, s. 70). Bor-
haug hevder videre at 1 dagens samfunn vil
noen kommunitarister hevde at det er ned-
vendig 4 soke i gjenreise det felles nasjonale
og etiske grunnlag 1 samfunnet. Andre vil
hevde at det nasjonale mi omdefineres pa en
slik mite at det gir rom for innbyggere som
pa mange dimensjoner er ulike.

Det kan hevdes at nettopp i mete med
pluralisering og fragmentering er det en vik-
tigere oppgave enn noen gang 3 formidle det
felles grunnlaget som skal romme variasjo-
nen. Kravet hos kommunitaristene er at sko-
len skal gi alle elever del i den samme nasjo-
nale kulturarv og fa en felles referanseranse-
ramme. Imidlertid oppstar vanskene nir en 1
dagens samfunn skal presisere hva denne re-
feranserammen og det etiske grunnlag skal
vere (Berhaug, 2007).

Det deliberative perspektiv

Karakteristisk for et deliberativt demokrati-
syn, er at prosessen frem mot beslutninger og
avstemninger blir sterkt vektlagt. John De-
wey regnes som en av de sentrale tankeleve-
randerer til denne tenkningen. I hans forsta-
else er demokrati en sosial prosess preget av
aktiv deltakelse, kommunikasjon, felles in-
teresser og fri utveksling av meninger, forsgk
og eksperimentering (Dewey, 1996). En slik
forstaelse har mye til felles med synspunkte-
ne til Jorgen Habermas. Hans utgangspunkt
er at de mal som skal gi retning for sam-
funnsutviklingen dypest sett er etiske pro-
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blemstillinger, og lanserer den kritiske dis-
kurs som en mite & komme frem til gyldige
normer og verdier (Habermas, 1999, s. 149;
kursiv 1 original). «Den diskursetiske grunn-
regelen referer til en fremgangsmdte nemlig
den diskursive innfrielsen av normative gyl-
dighetskrav» skriver Habermas.

Det dreier seg om sannhetskrav, riktighets-
krav og oppriktighetskrav (Habermas, 1999).
I denne tenkningen har det demokratiske fel-
lesskap 1 motsetning til 1 det kommunitaristis-
ke «kke karakter af en indholdsmaessig
enighed, men udelukkende en enighed om
procedurer» (Kolstrup, 2002, s. 19; kursiv 1
original). Idealet er «offentlig fornuftsbruk»
og «prinsippet om at bare legitime beslutnin-
ger kan aksepteres, eller 1 alle fall ikke forkas-
tes 1 en fri debatt» (Weigdrd & Eriksen, 2004,
s. 89). Involverte aktorer skal ha mulighet til 4
presentere sitt syn, og folge diskusjonen. De
beslutningene som tas, skal vere retnings-
givende for handling. Deltakerne er forpliktet
til 4 gi sine grunner for 4 fremsette, stotte eller
kritisere ulike forslag, og er opptatt av at det er
de saklige begrunnelser, og ikke makten til
dem som fremforer forslagene som skal vere
avgjorende for hvordan beslutningene blir.

Det skal ikke uteves tvang 1 en slik prosess,
«bortsett fra det bedre arguments tvang»
(Habermas, 1975; i Weigird & Eriksen,
2004, s. 89). Riktignok er det ikke alltid slik
at konsensus oppnis gjennom debatt, og da
er det noedvendig med avstemning og bruk
av flertallsregel (interesseaggregering). Like-
vel sees debatten 1 forkant av en beslutning
som verdifull 1 seg selv, for selv om ikke alle
blir enige, vil diskusjonen pavirke resultatet.
Dialogen, og ordninger som sikrer at denne
blir ivaretatt, stir siledes sentralt 1 denne tan-
kegangen. Med utgangspunkt 1 et prosjekt
igangsatt av den svenske skoledverstyrelsen
har Tomas Englund forsket pa den delibera-
tive samtalen som del av demokratioppdra-
gelsen 1 svensk skole. Han snakker om
«Utbilding som kommunikation», som «levd
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demokrati» (Englund, 2007, s. 9). Med deli-

berativ samtale mener han:

en stravan efter att individen sjalv tar stillning ge-
nom att lyssna, dvervéga. Soka argument och var-
dera, samtidig som det finns en kollektiv strdvan
efter att finna varden och normer som alla kan
enas om. (Englund, 2007, s. 153)

I den deliberative samtalen er det tillatt 4 stil-
le kritiske sporsmal til tradisjonelle oppfat-
ninger og lererautoriteten, og malet er kon-
sensus (Englund, 2007, s. 155 f.).

Det liberalistiske perspektiv

Den liberalistiske demokratitradisjon tar ut-
gangspunkt i1 at individet er grunnenheten,
med sine interesser og preferanser. Begrepet
liberalisme stammer fra det latinske liber som
betyr fri. John Locke har inspirert mange li-
berale tenkere. Hans politiske teori hvilte pa
folgende fundament: «Alle mennesker er i sin
natur frie, like og uavhengige», og «ingen kan
bringes ut av denne tilstand og underkaste seg
en annens politiske makt uten hans eget sam-
tykke» (Locke, 1690; 1 Stigen, 1997, s. 564).
Statens oppgave er 4 sikre enkeltindividenes
frihet, liv og eiendom, og dersom staten svik-
ter denne oppgaven, har folket rett til 4 gjore
opproer. Det er samfunnskontrakten.

Ogsd Imanuel Kant har hatt innflytelse pa
flere av dagens liberalister gjennom formule-
ringen av det kategoriske imperativ: «Jeg skal
aldri g3 frem annerledes enn slik at jeg ogsd
kan ville at den regel jeg handler etter, skal
bli en allmenn lov» (Kant, 1785; i Stigen,
1996, s. 623). 1 var tid er liberalismen uens-
artet og med mange «underretninger», og
derfor vanskelig 4 definere snevert. En av de
mest innflytelsesrike 1 dag, er John Rawls.
I A theory of justice (Rawls, 1993) formulerer
han prinsipper for hvordan individets frihet
kan opprettholdes pd en mite som samtidig
sikrer rettferdighet.
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Fredsforskeren og filosofen Henrik Syse
(1998, s. 114) hevder at debatten mellom
kommunitaristene (som setter fellesskapet 1
sentrum) og liberalistene kort kan formule-
res slik:

Skal mennesket ferst og fremst forstas som med-
lem av et fellesskap, eller er mennesket som indi-
vid farst og fremst «naturlig fritt», og bare som en
folge av sin naturlige frihet, egne interesser og
onsker, — medlem av et fellesskap?

I den liberale tradisjonen stir friheten og in-
dividet i sentrum, og individene har ulike in-
teresser som kan komme 1 motsetning til
hverandre, og til statsmakten. Demokrati be-
tyr retten til 4 forsvare sine egne interesser 1
forhold til andre individer eller staten, og den
enkelte kan alliere seg med andre med samme
interesser og soke 4 oppni politiske endringer
giennom forhandlinger, kompromiss eller
konfrontasjoner. Interesseaggregering blir
den sentrale politiske prosessen (Berhaug,
2004). T den liberale tradisjon er demokratiet
knyttet til bestemte formelle spilleregler:

Man veegrer sig her mod at acceptere nogen in-
holdsmaessige begreensning, fordi sadan inde-
bareren pa forhand fastlagt begrendsning af
folkesuverenitet, der er demokratiets berende
element. (Kolstrup, 2002, s. 17)

Kolstrup hevder videre at demokratisk dan-
nelse 1 denne tradisjonen handler om i opp-
ove unge mennesker i demokratiets spille-
regler. Kjernen i dette er oppdragelse til selv-
stendig demmekraft og kritisk sans, men
«opleringen er noie knyttet til faglige mal, medens
deltagelsesdemokrati som mal 1 sig selv ikke
har nogen plads 1 denne tradition» (Kolstrup,
2002, s. 17 £.; kursiv 1 original). Et element i
den demokratiske oppdragelse forstitt 1 en li-
beralistisk tradisjon blir dermed & sette den
enkelte 1 stand til 4 hevde egne interesser
gjennom kunnskapsmessig og holdningsmes-
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sig «istandsetting». Et begrep som kan knyttes
til dette er empowerment, som handler 3 mobi-
lisere og styrke folks egne krefter, samt 4 noy-
tralisere krefter som bevirker avmaket.

Metodiske overveielser

Gdr vi inn 1 hver av de lereplanene som er
gjenstand for analyse, ser vi fort at de varierer
med hensyn til demokratiforstielse, og hvil-
ke midler som ber anvendes 1 demokratiopp-
dragelsen. Ingen av de aktuelle leereplanene
er idealtypiske 1 forhold til de typologier som
er presentert 1 det foregiende, men det fin-
nes elementer av ulike forstielser 1 hver av
dem. Det er hvordan spenningsforholdet
mellom disse perspektivene manifesterer seg
i de ulike lereplanene, som er utgangspunk-
tet for arbeidet. Det er foretatt innholdsana-
lyser av de generelle og prinsipielle delene av
planene, og av to utvalgte fag i hver plan:
samfunnsfag og norsk. Disse er valgt, fordi
skolen gjennom disse fagene er gitt oppgaver
som 1 seerlig grad skal bidra 1 danningsproses-
sen og myndiggjeringen av den enkelte elev.
I disse fagene vil de ulike typologiene kunne
komme tydelig til uttrykk.

Som utgangspunkt for innholdsanalysen, er
det utviklet en stikkordsliste/begrepsliste ba-
sert pd typologiene som er presentert i det
foregdende. 1 utviklingen av lista har utfor-
dringen vert 4 finne begreper og uttrykk som
varetar typologienes sertrekk, men samtidig
dpner for at andre relevante uttrykk og begrep
som ikke var forutsatt kan dukke opp 1 metet
med lereplantekstene. Et frem-og-tilbake ar-
beid mellom forhindsdefinerte begrep og le-
sing av lereplantekstene har derfor vaert ned-
vendig. Enhetsskoletanken ligger som grunn-
lag for alle fagplanene, selv om LKO6 har
byttet ut begrepet enhetsskole med «fellessko-
le». Denne problematikken vil derfor ikke bli
berort 1 serlig grad. Ord og uttrykk som kan
vere relevante for 4 betegne de ulike perspek-
tivene presenteres 1 matrisen under:
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Tabell I: Ord og uttrykk som karakteriserer demokratiske typologier.

Kommunitaristisk perspektiv

Deliberativt perspektiv

Liberalistisk perspektiv

Kulturarv, forpliktende, allmenn-
dannelse, verdier, normer, felles-
skap, identitet, tilknytning, tilherig-
het, samhold, referanserammer,
obligatorisk, ansvarlighet, nasjonal

egenart, livssyn, norsk pearbeid, aktiv

Kommunikasjon, dialog, samtale,
diskusjon, rasjonell, vitenskapelig,
saklig, objektiv, enighet, elevrad,
klasserad, rammeplan, kritikk,
bevisstgjoring, studieteknikk, grup-

Individ, interesser, rettigheter, indi-
viduelle kunnskapsmal, frihet, valg,
grunnleggende kunnskaper og fer-
digheter, individualisering, ave/
trene (individuelt), kompetansemal,
lokalt niva, tilpasset opplaering, per-
sonlig utvikling

Innholdsanalysen er gjort pi basis av for-
komsten av de ord og uttrykk som er presen-
tert over, og helhetsvurderinger av de ulike
leereplanenes tilnzerminger. Det er bare 1 li-
ten grad foretatt kvantitative analyser, men
det gjort kvantitative vurderinger i kontek-
sten, for d vise proposjonene. I det folgende
presenteres de oppsummerte resultatene av
innholdsanalysene.

Laereplananalyser -
demokratiprofiler

M74 - Mensterplanen for grunnskolen
1974. Deliberativt hovedperspektiv pa et
verdimessig fundament

Monsterplanen av 1974 var sammensatt 1 sy-
net pa demokratioppdragelsen, men det som
trer frem som det mest dominerende, er det
deliberative perspektiv med vekt pa demo-
kratisk praksis gjennom dialog. Det kommer
til uttrykk pa flere mater. For det forste gjen-
nom ordningen med klasserdd og elevrad
som skulle sikre et representativt deltakerde-
mokrati. For det andre ved at minstekrav-
tenkningen ble forlatt til fordel for ramme-
planprinsippet. Det dpnet for at elever og la-
rere fikk direkte innflytelse pd wvalg av
innhold i de ulike fag, samtidig som det ble
lagt vekt pd lering av arbeidsteknikker og
det a «ere 4 lere».

For det tredje ble det kritiske element
ogsa gitt plass, ved at det ble dpnet for at bade
leerestoft og grunnleggende verdier kunne
isporresettes av elevene. Tonnesens og Lo-
rentzens konklusjoner om at elevene ble

gjort til subjekter og kritisk tenkende individ
1 og med planen av 1974, finner stotte 1 dette.
Skolen som nasjonsbyggingsprosjekt var fra
et stisted under angrep, slik Telhaug (2003)
hevder, 1 og med at si mye av skolens inn-
hold ble overlatt til lereres og elevers valg. P3
den annen side var lereplanen tydelig nar det
gjaldt det verdimessige fundament skolen
skulle bygge pa.

Dessuten peker normative utsagn i pla-
nens innledning 1 en kommunitaristisk ret-
ning, med vektleggingen av kulturarven og
skolens allmenndannende funksjon. Dette
stottes 1 norskfaget der verdiformidling og
bruk av klassiske tekster i undervisingen be-
tegnes som viktig. I samfunnsfaget blir na-
sjonal kultur og historie loftet frem, men
ogsd demokratiopplaering i samfunnets opp-
bygging og virkemdite. Likevel slis det
sprekker 1 denne entydigheten, ved at pla-
nen mer enn 4 vektlegge et bestemt innhold
1 de ulike fag, legger opp til at lerere og
elever skal ha en sentral rolle i utvelgingen
av lerestoftet.

Spor av det liberalistiske perspektiv kom-
mer til syne ved at planen fremmer indivi-
dualisering som et differensieringstiltak, og
at individuelle rettighetsperspektiv er foku-
sert, med bla.a. menneskerettighetene. P3
den annen side kan dette ogsd rammes inn 1
et inkluderings- og fellesskapsperspektiv,
med sosial integrasjon som hovedtema. Det
individuelle perspektivet vises pd en annen
mite ved at elevene som enkeltpersoner skal
oppdras til 4 hevde egne meninger og sti for
disse.
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Dette folges opp bade i norskfaget og
samfunnsfaget ved at elevene skal gves i finne
stoff til sin meningsdanning, fremme logiske
argument og uttrykke seg 1 tale og skrift. I fi-
guren under er den demokratiske profilen 1
M74 torsekt synliggjort. Profilen er blitt til
ut fra en analyse av planen, og et faglig
skjonn. Dette skjonnet er dels er basert pa
forekomsten av de begrepene som karakteri-
serer de demokratiske typologiene, og dels
giennom en vektig av de ulike elementene.
Figuren kan derfor ikke leses som en kvani-
tativt presis tabell, men mer som en range-
ring av de ulike typologier i forhold til hver-
andre.

MS87 - Mensterplan for grunnskolen av
1987. Kommunitaristisk grunnperspektiv
og liberalistisk delperspektiv

Den kommunitaristiske demokratiforstiel-
sen trer frem som et hovedperspektiv i Men-
sterplanen av 1987. Om igjen og om igjen
omtales «verdier skolen skal formidle», som
defineres som kristen tro og moral, de de-
mokratiske ideene, menneskerettighetene og
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vitenskapelig tenkemdte og metode. I tillegg
til denne opplistingen i planens generelle
del, er verdifokuset fort ut i planene for fag.
Samfunnsfaget setter fokus pd menneskeret-
tigheter, forvaltning av naturressursene, in-
kludering av minoriteter og fred og forstiel-
se mellom nasjoner.

Norskfaget betegnes som et sentralt kul-
tur- og tradisjonsbzrende fag, og skal 1 til-
legg gi en oversikt over utviklingen 1 det
norske samfunnet, med sarlig vekt pa nasjo-
nal historie. Slik er faget ment 3 bidra til ut-
vikling av nasjonal identitet og tilherighet
hos elevene, men kobles ogsd sammen med
et onske om utvikling av internasjonal for-
stdelse. Imidlertid benevnes 1 liten grad be-
stemte litterere verk: Elevene skal isteden 3
innsikt 1 ulike sjangre og virkemidler, fi et
mangfold av opplevelser og settes inn i litte-
raturhistoriske hovedmenster, tid og tenden-
ser, mest mulig knyttet til den allmenne his-
torieundervisingen.

Lareplanen har et sterkt fokus pa felles-
skap, noe som uttrykkes pa flere maiter. For
det forste faglig-kulturelt, ved at det presise-
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Figur |. Demokratisk profil i Mansterplanen av | 974.
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res at planen beskriver det lerestoffet som
skal sikre at alle barn og unge fir del i var na-
sjonale kulturarv. Det er altsa ikke overlatt til
den enkelte skole, lerer eller elev 3 definere
hva dette skal vare, selv om ogsd M87 (som
M?74) betegnes som en rammeplan. Planene
for fag er strukturert etter hovedemner, de-
lemner og stikkord. Delemnene er konkreti-
seringer av hovedemnene, og gir en oversikt
over stoft som alle elevene ber jobbe med,
selv om de 1 begrenset grad kan byttes ut et-
ter lokalt skjonn. Hovedemnene og delem-
nene representerer dermed kulturarven, det
allmenndannende, faglig-kulturelle felles-
skap.

Stikkordene derimot, dpner for lokalt lae-
replanarbeid, der lerere og elever skal vare
aktive deltakere. I samfunnsfaget legges stor
vekt pd innfering 1 fagets struktur og opp-
bygging, ut fra tanken om at aktiv samfunns-
deltakelse forutsetter allsidige kunnskaper
om samfunnsforhold og samfunnsprosesser,
og samspillet mellom natur og kultur 1 fortid
og nitid. Norskfaget har et mer individuelt
preg enn samfunnsfaget, med fokus pa fagets
redskapsfunksjon: Grunnleggende lese- og
skriveopplering betraktes som basis for de
andre hovedemnene. Milet er 4 gjore eleve-
ne til aktive, bevisste mennesker som gir ut-
trykk for sine meninger, tanker og folelser,
og som er i stand til 4 formulere egne stand-
punkt og pavirke samfunnsutviklingen.

Planen har siledes ogsa klare liberalistiske
trekk. Det individuelle perspektivet uttryk-
kes ogsd 1 planens generelle del og 1 sam-
funnsfaget. Betydningen av grunnleggende
kunnskaper, innsikt og ferdigheter som den
enkelte elev trenger for sin personlige utvik-
ling, er klart uttrykt i den generelle delen.
Samfunnstagets betoning av kunnskaper om
samfunnet som forutsetning for demokratisk
deltakelse, kan forstds bide ut fra et kommu-
nitaristisk perspketiv (felles faglig kanon), og
et liberalistisk (individuell kunnskapsopp-

bygging).

Det deliberative perspektiv er ogsa til ste-
de, men rammet inn av «omsorg og ansvar».
Elevene skal trekkes med 1 arbeidet med &
utforme skolemiljoet, gis innflytelse bade
over egen arbeids- og leringssituasjon, og
slik gradvis ta mer og mer ansvar. Selvsten-
dighet og samarbeidsevne skal leres ved at
elevene fir selvstendig ansvar for konkrete
oppgaver, og muligheter til 4 oppleve konse-
kvensene av det de gjor. Deltakelse 1 disku-
sjoner og meningsutvekslinger, samt enga-
sjement 1 klasserdd og elevridsarbeid skal sti-
muleres.

I samfunnsfaget skal elevene ha diskusjo-
ner og samtaler som leder til ettertanke.
Elevene skal ogsd lere seg a stille sporsmal,
innhente informasjoner, tolke, forstd og for-
klare, med tanke pa 4 danne seg egne menin-
ger pd grunnlag av saklig informasjon, og sti-
muleres til 4 gjore verdimessige valg og vur-
deringer. Slik kommer det kritiske aspeket til
uttrykk bide ut fra vitenskapelig tenkemate,
og med utgangspunkt 1 verdier. Dette er fort
ut i fagene: i norsk ved 4 fremme en selvsten-
dig og kritisk holdning til massemediene, og
kritisk vurdering av litteratur ut fra verdikri-
terier. I samfunnsfaget, ved at elevene skal f3
ovelse 1 kritisk vurdering av samfunnsfor-
hold som de er opptatt av.

Deltakelse under ansvar gir igjen i ulike
sammenhenger, bide i planens generelle del
og 1 planene for fag. Dette aspektet er si
fremtredende at Toennesens (2003) kritikk
om at planen formidler et inntrykk av elev-
ene som ansvarslese individ som ma holdes
under oppsikt for ikke 4 sette demokratiet pa
spill synes 4 ha noe for seg. Et menneskesyn
som gjor eleven til «klient», som ma passes pa
og vises omsorg 1 ethvert henseende, uten
evne til 4 ta tak 1 eget liv, kan representere et
passiviserende perspektiv fremfor et demo-
kratisk deltakende.

Det 3 utfordre og stille krav, og forvente at
elevene kan f3 til ting, gir et annet perspektiv
pd demokratioppdragelsen enn 4 stakkarslig-
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gjore den enkelte. Nar Telhaug (1997) hev-
der at planen er gjennomsyret av den huma-
nistiske og sosialpsykologiske pedagogikkens
konkurransefientlige motivasjonsfilosofi, er
det kanskje dette han sikter til, og som det
ogsd kan vare et visst grunnlag for 4 hevde.
Det deliberative perspektivet er dermed
dempet ned i planen. Under folger en figur
over den demokratiske profilen 1 M87, basert
pd innholdsanalysen og de demokratiske ty-
pologiene (jfr ogsd kommentarene til Figur 2
vedrorende fremgangsmate).

L97 — Laereplanverket for den 10-arige
grunnskolen. Kommunitaristisk
hovedperspektiv. Deliberasjon og
individuell «istandsetting»

Felles referanserammer, verdier, identitet og
tilknytning til nasjonen gjennom fag- og
kulturformidling, er dominerende i den de-
mokratiforstielsen som uttrykkes 1 L97 Leere-
planverket for den 10-drige grunnskolen. Na-
sjonsbegrepet slik det uttrykkes, er imidler-
tid dynamisk, og sosial integrasjon av ulike
samfunnsgrupper fremstir som sentralt. Det-
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te er i samsvar med den kommunitaristiske
retningen som Berhaug (2007) beskriver,
som vil definere det nasjonale pa en slik mate
at det gir rom for innbyggere som pa mange
dimensjoner er ulike.

Det dynamiske aspekt kommer til uttrykk
ved at den felles referanserammen ikke bare
skal veere nostalgisk tilbakeskuende, men ha i
seg elementer av viar tids kultur, det flerkul-
turelle og lokalkulturen som hele tiden er 1
endring. Bide i den generelle delen og den
prinsipielle («Broen») legges det vekt pa at de
felles referanserammene skal vise seg i de uli-
ke fagene, slik at det ikke skapes store for-
skjeller 1 forutsetninger for deltakelse 1 sam-
funnet. Et slikt felles grunnlag er ogsd ment 3
motvirke opplevelsen av 4 vare fremmed-
gjort i eget land. Samtidig skal elevene gjores
kjent med den internasjonale kunnskapskul-
turen og pa den maten knyttes sammen med
folk verden over.

Slik legges det biade vekt pd nasjonal egen-
art og lokal variasjon, kombinert med et
blikk utad til andre folk og nasjoner. I tillegg
har planens generelle og prinsipielle del er
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Figur 2. Demokratisk profil i Magnsterplanen av 1 987.
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det et sterkt fokus pa 4 «innforlive» hos elev-
ene de verdier som ligger i den kristen-hu-
manistiske arv. Menneskeverdet og respek-
ten for medmennesket loftes frem som sen-
tralt 1 denne tenkningen, og legitimerer at
skolen skal bidra til 4 jevne ut sosiale ulikhe-
ter ved lik rett til utdanning, likestilling mel-
lom kjonn, andsfrihet, medansvar for andre
og innforing i de demokratiske verdier. Det
4 bygge skolens virksomhet pa disse grunn-
leggende verdiene og en felles referansram-
me i fagene, begrunnes bide ut fra at det kan
vere identitetskapende, skape tilknytning til
samfunnet, men ogsa ut fra at det skaper like
forutsetninger for deltakelse. Felles referan-
ser gir ogsa felles forstielsesgrunnlag, og der-
med et godt grunnlag for kommunikasjon.
Planen fremstir som konsistent, ved at de
samme tenkemdter er fort ut i planene for
fag.

I samfunnsfaget skal det gis innforing i de
grunnleggende demokratiske verdier, og
samfunnets oppbygging og virkemdte. Det
legges ogsa vekt pa 4 formidle viktige histo-
riske hendelser 1 landet virt, og 1 verden
ellers. Generelt kommer det til uttrykk en
tanke om 4 knytte menneskene sammen
gjennom verdiene og kunnskapen som for-
midles. Norskfaget betegnes som et «identi-
tetsfag», og sprak og litteratur kan fungere
som sammenbindende kraft 1 samfunnet. I
planen for norsk heter det at litteraturutval-
get kan vere noe tilfeldig, «men poenget er
at det er noe felles». Dette stotter opp under
ideen om en felles referanseramme som kan
vere vidtfavnende og integrerende i forhold
til ulikheter, men der fellesskapstanken er
det sentrale. Planen balanserer det 4 ivareta
den tradisjonelle kulturarven opp mot at le-
rere og elever kan bidra ut fra sine forutset-
ninger og lokale forhold. Men det felles
kunnskaps- og verdigrunnlag betones serlig
sterkt.

I tillegg til det klare kommunitaristiske
preget som planen har, er det tydelige spor
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av deliberativ tenkemadte. I den generelle de-
len og «broen» viser det seg ved at begrep
som konflikt, refleksjon, dialog, kritisk tenkning
og vitenskapelige tenkemdter er hyppig fore-
kommende. Elevene skal oves til 4 reflektere
over og fore dialoger om ulike moralsyn og
livssyn. Kritisk tenkning kan ifelge planen
dels utvikles gjennom en vitenskapelig ten-
kemite der argumenters holdbarhet proves,
og dels ved 4 bryne ulike synspunkter mot
verdimessige standarder.

Elevene skal oppdras til 4 gjore kritiske og
giennomtenkte valg, bide som forbrukere,
som mediebrukere og brukere av fritiden.
Det kritiske skjonn loftes frem som noe som
har betydning pa alle livsomrader. Skolen
skal oppfattes som et «minisamfunn» der for-
hold i samfunnet kan rekonstrueres og elev-
ene kan gjore erfaringer i demokratisk prak-
sis. I samsvar med dette er det fokus pa sam-
arbeid, utvikling av sosial kompetanse og
medvirkning. Elevene skal medvirke til 4 ut-
vikle det sosiale fellesskapet, og fi erfaring
med 3 treffe avgjorelser som med direkte og
synbare konsekvenser.

Evnen til demokratisk deltakelse styrkes
ved bruk, heter det. Planen peker ogsa pa
betydningen av bevisstgjoring og etisk re-
fleksjon knyttet til mote med kulturelle mi-
noriteter, og solidaritet med verdens fattige.
Elevene skal fi anledning til 4 uttrykke tan-
ker og ideer, og oppdras til 4 lytte til andres
synspunkter. Det daglige arbeidet i klassen
skal vaere preget av demokratiske arbeidsfor-
mer, bdde gjennom representativt demokrati
og direkte deltakelse. Prosjekt- og tema-
arbeid, «tilvalgsfag « og klasse-og elevridsar-
beid og friere aktiviteter skal bidra til at elev-
ene fir medbestemmelse over leringsarbei-
det pd ulike mater.

Tenkningen gjenfinnes i planene for fag.
I samfunnsfaget legges det opp til at skolen
skal bidra til 4 gke bevisstgjoringen om men-
neskenes livsvilkir, og arbeide for at elevene
skal bli kritiske og bevisste mediebruker. Det
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4 kunne undre seg, formulere problemstillin-
ger, gjore innsamlinger av data og tolke disse
er praktiske konsekvenser av en slik tenk-
ning. Likeledes legges det opp til 4 anvende
tekster som tar opp konflikter, og bruke disse
som utgangspunkt for diskusjon. Det gjelder
ogsd norskfaget.

Elevene skal ogsd gis opplaring i og fa
erfaringer med d vare aktive 1 formelle mo-
ter og diskusjoner. Dagsaktuelle sporsmil
skal taes inn i undervisingen til diskusjon
bide i norsk og samfunnsfag med tanke pi i
gjore elevene til aktive deltakere. Det deli-
berative perspektiv er med andre ord tyde-
lig 1 L97, men det er klare verdimessige og
innholdsmesige rammer deliberasjonen skal
foregd innen. Innholdet i fagene er defi-
nert. I innledningen til hvert tema innen fa-
gene stir standardformuleringen: «I opple-
ringa skal elevane». Deretter folger hvilket
innhold de skal mote. Men innen de felles
faglige referansrammene dpnes det for stor
grad av elevdeltakelse, kritisk tenkning og
dialog.

Det liberalistiske perspektivet er ogsa til
stede. For 4 mete individuelle behov legges
det opp til at bade fellesstoffet og det lokale
laerestoftet tilpasses til den enkeltes behov.
Hver elev skal gis rom til 4 tenke og handle
etter egen overbevisning, og settes 1 stand til
a reise seg mot overgrep, og «sta oppreist 1
motbor. I planens generelle og prinsipielle
del legger opp til at skolen skal bidra til 4
utvikle selvstendige og uavhengige person-
ligheter, som er i stand til 4 ta hind om sitt
eget liv. Som element 1 dette er det et mal at
den enkelte utvikler nedvendige kunnska-
per, holdninger og ferdigheter. I samfunns-
faget handler dette for eksempel om 4 lere
seg 4 argumentere, ove seg 1 kritisk analyse,
ta standpunkt 1 omstridte saker og verdi-
sposrsmil. Elevene skal oves til 4 ta egne
valg, og sta for disse. I norsk legges det for
eksempel opp til 4 gi elevene spriklig selv-
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tillit, leere seg 4 ta ordet og hevde egne me-
ninger.

Studiet av L97 viser at det kommunitaris-
tiske demokratiperspektiv er det mest domi-
nerende 1 lereplanen, med vekt pd verdimes-
sig og faglig-kulturelt fellesskap, identitet og
tilhorighet som utgangspunkt for demokra-
tisk praksis. Men innen denne rammen dp-
nes det for stor grad av deltakelse fra elevene,
pad ulike miter. Det gjelder bade 1 represen-
tative styringsorganer som klasserdd og elev-
rdd, og gjennom prosjekt- og temaarbeid
samt friere arbeidsformer. Men forst og
fremst gjennom at planen legger opp til at
dialogisk undervising og elevdeltakelse skal
prege undervisingen alle fag. Det liberalistis-
ke perspektivet er ogsd til stede 1 planen.
Men i den grad individet star 1 fokus, er det
som aktor i fellesskapet. Den enkelte skal
istandsettes kunnskapsmessig og holdnings-
messig til 4 fremsette egne ideer og tanker,

og std for disse. Studiet av L97 stadfester “

Toennessens (2003) og Telhaugs (2002) opp-
fatning om et kunnskapssyn der det stilles
faglige krav, og lereren fir en sentral funk-
sjon som formidler og forbilde, samtidig som
deltakerperspektivet er tydelig. Demokrati-
profilen 1 L97 kan illustreres slik (fr ogsd
kommentarene til Figur 1 over).

LKO06 - Kunnskapsleftet. Lareplaner for
grunnskolen. Liberalistisk hovedperspektiv
med sterke innslag av deliberativ tenkning.

De ulike delene 1 LK06 Kunnskapsloftet. Leere-
planer for giennomgdende fag i grunnskolen og vi-
deregdende opplering er ikke konsistente nir
det gjelder demokratiopplaeringen. Den ge-
nerelle delen av LK06 er identitisk med den
1 L97. Hovedtendensen der, er en kommu-
nitaristisk tenkning der det 4 forankre eleve-
ne 1 samfunnets grunnverdier og 4 etablere
identitet og tilhorighet hos elevene stir sen-
tralt. Felles referanserammer, det 4 formidle
en felles bakgrunnsinformasjon til alle elever,
stir beskrevet som et viktig utgangspunkt
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Figur 3. Demokratisk profil i Leereplanverket for den |0-drige grunnskolen av 1 997.

for demokratioppleringen. Det deliberative
synspunkt er ogsd sterkt fremme i denne de-
len, med fokus pa kritisk tenkning og med-
bestemmelse. Selv om ogsa individperspekti-
vet er med, er det pd en mite som setter in-
dividet som demokratisk akter inn 1 en
fellesskapsramme verdimessig og kulturelt.
Det liberalistiske perspektivet synes derfor i
liten grad fremme.

Planens prinsipielle del («Laringsplaka-
ten» og «Prinsipper for oppleringen») har
dempet ned det kommunitaristiske perpek-
tivet, men sidestilt det deliberative og det li-
beralistiske. Kritisk tenkning, elevdeltakelse
biade i daglig arbeid og i representative orga-
ner star sentralt. Samtidig er det et sterkt fo-
kus pa at den enkelte skal tilegne seg grunn-
leggende ferdigheter 1 lesing, skriving, reg-
ning, muntlig fremstilling og tilegne seg
digital kompetanse. Disse grunnleggende
ferdighetene skal gjennomsyre alle fag, 1 til-
legg til at det er definert kompetansemal,
mal som elevene skal nd, 1 alle fag.

Fokuset er miloppndelse for den enkelte,
mer enn at visse elementer 1 fag og kultur
skal formidles. Det er med andre ord en
overgang fra fokus pa felles fag og kultur til
oppnielse av kompetansemal for den enkel-

te. Tilpasset opplaring er gjort til et overord-
net prinsipp for at den enkelte skal fi et ade-
kvat tilbud tilpasset de individuelle forutset-
ninger. Det er verd 4 merke seg at mens
tilpasset opplaering i tidligere planer handlet
om realiseringen av det sosiale enhetsskole-
prinsipp, at skolen skulle favne alle, handler
det 1 LKO6 om & bygge opp kompetanse hos
den enkelte.

Planene for samfunnsfag og norsk har et
sterkt innslag av deliberativ demokratiforsti-
else 1 den maten kompetansemadlene er for-
mulert pd. Begreper som demokratisk delta-
kelse, drefting, medborgerskap, bevisstgjo-
ring, diskusjon, ressonnere, kritisk osv. er
hyppig forekommende, og peker i den delibe-
rative retningen. Men det faktum at hele pla-
nen er bygd opp om de individuelle kompe-
tansemdlene gjor at planen har et sterkt libe-
ralistisk preg. Det er individuell oppbygging
og «standsetting» som er det sentrale grep for
4 oppdra til demokrati. Hvordan en kommer
dit, er opp til den enkelte skole og lerer, fordi
innhold og metoder er opp til dem.

Gjennom alle deler av planen er dermed
det deliberative demokratisyn tydelig, mens
det kommunitaristiske perspektivet som er sd
sterkt fremme 1 generell del, langt pi vei er
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Figur 4. Demokratisk profil i Kunnskapslgftet. Leereplaner for giennomgdende fag i grunnskolen og videre-

gdende oppleering, 2006.

borte 1 prinsippdelen og planene for fag. Det
liberalistiske perspektivet var lite fremme i
generell del, men tydelig til stede 1 prinsipp-
delen og i planene for fag. Innholdsanalysen
av LKO6 stotter dermed Engelsen (2008) i
hennes papekning av at planen representerer
kontlikterende kunnskapssyn og har et sterkt
individuelt preg.

Dette gir seg ogsa utslag i synet pa demo-
kratioppdragelsen som i fagplandelene er in-
dividuelt orientert mot kompetanseoppbyg-
ging av den enkelte. Thuen (2010) viser litt
ironisk til at planen ble knyttet til honnerord
som «lokalorienteringy, «frihet» og «selvsten-
dighet» for lererne og «brukermedvirkningy
for elever og foreldre. Det er pd mange mater
riktig, men analysen viser ogsi at det ikke
bare handler om «brukermedvirkning», men
et deliberativt perspektiv der elevene skal ha
reell innflytelse bade gjennom representative
organer og i det daglige arbeid. Under folger
et bilde av den demokratiske profilen i LK06
(jfr ogsd kommentarer til Figur 1 vedrerende
fremgangsmaite).

Sammenfatning og avsluttende kommentar m
Milet med studiet av de ulike lereplanene
var 4 identifisere ulike demokratiforstielser
og intensjoner 1 demokratioppleringen slik
det uttrykkes 1 ulike lereplaner. Analysen vi-
ser at rangordningen mellom en kommuni-
taristisk, deliberativ og liberalistisk demokra-
tiforstdelse varierer fra plan til plan. De di-
daktiske foringene planene foreskriver med
tanke pid demokratisk dannelse, varierer i
samsvar med dette. Figur 5 (nedan) oppsum-
merer funnene.

Det kommunitaristiske perspektivet kom-
mer tydeligst til uttrykk 1 M87 og L97, som
begge setter fellesskap, tilhorighet og identi-
tet i sentrum. Riktignok gjeres dette pa uli-
ke mater i de to planene: I M87 legges det
storst vekt pd positive fellesskapsopplevelser 1
skolens hverdag, og tilherighet til lokalmil-
joet. Samtidig er planene for fag er mer fast-
lagt enn 1 den foregiende planen, ved at de-
finerte hovedemner og delemner er forplik-
tende og er ment 3 bygge et faglig-kulturelt
tellesskap.
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Figur 5. Demokratisk profil — sammenligning av leereplaner.

I L97 er det lokale perspektiv dempet ned,
og nasjonsbyggingsprosjektet videreutviklet:
det faglig-kulturelle fellesskapet som en na-
sjonal fagplan skaper stir sentralt, med detal-
jerte beskrivelser av det innholdet elevene
skal mete 1 de ulike fag. «Felles referanseram-
mer» blir begrunnet med at det motvirker
ulikheter 1 forutsetninger for deltakelse 1
samfunnet, og gir et godt utgangspunkt for
kommunikasjon. De felles verdiene skolen
bygger pa, er ogsi sterkt vektlagt i begge pla-
nene. Selv om felleskapssynspunktet pro-
grammatisk til stede 1 M74 og LKO06, er dette
dempet sterkt ned i planene for fag i begge
leereplanene. Innholdet i de ulike fag er i stor
grad individualisert, og overlatt til lerere og
elevers valg.

Det deliberative perspektiv, med vekt pa
deltakelse, medbestemmelse, dialog, og kri-
tisk tenkning stir sterkest 1 M74, der elevene
skulle ha stor innflytelse pd innholdsvalg i fa-
gene. Planen dpnet til og med for 4 isporre-
sette skolens grunnleggende verdier. Dialog,
elevdeltakelse og medbestemmelse bade 1 re-

presentative utvalg og 1 skolehverdagen sto
sentralt. L97 og LKO6 har ogsa sterke innslag
av deliberativ tenkning. I LK06 uttrykkes det-
te ved at de individuelle kompetansemalene
er formulert slik at elevene skal utvikle kritisk
tenkning, vaere medbestemmende osv. P4 den
annen side er de individuelle kompetansema-
lene ogsd begrensende pa deliberative proses-
ser, fordi faginnhold og arbeidsmiter hele ti-
den skal styres i retning av disse, 1 en konver-
gerende prosess.

L97 har et annet utgangspunkt, ved at pla-
nen 1 detalj beskriver innholdet elevene skal
mote 1 de ulike fag. P4 den maten beskriver
planen en «fag- og kulturkanon». Det deli-
berative aspektet kommer til uttrykk ved at
elevene 1 motet med dette innholdet skal re-
flektere, tenke kritisk, ha dialoger osv. Slik
legger den opp til en divergerende prosess:
elevene skal mete et faglig-kulturelt innhold,
men i etterkant av dette motet, kan prosesse-
ne gi i ulike retninger. M87 har ogsi ele-
menter av deliberativ tenkning, men dette er
hemmet av et elevsyn som kan oppfattes som



NORDIC STUDIES IN EDUCATION 1/2012

en klientifisering: Eleven synes mer 4 opp-
fattes som en som mi «passes pia» og vises
omsorg, enn en som kan mete utfordringer
og vare deltakende aktor med selvstendige
meninger.

Det liberalistiske demokratisyn er domi-
nerende 1 LK06. Det 4 bygge opp den enkel-
te kunnskapsmessig og ferdighetsmessig
giennom individuelle kompetansemal, sees
som et sentralt element i demokratiopplae-
ringen. Dels gjelder dette de grunnleggende
kompetanser, som skal gjennomsyre alle fag:
lese-, skrive og regneferdigheter, muntlig
fremstillingsevne og digital kompetanse, og
dels er det formulert kompetansemal for
hvert enkelt fag. Overordnet er prinsippet
om tilpasset opplaering, som skal sikre at hver
enkelt elev fir en undervising 1 samsvar med
sine evner og forutsetninger. Ogsi 1 M87
legges stor vekt pd redskapsfagene: grunn-
leggende lese-, skrive og regneferdigheter.
Planen har, som LKO06, et sterkt fokus p3 til-
passet opplaring. Differensiering og indivi-
dualisering av undervisingen er ogsd et sen-
tralt element 1 M74. Selv om spor av det li-
beralistiske perspektiv ogsd finnes 1 L97, er
det ikke noe sentralt tema.

Ingen fodes eller sosialiseres automatisk
inn i rollen som demokratisk borger, den mi
tilegnes, skriver Seren Kolstrup (2002). Tar
man dette pa alvor, fordrer det klarhet i hva
man legger i dette. Artikkelen er et forsek 4
pd 4 bidra til en slik klarhet, ved 4 synliggjore
ulike forstdelser av demokrati slik dette kom-
mer til uttrykk 1 ulike leereplaner.

Note

I En viktig institusjon i forbindelse med
demokratibestrebelsene og nasjonsbyggin-
gen 1 Norge pd midten av 1800-tallet, var
Selskabet for folkeopplysningens fremme
(etablert i 1851). Skolemannen og seminari-
sten Ole Vig var en sentral aktor i den sam-
menheng, og redakter av Folkevennen, sel-
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skapets tidsskrift. Hans visjon var en folke-
skole for alle, i et folkestyrt, demokratisk
Norge. Vig kom fra fattige kir, men bret ut
av standssamfunnet ved 3 engasjere seg 1 den
offentlige debatt, og hevde alles rett til og
behov for utdanning, pa tvers av sosial status
og eiendomsbesittelse.
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Anna Herbert

The Pedagogy of Creativity
London, New York: Routledge,
2010, 150 pp.

«Nowhere is the intention of the individual
more evidently surpassed than by what the
subject finds», Jacques Lacan writes in his
Report to the Congress held at the Instituto
de Psicologie della Universita di Roma in
the year 1953. This Congress was marred by
deep controversy ending up in the vote of
«no confidence» against Jacques Lacan, the
President of the Societé Psychoanalytique de
Paris who was then obliged to resign.

In the quotation an antagonist, opponent,
enemy, challenger by Lacan is supposed to be
derived from inside in one and the same in-
stance. This is puzzling. Usually, we regard
the subject as an entity identical with itself
and furthermore an ethical integer. Three
questions immediately arise as regards to the
quotation above: what does the term subject
actually mean, what is Lacan referring to
when he writes «what the subject finds» and
what is meant by «surpass»? A subject going
beyond its own intentionality could refer to
a kind of homunculus, a Cartesian Cogito.
With this hypothesis we are rather near to a
solution.

However, Lacan’s structuralist approach
generally paves the way for the poststructur-
alist movement. Thus, according to Lacan
the subject which «finds» (something) is
wtructured like a language» (Lacan: Seminar
XI). At the same time it is not a conscious
subject as one might think, rather it is meant
to be an unconscious subject. Here language
is not seen to be a representational system as
we generally think of it, but rather refers to a
kind of tacit knowledge.

Book review

Anna Herbert explains this tacit knowl-
edge and aspects of its emergence by using
psychoanalytical as well as neuropsychologi-
cal and cognitive approaches. Thematically
she elucidates tacit knowledge using phe-
nomena such as: the gaze, the dream, humour,
negation, creativity, memory, learning, art, the
symptom. She discusses aggression in relation
to this tacit knowledge etc., and she de-
scribes the method of free association origi-
nally used within psychoanalytic practices.

Along with these topics the forms are de-
scribed for how we might become deceived
by ourselves and how we are surpassed in this
self-deception by the subject which «finds»
(something). Herbert shows that in each of
these phenomena the modes or style of the
unconscious/symbolic order emerge in a va-
riety of «ways» making apparent just what it
is that affects us (often in a fundamental
way). However, the focus here is not «what»
we aim at in our intentionality (i.e. what we
look at, dream, etc.), but rather how and
why we do it. It becomes clear that primarily
imaginary moments as well as real ones are
constitutive for the unconscious, symbolic
order.

The manifestation of the unconscious
symbolic order, respectively the manifesta-
tion of the «subject» that goes «beyond» in-
tentionality, is described by Lacan in terms
of an «event», when something unplanned
happens to the acting person. This event sur-
prises and puzzles the latter especially in re-
gards to his capacity for self-control.

Seen in this way, the focus on the subject
that «finds» seems predestined to serve as a
concept describing creativity as a productive
way to form something, through the inter-
dependency of doing and experiencing. Un-
fortunately or luckily Lacan does not make it
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all that easy. The subject that «finds» can be,
but it is not necessarily, a creative one. Lacan
differentiates between three forms of knowl-
edge (savoir, connaissance and savoir-faire) in
which real, imaginary and symbolic ele-
ments are correlated in a variety of ways.

Each particular form of knowledge ena-
bles, frames, hinders and structures the «sub-
ject» going «beyond» its intentionality and
affects this subject in a fundamental way.
Pleasure and ouissance» (desire) permeate
each of these forms of knowledge (according
to Lacan even shaping their foundation) and
turn them into patterns of interaction. Pat-
terns of interaction seen from a psychoana-
lytic perspective are primarily dictated by
closeness and distance as well as by their
modifications in regards to approximation
and dissociation, facilitation and hindrance,
delight and control. In his explanation of the
four discourses (the Master’s discourse, the
Hysteric’s discourse, the Analyst’s discourse and
the University discourse) Lacan shows how the
unconscious symbolic subject positions itself
in relation to unconscious desire in difterent
ways.

In her explanation of these discourses
Anna Herbert uses Lacanian theory to devel-
op a backdrop against which creativity can
be analysed and organised into themes. She
discusses creativity specific to pedagogical
situations, or more precisely, a mode of in-
teraction where both the pedagogue and
students feel satisfied, by their mutual expe-
rience of having gained fundamental in-
sights. Anna Herbert’s aim is to work out
why learning at school and creativity in ped-
agogical situations can be fun and what the
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conditions are for this kind of learning and
creativity.

To do so her backdrop serves her in the
analysis and explanation of what might act as
a hindrance to creativity in pedagogical situ-
ations. Taking recourse to these instruments
of analysis power relations can be explored in
conjunction with diverse phenomena of
pleasure. The steps taken to make these in-
struments applicable even to empirical re-
search seem however to be rather short. In
the book furthermore a creative form of lis-
tening to someone (the Other) is described
through which the strong effects of power
relations can be interrupted. Furthermore, it
is pointed out in a very convincing manner,
what the inevitable circumstances of a kind
of listening which causes someone to learn
from the one who speaks, actually are.

[t is surprising to find in the light of a the-
oretician who is nearly unknown in peda-
gogics — whereas he is widely proliferated in
disciplines like feminism, film and cultural
studies — theories which can be used to en-
lighten topics that are very up to date in ped-
agogics today. For example implicit learning
and facit knowing can be analysed by referring
to Lacan; Herbert does this by taking over a
generic and praxeological perspective. Fur-
ther she marks out the initial conditions for
motivation and creativity as well as those of
aggression and violence and she points out
certain rules arising from their binary ten-
sion. Last but not least some central framings
of lifelong learning are revealed.

Anja Kraus
kraus@ph-ludwigsburg.de



S S L
Paideia

Nyt nordisk tidsskrift

AN

\__/
CC X0 X

AN

Tidsskriftet Paideia — professionel paedagogisk praksis har en prak-
sisrettet profil, men holder samtidig et hgjt akademisk niveau. Tids-
skriftet indeholder fagfaellebedemte artikler, som omhandler aktuelle
temaer fra praksisfeltet, interviews, debatter og boganmeldelser.
Malgruppen er lzerere, skoleledere, paedagoger, paedagogiske
konsulenter, studerende og forskere. Publiceringssprogene er
dansk, norsk og svensk.

Paideia udkommer to gange om aret (maj og
november). Se mere pa www.paideia.no.

AN

Temaer for de kommende numre er:

» 1/2012 (maj maned): Professionsudvikling i et
videnperspektiv

» 2/2012 (november méaned): Daginstitutionens

betydning i uddannelsesforlgbet

NEWANIANRT T
V.V

i

__/\__/
()

Paideia udgives i et samarbejde mellem Laboratorium for forsknings-
baseret skoleudvikling og psedagogisk praksis (LSP) (University
College Nordjylland og Aalborg Universitet), Senter for praksisrettet
utdanningsforskning (Hagskolen i Hedmark), Institutionen for peda-
gogik (Hogskolan i Boras) og Dafolo Forlag.

Redaktionsgruppen bestar af: Ole Hansen
(ansvarshavende redakter), Lars Qvortrup,
Thomas Nordahl, Stephen Dobson,

Bengt Persson og Anita Norlund.

X ) ()

Scan koden, og
bestil abonnement

@ Dafolo




<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /None
  /Binding /Left
  /CalGrayProfile (Dot Gain 20%)
  /CalRGBProfile (sRGB IEC61966-2.1)
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Error
  /CompatibilityLevel 1.4
  /CompressObjects /Tags
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages true
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /DetectCurves 0.0000
  /ColorConversionStrategy /LeaveColorUnchanged
  /DoThumbnails false
  /EmbedAllFonts true
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 1048576
  /LockDistillerParams false
  /MaxSubsetPct 100
  /Optimize true
  /OPM 1
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo true
  /PreserveFlatness true
  /PreserveHalftoneInfo false
  /PreserveOPIComments true
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Preserve
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages true
  /ColorImageMinResolution 300
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages true
  /ColorImageDownsampleType /Bicubic
  /ColorImageResolution 300
  /ColorImageDepth -1
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 1.50000
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages true
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /ColorImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasGrayImages false
  /CropGrayImages true
  /GrayImageMinResolution 300
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Bicubic
  /GrayImageResolution 300
  /GrayImageDepth -1
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 1.50000
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages true
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /GrayImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasMonoImages false
  /CropMonoImages true
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Bicubic
  /MonoImageResolution 1200
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50000
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects false
  /CheckCompliance [
    /None
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox true
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile ()
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputCondition ()
  /PDFXRegistryName ()
  /PDFXTrapped /False

  /CreateJDFFile false
  /Description <<

    /BGR <>
    /CHS <FEFF4f7f75288fd94e9b8bbe5b9a521b5efa7684002000410064006f006200650020005000440046002065876863900275284e8e9ad88d2891cf76845370524d53705237300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c676562535f00521b5efa768400200050004400460020658768633002>
    /CHT <FEFF4f7f752890194e9b8a2d7f6e5efa7acb7684002000410064006f006200650020005000440046002065874ef69069752865bc9ad854c18cea76845370524d5370523786557406300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c4f86958b555f5df25efa7acb76840020005000440046002065874ef63002>
    /CZE <>
    /DAN <>
    /DEU <>
    /ESP <>
    /ETI <>
    /FRA <>
    /GRE <>

    /HRV (Za stvaranje Adobe PDF dokumenata najpogodnijih za visokokvalitetni ispis prije tiskanja koristite ove postavke.  Stvoreni PDF dokumenti mogu se otvoriti Acrobat i Adobe Reader 5.0 i kasnijim verzijama.)
    /HUN <>
    /ITA <>
    /JPN <FEFF9ad854c18cea306a30d730ea30d730ec30b951fa529b7528002000410064006f0062006500200050004400460020658766f8306e4f5c6210306b4f7f75283057307e305930023053306e8a2d5b9a30674f5c62103055308c305f0020005000440046002030d530a130a430eb306f3001004100630072006f0062006100740020304a30883073002000410064006f00620065002000520065006100640065007200200035002e003000204ee5964d3067958b304f30533068304c3067304d307e305930023053306e8a2d5b9a306b306f30d530a930f330c8306e57cb30818fbc307f304c5fc59808306730593002>
    /KOR <FEFFc7740020c124c815c7440020c0acc6a9d558c5ec0020ace0d488c9c80020c2dcd5d80020c778c1c4c5d00020ac00c7a50020c801d569d55c002000410064006f0062006500200050004400460020bb38c11cb97c0020c791c131d569b2c8b2e4002e0020c774b807ac8c0020c791c131b41c00200050004400460020bb38c11cb2940020004100630072006f0062006100740020bc0f002000410064006f00620065002000520065006100640065007200200035002e00300020c774c0c1c5d0c11c0020c5f40020c2180020c788c2b5b2c8b2e4002e>
    /LTH <>
    /LVI <>
    /NLD (Gebruik deze instellingen om Adobe PDF-documenten te maken die zijn geoptimaliseerd voor prepress-afdrukken van hoge kwaliteit. De gemaakte PDF-documenten kunnen worden geopend met Acrobat en Adobe Reader 5.0 en hoger.)
    /POL <>
    /PTB <>
    /RUM <>
    /RUS <>
    /SKY <>
    /SLV <>
    /SUO <>
    /SVE <>
    /TUR <>
    /UKR <>
    /ENU (Use these settings to create Adobe PDF documents best suited for high-quality prepress printing.  Created PDF documents can be opened with Acrobat and Adobe Reader 5.0 and later.)
    /NOR <>
  >>
  /Namespace [
    (Adobe)
    (Common)
    (1.0)
  ]
  /OtherNamespaces [
    <<
      /AsReaderSpreads false
      /CropImagesToFrames true
      /ErrorControl /WarnAndContinue
      /FlattenerIgnoreSpreadOverrides false
      /IncludeGuidesGrids false
      /IncludeNonPrinting false
      /IncludeSlug false
      /Namespace [
        (Adobe)
        (InDesign)
        (4.0)
      ]
      /OmitPlacedBitmaps false
      /OmitPlacedEPS false
      /OmitPlacedPDF false
      /SimulateOverprint /Legacy
    >>
    <<
      /AddBleedMarks false
      /AddColorBars false
      /AddCropMarks false
      /AddPageInfo false
      /AddRegMarks false
      /ConvertColors /ConvertToCMYK
      /DestinationProfileName ()
      /DestinationProfileSelector /DocumentCMYK
      /Downsample16BitImages true
      /FlattenerPreset <<
        /PresetSelector /MediumResolution
      >>
      /FormElements false
      /GenerateStructure false
      /IncludeBookmarks false
      /IncludeHyperlinks false
      /IncludeInteractive false
      /IncludeLayers false
      /IncludeProfiles false
      /MultimediaHandling /UseObjectSettings
      /Namespace [
        (Adobe)
        (CreativeSuite)
        (2.0)
      ]
      /PDFXOutputIntentProfileSelector /DocumentCMYK
      /PreserveEditing true
      /UntaggedCMYKHandling /LeaveUntagged
      /UntaggedRGBHandling /UseDocumentProfile
      /UseDocumentBleed false
    >>
  ]
>> setdistillerparams
<<
  /HWResolution [2400 2400]
  /PageSize [612.000 792.000]
>> setpagedevice




