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OsloMet - Oslo Metropolitan University, Norway (hjohanne@oslomet.no)

Welcome to a new volume of the Nordic Journal of Vocational Education and Train-
ing. In this first issue of 2018 we are proud to present a new associate editor of
our journal. Associate professor Hedvig Skonhoft Johannesen from OsloMet -
Oslo Metropolitan University in Norway has joined the editorial group, and we
look forward to fruitful cooperation with the journal.

In this issue of NJVET we have seven contributions - six peer-reviewed re-
search articles and one magazine article - from Sweden, Norway, and Denmark.
The topics of the articles address assessment in empirical and analytical ap-
proaches, VET students” as well as teachers” boundary learning, digital storytell-
ing as an approach to vocational didactics, drop out from vocational education,
and finally the quality of vocational education.

In the article Att problematisera "problemet”: Bedomning och utveckling av problem-
formuleringar i lararutbildningens sjilvstindiga arbeten (To problematize the “prob-
lem’: Assessment and development of problem formulations in independent the-
ses projects in teacher education) Peter Karlsudd presents a study from the pro-
fessional education of teachers. In the study, he analyses the quality of the for-
mulation of a research problem in theses, and if this is related to the final grading
of these theses. The findings show that a well constructed problem is important,
but not necessary, for the quality of the final thesis.

The second article, Tvd yrkeslirares berdttelser om bedomningshandlingar pd indus-
tritekniska programmet (Two vocational teachers’ stories of grade assessment on
the industrial technology programme) by Hamid Asghari and Nina Kilbrink, is
an analysis of stories about grading from two vocational teachers in the Swedish
industrial technology programme. The researchers show how the teachers” social
relations with and caring for the students are important for the assessments, and
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that the requirements of the syllabus and steering documents are not always in
focus.

In the third article, written by Anne-Catrine Wolden, Ursula Smaland Goth,
and Anne Karin Larsen, Digitale historiefortelling som kontekstuell lering i
yrkesfaglig undervisning (Digital storytelling: Contextual learning during voca-
tional education and training) the authors have studied digital visual subject
evaluations and reflection notes. The findings in the article show that the digital
storytelling could enhance vocational learning, improve the use of active subject
terminology comprising digital and didactical skills in VET.

The next two research articles are written in English. In Boundary processes in
connection with students” workplace learning: Potentials for VET teachers’ continuing
professional development, Susanne Kopsén and Per Andersson identify learning
opportunities in the daily work of VET teachers. This article concerns how
boundary processes in students” workplace learning between school and work
influence the continuing professional development (CPD) of VET teachers. The
findings in the article show that the learning of VET teachers is influenced by
varying degrees of teacher’s access to the workplace, where structural factors in-
fluence their involvement in work and social interactions.

Nina Aakernes also presents an analysis of the relation between VET and
working life, but from an apprentice perspective, in From school to work: Coherence
between learning in school and learning in workplaces for apprentices in the Media
graphics programme in Norway. Aakernes addresses the lack of coherence between
school-based and work-based learning in the Media Graphics programme in the
Norwegian context. The empirical material from interviews shows that the au-
thenticity of the media production training at school is insufficient to bridge
shortcomings in the coherence between school and work-based learning.

The sixth research article is a Danish study by Bjarne Wahlgren, Vibe Aark-
rog, Kristina Mariager-Anderson, Susanne Gottlieb, and Christian H. Larsen:
Unge voksnes beslutningsprocesser i relation til frafald: En empirisk undersogelse blandt
unge voksne i erhvervs- og almen voksenuddannelse (Young adults’ decision pro-
cesses in relation to drop out: An empirical study among young adults in voca-
tional education and training and basic general adult education). The article con-
tributes analysis of the decision processes of young adults connected to drop out
in three types of development; positive, turbulent and negative development.
The authors conclude that the student’s decision making processes and goal ori-
entation are essential factors to understanding considerations about dropping
out.

The last contribution in this issue is a magazine article in English by Helena
Tsagalidis and Maria Terning: A qualitative vocational education and training: Ed-
ucation for quantity or quality? The key issue in the magazine article is how the
concept of quality in VET must be expanded in order to renegotiate the views of
Swedish VET as more attractive.
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These articles together provide different perspectives and insights from both
vocational and professional education and training. The studies mainly concern
VET, but the findings have a general value beyond the VET sector, for example
in more general educational topics such as assessment, drop out, teachers’ con-
tinuing professional development, the connection between school and working
life, and not the least the quality of education.
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Att problematisera "problemet”:
Beddmning och utveckling av problem-
formuleringar i ldrarutbildningens
sjdlvstandiga arbeten

(To problematize the "‘problem’: Assessment and development of
problem formulations in independent theses projects in teacher
education)

Peter Karlsudd

Linnéuniversitetet, Sverige (peter.karlsudd@Inu.se)

Abstract

How well a research problem is formulated in theses, according to many educators and
textbook writers, is of great importance for the final quality of a thesis project. To in-
vestigate if there is a link between the construction and formulations of a problem and
the grades well accepted and accepted, 58 theses projects were reviewed. 82 students
were tested on their ability to evaluate, discuss and formulate research problems
through specific exercises. The results of the comparison between how the research
problem was designed and the theses gradings show that a well-formulated problem is
not an absolute necessity for the grade well accepted. However, the results indicate
that writers who strive to express higher ambitions when it comes to the problem have
a greater opportunity to realize these in their thesis. Highly formulated problems have
been well represented among the theses that receive the grade well accepted.

The conclusion of the study shows that a well constructed purpose and problem is
of particular importance to achieve a good standard of a thesis project and the specific
training efforts undertaken suggest that this training will continue as a regular feature
of the programme.

Keywords: educational training, independent thesis project, problem formulations,
research problems, vocational education
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Inledning

Sedan den svenska ldrarutbildningen integrerades med den hogre utbildningen
i slutet av 1970-talet har utbildningen blivit mer akademiskt orienterad (Calan-
der, 2005; Jacobsen, 2008). Vid inférandet av ett obligatoriskt examensarbete
1993 blev denna inriktning dn tydligare (Johansson & Svedner, 2006). Att skriva
ett examensarbete (sjdlvstandigt arbete) i ldrarutbildningen krdver en hog grad
av autonomi. Studenten viljer sjdlv @mne, problemformulering, litteratur och
metod for att dédrefter analysera, vdardera och presentera sina egna slutsatser.
Huvuddelen av de examensarbeten som genomfors har ett starkt fokus pa den
skriftliga rapporten och bygger oftast pa en traditionell datainsamling med in-
tervjuer, enkdter eller observationer som grund. Dessa arbeten har i denna
undersokning definierats som forskningsinriktade.

I utvédrderingar har Hogskoleverket papekat att examensarbeten i ldrarut-
bildningen oftast far en mer traditionell akademisk pragel dd vetenskapligt
hantverk och metodiska krav dgnas storre omsorg &n ldararprofessionens cen-
trala problem (Gabrielsson, 2005). I Hogskoleverkets (2006) granskning av la-
rarutbildningens examensarbeten bedémdes att dessa hade ldgre vetenskaplig
kvalitet 4n inom de andra utbildningarna som studerades. Granskningen utgick
frdn sex kvalitetsaspekter: forskningsanknytning, problemformulering, teore-
tisk medvetenhet, metod, genomforande och slutsatser, samt spraklig utform-
ning och formalia (Harnqvist, 1999). Problem som lyfts fram for examensarbetet
dr stark normativitet, svag forskningsanknytning, bristande kritisk foérmaga,
och en dominans av kvalitativ metod. Ofta upptrdader en spanning mellan en
yrkesorientering och en akademisk orientering nar det giller ldrarutbildningens
examensarbete, vilket kan komplicera studenternas genomforande av arbetet
(Bergqvist, 2000; Fransson, 2009). A ena sidan kan den stringenta vetenskapliga
uppbyggnaden i rapporten minska overforbarheten av kunskap till ldraryrket
och & andra sidan kan examensarbetets yrkesorientering paverkar den akade-
miska orienteringen (Meeus, Van Looy & Libotton, 2004; Reis-Jorge, 2007).

Det dr sdllan examensarbetet dr ett utvecklingsinriktat arbete med ett prak-
tikndra och deltagarorienterat arbetssitt i centrum. Manga ganger framfors ar-
gumenten att ett mer verksamhetsndra examensarbete riskerar brister i sin
dokumentation och vetenskaplighet, medan det traditionella och mer akade-
miskt orienterade arbetet riskerar minskad koppling till det reella yrkesuttvan-
det (Gustafsson, 2008; Reis-Jorge, 2007; Rade, 2014). En akademisk yrkesutbild-
ning ska kunna fylla kriterierna for yrkesrelevans och vetenskaplighet dven nar
den riktas mot verksamhetsutveckling (Casson, 2015). Mdlet dr att knyta aka-
demi och arbetsliv ndrmare varandra (Dyste, 2002; Skold, 2016). Kunskapen ska
vila pa vetenskaplig grund och/eller beprovad erfarenhet (Hogskolelagen,
1992). For att examensarbetet ska kunna sdgas vila pa vetenskaplig grund ska
det utga fran de senaste forskningsresultaten inom omrddet och frédn en teore-
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tisk kunskapsbas samt utveckla ett kritiskt forhallningssétt till provning av
kunskap (Eriksson, 2009). Studier har visat att alternativa varianter av exa-
mensarbetet som produkt-, portfolio- och aktionsforskningsvarianter kan gynna
yrkesorientering och beprovad erfarenhet (Lindh, 2007; Meeus m.fl., 2004).

Att problemformuleringen &r essentiell f6r nivan pa den kunskap som pro-
duceras i examensarbeten framhdlls i en rad metodbocker som ingar eller har
ingdtt i lararutbildningens kurslitteratur (Bryman, 2011; Denscombe, 1998;
Hartman, 2004; Patel & Davidson, 2011). I samma litteratur ges dock inga ex-
empel pa studier som bekriftat sambandet mellan problemformuleringens kon-
struktion och kvaliteten pa det slutférda examensarbetet. Detta samband disku-
teras ofta av handledare och examinatorer och det dr inte ovanligt att de pro-
blem som formuleras kritiseras for att vara allt for deskriptiva eller normativa
till sin karaktdr och att ett tydligt problem med en tydlig problematisering sak-
nas. Emsheimer (2007) har studerat syftesformuleringar i examensarbeten och
resultatet visade pd en 6verrepresentation av beskrivande syften gentemot ana-
lyserande syften. Studien drar slutsatsen att examensarbetena bor préaglas av en
mer distinkt analytisk inriktning vilket dven rekommenderas av exempelvis
Harngvist (1999) och Gustafsson och Lundin (2011) i liknande studier. Dessa
brister borde vara relativt enkla att atgdrda och forbattra menar Emsheimer
(2007), till exempel med tydligare framskriven problemformulering som kan ge
argument och forstdelse for ett normativt syfte och med viss utveckling och
klargorande av de analytiska inslagen (a.a.).

Med syftet att hoja standarden pd de examensarbeten som forfattas vid den
lararutbildning som ingick i foreliggande studie, har det tidigare riktats stod for
textproduktion med exempelvis extra handledning eller inbjudan till ”skriv-
verkstad”. Nagra sdrskilda insatser har ddremot inte riktats till den del i upp-
satsarbetet som bendmns problemformulering. Mot bakgrund av detta kan det
vara intressant att prova olika insatser for att 6ka kvalitén pd detta for uppsat-
sens viktiga inslag. Syftet med denna studie &r att ddrefter belysa forhallandet
mellan examensarbetets problemformulering och dess slutliga kvalitet.

Amnesval och problemomrade

For analys och konstruktion av problemformuleringar dr det nodvandigt att
precisera och diskutera de begrepp som anvdnds for att uttrycka uppsatsens
syfte eller mal. I denna undersdkning definieras nagra nyckelbegrepp med ut-
gangspunkt i en figur som redogor for vigen fran det mer 6vergripande inten-
tionerna till de preciserade fragestdllningarna (Figur 1). Figuren illustrerar att
inledningsvis viljer man d@mne och inom &mnet ett problemomrade. Darefter
gdr man vidare och formulerar ett 6vergripande syfte eller mal for arbetet. Pro-
blemformuleringen som foljer pa syfte eller mal blir mer exakt och kan utryckas
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i preciserade fragestdllningar och/eller mal. Det som bendmns mélformulering-
ar dr vanligare i utvecklingsinriktade examensarbeten.

Amne

Problemomrade
Syfte Mal
Problemformulering
Preciserade
fragestillningar/
malformuleringar

Fiqur. 1 Fran dmne till preciserade frigestillningar och mdlformuleringar.

Nar det géller dmnesval och val av problemomrade i en ldrarutbildning ska
man uppfylla fem krav (Karlsudd, 2015a). Det forsta kravet &r relevans for ut-
bildning och yrkesutévning. En akademisk uppsats undersoker ett problem
som dr relevant for yrket med hjilp av begrepp och metoder som ér giltiga for
dmnet. Det andra kravet &r att det ska vara intressant for malgruppen och dar-
med ska problemomradet dga ett visst nyhetsviarde. Problemomradet ska vara
intressant ur ett vetenskapligt perspektiv men det ska ocksa vara intressant for
forfattaren. Om frégestdllningen &r relevant och intressant for uppsatsforfatta-
ren dr den ofta betydelsefull for den tilltdinkta malgruppen. Det tredje kravet &r
att problemformuleringen maste vara fokuserad och vil avgransad. Om proble-
met &r for stort, eller for vagt, sd hinner inte forfattaren besvara det pa den tid
som finns att tillga. Det &r béattre att kunna uttrycka sig med storre klarhet om
nagot specifikt dn oklart om nagot stort. Det géller att sndva in problemet sd
tidigt som mojligt i uppsatsarbetet. Har kan det vara lampligt att tydliggora
avgransningarna i ett sdrskilt avsnitt. Om problemet dr for begrdnsat kan det
uppsta svarigheter da det kan saknas litteratur och information. Det fjarde kra-
vet dr att formuleringarna ska vara praktiskt genomforbara. Det géller att ta stall-
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ning till om problemet kan besvaras inom ramen for de forutsidttningar som
finns i form av tid, omfattning och tillgéngliga resurser. Finns det tillgangligt
material och litteratur i &mnet? Finns det ett svar och gar det 6ver huvud taget
att ta reda pa svaret? Det femte och viktigaste kravet &dr att problemet dr etiskt
forsvarbart. Da varje person har grundliggande rattigheter som i forsknings-
sammanhang innebdr att man har ratt att skyddas mot skada, forodmjukelser,
krankningar och annat obehag stélls forskaren infér minst fyra krav. Dessa krav
ar oppenhet, sjilvbestimmande for de medverkande, konfidentiell behandling av
data som samlats in samt autonomi betrdffande forskningsmaterialets anvand-
ning (Hermerén, 2011).

Nar det géller det utvecklingsinriktade arbetet tillkommer kravet att det ska
vara ett problem som dr angeldget for den aktuella verksamheten med utgangspunkt i
verksamhetens behov och onskan om utveckling och forandringar (Karlsudd,
2015a).

Syfte och problemformulering i examensarbeten

Syftet fungerar som en inramning till den problemformulering som formuleras i
examensarbetet. Denna inramning kan formuleras i termer av vilket kunskaps-
bidrag uppsatsskrivaren har for avsikt att leverera. Den kunskap som fokuseras
kan ocksa uttryckas som kunskapsobjekt. Den efterfcljande problemformulering-
en dr sedan ett l6fte fran forfattaren till ldsaren om vad uppsatsen ska behandla
och dér ldsaren kommer att f4 veta mer om omrddet med stod av de frdgor som
preciserats. Problemformuleringen dr nagot som studeras noggrant av ldsare,
opponent och examinator for att kontrollera om uppsatsforfattaren lyckats med
det hen foresatt sig. For att kunna utforma en robust problemformulering och
dédrefter precisera fragestillningar krdvs en gedigen kunskap inom @mnesom-
radet. Denna kunskap maste alltid vila pa vetenskaplig grund och/eller bepro-
vad erfarenhet (Hogskolelagen, 1992; Skollagen, 2010). Beprovad erfarenhet kan
definieras som kunskap vilken dr genererad vid upprepade tillfdllen 6ver tid
och som &dr dokumenterad och kvalitetssikrad enligt vedertagen metod (Skol-
verket, 2012).

Att examensarbetes kvalité i forsta hand dr kopplad till problemformulering-
en och inte till dess kéllor dr ofta en utgangspunkt for examensarbetet. Om pro-
blemformuleringen &r svag riskerar arbetet att bli otydligt och i vérsta fall me-
ningslost. Det dr darfor viktigt att hela tiden ha sin problemformulering for
ogonen sda man inte glommer undersokningens foresatser. Ambitionen &r att
inledningsvis skapa en tentativ formulering som kan fungera som styrredskap i
den fortsatta arbetsprocessen. I borjan av detta arbete, d4 man inledningsvis
provar och utforskar sin fragestédllning, kan det givetvis vara nodvandigt att
justera den. Detta arbete mdste kontrolleras med jamna mellanrum, d& det un-
der arbetets fortskridande ofta uppstar syftesforskjutningar.
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Utmaérkande for en bra problemformulering

Ett “dkta” forskningsproblem karakteriseras av att det finns en kunskapslucka,
ett problem som dr angelédget for verksamheten att klarldgga (Rienecker, Stray
Jorgensen & Hedelund, 2014). Det kan &ven vara en observation som inte fatt
sin forklaring eller som kategoriseras och analyseras utifran ett nytt perspektiv.
En utgdngspunkt kan ocksad vara nagot som inte staimmer 6verens med bepro-
vad erfarenhet, ndgot som kan (om)virderas, dndras, fordndras, konstrueras
eller dar handlingsforeskrifter ska omfoérhandlas (a.a.). En foreteelse som "no-
ter” eller som skapar férundran och motsittningar, och som fortfarande &r vard
att studera och diskutera.

Enligt Bryman (2011) styr problemet litteraturgenomgangen och bidrar till ett
fungerande beslut om vilka data som behdver samlas in. Problemformuleringen
leder analysen av data mot det vdsentliga och utgor den ram som sammanfattar
det material som man kommer att analysera. Problemformuleringen férhindrar
att man fastnar i irrelevanta sidospar (a.a.). I ett mer utvecklingsinriktat arbete,
dédr en aktiv handling dr central, kommer problemformuleringen ofta att formu-
leras som aktionsinriktade mal.

Ett sitt att betrakta examensarbetets problemformulering dr att sédtta den i re-
lation till den ambitionsniva, eller kanske dnnu béttre utryckt, den kunskaps-
produktion som efterstrdvas. Ett flertal forskare har presenterat olika typer av
kategoriseringar géllande kunskapsutveckling (Englund, 1995; Marton, Houn-
sell, Entwistle & Asplund Carlsson, 2008; Siljo, 2013). Den kanske mest kianda,
Blooms taxonomi (Bloom, 1956) bygger pa att kunskap kan organiseras i en hie-
rarki fran grundldggande kunskap till avancerad kunskap. Med denna stigande
abstraktionsordning som stod och med foresatsen att nd en hogre kunskapsniva
i examensarbetena, konstruerades en modell (Karlsudd, 2015a) for diskussion
och analys av de problem som har formulerats och ska formuleras i kommande
examensarbeten (Figur 2). Modellen som fatt namnet ”“problemformulerings-
trappan” har anvints som analysverktyg och hjdlp for studenterna att stréva
mot en hogre kunskapsproducerande nivd. Modellen ska inte ses som absolut
hierarkisk eller kumulativ och nivdernas innehall och placering kan diskuteras.
Detta utesluter inte att kategorierna kan fungera som underlag foér bedomning
och diskussion om hur syfte och problem konstrueras.
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7. TEORIGENERERANDE: I modeller illustrera och forklara
AGERANDE/HANDLANDE: I aktion prova forstaelse, omdome och handling

6. ANALYSERANDE/SYNTETISERANDE: Soka forklaringar, koppla mot teori

5. PROBLEMATISERANDE: Utmana forestdllningen om

4. KUNSKAPSGENERERANDE: Skapa forstaelse for

3. NORMATIV: Foreskriva, visa hur. Utgangspunkt i vil etablerad forestéllning

2. UTVARDERANDE: Utreda, virdera, belysa sammanhang

1. DESKRIPTIV: Beskriva och klargéra

Figur 2. ”"Problemformuleringstrappan” (Karlsudd, 2015a).

Den forsta nivan, den deskriptiva, dr en beskrivande nivd dédr problemformule-
ringen riktas mot att soka faktakunskaper. Handlingar som till exempel defini-
era, rakna upp, aterge eller klassificera kdnnetecknar denna niva. Denna niva &r
nodvandig som utgdngspunkt for en empirisk studie och for att nd de hogre
nivderna. For att kunna utvirdera, prova 16sningar, skapa forstdelse, problema-
tisera, analysera samt generera teorier maste problemomrddet beskrivas. Nér
ett arbete inte kommer ldngre dn den deskriptiva nivan &r det manga génger att
betrakta som ett misslyckande och det blir svart att klassificera arbetet som
forskning. Om arbetet f6ljs upp av ytterligare problematisering, analys och re-
flektion utifran begrepp som bygger pa vetenskaplig grund och beprévad erfa-
renhet kommer det ritt utfort att uppfylla kriterierna for ett vetenskapligt ar-
bete. Deskriptionen kan i huvudsak utforas pa tva sitt, ndamligen med nérhet
eller distans. Med deskriptiv nirhet beskrivs studieobjektet med utgangspunkt i
den egna positionen, till exempel forforstaelse, tankesdtt och mal. Med deskriptiv
distans intar forskaren ett annat perspektiv, exempelvis studieobjektets position,
da med avseende pa samma begrepp som nimnts under deskriptiv nédrhet. Det
dr latt att i examensarbeten finna exempel pd problemformuleringar som 6ver-
ensstimmer med den deskriptiva nivdn (Emsheimer, 2007). Hur allvarlig denna
brist dr kan diskuteras dd vissa vetenskapliga inriktningar dr mer deskriptiva,
till exempel narrativa studier (Czarniawska, 2004). I foljande genomgang foljer
citat frdn problemformuleringar som dr exempel frdn uppsatser som produce-
rats inom ldrarutbildningen och som representerar flera uppsatsamnen. Det
forsta citatet nedan &r ett exempel fran en deskriptiv niva:

Vilka pedagogiska stodatgarder anser ldrarna dr viktiga i arbetet med att inkludera
elever i behov av sarskilt stod?
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Den andra nivan har en utvirderande profil, ddr uppsatsforfattaren stravar efter
att jamfora, vardera och ange skillnader. Mdnga ganger definieras inte utvarde-
ring som forskning. Samma grundregel galler hir, med ratt uppfoljning och
hantering av de data som utgor underlaget for studien kommer kraven pa ve-
tenskaplighet att uppfyllas. Om metoden bygger pa vetenskaplig grund och
analysen utgar fran begrepp genererade fran teorier och tidigare forskning sak-
rar dven den hdr nivan de kriterier som utmdrker ett vetenskapligt arbete. Ut-
vdrdering och forskning &r ndrliggande verksamheter och en 6vergripande och
vasentlig likhet dr att forskare och utvarderare kan anvénda sig av samma me-
toder for datainsamling och analys i aktiviteter som definieras som utvarde-
ringsforskning (Karlsson, 1999). Givetvis kan det finnas skillnader mellan ut-
vdardering och forskning. En sddan skillnad kan exempelvis vara att en upp-
dragsgivare ger sdrskilda kriterier som ska gdlla for analysen vilken da inte all-
tid &r byggd pa vetenskaplig grund och/eller beprovad erfarenhet. Exempel pa
en mer utvirderande problemformulering ges i citatet nedan:

Vilka konsekvenser blir tydligast ndr barn som &r i behov av sérskilt stod inklude-
ras i skolan?

Den tredje nivan i modellen bendmns normativ, dér man i problemformulering-
en dr tdimligen bunden till ett bestdimt utgangsldge och/eller en instéllning déar
forfattaren strdvar efter att pavisa, fororda eller forandra. Att forska pa norma-
tiva grunder dr att utgd fran nagot som betraktas som norm, det vill sdga en
vanlig och normaliserad uppfattning. Inte sillan betraktas det normativa som
nagot negativt med argumenten att forskningen saknar objektiva utgdngspunk-
ter. Detta kan med andra argument ses som en olycklig instéllning, eftersom all
vetenskap kan ses som normativ i ndgot avseende (Holme & Solvang, 1997) da
den bygger pa forskarens och problemets forankring i kunskapsteoretiska stall-
ningstagande och diskurser (Karlsudd, 2012). Dessutom uppmuntras normativa
inriktningar, till exempel inom aktionsforskning (Ronnerman, 2004).
Normativitet kan definieras som viljan att finna svar pa fragor om hur nagot
bor vara, alltsd véagledande for manskligt liv och handlande. Manga génger tol-
kas termen normativ som ett stdllningstagande om hur ndgot ska vara, med
andra ord forskrivande. En annan tolkning &r att termen stdr for hur nagot kan
vara. Med det senare synsittet kan normativitet utgora ett riktmérke for ut-
veckling av den pedagogiska verksamheten (Karlsudd, 2012, 2015b). For att
synliggora och legitimera en tydlig normativ inriktning &r det viktigt att vara
dppet normativ och normativt dppen. 1 det forsta begreppet 6ppet normativ ges
bakgrunden till varfor du stdr bakom de stéllningstaganden du gor som till ex-
empel argument for din egen pedagogiska grundsyn. Du redovisar tydligt din
forforstaelse. Nér forfattaren dr normativt 6ppen redovisas forskningsfaltet dar
de skilda paradigmen synliggors och ddr alternativa viagval presenteras. Att
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vara normativt 6ppen innebadr ocksd att vara kritisk till sina egna stéllningsta-
ganden. Nedan foljer ett exempel pa en normativ problemformulering:

Malet med det utvecklingsinriktade arbetet dr att ur ett jamstalldhetsperspektiv be-
lysa attityder till dans.

Pa den fjarde nivdn, den kunskapsgenererande, aviserar problemformuleringen
att man arbetar mot att generera en utvecklad forstaelse for kunskapsobjektet.
Sjalvklart har samtliga studenter ambitionen att genom sitt arbete generera
kunskap. Nér det géller examensarbetarens egen kunskapsutveckling innebér
denna niva att skapa forstaelse och insikt, vilket i sin tur leder till ett 6kat om-
dome och en forbattrad handlingsféormdga. Om ambitionen stricker sig langre,
till exempel att inom dmnesomrddet tillféra ny kunskap, dr uppgiften mer ut-
manande. Det kan vara svart att bedoma om undersokningen tillfér nagot va-
sentligt nytt eller om det bara bli ett bekrdftande av tidigare undersokningar.
Oavsett vilket, dr resultatet i olika grad kunskapsgenererande, da ett bekréaf-
tande vid en ny tidpunkt och i en ny situation kan stirka evidens och forstaelse.
Detta kan dven ske genom att kombinera empiri och litteratur i innovativa pe-
dagogiska uppldgg och presentationer. Ambitionen att generera kunskap
utrycks vanligast explicit i syftet innan den preciserade fragestillningen, vilket
nedanstdende citat dr ett exempel pa:

Studien ska ge en fordjupad forstdelse for hur fritidspedagoger arbetar med demo-
krati och elevinflytande pa fritidshemmet.

Den femte nivan i modellen &r den problematiserande. Den ska utmana radande
ordning och védnda och vrida pa forestdllningar som inte kan besvaras med be-
skrivningar. Att problematisera dr att genom fragor och nya infallsvinklar ifra-
gasdtta normativa forestdllningar och forgivettagande. Detta kréver en analy-
tisk formdga dar begreppen vidgas i ett intellektuellt arbete. Ett sitt att proble-
matisera dr att stdlla hypoteser och ifragasitta fakta pa ett sitt som inte ldter sig
forklaras av ren deskription. Att denna typ av skrivningar finns med i problem-
formuleringen dr sannolikt viktigt for att leda arbetet mot en hogre vetenskap-
lig niva. Exempel pa en problematiserande formulering presenteras i citatet ne-
dan:

Hur kan barns inflytande stdrka och utveckla forskolans verksamhet?

I den sjdtte nivan, den analyserande och syntetiserande, visar problemformule-
ringen vdgen mot kunskapsteoretiska perspektiv. Har stills begrepp mot
varandra, till exempel i tes och antites, med stod av argument och motargu-
ment. Nu indikerar formuleringen att resultatet som redovisas i examensarbetet
kommer att diskuteras och analyseras mot teori(er). Kravet pad att examensar-
betet ska vila pd vetenskaplig grund och beprovad erfarenhet dr ndgot som ofta
tolkas som att en eller flera teorier ska presenteras i ett sarskilt kapitel och dar-
9
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efter dterkopplas i analys och diskussion. Det &r vanligt men inte alltid nod-
vandigt att fora in enskilda teorier som ofta betecknas som “Grand” och som
kan exemplifieras av foretrddare som exempelvis Maslow (1954) och Piaget
(1959) (Figur 3, del B). Ett arbete kan &ven vila tryggt pa vetenskaplig grund om
metod, pedagogisk grundsyn (ontologi och epistemologi) samt tidigare forsk-
ning dr forankrade i teori som presenteras och bildar en tillforlitlig utgangs-
punkt for dataanalysen (Figur 3, del A).

BEPROVAD ERFARENHET TEORI

Har kan analysbegreppen himtas \ /

DATAINSAMLING/DESKRIPTION
AKTION, OBSERVATION, ...

Hir kan analysbegreppen himtas

REFLEKTION ANLYS

METOD ONTOLOGI, EPISTEMOLOGI = TIDIGARE FORSKNING

}\'1ETODOL%I PEDAGOGISK GRUNDSYN
A VETENSKAPLIG GRUND

TEORIER

Har kan analysbegreppen hamtas

Figur 3. Mdjliga vigar att teoriforankra ett examensarbete.

Maénga ganger kritiseras examensarbeten for att vara teorisvaga, och oaktat om
en teori presenteras i ett sarskilt kapitel saknas det inte séllan en tydlig forank-
ring i resten av arbetet. Den dterkoppling som sker i diskussionen dr manga
ganger oklar och svag. Ddrfor kan det vara lampligt att i syfte eller problem-
formulering gora tydligt hur teoriférankringen &r planerad. I det utvecklingsin-
riktade arbetet blir det mojligt att tydliggora teoriforankringen genom att upp-
satsforfattaren utifran de teorier metoden bygger p3, till exempel en utveckl-
ingsmodell, analyserar de pedagogiska utgdngspunkterna och tidigare forsk-
ning. Nedan presenteras en formulering som exemplifiera den sjdtte nivan.

Hur och i vilka avseenden kan pedagogernas uppfattningar och erfarenheter pro-
blematiseras i relation till olika demokratiuppfattningar och till olika teorier om la-
rande?

10
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Det sjunde och sista steget i modellen dr den teorigenererande dar ambitionen &r
att bygga forklaringsmodeller med utgdngspunkter i teorin. Den teorigenere-
rande ansatsen problematiserar i forsta hand forhdllandet mellan data och teori.
Att generera teori dr att avtidcka och upptdacka grundldggande strukturella pro-
cesser. | examensarbetet kan detta arbete resultera i omradesrelaterade teorier
eller lite mer opretentits uttryckt “modeller”. Att examensarbeten dr teorigene-
rerande &r sdllsynt, men det gér att finna forklaringsmodeller som emanerar ur
undersokningens data och teori. I det sista steget har dven agerande/handling
placerats. Denna position forutsitter ett agerande som bygger pa den kunskap
som genom examensarbetet genererat forstaelse, insikt och omdome. Agerande
och handlande &r ndgot som prévas i de mer aktions- och utvecklingsinriktade
examensarbetena. I citaten nedan presenteras problemformuleringar som repre-
senterar teorigenerering och handlande.

Hur kan Wengers sociala inldrningsteori anvdndas och anpassas for att stiarka
samhorigheten i barngruppen?

Malet dr att genom planerade aktiviteter 6ka elevers motivation och attityd for vis-
telse ute pa rasten.

Denna studies syfte

Foreliggande studie har som syfte att undersoka sambandet mellan utforman-
det av examensarbetens problemformuleringar och uppsatsens slutliga kvalitet
utryckt i slutbetyget vil godként respektive godkédnt. Utover detta undersoks
lararstudenters uppfattning av viardet i de problemformuleringar som formule-
rats i tidigare examensarbeten. Till studenterna riktas i samma studie en sér-
skild utbildningsinsats med intentionen att forbittra kvalitén i de problemfor-
muleringar som bildar utgdngspunkt for uppsatsskrivande. Avsikten med
denna atgadrd dr att utréna om speciella insatser kan fa kvalitetshojande effekter
pa examensarbetet. Foljande problemformulering &r viagledande for undersok-
ningen:

* Vilka eventuella samband gar att finna mellan problemformuleringens
konstruktion och det slutgiltiga examensarbetets kvalitet?

* Hur bedomer/virderar ldrarstudenter problemformuleringar som pre-
senterats i tidigare examensarbeten?

* Hur paverkas examenarbetets kvalitet genom utbildningsinsatser riktade
mot problem-formuleringsfasen?

11
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Undersokningens uppldaggning och genomférande

Forsok att finna samband mellan problemformuleringens konstruktion och
examensarbetets kvalitet

For att soka ett eventuellt samband mellan problemformulering och examens-
arbetets kvalitet utryckt i betyget vil godkédnt respektive godkant varderades
och kategoriserades syfte och problemformulering i 58 uppsatser forfattade och
examinerade mellan 2013 och 2016. Kategoriseringen av problemen har genom-
forts av utbildningens huvudexaminator och vetenskapliga ledare for under-
sokningen. (Huvudexaminator har professorskompetens och dr ytterst ansvarig
for de rutiner och betygskriterier som giller for kursen.) For att kontrollera ka-
tegoriseringen har processen upprepats vid tre tillfillen med en medbedoémare.
For att méta en eventuell effekt av den sdrskilda utbildningsinsats som genom-
forts jamfordes arbeten som examinerats utan denna insats 2013-2014 med ar-
beten fran 2015-2016. Arbetet utgick utifrdn de krav och den modell (Figur 2)
for kunskapsproduktion som presenterats tidigare. Av samtliga arbeten hade 32
procent (18) en forfattare och de 6vriga 68 procent (39) delat forfattarskap. Ex-
amensarbetena som granskades var samtliga godkanda eller vél godkidnda 15-
podngsarbeten pa grundniva, vilka examinerats vid programmet grundldrare
med inriktning fritidshem under ovan angiven period. Sammanlagt 27 handle-
dare och 19 examinatorer har varit involverade, ddr samtliga handledare och
examinatorer har samma uppdrag inom 6vriga ldararprogram. I datamaterialet
har ingen handledare ansvarat for mer dn fem arbeten. Detta géller nédra nog
ocksa for examinatorerna da ingen examinerat mer dn fem arbeten med undan-
tag for tre som examinerade mellan sex och dtta arbeten var. Mer &n tre fjarde-

delar av handledarna och examinatorerna har varit verksamma under hela pe-
rioden 2013-2016.

Virdering av tidigare problemformuleringar

Under hostterminerna 2015 och 2016 utfordes en datainsamling i utbildningen
grundldrare med inriktning fritidshem, dar 82 av 96 studenter frdn den avslu-
tande terminen fick vérdera, analysera och diskutera tidigare examensarbetens
problemformuleringar. Ur 2013 och 2014 &rs examensarbeten slumpades utifrdn
de tvd urvalsgrupperna, vél godkédnt och godkint, 20 preciserade problemfor-
muleringar. Studenterna fick i grupper om tva analysera formuleringarna uti-
fran vilka styrkor och svagheter som enligt deras asikt utméarkte problemformu-
leringen. De fick ocksa i uppgift att ge forslag pa hur man skulle kunna ut-
veckla formuleringarna. Efter detta fick studenterna ange vilka problemformu-
leringar man antog hdrrorde fran betygen val godkidnt respektive godkant.
Overensstimmelsen mellan studenternas bedémning och examensarbetenas
faktiska betyg berdknades med Spearmans rangkorrelationskoefficent (Muijs,
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2011). Uppgiften var frivillig och studenterna var vil medvetna om att aktivite-
ten kunde betraktas som en virdefull 6vning och utvérdering samt att resulta-
tet dértill skulle anvéndas som en del i foreliggande undersokning.

Ovningar for att forbattra kommande uppsatsers problemformuleringar

Efter datainsamlingen genomfordes ett antal 6vningar med samma studenter
med malet att 6ka formdgan att utforma och uttrycka forskningsfragor infor de
kommande examensarbetena. Som ett forsta steg presenterade studenterna sin
egen problemformulering i helklass. Déarefter lamnades problemformuleringen
over till en annan grupp som bedémde problemformuleringen utifrdn ”pro-
blemformuleringstrappan” (Figur 2). Med utgangspunkt i problemformulering-
en definierades kunskaps- och i vissa fall studieobjektet. Dérefter diskuterades
om problemformuleringen kunde forbattras och eventuellt omformas till en
utvecklingsorienterad ansats. Exempel pa fragor som bearbetades av studenter-
na var: Hur kan man forbattra och fortydliga problemet? Hur kan man formu-
lera forskningsfragor for att nd en hogre kunskapsniva? Vad skulle kravas for
att gora problemet mer utvecklingsinriktat? Efter denna 6vning gick problemet
vidare till ndsta grupp som uttalade sig om den tidigare gruppens bedémning
for att sedan forsoka forbidttra den ytterligare. Insatsen omfattade fyra lektioner
dar det skriftliga materialet, med bland annat anteckningar fran studenternas
diskussioner, samlades in av ansvarig ldrare.

Data och mitsikerhet

I de 58 uppsatser dar syfte och problemformulering studerats har textlingden
pa syfte och problemformuleringen inte 6verskridit en halv A4-sida. Vanligtvis
presenteras syftet i en mer 6vergripande text och dérefter foljer preciserade fra-
gestdllningar. Problemen som granskats dr oftast preciserade i tre fragestall-
ningar dédr de deskriptiva och utvédrderande kan vara svara att sdrskilja. I fyra
fall har det varit svart att bedéoma var gransen gar mellan kategorierna deskrip-
tivt och utvarderande. Det har i nagra fall varit problematiskt att dra en klar
grans mellan utvdrderande formuleringar och de problematiserande. I dessa
fall har da bada kategorierna anvéants.

Avgrinsningar

Vad som &r viktigt att upprepa och markera &r att denna undersdkning &r helt
koncentrerad pa problemformuleringens konstruktion i jamforelse med arbetets
slutbetyg. Det &r alltsd inte uppsatsen alla delar och helhet som bedéms. Denna
beddmning av uppsatsen, ddr betyget vil godkdnt respektive godkdnt anvénts,
har utforts av kursexaminatorerna.
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Resultat

Samband mellan problemformuleringens konstruktion och det slutgiltiga
examensarbetet

Samtliga examensarbeten som ingdr i urvalet har bedomts uppfylla kraven re-
levant, intressant, praktiskt genomforbart och etiskt férsvarbart. I tabellen ne-
dan (Tabell 1) redovisas med ett “x” de uppsatser som i sin problemformulering
har representation i nivderna 1-7. Ndr uppsatsens problemformulering natt sin
"hogsta niva” ersdtts “x” mot uppsatsen betyg dar "VG” star for vl godkant

och ”g” for godkdnt. Redovisningen dr uppdelad i tvd tidsperioder, fore (2013-

2014) och efter den sidrskilda utbildningsinsatsen (2015-2016).

Tabell 1. Granskade och klassificerade problemformuleringar i 58 examensarbeten.

2013-2014: 27 uppsatser 15 % VG

2015-2016: 31 uppsatser 48 % VG

7. TEORIGENERERANDE:

7. TEORIGENERERANDE: VG

AGERANDE/HANDLANDE: AGERANDE/HANDLANDE:
VG g (2) VGVGVGVGVGVGggggggg (14)
6. ANALYSERANDE/SYNTETISERANDE: 6. ANALYSERANDE/SYNTETISERANDE:
g8 x (1)
5. PROBLEMATISERANDE: 5. PROBLEMATISERANDE:
xx VG ggggggg(10) xxx VG VG VG g g (8)
4. KUNSKAPSGENERERANDE: 4. KUNSKAPSGENERERANDE:
xVGVGgggsg(?) xg(2)
3. NORMATIV: 3. NORMATIV:
xxx g (4) XXXXXXXXXXXX (12)

2. UTVARDERANDE:
XXXXXXXXXXXX g 8 8 g g g (18)

2. UTVARDERANDE:
xxxxxxxxx VG VG g g g (14)

1. DESKRIPTIV:
XXXXXXXXXXXXXXXXXXXX & & & & (24)

1. DESKRIPTIV:
xxxxxxxxxxxxx VG VG VG g g g (19)

"

I tabellen ovan redovisas med ett "x” de uppsatser som i sin problemformulering har representation i

"

nivaerna 1-7. Néar uppsatsens problemformulering natt sin “hogsta niva” ersatts “x” mot uppsatsen be-

”w

tyg ddar "VG” star for vl godként och ”g” for godként. Antalet arbeten som representeras vid de olika
problemformuleringsnivaerna presenteras i parentes ( ).

Resultatsammanfattning av samtliga syften och problemformuleringar

Nér problem och syfte granskas pekar samtliga studerade examensarbeten mot
kvalitativa ansatser. De arbeten som bedémts ha en otydlig problemformule-
ring dr 14 procent (8) av det totala urvalet. Ett av dessa arbeten har betyget vl
godkint, ovriga sju betyget godkant.

Av de 58 arbeten som studerades har 75 procent (43) arbeten formuleringar
som representerar den deskriptiva nivan. I 16 procent (3) av samtliga val god-
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kdnda arbeten dterfinns inga syftes- och problemformuleringar i de 6verlig-
gande kategorierna. For betyget godkdnt dr det 18 procent (7) av det totala ur-
valets godkdnda arbeten som enbart har formuleringar tillhtrande denna niva.

Pa den utvirderande nivan forekommer i 55 procent (32) av arbetena formule-
ringar pd denna nivdn. Andelen vél godkidnda arbeten dédr problemformule-
ringen inte har ndgon formulering pa “hogre nivd” dr 10 procent (2) och mot-
svarande for godkédnda arbeten &r 23 procent (9).

Den normativa klassificeringen rdknar in formuleringar fran 28 procent (16)
av samtliga arbeten dédr 3 procent (1) av samtliga arbeten med godként, har
denna kategori som hogsta niva.

I den kunskapsgenererande ansatsen gar det att finna formuleringar i 16 pro-
cent (9) av samtliga uppsatsers syften och problemformuleringar. Andelen vil
godkidnda arbeten dédr problemformuleringen inte har ndgon formulering pa
“hogre niva” dr 10 procent (2). For godkdnda arbeten dr andelen 13 procent (5).

Nar det géller en niva som ofta accentueras vid handledning, den problemati-
serande, har 31 procent (18) av arbetena formuleringar fran denna kategori. An-
delen vil godkdnda arbeten ddr problemformuleringen inte har nagon formule-
ring pd “hogre niva” dr 21 procent (4) och for godkint 18 procent (7).

Arbeten dar syftet eller problemformuleringen uttrycker en analyse-
rande/syntetiserande ansats dr 5 procent (3). P4 denna niva aterfinns 5 procent
godkdnda arbeten (2), som inte innehdller nagon formulering pa "hogre niva”.

Nar det géller agerande/handlande &r det 26 procent (15) av arbetena som har
representation pd denna niva. Examensarbeten med en teorigenererande ansats
har en representation motsvarande 2 procent (1). Andelen vil godkidnda arbe-
ten pa denna, i modellen hogsta nivan, dr 42 procent (8) och andelen godként &r
20 procent (8).

I 42 arbeten forekommer ordet “hur” i problemformuleringarna vilket gor
det till det mest frekventa “nyckelordet”. I 21 arbeten finns ordet “vilka” och i
12 arbeten ordet ”vilken”. Dessa ord kan anvandas for att formulera problem
pa huvuddelen av nivderna sa det dr inte mojligt att konsekvent koppla dessa
till en viss nivd, men de har en betydande representation i den deskriptiva ni-
van. Nar det giller den normativa nivdn och den agerande/handlade nivén
forekommer ord som initiera, driva, visa, paverka, iscensdtta, aterinfoéra och
skapa. Dessa ord aterfinns inte pa 6vriga nivaer. Ordval som har representation
pa den problematiserande nivan dr exempelvis utmana, belysa och synliggora.

Andelen vil godkidnda ensamarbeten &r 26 procent (5) och andelen arbeten
med delat forfattarskap som bedomts med samma betyg &r 36 procent (14).

I de uppsatser som forfattades utan ndgon sarskild utbildningsinsats 2013-
2014 var andelen med vil godkant 15 procent (4) och andelen med problem
som klassificerades som otydliga 18 procent (5). I den grupp som diskuterat
problemformuleringen mer ingdende 2015-2016 hade 48 procent (15) av exa-
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mensarbetena betyget vil godkant och tio procent (3) problem som klassificera-
des som otydliga.

Studenters viardering av syfte och problemformulering

Nar det galler kriteriet och kravet pa problemets relevans sa dr det mycket fa
synpunkter som framkommer i studenternas bedomning. Nagra kommentarer
géllde forhallandet att eleven/barnet inte stod i fokus och ndgon papekade att
en undersokning saknade relevans for utbildningen. I enstaka bedomningar har
man haft synpunkter pd intressegraden, vilket innefattar aktualitet och nyhets-
vdarde, ddar ndgon kommenterat att “svaret kidnns givet”. Nar det géller kravet
pa fokusering dr det betydligt fler kommentarer. Den absolut vanligaste kritiken
géllande de problemformuleringar som studerades &r just bristen pa fokusering
och avgransning. Fér manga och otydliga fragor som utgangspunkt f6r uppsat-
sen var en del av denna kritik. Kommentarer som ”luddigt”, ”oklart” och
“flummigt” ndamndes flitigt, och nagra uttryckte behovet av att problem-
omrddet ytterligare borde preciseras. I ndgra kommentarer papekades att det
som formulerades i syftet inte i alla delar blev synligt i den preciserade pro-
blemformuleringen. Ndgra kritiserade att fragestdllningarna kunde uppfattas
som ja- eller nej-fragor. Ett mindre antal kommentarer behandlade bristen pa
definitioner av nyckelbegrepp. Ytterst f& ansdg att ndgon problemformulering
var for begransad. Nar det gillde praktisk genomforbarhet aterfanns inga syn-
punkter, men detta kriterium kan kopplas till kritiken pa en allt f6r omfangsrik
problemformulering. Vad giller de etiska kraven finns inga kommentarer, vilket
kan indikera att problemformuleringarna inte vicker ndgra invdndningar i
detta avseende. Som helhet inneholl bedomningarna ocksd manga positiva
kommentarer som “tydligt och intressevickande”, “bra dmne” och “relevanta
fragestdllningar”.

Vad giller studenternas bedomning utifran figuren som bendmns problem-
formuleringstrappan (Figur 2) anges att den deskriptiva nivan forekommer i
samtliga problemformuleringar. Mdnga problem bedémdes ocksd vara av ut-
virderande karaktdr, dar yrkesverksamma ldrares uppfattningar utgjorde empi-
rin och dar fokus var pedagogiska problem eller foreteelser. Studenterna fann
ett flertal exempel pa normativa utgangspunkter i syften och problemformule-
ringar. Den kunskapsgenererande ansatsen dr sillan explicit framskriven, menar
studenterna. I ndgra av examensarbetena blir den synligt i syftesformuleringar
som exempelvis “Studiens dvergripande syfte dr att vinna kunskap om barns lek och
lirande”. Formuleringar som kan uppfylla ambitionen att problematisera &r svara
att finna, anser studenterna. Ingen student har kunnat hirleda ndgon formule-
ring till nivderna analysera och syntetisera eller teorigenerera och handla. Nar det
géller att predicera examensarbetens betyg var 6verensstaimmelsen 0,74 uttryckt
i Spearmans rangkorrelationskoefficent. Studenternas varderingar baserades
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troligen mindre pd problematiseringsgraden &n problemets avgransning, aktua-
litet och sprak.

Ovningar for att forbattra problemformuleringarna i kommande uppsatser

I de 6vningar som genomfordes var det svart for studenterna att lyfta frage-
stallningarna fran en deskriptiv eller utvdarderande niva till en problematise-
rande. I ndgra fall kunde man pa den begransade tid som stod till férfogande
hoja abstraktionsgraden. Studenternas kamratinsatser (peer-to-peer learning)
kom mer att gidlla problemformuleringens precisering och avgrdnsning. Dis-
kussionen kring begreppen kunskapsobjekt och studieobjekt var intensiv och i
ett flertal fall var osékerheten stor om hur de skulle skiljas at.

Analys och diskussion

Studien som nu analyseras och diskuteras sdtter examensarbetets konstruktion
av syfte och problemformulering i centrum. Med stod av ett antal krav och kri-
terier granskas den del i uppsatsarbetet som i manga metodbdcker bedoms vara
den mest avgorande. Av studien framgar att en hog kravuppfyllelse med avse-
ende pa syfte och problem inte dr ett absolut villkor for att ett examensarbete
ska tilldelas slutbetyget val godként. I resultatredovisningen (Tabell 1) dterfinns
tre exempel pd vil godkdanda arbeten dér syfte och problemformulering inte nar
en hogre niva dn den deskriptiva. Att dessa tre uppsatser trots sin deskriptiva
orientering nar betyget vil godkdnt kan bero pa en mangd faktorer. Tidigare
forskning har visat att narrativa studier manga ganger dr deskriptiva men kan
na nivaer for vil godkant (Czarniawska, 2004; Emsheimer, 2007). Kanske nagot
deskriptivt arbete har sdrskilt nyhetsvédrde, en innovativ uppldggning, stark
litteratur eller att arbetet representerar en sprdklig excellens. Det kan troligen
finnas exempel pa uppsatser som i sin avslutning nar en hogre abstraktionsniva
utan att formulera detta i syfte och problem. En forklaring till detta kan vara att
arbetet blir mer problematiserande efter hand. Syftesforskjutningar kan leda till
en mer problematiserande orientering vilket inte fran borjan ingétt i de formu-
leringar som aterfinns under rubriken syfte/problem. Under rubriken ”forslag
pa fortsatt forskning” introduceras ofta nya problem i examensarbetens avslu-
tande del. Problemomraden och inledande fragestdllningar kan da befinna sig
pa en hogre och mer intressant niva dn i den uppsats som forfattats. Detta &r ett
resultat av den process som uppsatsskrivaren genomgatt. Det kan darfor vara
givande for de studenter som stdr i tur att paborja sitt uppsatsarbete att fortsétta
pa fragestdllningar som presenteras i slutet pd de uppsatser som examinerats.
Detta &r ndgot handledare manga ganger uppmuntrar men som mer séllan rea-
liseras.

Resultatet visar att det dr viktigt att avgrdnsa och fokusera sin fragestallning,
vilket tidigare forskning askadliggjort (Emsheimer, 2007; Gustafsson & Lundin,
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2011; Harnqvist, 1999). Av tio arbeten som bedomts ha en otydlig problemfor-
mulering dr det endast ett som nar nivan val godkant. Resultatgenomgangen
visar att syfte och problem kan innehdlla formuleringar som representerar flera
nivaer. Dar formuleringarna inte ndr hogre niva dn den deskriptiva och utvér-
derande &dr de vél godkdnda arbetena underrepresenterade. Hér aterfinns 32
procent av arbeten med betyget vil godkant.

Inte sdllan utrycks det normativa som ndgot negativt och tolkas som att stu-
denten dr fast i en 6vertygelse om vad som ér rétt eller fel eller att studenten pa
forhand har en klar uppfattning om resultatet. Av de arbeten som noterats for
syftes- och problemformuleringar av normativ karaktidr dr det en betydande
andel arbeten som forvarvat betyget vil godkdnt. Om det normativa klargors
pa ett korrekt sitt och utover detta innehdller formuleringar fran hogre nivaer
visar resultatet att det inte &r en belastning, troligen det motsatta.

I de utvecklingsinriktade arbetena, vilka d&terfinns i kategorin age-
rande/handlande, gir det inte att i syfte och problemformuleringar finna for-
muleringar som hédrrdr fran de tva forsta nivderna. Forklaringen &r oftast att
samtliga arbeten i sin uppldggning och struktur har att beskriva och utvirdera
nulédget i verksamheten, innan problemformuleringen presenteras. Den 6kning
av handlingsinriktade arbeten som skett efter 2014 beror sannolikt pa att kurs-
ansvariga uppmuntrat och i sirskilda atgarder stimulerat detta arbetssatt. No-
terbart dr att andelen utvecklingsarbeten med vl godkédnt dr ndra nog hilften
(sju av 15 arbeten). En mdojlig forklaring till detta dr att flertalet som vdljer
denna inriktning &r studenter med hog motivation och studiefésrmdga. Ytterli-
gare en forklaring dr att aktionsinriktade examensarbeten dar yrkesorientering
och beprovad erfarenhet dr i centrum rétt utforda kan na hog kvalitet utifrdn
examensarbetets bedomningskriterier (Lindh, 2007; Meeus m.fl., 2004).

Nar det géller studenternas vardering av tidigare arbeten kan den sdgas va-
lidera den granskning som diskuterats ovan. Overensstimmelsen med exami-
natorernas bedémning &r relativt god. Enligt studenter och handledare har
denna védrdering varit konstruktiv och larorik.

I en jamforelse mellan de tidigare (2013-2014) examensarbetens problemfor-
mulering och de som producerats efter utbildningsinsatserna (2015-2016) gar
det inte att verifiera att den 6kande andelen vl godkant beror pa den sdrskilda
utbildningsinsatsen. Det finns en rad viktiga faktorer och variabler som inte gar
att halla konstanta. Exempel pa detta dr handledares insatser, studenternas for-
kunskaper och kompetens eller metodkursernas innehdll och genomférande.
Det som mdojligen kan foras till erfarenheterna &r att utbildningsinsatsen skapat
en storre uppmarksamhet for syfte och problemformulering innan den indivi-
duella uppsatshandledningen pabdrjades. Avslutningsvis ska ndmnas att den
sdrskilda utbildningsinsatsen fortgar dd erfarenheterna varit goda och de ut-
vdarderingar som ldmnats har varit positiva.
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Att generalisera de erfarenheter som gjorts i denna studie till andra lararpro-
gram bor i manga delar vara majligt och genomforbart. Det uppldgg som géller
for sjalvstandigt arbete dr pa flera sétt jamforligt med andra ldrarutbildningar.

Om forfattaren

Peter Karlsudd &r professor i pedagogik vid Linnéuniversitetet och hans forsk-
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Inledning

Bedomning av kunskaper &r ett viktigt inslag i larares arbete. Det finns forskning
som visar att ldrare anvander sig av kriterier som de sjdlva anser som menings-
fulla vid sina bedémningshandlingar (jfr Lundahl, Hultén, Klapp & Mickwitz,
2015). Inom industriteknisk utbildning i Sverige vet vi idag véldigt lite om vilka
overvdganden som ligger till grund for larares bedomningshandlingar, och vi har
déarfor valt att studera detta ndrmare i relation till det industritekniska program-
met pd gymnasieskolan. I denna artikel kommer vi att studera vilka kategorier
av larares bedomningshandlingar! for ett godkéant betyg, som blir synliga i tva
industrildrares beridttelser om undervisning.

Bedomning av elevers yrkeskunskaper mellan novis och expert

Att bedoma vad en yrkesutovare kan och inte kan har sett olika ut under olika
perioder. Om vi gar tillbaka till 1800-talets Sverige ser vi att hantverkskunskaper
inte betygssattes fran A till F som det nu gors i dagens yrkesskolor. Bedomningen
av vad hantverkaren kunde, och hur skicklig denne var, gjordes av skréet, i ge-
sdll- och mastarprov (Berglund, 2009), men hantverkaren bedémdes ocksad av
kunderna som maéstare, mastarnas méstare eller novis. Novisen var en ung pojke
som enligt Ericsson (1988) ldarde sig hantverket genom att arbeta som ldrling hos
madstaren. Tondrspojkar som var intresserade av yrkeskunskaper bodde och ar-
betade hos mastaren och hans familj, larde sig hantverket och deltog i hushalls-
arbetet (ibid.). De som hade en mastartitel tillhorde en hogre klass dn de som var
outbildade och rdknades som en andra klassens hantverksarbetare. Pa den tiden
var 1onen kanske det betyg mastaren fick. Klasskillnaderna fanns dven tydligt
hos olika typer av yrkesarbetare med olika yrkeskunnande, exempelvis var sock-
erbagaryrket det mest avlonade yrket, medan fargeriyrket var det minst avlo-
nade per dag (ibid.). Ur loneskillnaderna kan antas att det samhélleliga behovet
under 1800-talet, precis som nu, ocksa bestimde vilken kunskap som kom att
vdrderas hogre dn andra kunskaper, vilket i sin tur paverkade och fortfarande
paverkar manniskors syn pd kunskap och synen pa vilken yrkeskunskap som var
mer eller mindre vard.

Utifran Ericssons (1988) historiska tillbakablick kan vi forsta att hantverkarnas
kunskaper ocksa i borjan av 1800-talet méttes pa nagot sdtt. De hantverkare som
hade bast hantverkskunskaper sags av allmdnheten som mastare och tillhdrde en
hogre klass medan den unga pojken, som dnnu inte behdrskade hantverkskun-
skaperna och arbetade for méstaren, sags som nyborjare eller novis av bade all-
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médnheten och av méstaren sjdlv. Det har formodligen ocksé funnits andra hant-
verkare med hantverkskunskaper ndgonstans mellan novis och expert (jfr Drey-
fus & Dreyfus, 1986) eller med hantverkskunskaper som madstarnas mastare. Vi
menar foljaktligen att kategorisering av yrkeselever genom att bedéma deras yr-
keskunskaper och betygssitta funnits i alla tider och att det som finns i dagens
yrkesutbildningar kan jamforas med bedomningen av yrkesutovares yrkeskun-
skaper som novis, méstare eller mastarnas mastare under 1800-talet. I var tid ndr
konkurrensen pé arbetsmarknaden och/eller vidareutbildningar och olika speci-
alkurser hdardnar kan yrkeselevers betyg pa yrkeskunskaperna dven bli viktiga
for deras anstéllning. Med goda betyg kan yrkes-eleverna dven ha storre mojlig-
heter att lamna verkstadsgolvet och fortsdtta vidare till andra utbildningar av
olika slag (se t.ex. Berglund & Lindberg, 2012; Carlgren, Forsberg & Lindberg,
2009; Heikkinen, 1997; Lindberg, 2003b, 2011).

Tidigare forskning om betyg och beddmning

En ndrmare granskning av svensk forskning om betyg och bedémning fran 1990
och framat visar att forskningen framst &r relaterad till grundskola och hogre ut-
bildning. I de fall forskningen &r relaterad till gymnasieskolan handlar den ofta
om betygsittning i studieférberedande program (se t.ex. Carlgren m.fl., 2009;
Hirsh & Lindberg, 2015; Lindberg, 2005). Diskussionen om bedémning handlar
ocksd ofta om hur en ldrare med utgangspunkt i kursplanernas mal och kun-
skapskrav kan genomfora en likvardig bedomning av elevers kunskaper (se t.ex.
Scriven, 1991; Taras, 2005). Likvardighet och réttvisa lyfts fram som centrala be-
grepp i tidigare forskning om betyg och bedomning (se t.ex. Black & Wiliam,
2003; Gipps, 2001; Gustafsson, 2006; Lundahl, 2006, 2011). Enligt Black och
Wiliam (1998) ska ldrarnas bedomning inte bero péa ldrarens personliga tyckande
i relation till den kunskap som denne anser som viktig for utbildningen, utan
utgd fran faststdllda kriterier. Detta sd att eleverna kan bedomas pa ett sakligt
sdtt. Bedomning sker i ett samspel mellan lédrare, elever, deras miljoer, sprak och
de objekt (till exempel datorer och bocker) som anvinds i processen (Moss, Gi-
rard & Haniford, 2006) och genom bedémning forsoker ldrare skapa mojligheter
for elever att visa vad de kan (Nystrom, 2004).

Tidigare forskning om betyg och bedémning har dven diskuterat larares be-
domningshandlingar utifran olika aspekter. Dessa har exempelvis diskuterats i
relation till olika larandekulturer (Davies & Ecclestone, 2008), utifran de krav
som laroplan och styrdokument stéller pa utbildning (Boud, Hawke & Falchikov,
2008), utifran anstdllningsbarhet och livsldngt larande (Bathmaker, 2001; Boud
m.fl., 2008) och utifran ldarar-elevrelationer (Bathmaker, 2001; Ecclestone, 2002).
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Bathmaker (2001) kallar bedémningshandlingar som utgér fran ldrar-elevrelat-
ioner for outtalade, det vill sdga att ldraren sétter betyget godkant utifrdn sin om-
sorg om eleven och inte utifran vad eleven kan. Hon skriver vidare att denna typ
av bedomningshandlingar emellandt kan ge eleven en andra chans att klara av
utbildningen. Colley och Jarvis (2007) har ocksa diskuterat kring mentorskap,
den relation som ldraren som mentor skapar med sina elever samt hur denna
relation informellt kan paverka ldrares bedomningshandlingar.

Nodviandigheten av betyg och bedomning kan ocksa diskuteras utifrdn det
Winch och Gingell (2004) skriver om att det finns en retorik i samhadllet att betyg
och bedoémning hor till skola och utbildning for att utbildningsvasendet skall
kunna tas pa allvar. Att bedoma beskrivs som en process som inkluderar in-
samling, tolkning och framstéllning av data, vilken leder till ett faststallt beslut
(Nystrom, 2004). Formativ och summativ bedémning har under de senaste aren
diskuterats och debatterats flitigt av skolforskare som Davies och Ecclestone
(2008), Gipps (2001), Jonsson (2009), Korp (2011), Lundahl (2006, 2011), Moss m.fl.
(2006), Pettersson (2011) och Wiliam (2006). Davies och Ecclestone (2008) skriver
att “There is currently no watertight definition of formative assessment” (p. 72)
och Black, Harrison, Lee och Marshall (2004) skriver att alla former av aterkopp-
ling dr synonyma med formativ bedomning och aterkoppling kan visa sig pa
manga olika sétt. Black och Wiliam (2003), Gipps (2001), Moss m.fl. (2006) och
Wiliam (2006) anser att formativ bedémning dr en jamnt flodande bedomnings-
process och att summativ bedomning dr bedomning av elevens kunskaper vid
ett specifikt tillfdlle, medan Scriven (1991) och Taras (2005) skriver att det dr svart
att skilja mellan formativ och summativ bedémning och att dessa bedomnings-
former gar hand i hand.

En forskningsoversikt 6ver betygens effekter for elever, ldrare och utbild-
ningssystemet i dess helhet har genomférts av Lundahl m.fl. (2015). De har bland
annat studerat bade internationell och svensk forskning for att beskriva hur och
vad ldrare betygsitter och hur betyg paverkar undervisning. Forfattarna lyfter
fram att relationen mellan ldrarens betygsittning och styrdokumenten &r domi-
nerande i svensk forskning medan elevens kunskaper och/eller deras personliga
egenskaper som kan bedomas av ldrare d&r dominerande i internationell forsk-
ning. Lundahl m.fl. skriver att ldrarnas sjdlvstandighet har storst betydelse for
deras paverkan pa bedomning av elevers kunskaper. Forfattarna skriver vidare
att i bedomningen av elevernas kunskaper och/eller deras personliga egen-
skaper kan ldrarna anvénda sig av kriterier som de sjdlva ser som meningsfulla.

Yrkeselevers betyg samt bedomning av deras yrkeskunskaper beskrivs av Tsa-
galidis (2003). Enligt Tsagalidis tydliggors inte specifika yrkeskunskaper pa ett
sdtt sd att eleverna kan forsta vad de ska kunna for att uppna betyget godként.
Tsagalidis problematiserar bedomningen av elevers yrkeskunskaper ytterligare
genom att redogora for att inte heller ldrarna i hennes forskning var medvetna
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om att eleverna inte forstod de specifika yrkeskunskaper som kravdes for betyget
godkédnt samt for att lararna sjdlva inte heller hade klart for sig vad som egentli-
gen skulle bedomas. Tsagalidis (2008) diskuterar kring de olika kunskapsdi-
mensioner som involveras i bade de identifierade nyckelkompetenserna, dvs.
kunskaper som é&r viktiga att ha oberoende av yrke, och i specifika yrkeskun-
skaper, och i kunskaper som dr unika inom ett yrke och relateras till yrkeserfa-
renheter. Det som ligger till grund for yrkeskunnandet &r alltsa enligt Tsagalidis
en sammanvavning av nyckelkvalifikationer och specifika yrkeskunskaper. En-
ligt Tsagalidis kan det vara svart for eleverna pa hotell- och restaurangprogram-
met att fd ett hogre betyg dan godkant, eftersom lararna i hennes forskning rak-
nade in erfarenheter av det praktiska arbetet i sina bedomningshandlingar som
en osynlig bedomningsfaktor. For en elev som saknar yrkeserfarenheter fran yr-
keslivet blir det ddrmed svart att fa ett hogre betyg &n godkant.

Aven Gafvels (2016) diskuterar bedosmningshandlingar, men med fokus p&
floristldrare. Gafvels undersoker bedomningen av en bukett med fokus pa ldrar-
nas interaktion och bedémningshandlingar och utifrdn det yrkeskunnande som
kommer till uttryck hos ldrarna. Gafvels visar bland annat att material och re-
spekt for materialet anses vara viktigt i floristiskt yrkeskunnande, men ocksa att
materialet har en stor betydelse for ldararna och fér deras bedomning av yrkes-
kunnandet.

Yrkeslédrare - elevrelationer har ocksa uppmaéarksammats i forskning om yrkes-
utbildningar. Forskning visar att relationen mellan yrkeslédrare och elever har en
stor betydelse i den formativa beddémningen (Asghari, 2014). Davies och
Ecclestone (2008) anser att yrkesldrares aterkoppling till eleverna &r viktig i den
formativa bedomningen. Férutom aterkoppling beskrivs ocksa granskning av
det eleven behover kunna utifrdn de kunskapskrav som stills pa utbildningen,
anpassning av undervisningen i relation till elevens kunskapsniva, samt 6versyn
av undervisningsmetoder som viktiga faktorer (ibid.). I den summativa bedém-
ningen bedoms istéllet ofta elevers yrkesteoretiska kunskaper (Lindberg, 2003a).
Naringslivets forvantningar pa yrkeskunskaper dr ocksd av betydelse for bedom-
ning i frdga om yrkesutbildningar (Colley & Jarvis, 2007). Flertalet yrkesldrare
kommer som yrkesutovare fran néringslivet till skolan som ldrare (Berner, 1989;
Johansson, 2009; Lindberg, 2003b) och i dessa fall kan yrkesldrarnas tidigare yr-
keserfarenheter fran naringslivet ha betydelse for deras bedomning av elevernas
yrkeskunskaper (Asghari, 2014). Yrkesldrares bedomning av vad eleverna kan
sker ofta genom ldrares observation av elevers praktiska arbetsuppgifter samt
genom muntliga och skriftliga fragor (Colley & Jarvis, 2007). Yrkesldrarnas om-
sorgsrelationer till eleverna kan ocksa spela ett avgorande roll f6r en generosare
bedémning, som ett sitt att engagera eleverna i utbildningen, skapa en behaglig
larandemiljo samt 6ka elevers sjdlvfortroende (Ecclestone, 2002).
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Tidigare forskning har ofta via observationer och intervjuer bidragit med kun-
skap om yrkesldrares bedomningshandlingar, men nér vi borjade 6verblicka fal-
tet betyg och bedomning fann vi att en pusselbit saknades. Denna pusselbit &r
yrkesldrares beréttelser, analyserade i relation till bedomningshandlingar for ett
godkant betyg utifran ett berdttelseperspektiv. Vi menar déarfor att var studie av
tva yrkesldrares bedomningshandlingar kan bidra till att ytterligare synliggora
yrkesldrares arbete.

Syfte och forskningsfraga

Syftet med artikeln &r att bidra med kunskap om yrkeslédrares bedomningshand-
lingar pa det industritekniska programmet. Forskningsfrdgan som i det samman-
hanget stdlls dr: Vilka kategorier av bedomningshandlingar for ett godkéant betyg
ar synliga i yrkesldrares berédttelser om undervisning?

Berittelser som teoretiska och metodologiska utgangspunkter

Var studie utgar fran ett berattelseperspektiv dar det yrkesldrarna beréttar star i
centrum (jfr Mishler, 1999). Lararna &dr industrildrare och har kallats for Leif och
Johnny. Leifs och Johnnys beréttelser ska ses som bade en teoretisk och metodo-
logisk utgangspunkt. Den teoretiska utgangspunkten handlar om forstaelsen av
det som Leif och Johnny beréttar. Vi har ett socialkonstruktionistiskt perspektiv
(Berger & Luckmann, 2003) pa berdttelser och ser pd dessa som sociala hand-
lingar som konstrueras tillsammans med och i relation till andra manniskor (jfr
Goodson, 1991; Mishler, 1999; Pérez Prieto, 2000). Utifran detta socialkonstruk-
tionistiska perspektiv pad berdttelser menar vi att Leif och Johnny skapar mening
om sig sjdlva och om sin varld i berdttandet (jfr Mishler, 1999). De lyfter redan i
intervjusituationen fram det de anser som relevant for intervjuaren och/eller det
de tror att intervjuaren vill hora (ibid.). Medan Leif och Johnny beréttar om sin
undervisning konstruerar de olika slags identiteter, det som Mishler (1999, s. 19)
kallar for “identity performances”. Identity performances kan i Leifs och Johnnys
berdttande ses som att de for intervjuaren vill visa vilka de dr och hur de ska
uppfattas. Nar Leif och Johnny berdttar om sina undervisnings- och bedémnings-
erfarenheter for intervjuaren? ser de tillbaka pa sina levda liv och pa de tillfdllen
da de motte och undervisade sina elever (jfr Bruner, 1986). I berdttandet reflekte-
rar de over erfarenheterna (jfr Freeman, 2010) och i samspel med intervjuaren
konstruerar de sina beréttelser utifran den intervjusituation de befinner sig i (jfr
Pérez Prieto, 2000). Foljaktligen ger de via spraket form och mening &t sina erfa-
renheter av det levda livet, men intervjuaren finns med dem, bdde som samtals-
partner och som publik, nédr de berdttar om och reflekterar 6ver erfarenheterna.
Det som Leif och Johnny berdttar samt hur och varfor de beréttar det de berattar
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dr format av deras erfarenheter, men ocksd av intervjuarens deltagande och de
fragor intervjuaren staller (ibid.).

Den metodologiska utgdngspunkten i artikeln &r narrative research, dvs. det &ar
en beridttelseansats som ligger till grund for var forskning. Leif och Johnny har
ingatt i en storre studie om yrkesldrares berdttade erfarenheter av undervisning
(Asghari, 2014). Studien pdgick mellan aren 2009 och 2014 och i studien ingick
yrkesldrare pa industritekniska programmet (for en utforligare beskrivning se
Asghari, 2014). Att just dessa tva ldrares beréttelser behandlas i den hér artikeln
beror pa att det var dessa ldrare som fokuserade pa bedomningshandlingar néar
de berdttade om sina erfarenheter av undervisning.

Leif och Johnny arbetar pa tva olika skolor i tva olika orter och kdnner inte
varandra. Bada yrkesldrarna intervjuades tva ganger, en gang 2010 och en gang
2012. Intervjuerna med Leif varade sammanlagt 3 timmar och 44 minuter och
intervjuerna med Johnny varade sammanlagt 3 timmar och 3 minuter under
forskningsprocessen. Alla intervjuer genomfordes pa yrkesldrarnas skolor, spe-
lades in med en diktafon och transkriberades direkt efter intervjutillfallet. Det
transkriberade materialet frdn den forsta intervjun f6rdes samman med det tran-
skriberade materialet fran den andra intervjun for varje yrkesldrare. Det sam-
manforda materialet konstruerades kronologiskt och analyserades med utgangs-
punkt i Lieblich, Tuval-Mashiach och Zilber (1998) vilket beskrivs nedan.

Analys av yrkesldrarnas berittelser

Nar det giller analys av beréttelserna tog vi med utgangspunkt i Lieblich m.fl.
(1998) vara pa det unika och/eller pd det som Leif och Johnny lyfte som betydel-
sefullt i relation till sina bedomningshandlingar for ett godként betyg. Vi har
alltsa hamtat vart analysverktyg fran Lieblich m.fl. och analyserat innehadllet i det
som Leif och Johnny beréttar kategoriserande, det vill sdga att vi har anvant oss
av det som Lieblich m.fl. (ibid., s. 12) kallar for “categorical approach” och ”con-
tent approach”. Darmed har vi i en jamforelse mellan olika beréttelser valt de
beskrivningar som innehallit unika héandelser och/eller som av yrkesldararna lyfts
fram som betydelsefulla i relation till forskningsfragan for att specifikt undersoka
de utmaningar och mdjligheter som i frdga om bedomning och betygséttning
synliggjordes i Leifs och Johnnys beréttelser om deras undervisning. Ur beréttel-
serna framtrdidde bedomningshandlingar som beskrev det yrkesldrarna be-
domde och betygsatte (jfr Tsagalidis, 2008). Goodson (1991) skriver att ldrares
berdttelser har stor betydelse f6r undervisningen och for elevers larande, och vi
menar foljaktligen att Leifs och Johnnys berittelser om det unika och/eller om
det som lyftes upp som betydelsefullt i relation till bedomningshandlingar for ett
godkidnt betyg, har stor betydelse for att bygga en forstdelse for yrkesldrares
undervisning och for yrkeselevers larande.
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Leifs och Johnnys berdattelser bor ocksa forstas i relation till en bredare kontext
(jfr Goodson, Biesta, Tedder & Adair, 2010; Mishler, 1999; Plummer, 2006), och
den bredare kontexten blir i detta ssmmanhang den omsorg som framtrader ur
yrkesldrarnas beréttelser. Med utgangspunkt i Freeman (2010) befinner sig Leif
och Johnny i berdttandesituationen i en skapandeprocess av “narrative re-
flection” (ibid., s. 4). I en sadan process forsoker de forsta och skapa helhet och
sammanhang av olika hdandelsefoérlopp och av erfarenheter av det levda livet. Det
som Leif och Johnny berittar blir pd sd vis en meningsskapande process dar de
genom berdttande bade forsoker forstd sig sjdlva och sin omvérld och visa fram
vad som anses vara viktigt eller mindre viktigt for dem och vad de star for.

Resultat

Som svar pa artikelns fragestdllning blir fyra kategorier av bedomningshand-
lingar synliga ur Leifs och Johnnys beréttelser om undervisning. Dessa katego-
rier, vilka visar olika 6vervdganden som uppfyller kraven for ett godkéant betyg,
ar: betyget godkdnt som ett prisande betyg, betyget godként for att vara en okej
kille, betyget godkant i forskott samt betyget godkant som en sista chans. I Leifs
berittelse visar sig tva av dessa kategorier - Betyget godkint som ett prisande betyg
samt Betyget godkint for att vara en okej kille. 1 Johnnys berittelse framtrader de tva
kategorierna Betyget godkint i forskott och Betyget godkint som en sista chans. Dessa
kategorier beskrivs forst i relation till ldrarnas beréttelser och kommer sedan att
diskuteras i relation till yrkesldrares omsorg om sina elever.

Yrkesliraren Leif

Leif berattar att han dr femtiotre &r gammal, har nitton ars erfarenhet av lararyr-
ket och undervisar i kurser inom CNC-teknik® pa industritekniska programmet.
Naér Leif berdttar om sin undervisning séger han att majoriteten av hans elever &r
pojkar som kommer fran miljoer ddr de hela tiden fatt veta att de gor fel. Han
sdger: “"Mina elever har fatt hora det hela tiden, du gor ju fel, du gor ju fel, du gor
ju fel, men det star till och med i facit, du raknar fel”. Han beréttar att han i sin
undervisning forsoker hoja sina elevers sjdlvfortroende och sdger: ”... de har fatt
sa mycket skit hela tiden och ska de nu fa skit en gang till?” Leif berattar att han
istdllet vill att hans elever ska forsta att de &r bra, att de duger som de &r, och att
de kommer att bli duktiga svarvare. Leif sdger ocksa: “Jag satter sédllan IG pd mina
elever dven om de gjort kanske manga, manga saker som har blivit felaktiga”.
Han beréttar att om en elev har gjort misstag pa provet och produkten blev fel
sdtter han inte IG pa eleven. Leif berdttar vidare:

Jag gillar inte folk som bara glider runt, gér inget, men vill &nda klara sig. [...] Om
jag ser att han hela tiden har glidit, men nu visar han framfé6tterna, for jag ocksa
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var s, jag ville med minsta anstrangning bli klar med skolan, men sen ldrde jag
mig, nej, sd funkar inte, jag maste ge jarnet, nagorlunda i alla fall, om vill bli klar
nagon gang, [...] om jag ser att, ja nu tar han sig i kragen, visar att han vill, sjalv-
Klart filler jag inte honom, d&ven om det blev pannkaka av alltihopa i provet.

Leif berdttar att han efter provet, och ibland till och med utanfor skoltiden, dis-
kuterar med eleven varfor produkten i provet blev fel. Leif beréttar:

... bara nir han visar intresse, da &r jag med. [Jag sdger till eleven] stanna en timme
efter skolan, da stannar jag gdrna med dig och vi gar tillsammans genom provet.
[Hamid: Provet som han redan har fatt godként pa?] Provet dr egentligen en rit-
ning, de tillverkar efter ritningen en bit, s& nér biten blir fel d& dr provet egentligen
inte godként, men jag sdger inte till honom, vafan har du gjort? Biten ser ut som en
nyﬁ)léjd aker. Jag séger till honom du &r godkédnd, men det finns lite sma fel har

och dér som vi maste fa ordning pa.

Leif berdttar vidare att om det behovs ger han eleven mojlighet att komma till
skolans verkstad, d&ven utanfor skoltid, for att tillsammans med Leif 6va pa sitt
prov och pa att producera sa manga ganger som behovs tills produkten i provet
bli ratt. Leif sdger: “Da blir han stolt 6ver sig sjdlv, 6ver att han har lyckats [...]
s att liksom det hdr G blir ett prisande betyg for att han har tagit sig i kragen”.
Leif berdttar ocksa att han har kontakt med industriféretagen och foretagen vet
att elever som avslutar en yrkesutbildning fortfarande ar oerfarna industriarbe-
tare och att de maste arbeta ett antal ar i industrin for att bli erfarna. Det ar da
viktigt for foretagen att eleverna har ldrt sig att vara okej killar. Leif beskriver
vidare att en okej kille inte tdnker pd sig sjdlv utan pa alla som jobbar pa foretaget
och att de i fortsdttningen ska ha ett jobb att gd till. En okej kille har ldrt sig att
tillfora arbetslaget ndgot och att tjana foretaget. Leif sdger ocksd att ndr en okej
kille kommer till en arbetsplats vet denne att han i fikarummet inte ska ta forsta
basta stol eftersom den kanske tillhér nagon som har jobbat dar i trettio ar. Om
han vill ha en fikaplats ska han fixa sin stol och sin kaffekopp, och diska koppen
efter sig, berattar Leif. Leif sdger ocksd: ”... &ven om han utifran Skolverkets be-
tygskriterier bara kan fa IG sa godkdnner jag honom absolut eftersom han &r en
okej kille”.

Betyget godkint som ett prisande betyg

Kategorin Betyget godkint som ett prisande betyg blir synlig nér Leif berdttar om en
elev som inte kunde uppnd betyget godként i provet, men som visar intresse for
att lara sig, tar sig i kragen och efter provtillfdllet ovar pa sitt redan godkédnda
prov.Idet fallet skapar Leif forutsattningar for eleven att till och med efter skolan
komma till skolans verkstad, diskutera med Leif om den feltillverkade produk-
ten som eleven redan har fatt godkant pd, och 6va ett antal ganger tills produkten
blir ratt. Det godkdnda betyget kan ses som ett pris for att eleven har tagit sig i
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kragen och visar framfotterna. Utifradn Leifs beréattelse att biten som eleven till-
verkade sag ut som “en nyplojd aker” framtrdder att materialet d4ven kan ha en
stor betydelse for honom och for hans bedémning av elevers yrkeskunnande (jfr
Gatvels, 2016). Dock verkar det i Leifs bedomningshandlingar, att ge betyget
godkédnt som ett pris till en elev, som att det faktum att han har tagit sig i kragen
vager tyngre dn materialet och hur den tillverkade biten sdg ut. Det prisande be-
tyget kan enligt Leif hoja sjdlviortroendet hos elever som hela tiden har fatt hora
att de gor fel och att de raknar fel.

Betyget godkdnt for att vara en okej kille

Denna kategori blir synlig nér Leif berédttar att han sitter betyget godként for ele-
ver som dr “okej killar”, det vill sdga elever som &r valuppfostrade och socialt
kompetenta. Leifs undervisning gar ut pa att fostra fungerande arbetskraft for
industriforetagen dar eleverna kan fa arbete efter avslutad yrkesutbildning.
Undervisningen gdr ocksa ut pd att ge eleverna berém for att de ska kunna véxa.
Nar det galler kategorin betyget godkint for att vara en okej kille framtrader ocksa
tva typer av betygsdttningar ur Leifs berittelse, en som utgar frdn Skolverkets
betygskriterier och en som utgdr fran hur en elev ska vara for att {4 anstillning
(jfr Tsagalidis, 2008). Sa som det framtrader ur Leifs beréattelse sdtter han hellre
betyget godkdnt &n underkdnt pa en elev som inte uppndr kriterierna utifran
Skolverkets kunskapskrav, men som dr en okej kille och kan anstdllas pa ett indu-
striforetag.

Yrkesldraren Johnny

Johnny berittar att han dr en 52-drig industrildrare, har tolv ars erfarenhet av la-
raryrket och undervisar i kurser inom svetsteknik pa industritekniska program-
met. Ndr Johnny berdttar om sin undervisning sdger han att majoriteten av hans
elever &r pojkar som kommer fran arbetarhem. Johnny séger ocksa att det i dessa
pojkars varld inte existerar ndgra vidare studier pa universitet och hogskolor ef-
ter avslutad yrkesutbildning. Johnny berdttar att han vill ldra sina elever att
strdva efter fordandring. Eleverna ska veta att de inte behover bli arbetare om de
inte vill, enbart for att de &dr fodda i en arbetarfamilj. Om man vill skapa forut-
sdttningar for eleverna att studera vidare pa universitetet efter yrkes-utbild-
ningen ska man enligt Johnny se till att de inte tappar motivationen och hoppar
av skolan redan i arskurs ett. Han berdttar ocksd att han inom yrkesamnen ofta
godkédnner sina elever i drskurs ett, &ven om de kanske enligt Skolverket inte rik-
tigt uppnar betyget godkéant. Han motiverar sin handling med att: “Jag godkéan-
ner dem nu for att de mdste bli mogna i kunskaperna och jag vet att det tar tid”.
Han sédger ocksa att han beréttar for eleverna vilka kunskapsbrister de har och
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vad de madste arbeta vidare med, men att de fortfarande har tre ar pd sig att ldra
sig de kunskaper som saknas. Johnny beréttar:

Han kan inget nu. Han far span som &r langa och han vet inte att han maste cka
matningen d4 for att fa kortare spdn. Jag vet att han inte kan, fast han kanske
borde kunna for jag har sagt till honom ménga ganger vad som &r fel, men, under
tre ar, jag vet att han vet mycket mer 4n att han borde veta nu, men jag lyfter ho-
nom nu. Det dr viktigt att han inte redan i ettan tappar motivationen.

Johnny berdttar vidare att vissa av hans elever aldrig tidigare har arbetat med
verktyg och de enda verktyg de kédnner till &r avbitartdng och skruvmejsel. Dessa
elever dr inte vana med det praktiska arbetet och har svart att klara av ett fram-
tidsyrke som yrkesman. Om dessa elever siager Johnny: “De har tummen mitt i
handen, men vi kan inte heller sdga, nej, tyvéarr, den hér utbildningen grejar du
inte. Det dr kanske deras sista chans hdr”. Johnny beréttar ocksd om en av sina
elever som &r sexton dr gammal. Eleven &r enligt Johnny liten och mager och or-
kar inte lyfta de tyngre verktyg som hans klasskamrater orkar lyfta. Om eleven
berdttar Johnny: "Nér han sldr med klubban pé arbetsstycket tappar han den.
Klubban studsar tillbaka. Han far den i pannan (skratt). Men det &r sjdlvklart att
jag godkdnner honom for det dr hans sista chans hédr”. Johnny argumenterar vi-
dare att eleven visserligen &r liten och mager nu och inte orkar lyfta tunga verk-
tyg, men om tva ar ndr eleven dr i drskurs tre dr han formodligen en vuxen man
som &r kraftigare och orkar lyfta tunga verktyg, och kan sla med en tung klubba
pa ett arbetsstycke utan att tappa den.

Betyget godkdnt i forskott

Kategorin Betyget godkint i forskott blir synlig ndr Johnny beréttar att hans elever
ska ldra sig att strava efter forandring. Som ett led i detta larande behover yrkes-
lararen skapa forutsdttningar for yrkeseleverna att efter yrkesutbildningen
kunna studera vidare pa universitetet. Ett sétt att skapa dessa forutsattningar &r
enligt Johnny att hoja deras motivation for skola och utbildning och se till att de
inte hoppar av skolan redan i drskurs ett. For att eleverna inte ska tappa motivat-
ionen for skolan och hoppa av utbildningen godkédnner Johnny ofta sina elever i
arskurs ett. Detta godkdnnande gors varken utifran Skolverkets betygs-kriterier
eller utifrdn den kunskap som eleverna borde ha i yrkesdamnen (jfr Tsagalidis,
2008). Godkdnnandet gors daremot utifrdn spekulationer i var i larandeproces-
sen eleven befinner sig just nu och var i lirandeprocessen eleven kan férmodas
komma att befinna sig om tre dr. Med andra ord far eleven det godkidnda betyget
i forskott for att han/hon inte ska tappa motivationen, d&ven om eleven enligt
Johnny blir informerad om de kunskapsbrister som finns och hur dessa brister
kan atgardas. Lundahl m.fl. (2015) problematiserar gransen for godkéant betyg
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och skriver att det sitt pa vilket ldrarna betygsitter inte alltid utgar frdn de krav
styrdokumenten stéller pa bedomning av kunskaper. Det godkédnda betyget som
eleven far i forskott kan foljaktligen ocksa ses som en morot for att halla kvar
eleven i skolan och for att motivera denne for fordandring, vilket inte gors utifran
de krav styrdokumenten stéller pa bedomning av kunskaper enligt Johnnys be-
réttelse.

Betyget godkint som en sista chans

Denna kategori blir synlig ndr Johnny berédttar om elever som aldrig tidigare har
arbetat med verktyg och som inte dr vana vid det praktiska arbetet. Kategorin
blir ocksa synlig ndr Johnny berdttar om den sextonarige elev som ér liten och
mager och inte kan lyfta tunga verktyg. I bada dessa sammanhang namns betyget
godként av Johnny som elevernas sista chans. Som det framtrader ur beréattelsen
tar Johnny dven héansyn till elevens fysiska utveckling under de tre dren yrkesut-
bildningen pagar nadr han godkédnner eleven i yrkesamnet. Det vill sdga att en ung
pojke som inte orkar lyfta tunga verktyg i drskurs ett antagligen &r en vuxen och
kraftig man i drskurs tre och ddrmed da ocksa orkar lyfta tunga verktyg. Eleven
tar enligt Johnny en sista chans, men det forefaller som att Johnny ocksa i sin
berdkning tar hansyn till att eleven kommer att ha goda fysiska mdjligheter att
lyckas tva dr senare, tack vare denna sista chans.

Diskussion

Ur Leifs berittelse om sina bedomningshandlingar blir tva kategorier synliga: be-
tyget godkint som ett prisande betyg och betyget godkint for att vara en okej kille. Ur
Johnnys beréttelse blir tvd andra kategorier synliga: betyget godkint i forskott och
betyget godkint som en sista chans. Harndst kommer vi att diskutera kring katego-
rierna i relation till yrkesldrares omsorg om sina elever.

Omsorgsrelationer och bedémningsformer

Ur berittelserna framtréder att yrkesldrarna Leif och Johnny i sina bedémnings-
handlingar, och i sina sitt att sdtta betyget godkant pa sina elever, inte alltid utgdr
fran de krav som kursplan och styrdokument stiller pa kunskapsbedémning (jfr
Tsagalidis, 2008). Detta skiljer sig fran vad Black och Wiliam (1998) lyfter fram
om vikten av att utgd ifran faststdllda kriterier. Det som d&dremot visar sig som
betydelsefullt for det godkédnda betyget &r yrkesldrarnas omsorg om eleverna (jfr
Ecclestone, 2002). Yrkesldrarnas omsorg om sina elever visar sig dven vara bety-
delsefull i deras sdtt att ge sina elever aterkoppling pa det de behdver kunna for
att nd betyget godkant. Larares dterkoppling till eleven kan utifrdn Hattie och
Gan (2011) ses som en utvecklingsprocess, dér ldraren identifierar hur processen
ser ut, var eleven befinner sig i denna process, vad eleven behover géra mer och
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hur eleven ska gora det for att uppnd malet och ta sig genom processen. Utifran
en sddan definition &r aterkoppling framtrddande i dessa beréttelser. Exempel pd
denna typ av dterkoppling kan ses i kategorin betyget godkint som ett prisande betyg
déar Leif efter ett provtillfidlle och dven utanfor skoltiden hjdlper en elev som inte
lyckats tillverka en fungerande produkt genom att visa pa vad eleven har gjort
for misstag da produkten blev fel. Exempel pd denna typ av aterkoppling kan
dven ses i kategorin betyget godkint i forskott dar Johnny beréttar for sina elever
vilka kunskapsbrister de har och vad de maste arbeta vidare med. Betygsattning
som grundar sig pa omsorgsrelationer skulle kunna ses som en aspekt av forma-
tiv bedomning. Detta eftersom alla former av dterkoppling enligt Black m.fl.
(2004) ar synonymt med formativ bedomning och aterkoppling kan visa sig pa
manga olika sétt.

Aven den summativa bedomningsformen blir synlig i Leifs och Johnnys be-
réattelser om sina bedémningshandlingar. Med utgangspunkt i Black och Wiliam
(2003), Gipps (2001), Moss m.fl. (2006) och Wiliam (2006) &r den summativa be-
domningen en bedomning av elevens kunskaper vid ett specifikt tillfdlle, och da
skulle en del av det som Leif och Johnny beré&ttar kunna ses som summativa be-
domningsformer. Exempel pa detta dr ndr Leif berdttar om en elev som &r en okej
kille &ven om eleven enligt Leif har tummen mitt i handen och har svart att han-
tera en klubba. Dessa beskrivningar summerar vad elever kan eller inte kan vid
specifika tillfallen. Den summativa bedomning framtréader dterigen ur Leifs be-
rédttelser ndr han beréttar att en elev har gjort manga saker som blivit felaktiga. I
det fallet &r den summativa bedomningen centrerad (summerad) i den fardiga
produkten, och ndr produkten blev fel blev ocksa eleven bedomd som att
han/hon vid specifika tillfidllen tillverkade saker som blev felaktiga. Denna be-
domningshandling tar sig dock sedan inte uttryck i elevens betyg.

Omsorgsrelationer och behovet av betyg i yrkesutbildningar

Tidigare forskning om utbildning argumenterar utifran tva olika perspektiv: 1.
skolan som ger mojlighet till utbildning, och 2. skolan som utbildar. Om skolan
bara ska ge mojligheter till utbildning dé behover inte skolan bedéma kunskaper.
Om skolan ska utbilda dd maste skolan dven mdta elevernas kunskaper (Winch
& Gingell, 2004). Eftersom eleverna inom yrkesutbildningen utbildas till CNC-
tekniker, svetsare, verkstadsmekaniker, verktygsmakare etc. maste yrkesldrarna
med utgangspunkt i Winch och Gingell kontinuerligt méta och bedéma elever-
nas yrkeskunskaper. Det d&r dock komplext att mita varje elevs kunnande ef-
tersom det fordndras och skiljer sig mellan individer (ibid.). Vi kan ocksa se att
det finns olika former av bedomningshandlingar hos Leif och Johnny nér de sét-
ter betyg pa sina elever. Formerna grundar sig pa deras omsorgsrelationer vilka
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ar framtrddande i deras beréttelser som ligger till grund f6r denna artikel. Be-
domningshandlingarna som &r baserade pa deras omsorgsrelationer blir synliga
ndr yrkesldrarna berdttar om sina bedomningshandlingar. Ett exempel pd en sa-
dan bedomningshandling visar sig i Johnnys berédttelse om att han sétter betyget
godkant i arskurs ett med hansyn till att han ser det som att eleven kommer att
ha tillagnat sig de kunskaper i arskurs tre, som denne skulle ha haft i rskurs ett.
Ett annat exempel pd en sddan bedomningshandling visar sig i Leifs beréttelse
om att han sitter betyget godkéant for att eleven har tagit sig i kragen, det vill sdga
en bedomningshandling som handlar om tiden frdn da eleven tillverkade en pro-
dukt som blev fel till tiden da eleven tog sig i kragen och tillverkade en produkt
som blev rétt.

Fran beréttelserna framtrader ocksa tre exempel pa betygsdttning som édr ba-
serade pa yrkesldrarnas omsorgsrelationer, dar det 6verhuvudtaget inte tas hian-
syn till hur mycket yrkeskunskaper eleven har just nu eller kommer att skaffa sig
i framtiden. Ett forsta exempel pa detta &r att Leif berdttar att han sétter betyget
godként pd sina elever utifrdan om eleven dr (eller inte &r) en okej kille. Det som
Leif berittar visar relationen mellan Leifs uppfattning om social kompetens (att
vara en okej kille) och hans uppfattning om hur eleven ska bete sig som en yrkes-
utovare (det som éar viktigt for industriforetagen), och denna relation ligger till
grund for betyget godkidnt (jfr Berglund & Lindberg, 2012). Enligt Tsagalidis
(2008) forlitar sig yrkesldrarna pa sin yrkeskultur och sina yrkeserfarenheter nir
de bedomer sina elevers yrkeskunnande. I det sammanhanget framtrdder ur
Leifs berdttelse att han forlitar sig pad sin yrkeskultur och pa sina erfarenheter av
yrkeslivet ndr det gdller vad en okej kille kan vara samt om denna okej kille kan
bedomas som anstdllningsbar for industriféretagen. Ett andra exempel visar sig
i Johnnys beréttelse om att han sétter betyget godkédnt pd eleven for att det ar
elevens sista chans. Lararens hdnsyn till elevens sista chans i sin betygséattning
har ocksa tagits upp av Bathmaker (2001). Bathmaker har valt att kalla denna
aspekt for “second chance” (ibid., s. 94) och skriver att en del ldrare vill skapa
mojligheter for elever som gang pd gang fatt uppleva misslyckanden i utbildning
att kanske for forsta gdngen fa lyckas. I en sddan bedomning har den goda relat-
ionen mellan ldrare och elever stor betydelse skriver Bathmaker. Ett tredje exem-
pel finns i Leifs berattelse om att han satter betyget godkant pa elever som kom-
mer fran en miljo dér de hela tiden fatt veta att de gor fel. Detta berdttar han att
han gor for att hoja elevernas sjalvfortroende. Leifs berédttelse om att hans elever
kommer fran en miljo dér de hela tiden fatt veta att de gor fel kan ocksa diskute-
ras utifran ett berattelseperspektiv. Leif drar utifran sina egna erfarenheter paral-
lella slutsatser i sitt berdttande (jfr Freeman, 2010). Det vill sdga att yrkesldararen
Leif inte har varit med sina elever i deras uppvaxtmiljoer och darfor heller inte
kan veta att hans elever hela tiden fick veta att de gor fel. Det som har beréttas av
Leif kan forstds utifrdn Freeman (2010) pa det viset att Leif i sitt berdttande satter
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sina livserfarenheter (inklusive sina egna erfarenheter av skola och utbildning) i
nya perspektiv, skapar mening och drar parallella kopplingar mellan olika erfa-
renheter och olika héndelser och drar slutsatser om hur hans elever hade det un-
der sin uppvéaxt. Men som kritiker kan man undra hur rattvisa och korrekta sad-
ana betygsattningar dr? Réttvisa och korrekta betygsattningar kan problematise-
ras pa manga olika sdtt och diskuteras utifrdn olika perspektiv. Ett réttvist och
korrekt betyg skulle med hansyn till det som bade Johnny och Leif berdttar kunna
vara ett betyg som skapar forutsattningar for yrkeseleverna att se pa sig sjdlva
som dugliga elever (jfr Kousholt, 2009), elever som inte tappar motivationen re-
dan i arskurs ett, elever som ldr sig att vara goda samhéllsmedborgare, elever
som dr stolta over sig sjdlva att de har lyckats och elever som &r motiverade till
att strava efter fordndring och studera vidare pa universitet.

Omsorgsrelationer och yrkeslirares icke hogt uttalade kunnande

Det som framtrdder ur yrkesldrarnas berittelser kan ocksd relateras till span-
ningen mellan ldrares tysta kunnande om eleven i relation till betygséttning, som
det skrivs fram hos Wyatt-Smith, Klenowski och Gunn (2010). Enligt forfattarna
anvander ldrare annan information om eleverna dn den som utgor det formella
underlaget for bedomning, och det som resultatet i denna artikel visar pa &r att
yrkesldrarnas information om eleverna kan grunda sig pa yrkesldrares omsorg
om eleverna. Har framtrdder inget tyst kunnande ur yrkesldrarnas berittelser,
men det framtréder ett visst kunnande som det inte talas hogt om. Och detta icke
hogt uttalade kunnande framtrdder ur Johnnys beréttelse i bada kategorierna be-
tyget godkint i forskott och betyget godkint som en sista chans. I dessa kategorier ver-
kar Johnny utgd ifran ett visst kunnande om vad som hdander med eleverna under
deras yrkesutbildning, fran arskurs ett till drskurs tre, bade nér det géller elever-
nas fysiska utveckling och nér det géller kunskapsutveckling. Och detta icke higt
uttalade kunnande verkar leda till spekulationer i bedémningssammanhang och
ha betydelse for det godkdnda betyget som Johnny sitter pa sina elever.

Slutsatser

Den hir studien visar pad fyra framtrdadande kategorier av bedomningshand-
lingar for ett godként betyg som visar sig i yrkesldrarnas beréttelser om under-
visning. Bedomningshandlingarna kan ha fler betydelser for yrkesldrarnas
undervisning dn de som syns i skolans styrdokument. I detta sammanhang
kunde vi visa att elevens godkdnda betyg pa ett yrkesimne inte nodvandigtvis
sdger nagot om elevens yrkeskunskaper. Betyget kan delas ut for att eleven dr en
okej kille eller som ett prisande betyg for att eleven har tagit sig i kragen. Betyget
kan ocksa ges i forskott for att motivera eleven for skola och utbildning och se till
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att eleven inte hoppar av skolan redan i drskurs ett. Betyget godként kan ocksa
motiveras som en sista chans for eleven att klara av en utbildning. Dessa bed6m-
ningshandlingar kan forstds i relation till yrkesldrarnas tidigare yrkeserfaren-
heter. Nér yrkesldrarna ger eleverna betyget godkéant kan de sétta sina tidigare
yrkesfarenheter i nya perspektiv och dra parallella slutsatser utifran dessa erfa-
renheter (jfr Freeman, 2010). Exempel pd detta dr det som beréttas av yrkesla-
rarna om hur deras elever har haft det i grundskolan innan de borjade pa yrkes-
utbildningar, eller det att yrkeseleverna kommer fran arbetarhem dér det inte
existerar tankar om vidare studier pa universitet efter avslutad yrkesutbildning.
I yrkesldrarnas bedomningshandlingar kan deras omsorg om eleverna och det de
antar kan vara bést for dem ha betydelse. I dessa fall avgors mojligen bedom-
ningshandlingar genom att yrkesldrarna tittar tillbaka pa sina egna erfarenheter
av skola, utbildning och yrke (jfr Asghari, 2014) och kommer fram till hur deras
elever ska betygsattas.

Vi kan ocksa stélla oss frdgan vad betyg har for funktion for yrkeselever pd
industritekniska programmet om det ska ges som ett prisande betyg, ges i for-
skott, ges for att eleven dr en okej eller ges for att det dr elevens sista chans. Svaret
pa fragan kan diskuteras i relation till Winch och Gingell (2014). Enligt forfattarna
har métning av elevers kunskaper, som i sin tur leder till deras betyg, varit en
nodvandighet for samhadllet eftersom samhaéllet har haft behov av sortering av
méanniskor utifrdn deras kunskaper. Med utgangspunkt i Winch och Gingell kan
man se det som att samhdllets makthierarki placerar folk med olika yrke och ut-
bildningar inom olika samhaéllsklasser men ocksd krdver en bedémning av mén-
niskor som tillhér samma yrkesgrupp, utifrdn deras kunnande inom olika omra-
den. Betyg och bedomning kan enligt denna utgangspunkt ses som en samhalls-
konstruktion ddr samhallsmedborgarna sorteras efter sina betyg. De placeras ut-
ifrdn samhallskonstruktionen som noviser, méstare eller ndgonstans mellan no-
viser och maéstare. Olika betygssystem som finns i vart nuvarande industritek-
niska program kan ocksa diskuteras utifran denna samhéllskonstruktion. Bety-
gen F, E, D, C, B och A som delas ut till yrkeseleverna i exempelvis svetskurser
eller i CNC-kurser har ocksd en sorteringsfunktion. Dock har vi till skillnad mot
tidigare bedomning av yrkeskunskaper fran novis till méstare tagit in yrkeskun-
skapsbedomningarna enbart bland noviser och har betygssatt dem fran E till A.
Innan laroplanen Gy 2011 (Skolverket, 2011) borjade gélla for elever som borjade
i gymnasiet betraktades yrkesutbildningar som yrkesforberedande (se t.ex.
Berglund, 2009; Lagstrom, 2012; Lindberg, 2003; Tsagalidis, 2008). Yrkesutbild-
ning anses fortfarande av bland annat Skolverket (2016) vara en utbildning som
leder till ett yrke. Detta innebér att de elever som avslutar en yrkesutbildning pa
industritekniska programmet inte &r fulldrda industriarbetare, och att en yrkese-
lev som far betyget A fortfarande inte kan ses som en expert inom sitt yrkesom-
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rade. Yrkesutbildningarnas utformning bygger inte pa betygssystem pa ett auto-
nomt sitt, eftersom de gamla méstarna inte betygsatte sina noviser pa det viset
fran E till A. Elevers betyg ska ocksd sdga ndgot om elevers formaga att ldra i
skolan (Winch & Gingell, 2004). De &r samtidigt en form av aterkoppling till ele-
verna (Hattie & Gan, 2011), men det gar dnda inte att lamna en CNC-maskin som
kostar ett par hundratusen kronor till en novis som har fatt betyget A i CNC-
teknik. Detta eftersom det inte gar att vara sidker pa att novisen inte skadar sig
sjdlv, andra eller maskinen med sin programmering. Likasd visar studien att ett
godkant betyg pad industritekniska programmet, vare sig det ges pa ett korrekt
och réattvist sdtt (se t.ex. Black & Wiliam, 2003; Gipps, 2001; Gustafsson, 2006;
Lundahl, 2006, 2011) eller om det ges som ett prisande betyg eller i férskott, eller
for att eleven dr en okej eller for att det dr elevens sista chans, inte visar hur duktig
eleven i sjdlva verket dr pa till exempel CNC-teknik. Ett godkéant betyg inom
CNC-kurser pa industritekniska programmet visar alltsa inte elevens kunskaper
i CNC-teknik eller om eleven har forstdelse for CNC-teknik och kan sdtta CNC-
kunskaperna i sitt sammanhang. Om en elev ska bli en CNC-tekniker behover
vidare erfarenheter och erfarenheterna kommer med tiden nér eleven arbetar ett
antal dr inom yrket (jfr Asghari, 2014; Heikkinen, 1997; Hiim, 2013).

Eftersom denna studie endast fokuserar pa tva yrkesldrares berittelser kan vi
inte uttala oss generellt om yrkesldrares bedomningshandlingar. Var studie kan
daremot bidra med 6kad kunskap om hur bedomningshandlingar kan ga till, och
vilka 6vervaganden som ligger till grund for dem med utgangspunkt i tva speci-
tika berédttelser, som dnda visar pa en del av ett storre sammanhang vad det galler
yrkesldrares bedomningshandlingar. Vi kan ocksd se att denna typ av studie kan
vara ett viktigt bidrag i forstaelsen for yrkesldrares bedomningshandlingar, men
att det behovs vidare forskning om yrkesldrares bedomningshandlingar i relat-
ion till deras tidigare livs- och yrkeserfarenheter.

Noter

1 Begreppet bedomningshandlingar har lanats av Lofgren och Lindberg (2011) déar for-
fattarna fokuserar pa den bedomning som konstrueras fram utifran larares fragor, ele-
vernas svar och den feedback ldrare ger.

2 Intervjuaren var Hamid Asghari.

3 CNC betyder Computerized Numerical Control och &r en teknik for att styra olika typer
av datoriserade verkstadsmaskiner.
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Abstract

Digital skills are needed in order to use digital media for learning purposes and to cope
with today’s knowledge society. In recent years, digital storytelling has become a mod-
ern way of telling stories, and in learning facilities it has been used as a reflection me-
dium. Vocational training often requires the dissemination of tacit and practice-based
knowledge, and the trainers of vocational teachers have been lacking an appropriate ap-
proach. The aim of the study was therefore to evaluate digital storytelling as an educa-
tional approach in vocational education. Data were obtained by participatory observa-
tion and included 19 digital storytellings, text analysis of 18 subject evaluations and text
analysis of 19 reflection notes. Data from visual material (digital storytelling) and textual
analyses were categorized, grouped and then discussed and analyzed using phenome-
nological analysis.

Our findings showed that digital storytelling as an educational approach, promote
learning outcomes through practical skills and increase the active use of subject termi-
nology. The results showed further that digital storytelling promote reflection on one
own and others” actions and thus increase understanding of the actual work process in
vocational education.

Digital stories as an educational approach can increase didactic skills and hence dig-
ital skills while allowing participants to learn from each other’s challenges.
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Digitale historiefortelling som kontekstuelle leering i yrkesfaglig undervisning

Introduksjon

Samfunnsendringer og teknologisk utvikling medferer at rammebetingelsene
som skolen ma forholde seg til er i kontinuerlig endring. Leereryrket har endret
seg betydelig de siste arene og teknologi og digitalisering har blitt til en naturlig
del av skolehverdagen (Leereplanverket for kunnskapsleftet, 2016). Skolen skal
forberede elevene pa et yrkesliv preget av ny teknologi og yrkesfaglaererne moter
i dag elever med egen PC, mobil og kamera koblet opp mot internettet. Dagens
digitale verktey og felles leeringsplattformer har gitt skolen en ny dimensjon for
samhandling og kommunikasjon (Bratitsis, 2017; Gjeever, Johannesen & Jgrim,
2014). Dette forer til at digital kompetanse ma forankres i undervisningen gjen-
nom hele grunnoppleringen (Engen, Gieever & Mifsud, 2017; NOU, 2014:7). Yr-
kesfagleererens rolle blir da a fremme elevenes digitale kompetanse i forbindel-
sen med fagoppleeringen (Meld. St. 28. kap. 4.6.7). Dette fremkommer ogsa gjen-
nom rammeverket for leerernes profesjonsfaglige kompetanse, som er et veile-
dende referansedokument (Kelentric, Helland & Arstorp, 2017, s. 4-5). Forskning
viser at leerernes profesjonsfaglige digitale kompetanse kan oppnas ved at laerer-
utdanningene integrerer digital kompetanse gjennom gvelse og oppgaver i lopet
av hele leererutdanningen (Istenic, Cotic, Solomonides & Volk, 2016). Sammen-
hengen mellom leering, studieteknikk og teknologi synligjores i studentenes lae-
ringsarbeidet (DeGennaro, 2010). Laeringsarbeid ved yrkesfagleererutdanningen
skal inneholde studentoppgaver og ovelser med relevante didaktiske metoder,
modeller og verktoy som er i trdd med dagens digitale arbeids- og samfunnskrav
(NOU 2015:8; Programplan, 2014). Det viser seg at digitale historiefortellinger
blir brukt som metode i ulike profesjonsutdanninger (Anderson, 2013; Jamissen,
2013; Kearney, 2011; Urbano & Urbano, 2008, s. 29-50). I dette arbeidet tilegner
studentene seg en digital kompetanse under visualisering av egne erfaringer som
igjen bidrar til refleksjon over relevante hendelser (Walters, Green, Wang & Wal-
ters, 2011, s. 37-52). Ved a koble sammen individuelt og kollektivt leeringsarbeid,
taus- og erfaringsbasert kunnskap, utvikles det et reflektert forhold til formidling
av handlingen og selve yrkesutevelsen (Haug & Jamissen, 2015, s. 32-39; Goth &
@kland, 2016, s. 68-79). Dette far betydning for innholdet i yrkesfagleererutdan-
ningene og omfatter bdde bruk av digitale verktoy i selve undervisningen og
kunnskap om den teknologiske digitale utviklingen som ligger i de ulike yrkes-
fagene.

Denne studien er gjennomfert ved OsloMet - storbyuniversitetet (tidligere
Hogskolen i Oslo og Akershus, HiOA). I Norge er yrkesfagleererutdanningen en
tredrig bachelorutdanning (YFL) og studentene tas opp etter at de har avsluttet
yrkesfaglig utdanning med fagbrev pa videregdende niva og gjennomfert ar-
beidspraksis i eget yrkesfag. Ved OsloMet tilbys YFL i fem utdanningslep, Res-
taurant og matfag, Design og handverk, Service og samferdsel, Teknologiske fag
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og Helse og oppvekstfag. Denne studien er gjennomfert pa utdanningslepet for
Design og handverk.

Digital historiefortelling defineres her som korte filmer pa tre minutter, der hen-
delsen er sentral og fortelleren har eieforhold til innholdet (Haug & Jamissen,
2015). Det finnes fa vitenskapelige studier om digital historiefortelling som in-
kluderer yrkesfagleererutdanning i en norsk kontekst. Vi vet derfor lite om digital
historiefortelling som didaktisk tilneerming i yrkesutdanning knyttet til manuelt
arbeid. Derfor onsket vi a belyse bruk av metoden digital historiefortelling i yr-
kesfagleererutdanningen og se neermere pa formidling av taus- og erfaringsbasert
kunnskap gjennom kontekstuell leering i hdndverksbaserte yrker. Kontekstuell le-
ring defineres her som yrkesrelevant kontekst som forbinder og belyser skjee-
ringspunktet mellom praksis og teori (Gilje, Ingulfsen & Dolonen, 2016; Hiim,
2013, s. 313).

Madlet for denne studien er a evaluere digital historiefortelling som en didak-
tisk tilneerming innen yrkesfaglig leererutdanning og vurdere hvordan yrkesfag-
leererstudentene igjennom egen arbeidsprosess og produksjon av digital historie-
fortelling utvikler kompetanse i formidling av taus- og erfaringsbasert yrkesfag-
lig kunnskap.

Pa denne bakgrunn har vi felgene problemstillingen: Pd hvilken mdte kan di-
gital historiefortelling bidra til kontekstuell leering i yrkesfaglig undervisning?

Metode

Studien er utformet som enkeltcase-studiedesign gjennom deltagende obser-
vasjon (Johannessen, Tufte & Christoffersen, 2010, s. 87-100) og analyse av stu-
dentenes eksamensbesvarelse, emneevaluering og digital historiefortelling.

Kontekst

Studien ble gjennomfert ved OsloMet - storbyuniversitetet, Fakultet for leererut-
danning, Institutt for yrkesfagleererutdanningen. Ved instituttet tilbys et bachel-
orstudium der yrkesutgvere med fag- og svennebrev samt et minimum av 2 ars
yrkespraksis videreutdannes til yrkesfagleerere. Studien ved OsloMet er gjen-
nomfert innenfor programfag design og handverk og i emnene Visuell kommu-
nikasjon og entreprengrskap. Emnet er plassert i tredje semester, det inkluderer
et pedagogisk utviklingsarbeid med neer tilknytning til praksisfeltet. Studentene
gjennomferer en yrkespraksis pa 15 dager og hospiterer hos fagarbeidere. Lee-
ringsmalene er sterkt knyttet til visuell kommunikasjon, entreprenerskap og
praktisk arbeid. Emnet inkluderer en digital historiefortelling samt et tredimen-
sjonalt produkt og avsluttes med en eksamen der studentenes refleksjoner over
eget leeringsutbytte i emnet fremmes. Etter eksamen gjennomferes det en emne-
valuering.
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Datagrunnlaget

Data som inngar i studien er basert pa 19 studenters eksamensbesvarelser og di-
gitale historiefortellinger og emneevalueringer fra 18 studenter.
Emneevaluering er en palagt prosess med mal & stadfeste studentenes leerings-
utbytte knyttet til et spesielt emne. 18 emneevalueringer ble gjennomfert etter
avsluttet eksamen i emnet og innhentet gjennom et digitalt sperreskjema i pro-
gramvaren Survey Monkey. Sporreskjemaet inkluderte lukkede og dpne spors-
mal (Kvale & Brinkmann, 2009). Alle lukkede spersmaél ga fire graderte svaral-
ternativer; ingen, lite, middels og hoyt, eller alternativ “ikke til stede”. Lukkede
sporsmal ble etterfulgt av en kommentarboks som gav studenten mulighet til til-
leggsinformasjon.
Sporsmalene som inngikk i var studie var:
e [ hvilken grad mener du at de ulike aktivitetene i emnet har hatt innvirk-
ning pa din progresjon og leeringsprosess?
e Hyvilke aktiviteter har veert kompetansehevende for deg i dette emnet?
Eksamensbesvarelsene er studentenes refleksjoner over egen leering og opp-
nadd leeringsutbytte. Det ble innhentet 19 refleksjonsnotater og i studien foku-
serte vi pd den delen som omhandlet studentenes arbeid med digitale historie-
fortelling med fokus pa: forstaelse av formidling av taus- og praksisneer kunn-
skap, samt fremtidig virke som yrkesfagleerer.

Analyse

Data som ble ekstrahert fra emneevalueringen ble analysert gjennom fenomeno-
logisk analyse (Johannessen m.fl., 2011, s. 173-177). Gjennom en induktiv analyse
utledet vi koder fra vart datamateriale for 4 kunne se neermere pa etablerte teorier
i forhold til utdanning i og for yrkesfagleerere. Etter datagjennomgang arbeidet
artikkelforfatterne tett pa og intensivt med notatene for a fa innsikt i studentenes
opplevelser og erfaringer. Forst etter at kommentarene til teksten hadde kommet
pa plass ble disse kategorisert. Deretter begynte vi a lete etter meningsmenstre
og likheter (ideer, tanker, folelser) mellom de ulike tilbakemeldingene og fortel-
lingene. Som overordnede temaer identifiserte vi tre kategorier for leeringsut-
bytte: 1. kritisk analyse, 2. fagterminologi og 3. leeringsutbytte ved konkrete fer-
digheter.

Artikkelforfatterne (AKL, ACW & UAG) analyserte dataene primeert hver for
seg og forst senere droftet disse med hverandre for 4 ivareta den interne validi-
teten (Johannessen m.fl., 2011, s. 230; Patton, 2002).

47



Anne-Catrine Wolden, Ursula Smaland Goth & Anne Karin Larsen

Studiens begrensning og etiske betraktninger

Studien inkluderer kun et begrenset og seerskilt utvalg. Basert pa dette utvalget
og uten a ha gjennomfert studien med en kontrollgruppe, er ogsa ekstern validi-
tet begrenset. Alle som ble inkludert i studien ble informert og de gav sitt sam-
tykke. Data ble ikke bare basert pa skriftlig materiale, men ogsa generert giennom
deltagende observasjon (Patton, 2002) hvor to av forfatterne (ACW og AKL) fylte
rollene som undervisningsansvarlige og forskere. Dette innebaerer en etisk ut-
fordring og kan fere til forutinntatthet ved analysen. Derfor gjennomferte forsker
USG, som ikke har en relasjon til informantene selve primaeranalysen som senere
ble verifisert av forfatterne ACW og AKL (Johannessen, 2011, s. 232). Studentene
i rollen som informanter er avhengig av bade godkjenning og karakterer av sine
yrkesfagleerere som her ogsa fungerer som forskere. Denne avhengigheten repre-
senterte en utfordring for validiteten, noe det ble tatt hoyde for. For studien ble
satt i gang ble den fremlagt Norsk samfunnsvitenskapelig datatjeneste, godkjent
(nr. 48070) og implementert etter gjeldende retningslinjer.

Resultat og diskusjon

Vare hovedfunn ble kategorisert i leeringsutbytte ved kritisk analyse, fagtermi-
nologi og leeringsutbytte ved konkrete ferdigheter.

Laeringsutbytte ved kritisk analyse

Ut fra svarene pd de to spgrsmadlene som ble stilt under emneevalueringen ser vi
at alle studentene oppgir at de opplevde middels til hoyt leeringsutbytte under
produksjon av digital historiefortelling. De opplevde arbeidet som kompetanse-
hevende ndr arbeidet var knyttet til egen arbeids- og leeringsprosess. Ved egen-
vurderingen av hvilke aktiviteter studenten selv opplevde som kompetansehe-
vende, ble egeninnsatsen ved produksjon av digital historiefortelling sterkt frem-
hevet av alle studentene.

Studentene hevder at de gjennom prosessen med refleksjon over eget arbeid
oppnar et hoyt leeringsutbytte og far kompetanseheving uavhengig av niva. Re-
sultatene i emneevalueringen viser at studentene opplever arbeidet med reflek-
sjon knyttet til eksamen som leeringsfremmende, og at refleksjoner i etterkant av
eget arbeid gir okt leeringsutbytte i emnet. Dette samsvarer med tidligere funn
som viste at studentene gjennom refleksjon over yrkeserfaringer i praksis erfarte
okt kompetanse (Haug & Jamissen, 2015; Jamissen, 2013a; Walters, Green, Wang
& Walters, 2011). I tillegg til visualisering og entreprengrskap, omhandler studie-
emnet - yrkesfaglig fordypning og undervisningen i brede utdanningslep pa vi-
deregdende skole. Det er derfor interessant at studentene i sa stor grad trekker
fram arbeidet med digital historiefortelling som kompetansehevende for leerings-

48



Digitale historiefortelling som kontekstuelle leering i yrkesfaglig undervisning

utbyttet i emnet. Ved oppstart av emnet om hesten kartlegges studentenes digi-
tale kompetanse, og vi ser av studentenes svar at arbeidet med den digital histo-
riefortellingen har veert kompetansehevende uavhengig av studentenes tidligere
digitale kompetanse og erfaringer.

Studentenes leeringsutbytte bekreftes gjennom studentenes eksamensbesva-
relser. Studentene reflekterer i sin eksamen rundt alle aktivitetene i emnet. Ana-
lysen var omhandler studentenes refleksjoner av eget leeringsutbytte med digital
historiefortelling, formidling av taus- og praksisneer kunnskap og fremtidig virke
som yrkesfagleerer. Som framtidige yrkesfagleerere i utdanningslepet design og
handverk skal studentene tilegne seg en bred yrkesfaglig kompetanse. I denne
studien hospiterte studentene hos ulike handverkere i yrkesfagene mgbelsnek-
ker, blomsterdekorater, mabeltapetserer, splvsmed, bunadstilvirker, batbygger
og friser m.fl. Under hospiteringen og i egen yrkespraksis tilegner studentene
seg fagkunnskap som er nedvendig i framtidig undervisning hvor praktiske
ovelsesoppgaver innen arbeidsteknikker, materialleere og verkteyfering preger
undervisningen. Eksamen er en refleksjon over egne erfaringer under utdan-
ningen ved universitetet, fra yrkespraksis i bedrift og fra egen pedagogisk prak-
sis ute i skolen. Her viser det seg at flere studenter trekker frem erfaringer som
ble hestet gjennom bruk av digital historiefortelling i undervisning av elever pa
videregdende skole. En student skriver,

Jeg oppdaget fort verdien av det & bruke film som et verktoy, elevene kan jobbe
med det de er interessert i og jeg som leerer kan fa vist arbeidsteknikker pé stor-
skjerm som gjor at alle ser. (Student nr. 17. Refleksjonsnotat)

Studenten reflekterte over hvordan hun formidlet praktiske arbeidsteknikker til
sine elever og brukte digital historiefortelling som et didaktisk verktey i egen
undervisning i pedagogisk praksis. Dette er i samsvar med tidligere forskning
som viser at studentenes profesjonsfaglige digitale kompetanse oppnas i lopet av
leererutdanningene nar digital kompetanse integreres gjennom gvelse og oppga-
ver (Istenic, Cotic, Solomonides & Volk, 2016, s. 29-50). En annen student mente
at en praktisk fordel med digital historiefortelling var muligheten til innevning
og repetisjon. P4 denne maten kunne studenten formidle kunnskap om verktoy-
foring og elevene kunne repetere og trene opp sine ferdigheter etter eget onske.
Elever som ikke var tilstede under dagens gjennomgang kunne likevel trene pa
relevante yrkesrettede arbeidsoppgaver ved en senere anledning.

Det a lage digital historiefortelling er en god variasjon i undervisningen og gir ele-
ver som ikke er til stede mulighet til & oppdatere seg pa innholdet av undervis-
ningen pa et senere tidspunkt. (Student nr. 2. Refleksjonsnotat)

Studentene trekker fram ulike eksempler pa erfaringer de har gjort under pro-

duksjonen av den digitale historiefortellingen og ser muligheten til a formidle

taus- og erfaringsbasert kunnskap i handverksbaserte yrker. Studentene anser

metoden som hensiktsmessig til giennomgang eller repetisjon av audiovisuell
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kunnskapen ved behov og i settinger som studenten selv anser som egnet. De
beskriver faglig kompetanseheving, viser gkt bruk av digitale ressurser i egen
undervisning og viser hvordan de ble aktive produsenter av digitalt leeringsar-
beid. Ndr mdlet er & utvikle yrkesfagleererens kompetanse innen didaktikk og
undervisningsmetodikk, ser vi at digital historiefortelling er et tjenlig redskap til
visuell kommunikasjon og formidling innen yrkesfaglig undervisning,.

Med tale, skrift og musikk i tillegg kan en film vaere en mer givende og leererikt
opplevelse enn forelesning eller til og med en fysisk fremforing/demonstrasjon av
samme prosess. (Student nr. 7. Refleksjonsnotat)

Metoden, digital historiefortelling, bidrar til at studentene utvikler sin kompe-
tanse i digitale ferdigheter og formidling. Gjennom bruk av filmene i undervis-
ningen ser de at film kan bidra til 4 nd elever med ulike leeringstiler. Studentenes
praktiske arbeid med a utvikle et produkt og arbeidet med & filme denne proses-
sen ga dem erfaring i 4 reflekterte over egen kompetanse i etterkant. Dette be-
kreftes i Deweys teori; pd et grunnleggende plan gér alltid praksis forut for spra-
ket/refleksjon (Dewey, 1980, s. 44). Studentene viste ulike handverksmessig ar-
beid med varierende materialbruk og satte selv ord pa egen handling slik at
andre kunne forsta, kopiere og preve ut. Digital historiefortelling ledet studente-
nes tankemate i forhold til oppbyggingen av filmens innhold og studentene
kunne konsentrere seg om det faglige innholdet og formidlingen av den tause-
og erfaringsbaserte kunnskapen. Gjennom eksempler fra egen yrkespraksis viste
studentene forstaelse for helhet og sammenheng i formidling av det praktiske
arbeidet og den digitale visualiseringen av arbeidet ga studentene en erfaring i
audiovisuell formidling.

Studentenes tidligere oppgaver og refleksjoner rundt leeringsprosessen viste
at de opplevde utfordringer med & formidle og visualisere det praktiske arbeidet
nar det var erfaringsbasert taus kunnskap. I denne studien jobbet studentene pa-
rallelt med produktutvikling og tok egne bilder, skisser og filmer. Arbeidet med
produksjonen av produktet, knytte teori og praksis sammen i yrkesutgvelsen og
de yrkesfaglige prosessene ble formidlet i den digitale historiefortellingen. Stu-
dentenes egen formidlingskunnskap gkte som resultat av arbeidet med utpre-
ving, handling og refleksjon knyttet til filmene. I arbeidet med filmene erfarte
studentene hvilke aspekt som fremmer erfaringsleering og hvordan kunnskap
skapes og veves sammen gjennom gjentagelse og refleksjon.

Basert pd var analyse ser vi at metoden digital historiefortelling oppfordrer
den leerende til 4 styrke sin kompetanse, samt fremmer evnen til 4 sette sammen
teori og empiri pa en engasjerende, prosjektbasert mate. Denne antakelsen far vi
bekreftet i en europeisk og en amerikansk studie (Anderson, 2013, s. 385-398;
Urbano & Urbano, 2008, s. 334-341) der funnene viser at digital historiefortelling
som metode kan fremme leererstudentenes forstdelse av didaktisk formidling i
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leererutdanningen. Basert pa vare data ser vi at denne metoden fremmer en dy-
pere forstdelse av leeringsmalene og gir mulighet for en studenttilpasset oppna-
else av studiemalene i den yrkesfaglige leererutdanningen.

Fagterminologi

I programplanen til yrkesfagleererutdanningen star det at studentene skal kunne
bruke fagkunnskap og fagterminologi fra eget utdanningsprogram i samtaler,
diskusjoner, instruksjoner og presentasjoner om skole, samfunn og arbeidsliv
(Programplan, 2014). Her kommer det ogsa fram at studentene skal kunne kom-
binere auditive, skriftlige og visuelle uttrykksformer, og bruke ulike digitale
verktoy i presentasjoner.

I analysen av de 19 digitale historiefortellingene sa vi etter studentens formid-
lingsevne og arbeidets relevans for yrkesfaglig oppleering. Fokus var pa studen-
tenes bruk av korrekt og nyansert fagterminologi ndr de viste materiale og verk-
toyforing gjennom bruken av digitale instruksjoner og presentasjoner. Analysen
viste at studentene hadde tilegnet seg en bevist holdning til korrekt og nyansert
bruk av fagterminologien som var relevant for handverksfaget de fordypet seg i.
Som de péfelgende sitatene indikerer, sa vi nyansert bruk av fagterminologi uav-
hengig av studentenes tidligere yrkesfaglige utdanning og arbeidserfaring.

Jutebénd skal lecigges i tre loddrette strekk over bunnen. Ta et stramjern ogf stram
jutebandene godt... (Student nr. 19, mebeltapetserer. Digital historiefortelling)

Den visuelle fremstillingen komplementerer talen og viser hvordan verktoyet
stramjern anvendes ndr man strekker et juteband over et stolsete. Ved bruk av
tale og bilder formidler studenten hvordan dette verkteoyet brukes i mgbelsnek-
kerfaget. Alle filmene viste formidling av relevante verktey, materialer og tek-
nikker for de ulike hdndverksyrkene studentene har arbeidet i. Arbeidsprosess-
ene viste tydelig arbeidsteknikker som er relevante for yrkesoppleering av elever
i en tidlig fase. En student viser hvordan man steper former av glassfiber i bat-
byggerfaget.

Nar man klargjor en batform til stop settes formen forst inn med voks. Dette gjor
man fordi det er lettere & ta produktet ut etter ferdigstilling. Deretter paferes et lag
med Gelcoat, dette laget danner en beskyttelse for glasfiberen. Gelcoat blir det yt-
terste lafget av stgpen og gir en hvit ytterside... (Student nr. 9, batbygger. Digital
historietortelling)

Nar studenten jobbet med arbeidsprosesser som tok flere dager, visualiserte hun
kun den aktive delen av arbeidsprosessen med voksen og Gelcoat. Slik kunne
studenten formidle hele arbeidsprosessen i lopet av 3 minutter og elevene kunne
i forkant av arbeidsoppgaven fa en forstaelse av hele arbeids-prosessen.

Etter analysen av studentenes digitale historiefortellinger og deres bruk av
fagterminologi, konkluderte vi med at fagterminologi som er relevant for fagom-
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radet og oppleeringen ble brukt pa en korrekt mate i alle de digitale historiefort-
ellingene. Studentene brukte fagterminologi bdde ved omtale av arbeidsteknik-
kene, materialene og verktey. Lignende funn ser vi ogsa i tidligere forskning,
som framhever at noyaktig sprakbruk fremmes for, under og etter innspillinger
av digitale historiefortellinger uavhengig av disiplineer bakgrunn (Jamissen,
2013; Kearney, 2011). Studentene tilegnet seg ny fagkunnskap igjennom arbeidet
med produktet og gjennom samarbeidet med handverkeren i sin yrkespraksis,
og i de digitale historiefortellingene visualiserte studentene den nye tause- og
erfaringsbaserte kunnskapen.

Laeringsutbytte ved konkrete ferdigheter

Data av selvopplevd leeringsutbytte ved konkrete ferdigheter er basert pa eksa-
mensbesvarelsene til 19 studenter. I refleksjonsnotatene sd vi pa studentenes
egendefinerte leeringsutbytte og opplevd nytteverdi av arbeidet med film i for-
hold til deres profesjonsfaglige digitale kompetanse

Tradisjonell undervisning kan fort bli rutinemessig og kf'edelig, det gjelder & bryte
mensteret. Nar elevene jobber med digital historietortelling er elevene selv er i fo-
kus, de far medbestemmelse og kan disponere tiden litt mer fritt, de leerer &
planlegge og ta ansvar for egen leering. (Student nr. 9. Refleksjonsnotat)

Her formidler studenten opplevelsen av nytten ved a kunne differensiere under-
visningen ved bruk av digital historiefortelling. Studentene erfarte at digital his-
toriefortelling okte egen opplevelse av elevenes leeringsutbytte og at metoden
kan veere et godt supplement til den tradisjonelle dialogbaserte undervisningen.
Studenten viser her overfering av egen leering til framtidig undervisning som
yrkesfagleerere og ser nytteverdien i arbeidet med digitale leeringsmidler som
kan engasjere og motivere elevene. Klasseromsundervisning som stimulerer
elev/student til involvering, kan bidra til leeringsaktiviteter som motiverer og
engasjerer.

Etter denne prosessen ser jeg det er mange teknikker som kan brukes pé Vgl DH,
hvordan behandle overflater, form, tekstiler, mgnster konstruksjon og verktay-
bruk. (Student nr. 11. Refleksjonsnotat)

Sitatet illustrerer at arbeidet med digitale historiefortellingen bidro til refleksjon
over praktiske ferdigheter, relevante teknikker og materialbruk. Det var i visua-
liseringen av arbeidsoppgavene at studentene ble bevist arbeidsmetoder, verk-
toyforing og yrkesrelevant teori som tidligere for dem var taus kunnskap. Re-
fleksjonen i etterkant av filmatiseringen, okte studentenes yrkesfaglige kompe-
tanse og de opplevde arbeidet som veiledende og reflekterende. Dette samsvarer
med tidligere funn (Jamissen, 2013) og vi ser her at dette ogsa er tilfelle for yrkes-
fagleererutdanningen. Flere av studentene hadde anvendt metoden i egen praksis
og reflekterte over sine erfaringer med elever i skolen.
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A presentere en arbeidsprosess i filmformat tvinger elevene til 4 veere bevisst sin
egen fremtreden med tydelig tale og diskusjon, oppsummere til kortfattet manus
og talehastighet for mottaker. Dette gir en fin bevisstgjering rundt bruken av digi-
tale medier generelt og bruk av digitale verktey. (Student nr. 6. Refleksjonsnotat)

Gjennom erfaring ble studentene bevist at leerestoffet som de selv matte bygge
opp steg for steg bidro til den leerendes kompetanse. Arbeidet med & utarbeide
en film som didaktisk tilneerming anser vi derfor som et viktig hjelpemiddel nar
studentene vdre jobber med formidling av arbeidsrelatert fagkunnskap og digital
kompetanse uavhengig av teoretisk eller faglig bakgrunn.

Basert pd vare data ser vi at digital historiefortelling som metode fremmer de
ferdigheter som er nedvendige for & veere bade forbrukere og produsenter i det
stadig voksende digitale leeringslandskapet. Innfering av digital historiefortel-
ling i klasserommet kan danne en plattform for 4 utvide samtalene om hvilken
fagkunnskap som teller i dagens kompetansesamfunn. En amerikansk studie vi-
ser liknende funn i leererutdanningen der studentene legger til rette for elevenes
leering i & skrive og lese. Her anses digital historiefortelling bade som en innova-
tiv praksis samtidig som den fremmer og utvider studentenes teknologiske kom-
petanse (Shelby-Caffey, Ubeda & Jenkins, 2014). Slike innovative, fagovergri-
pende metoder vil dermed fa betydelig innvirkning bade pa leeringsmiljo og lee-
ringsutbytte.

Konklusjon

Digital historiefortelling som didaktisk tilneerming fremmer yrkesfagleererstu-
dentens konkrete ferdigheter, forstaelse og rammebetingelser knyttet til selve ar-
beidsprosessen innen den yrkesfaglige utdanningen. Basert pa vare data kan vi
si at digital historiefortelling kan fremme bade didaktisk- og profesjonsrettet di-
gital kompetanse.

Studie viser at denne studentaktive leeringsformen kan gi rom for individuell
utvikling, interessedifferensiering og arbeid i eget tempo. Valg og tilpassing av
leerestoffet forer til at studentene opplever gkt motivasjon. Vi kan derfor konklu-
dere med at digital historiefortelling kan bidra til kontekstuell leering i yrkesfaglig un-
dervisning. Dette fremkommer konkret i studentenes filmer hvor de viser konk-
rete ferdigheter, faglig forstaelse, bruk av fagterminologi, arbeidsprosess og kva-
litetsvurdering. Pa den maten viser digital historiefortelling & veere et nyttig
verktoy til formidling og visualisering av taus- og praksisbasert kunnskap, hvor
leerestoff formidles ved selvinstruerende filmer og hvor arbeidstempo er selv-
valgt.

Vi konkluderer med at digitale historiefortelling med fordel kan brukes som
et profesjonsfaglig didaktisk verktey til formidling av yrkesfaglig kompetanse.
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Introduction

Vocational education and training (VET) plays a central role in providing the la-
bour market with skilled workers. VET is also important for the life trajectories
of young people who choose vocational programmes, and for adults who enter
VET to find a new occupation (Cedefop, 2009). Changes in working life also re-
quire that people participate in VET to acquire skills for their present and future
working lives. Here, skilled VET teachers play a central role, embodying the skills
and expertise that are taught and developed in VET programmes. This means
that the continuing professional development (CPD) of VET teachers is necessary
in order for them to maintain and develop expertise from their initial occupation,
and to ensure that they have subject knowledge of the courses that they are re-
quired to master. This subject knowledge should have industrial currency (An-
dersson & Kopsén, 2015; Kopsén & Andersson, 2017). The conditions for CPD
within the subject contents among VET teachers differ from those of other cate-
gories of teacher, where the subject contents can be learnt primarily by reading
books and journals, attending courses, etc. Occupational competence, on the
other hand, is situated in continuously developing work-life contexts, which in
turn means that the relationships of VET teachers to working life and workplaces
are important for the industrial currency of VET teaching, preparing vocational
students for working life (e.g. Kopsén, 2014; Robson, Bailey & Larkin, 2004;
Wheelahan & Moodie, 2010). However, VET teachers have left their initial occu-
pation to work as a teacher, and this changes their relationships with working
life. Thus, it may be challenging for the VET teacher to maintain the required up-
to-date occupational competence. This article reports on how the responsibility
of VET teachers for students” workplace learning may create the conditions re-
quired for updating their occupational competence, that is professional develop-
ment as part of their everyday activities at work (Bound, 2011). Students” work-
place learning is one of the activities that Broad (2016) identified as providing
opportunities for VET teachers” CPD, having earlier (2015) pointed out that the
weakness or absence of networks in industry is a main barrier for the professional
development of VET teachers.

This study concerns Swedish upper secondary level VET teachers and their
cooperation with working life in connection with their students” workplace learn-
ing periods, and how this cooperation may offer opportunities for VET teachers’
CPD and learning. We have used a theoretical framework and concepts drawn
from situated learning theory to investigate VET teachers’ interplay with work-
places in terms of engagement in boundary processes, such as boundary cross-
ings, encounters, interactions, and relationships, between school practices and
the practices of workplaces (Lave & Wenger, 1991; Roberts, 2013; Wenger, 1998,
2000). We discuss several forms of process and analyse the potential for VET
teachers’ occupational learning through these processes. We describe also the
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conditions experienced by VET teachers relative to boundary processes between
the practices of school and workplaces, and we discuss the significance of the
findings for the potential of VET teachers to increase occupational competence.

The way in which VET is organised differs between countries (Cedefop, 2017).
It may be solely or mainly workplace-based, employ a dual system, or be mainly
school-based. In the latter case, it is normally supplemented with periods of
workplace learning (e.g. Deissinger, Aff, Fuller & Jorgensen, 2013; Dobbins &
Busemeyer, 2015). These different VET models offer different ways, opportuni-
ties, and demands for cooperation between VET schools and working life, and
the responsibility of the VET teacher concerning the students” workplace learning
also differs between them. For example, in the German dual apprenticeship sys-
tem, there is a policy-level ambition that companies and schools should collabo-
rate. However, in practice the German companies and chambers of commerce
play a dominant role and have principal responsibility for workplace learning
and examinations, while vocational schools play a subordinate role (Gessler,
2017). This situation influences the conditions and need for VET teachers” CPD
through school-workplace boundary processes. In an Australian study of what a
‘good VET teacher’ is, both students and teachers highlighted the importance of
expertise and experience from industry, in addition to teaching skills (Smith &
Yasukawa, 2017). The study showed that the boundary-crossing character of VET
teachers” work is important for good VET teaching. Thus, even if contexts differ,
the demand for teachers’ competence in vocational teaching subjects is essen-
tially the same in all systems, as is the need for links to working life, to ensure
that VET teachers remain up-to-date.

Swedish vocational education in upper secondary schools is mainly school-
based, with at least 15 weeks of workplace learning during a three-year voca-
tional programme. An alternative apprenticeship pathway is available, in which
at least half of the time is spent in workplace learning. There are 12 national VET
programmes that cover a broad spectrum of occupations, including healthcare,
childcare, building and construction, industrial technology, and vehicle mainte-
nance. Corresponding VET courses are also taught in upper secondary level adult
education, where the programmes are shorter and do not include the general
courses that are compulsory in upper secondary school. VET teachers are ex-
pected to have extensive work-life experience, but there are no formal require-
ments for teaching skill. However, most VET teachers have a teaching degree
(Swedish National Agency for Education [SNAE], 2017), which they took before
they started teaching or in parallel with work as a teacher (Andersson, Kopsén,
Larson & Milana, 2013; Fejes & Kopsén, 2014). It should be noted that the focus
of this article is VET teachers” CPD in their initial occupation. Development con-
cerning their professional identity as a teacher, through, for example, teacher
training, is discussed in other studies (see, for example, Duch, 2016). The require-
ments for such development differ between countries (Misra, 2011). Furthermore,
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VET schools in Sweden also employ academic teachers who teach general sub-
jects such as Swedish, English, maths, history, etc. These teachers are not catego-
rised as “VET teachers’ and have not been included in this study, although they
do teach on VET programmes and cooperate with VET teachers in them.

VET teachers at Swedish upper secondary schools and institutions of adult
education usually hold a full-time position as a teacher. The work presented here
was intended to help us to understand how, in these circumstances, VET teachers
avoid vocational knowledge becoming obsolete and how they retain expertise in
the vocational subject in which they provide teaching and training. In other
words: we were interested in discovering how they retain expertise as a carpen-
ter, chef, nurse, CNC machinist (working with computer numeric controlled ma-
chines), etc., when they have left such occupations to work as teachers.

Another characteristic of Swedish VET is that VET teachers have a formal re-

sponsibility for the vocational courses in their entirety, including certain aspects
of workplace learning, even if supervisors at the workplaces are responsible for
the students” daily workplace learning. This means that managing and following
up students” workplace learning is an important task for VET teachers. The tasks
involved include finding suitable workplaces, introducing supervisors, follow-
ing up students’ learning, and assessing the learning outcomes (Alvunger, 2016;
SNAE, 2016). The present study investigated in particular the form taken by the
interplay between VET teachers and workplaces, concerning students’ place-
ments and apprenticeships at the workplaces, and how this interplay has the po-
tential to help VET teachers update their occupational competence.
A survey found that 80.8% of Swedish VET teachers manage and follow up stu-
dents” workplace learning at least once a year, and teachers consider this task to
be important for their connections to and relationships with working life (An-
dersson & Kopsén, 2017). This work task was more common among VET teachers
with a permanent position (82.4%) than for those employed on a fixed-term con-
tract (75.5%), but did not differ between teachers from different vocational pro-
grammes. The aim of the work presented here was to further investigate VET
teachers’” CPD and interplay with workplaces, particularly in connection with
students” workplace learning.

Theoretical perspectives

This interview study used the perspective of situated learning (Lave & Wenger,
1991; Wenger, 1998). The situated character of knowledge and learning is funda-
mental. The concept of ‘being competent’ refers to having developed an identity,
and describes a person who has the knowledge and skills required to engage in
the joint enterprise of performing the tasks, interacting with other members, and
using the shared repertoire of this practice. Such a person is thus recognized by
other members of the community of practice as competent enough to fully

61



Susanne Kopsén & Per Andersson

participate in this specific community of practice. It is through participating in a
community of practice that an identity develops.

With regard to the occupational practices and occupational identity related to
a specific VET programme, we consider the example of a CNC machinist: A per-
son who has an identity as “CNC machinist” possesses the knowledge and skills
required to work with CNC machines and is recognized as being capable to par-
ticipate in the professional practice of CNC machinists. The knowledge possessed
includes familiarity with occupational goals and knowledge of the relative im-
portance of work tasks. The skills possessed include, for example, milling, cut-
ting, and turning wood and metal items for industrial production, and these skills
are required in order to be able to use the CNC machines, their software, and
other shared resources. A recognized CNC machinist also knows how to com-
municate and cooperate with other CNC machinists, and uses and understands
the language, symbols, values and traditions, etc., of the CNC machinists” occu-
pational practice.

However, as Wenger (1998) argues, a community of practice is not stable but
changing. This means that on-going participation, which includes mutual en-
gagement in work actions and social interaction with other members of the com-
munity of practice, is necessary to remain competent. In other words, active in-
volvement in today’s occupational practice is required in order to possess current
occupational competence as a CNC machinist.

Individuals may move between different communities of practice, so-called
boundary crossings, in landscapes of practice, and this enables them to learn and
develop a nexus of identities (Akkerman & Bakker, 2011, Wenger-Trayner, Fen-
ton-O’Creevy, Hutchinson, Kubiak & Wenger-Trayner, 2015). The theoretical
framework applied here leads us to argue that it is through such processes that
vocational teachers learn and shape their vocational teacher identity as a nexus
of a teacher identity and an occupational identity (Fejes & Kopsén, 2014). A vo-
cational teacher must be competent in teaching and competent in the occupation
from which they come and for which the students are being prepared. Thus, VET
teachers must possess current competence in their vocational teaching subject in
order to meet today’s demands for high-quality education. Therefore, in fostering
students to develop a vocational identity aligned with today’s occupational prac-
tice, the VET teacher must be able to use new machines and current software;
must have the skill required to perform task alignments with today’s required
shape and precision, etc.

The interplay between VET schools and workplaces means that different types
of boundary process arise (Roberts, 2013; Wenger, 2000). Such processes are sig-
nificant for vocational education (Berner, 2010; Tanggaard, 2007). VET teachers
cross the boundary between the practice of the initial occupation and the practice
of VET when they become teachers (Fejes & Kopsén, 2014), and boundary cross-
ings are essential for them in continuing to be competent in the original
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occupation and the occupational identity. Boundary processes occur in diverse
types of crossing and relationship, such as in various forms of boundary encoun-
ter, boundary practice, brokering, and boundary object (Roberts, 2013; Wenger,
1998, 2000). In this way, they include different opportunities for learning.

The idea of situated learning led us to adopt a holistic perspective on VET
teachers” CPD, one that included all types of activity they engage in as teachers,
in order to improve their work, and that took account of the influence of system
factors (Bolam & McMahan, 2004; Day & Sachs, 2004). This study focuses on VET
teachers” boundary activities in connection with students” workplace learning,
irrespective of whether these activities are intended to be part of VET teachers’
CPD. Thus, we include informal and unintentional professional development
(Eraut, 2007; Fraser, Kennedy, Reid & Mckinney, 2007).

Aim and research questions

The aim of this study was to examine the conditions and potential for updating
occupational competence during the interplay of Swedish VET teachers with
workplaces, in connection with students” workplace learning. The research ques-
tions were:

1. How are boundary processes with workplaces enacted?

2. In what way can these boundary processes shape the potential for VET
teachers’ occupational learning?

3. What are the conditions for VET teachers’ boundary processes in connec-
tion with students” workplace learning?

Methods

Data

This study is part of a larger project to analyse VET teachers” CPD for occupa-
tional currency, based on both statistics and on data from surveys and interviews.
We report here qualitative findings from the interviews. The respondents were
30 VET teachers representing all 12 national VET programmes, in both upper sec-
ondary schools and adult education. The sample included 11 female and 19 male
teachers, a distribution that corresponds to the population of VET teachers in
Swedish upper secondary schools' (SNAE, 2017). VET teachers at schools in both
small and large cities were included.

In semi-structured interviews, the teachers were asked to describe their con-
tacts and relationships with working life, CPD in the vocational subject, condi-
tions for work-life connections, and conditions for their professional develop-
ment. This article presents results obtained from, in particular, the interviewees’
answers concerning conditions, learning and contacts with workplaces in
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connection with their students” workplace learning. The interviews were con-
ducted in Swedish and transcribed verbatim. Quotations used to illustrate the
findings have been translated into English. For each quotation we have indicated
the initial occupation of the VET teacher, and when there is more than one teacher
with the same initial occupation they are marked with no. 1 and no. 2.

The study follows the Swedish guidelines concerning good research practice
(Swedish Research Council, 2017) in terms of such matters as consent, confiden-
tiality, information provided to interviewees, and the use of data.

Analysis

We used the NVivo software for the qualitative analysis of the transcriptions. We
initially identified the parts of the data relevant to teachers” work with students’
workplace learning. This was followed by a deductive coding and analysis of the
data, during which we identified expressions of different types of boundary pro-
cess against the background of our theoretical perspective and concepts (Wenger,
1998). The key concepts of boundary encounters, brokers/brokering and learning
of identity were employed and proved to be useful when answering the research
questions of the VET teachers” enactment of boundary processes and how these
processes involve teachers’ learning.

The study was a limited qualitative investigation that did not allow for gener-
alisations. However, the study increased knowledge about different kinds of
boundary process that may occur between schools and workplaces, and showed
that various forms of process provide different opportunities for VET teachers’
learning. Furthermore, it increased knowledge about how the conditions for
boundary crossings and learning are experienced by VET teachers.

Findings

The interplay experienced by VET teachers between school and workplace in
connection with students” workplace learning occurs in two forms of boundary
process: boundary encounters and brokering. Different degrees of VET teachers’
CPD and learning of current occupational competence are possible, and depend
on how boundary encounters are enacted. Furthermore, brokering by the stu-
dents of occupational knowledge and experience from workplaces into VET may
also offer opportunities for VET teachers’” learning. However, the way in which
VET teachers manage the interplay between school and workplaces is governed
by their work in school.

Conditions for VET teachers’ boundary processes

VET teachers’ boundary processes and the opportunities for learning in connec-
tion with students” workplace learning are related to structural factors in the VET
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institution. The timetable is one factor that has a crucial impact on the conditions
for VET teachers’ movements between school and workplaces. The way in which
lessons are timetabled affects the freedom available to the VET teacher to plan
and perform the work tasks related to students” workplace learning, such as vis-
iting workplaces, supervisors, and students to follow up on their learning, etc.

Yes, yes of course. That's how it is, really. Yes, that is the time we get. Then we
have no lessons in here, and so we have an opportunity to be out there. Not only
the opportunity, we have the requirement for two, at least two visits in each [place-
mentﬁj}j. ..... / However, some schools set up other classes for VET teachers when
their students are out on workplace learning, well, then it becomes difficult for
these teachers to visit the students at the workplaces. That’s how it is! (Cabinet-
maker and VET teacher)

Other structural factors relate to the organisation of VET and the distribution of
the responsibility of students” workplace learning among VET teachers.

Visiting students at their workplaces is the only contact I have with workplaces.
But now, it is terrible! They [the management] have changed the division of work. I
only visit hospitals and elderly care. Other workplaces [where I have students] are
visited by other teachers who aren’t nurses, but need to fill out their working
hours. Tl}:ese visits are very important for my professional development! (Nurse?
and VET teacher)

It is new here in our school; now we have got an organisation with one person who
takes care of this. Instead of everyone doing it. It is better with one person having
this focus and taking care of the contacts. Otherwise it is difficult, very difficult to
find the time. (Truck driver and VET teacher)

Thus, the distribution of work among VET teachers may be a barrier or a driver
for the type of CPD opportunities we analysed in this study. On the one hand,
centralising the management of students” workplace learning is seen as positive
by some VET teachers, as it reduces their workload. On the other hand, some
VET teachers lose the opportunity to maintain relationships with workplaces and
the former occupation. A number of VET teachers experience having the full re-
sponsibility for their students” workplace learning as positive.

The conditions for VET teachers” boundary processes between school practice
and work practice differ, which determines the opportunities for them to learn
and update their occupational identity.

Boundary encounters

VET teachers” CPD and their learning of current occupational competence de-
pend on how boundary encounters are enacted. The differences relate to VET
teachers” access to workplaces, and their engagement and involvement in actions
and social relations at the workplaces.
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Individual meetings
A telephone call or an individual meeting with a student’s supervisor at the
workplace is a boundary encounter in the form of a one-to-one conversation.

One VET teacher described how the school organised their students” work-
place learning such that “the students themselves can suggest where they want
to do their work practice and then we will call [the workplace] and ask if it is
possible’. Telephone calls can sometimes be the only contact for planning and
following up if the students” workplace learning is situated far away from the
school. (This is often the case with some VET programmes, where students come
from all over Sweden.) Telephone follow-up also occurs extensively when VET
teachers have many students spread across the region and insufficient time for
visits.

An individual meeting occurs when the VET teacher pays a short visit to the
workplace to see the supervisor for a talk or to follow up the student’s placement
and workplace learning. VET teachers explained that these individual meetings
are often brief due to lack of time, and they focus on the student’s behaviour and
ability to learn for future employability. As the following example shows, it is
not just the VET teacher who may be short of time: the professionals may also be
busy, which limits the VET teacher’s access to activities, and interactions between
the VET teacher and the professional.

It is not possible for them [the professionals] to have me there for very long. The
meeting with the supervisor can be up to three quarters of an hour, I guess. (Child-
care worker and VET teacher no. 1)

One-to-one conversations are limited opportunities for VET teacher’s learning,
as the interaction with others in the workplace is limited. The extent of learning
that occurs depends on the nature of the dialogue between the VET teacher and
the supervisor. If this includes supervisor’s stories and descriptions of current
occupational practice, the VET teacher may learn through images of work and
social interactions.

Tripartite conversations

A tripartite conversation is a planned and systematic conversation that focuses
on the student’s workplace learning, and that takes place away from the work-
place in order to avoid disturbance or interruption. Such a conversation between
the VET teacher, supervisor and VET student is recommended to follow up peri-
ods of workplace learning (SNAE, 2013). In the work presented here, tripartite
conversations were interpreted as a special kind of boundary encounter. One
VET teacher described these tripartite conversations as opportunities to learn and
update her knowledge of occupational nursery and pre-school practice.
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When we have a tripartite conversation, things may come up that I do not really
understand, or there may be something new that has been introduced. Then I ask
the supervisor, as I want to know how it works, and how it is supposed to be.
(Childcare worker and VET teacher no. 2)

The conditions for interaction between those involved differ somewhat from
those in the case of short individual meetings. The conversation includes three
individuals’ competences and experiences. Further, the conversation is descrip-
tive and offers opportunities for questions and explanations, which means that
this kind of boundary encounter may be an opportunity for VET teachers to learn
about current occupational practice. However, even if these meetings are consid-
ered to be important by the VET teachers and may provide opportunities for
CPD, this kind of boundary encounter offers limited access to current work ac-
tivities and social interactions with the professionals.

Workplaces visits

Different forms of workplace visit are a common way for VET teachers to fulfil
their responsibility for students” workplace learning. The descriptions range
from short visits to the worksite, and - as one VET teacher expressed it - ‘looking
in the logbook what he [the student] has done’, to longer visits with walks around
the workplace. Visits to workplaces are one kind of boundary encounter, and
they give VET teachers access to the work and opportunities to interact with the
persons engaged in it. VET teachers describe these visits as relevant to them as
vocational teachers. Many of the teachers give examples similar to this:

It is my responsibility to visit them [the students], then I have the opportunity to
learn, ask, watch... see if there are any innovations. (Cabinet-maker and VET
teacher)

Other examples in our data include teachers’ statements of an intention to sup-
port the student’s learning through asking questions about work practices, which
at the same time creates opportunities for their own learning.

.... when visiting workplaces, you talk to them [the professionals] and hear the lat-
est news. You don’t just talk to the student or about the student, you talk about the
work, in order to involve the student so that he will understand work practice.
Things like “‘Why do you do it this way? What material do you use for this task?’
That way I also get some input! (Construction worker and VET teacher)

During workplace learm'n% periods, when I visit the workﬁlaces, I don’t just ask
about the students, but I also use some of that time to ask how things are going in
the industry. What’s new and such like? I draw up a list before the visit. I want to
be updated about the industry. (Salesman and VET teacher)

These examples show that visits to workplaces that include access to the work
and social interactions provide a potential for learning other than the potential
that arises when talking to a supervisor or having a tripartite conversation. The
examples above illustrate the opportunities that VET teachers have for observing
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professionals in action and interacting with them. Teachers described how the
professionals sometimes showed them innovations, such as machines, materials
and resources, not just when asked, but also unprompted. In some cases, VET
teachers were invited to practise a work task or examine the material used. When
asking questions about current occupational practice, or planned changes and
new procedures, the VET teachers have the opportunity to learn about today’s
work and learn about future occupational practice. This includes, for example,
the need to change work and come into alignment to other practices.

However, some VET teachers argue that learning by visiting students at the
workplaces is insufficient.

It’s not really a matter of skills development for me. I walk around, talk to the CNC
machinists, check what the students have done, and also pick up new things for
myself. That's how it is. But not enough really! To keep this skill ... you lose it, be-
cause skills have to be kept alive. You need to work with your hands! (CNC ma-
chinist and VET teacher)

This VET teacher points out that a visit does not help him to maintain his practical
skills. Another teacher in a similar programme talked about the risk of losing the
tacit knowledge of how to operate a CNC machine, such as the ability to recog-
nise the sound of a perfectly set machine. Visits to workplaces offer the potential
for learning, but not in the same way as engagement and interaction in authentic
work situations.

Participating in work
Authentic situations for learning will occur when a VET teacher is given the op-
portunity to participate in occupational practice for a day or more. This is a kind
of boundary encounter that is embedded into everyday work that lasts longer
than a short visit, and thus, may include several activities and social interactions.
The following two examples show boundary encounters that combine the VET
teachers’ intentional learning with the teachers” planning and follow-up of their
students” workplace learning.

There will always be a visit to the workplace to prepare for an upcoming period of

workplace learning. At our school, we sometimes d}z) some work in that workplace

in order to get somewhat up-to-date. I then have the opportunity to talk to the su-

ﬁervisor and plan the training for the student... while I'm there. (Team leader in
otel and conference, and VET teacher)

It does happen that I spend a full day at a restaurant working alongside my stu-
dent. Of course, I am concentrating on the student, but I still notice what they are
talking about in the restaurant, what’s up, what’s going on and what menus the
have. I pick up menus and wine lists, and ask what they [the professionals] thi
about them, and so on. (Chef and VET teacher)

The VET teachers are given access to a form of participation that allows their
engagement and involvement in actions and social relations with the members
of the communities of practice. When participating in authentic situations, the
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VET teacher has the opportunity to interact with other professionals, perform
current work tasks, and use current resources, such as administrative systems for
hotel management, or ovens that use new technology. Asking questions and dis-
cussing such items as menus and wine lists are expressions of a form of partici-
pation that involves getting to know how tasks, products and resources are
adapted and developed to fulfil contemporary demands and wishes. This form
of authentic participation entails a wealth of potential for learning and updating
an occupational identity.

Students as brokers

Brokering activity by VET students of occupational knowledge and experience
from the workplace into school practice is another form of boundary process that
occurs during students” workplace learning. This brokering may include oppor-
tunities for the VET teachers to learn.

When students have had their workplace learning, I ask them how this work task
is performed nowadays? What do they do? What material do they use for this?
And sometimes I tell the students to pick up some compresses and some materials
so that I can see what is being used out there. (Nurse and VET teacher)

VET teachers ask their students to talk about innovations when they come back
to school from their periods of workplace learning. Some VET teachers even give
the students the task of collecting information about new materials and new tech-
niques. Furthermore, it may also happen that students bring experiences and ar-
tefacts from working life back into school practice without being explicitly asked
to do so. A VET teacher and motor mechanic described how he once discovered
a student handling a task in a new way, and through this he learned how such
problems are solved in today’s occupational garage practice.

The interviewees describe students” brokering of new elements from work
practice into school practice primarily as contributions to teaching. The students
are encouraged to reflect on their workplace learning, and to share their occupa-
tional knowledge and experiences with other students. However, the VET teach-
ers say that the students” brokering is also intended to be an opportunity for them
as teachers to learn about current occupational practice. In terms of boundary
processes, this is a reconstruction of workplace practice (Berner, 2010), and a
transfer of knowledge from one practice into another practice, and in this way
providing opportunities for development at different levels (Akkerman & Bruin-
ing, 2016). The development may be on the level of the individual in the form of
teachers’ learning, and at the level of the institution in the form of changing the
content of the school’s teaching practice. However, the practice of the school must
allow such boundary processes if these opportunities for learning are to be ex-
ploited. In other words, the opportunities for learning for students and teachers
depend on the situation at the school and how transfer of knowledge by the stu-
dents is arranged and supported in VET.
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Discussion

The relationships of VET teachers to working life are critical for the teachers to
maintain occupational currency in the subject that they teach. This may be chal-
lenging, particularly if VET teachers, as in Sweden, usually have a full-time em-
ployment as a teacher. The aim of this article has been to investigate how bound-
ary processes between school practices and work practices in connection with
students” workplace learning can create the potential for VET teachers’ learning
of current occupational competence (cf. Broad, 2016). The article has been written
from a situated learning perspective (Wenger, 1998). We have identified several
kinds of boundary encounter between VET teachers and workplaces, and we
have examined the brokering by VET students of occupational knowledge and
experience from work practice into school practice. We have defined these as
‘boundary processes’, which offer the potential for VET teachers” CPD in their
vocational subject. The degree to which learning is possible depends on the VET
teacher’s access to the occupational practice and networks, and his or her engage-
ment and involvement in work activities and social interactions (cf. Broad, 2015).
Structural factors in the practices of the school also determine the conditions for
boundary processes between school and workplaces, and in this way affect the
potential for VET teachers” CPD during students” workplace learning.

VET teachers take part in several activities that they perceive to be valuable
for CPD (Andersson & Kopsén, 2017). The qualitative findings presented here
confirm that VET teachers” duties and work tasks related to students” workplace
learning create value. However, the way in which VET teachers perform these
tasks influences the potential for learning and their opportunities for CPD in their
teaching subjects. The frequency and duration of workplace visits by the VET
teacher affect his or her ability to retain occupational competence. How much the
VET teacher engages in day-to-day work and interacts with other professionals
at the workplace is particularly important for the ability to acquire current occu-
pational identity. Thus, the more the teacher participates authentically in work,
the greater is the potential for CPD. The way in which the VET teacher chooses
to undertake the tasks in connection with students” workplace learning is highly
significant.

However, the work presented here shows that the form of VET teachers’ par-
ticipation in occupational practice probably depends on the institutional condi-
tions for the boundary crossings they experience. Structural conditions of school
practices influence the frequency and duration of boundary encounters between
the VET teachers and workplaces. The amount of freedom that VET teachers have
for the frequency and nature of their participation in the planning and following
up of students” workplace learning depends on how the responsibility for stu-
dents” workplace learning is distributed among the teachers and how lessons are
timetabled.
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The nature of VET teachers” participation in working life probably depends
also on the relationship between the teacher and the workplace. VET teachers
stress the importance of close relationships with workplaces. Regular and recur-
rent contacts with a workplace, not only concerning students” workplace learn-
ing, will probably facilitate the VET teacher’s access to the workplace and thus,
increase the opportunities for learning through visits and possibly also participa-
tion in the daily work. Institutional conditions influence the VET teachers’ op-
portunities for close relationships with workplaces. It is also probable that the
balance that a VET teacher establishes between the teacher identity and the occu-
pational identity affects the relationship with workplaces (Fejes & Kopsén, 2014).
VET teachers who stress their occupational identity and those who manage to
balance the dual identities are probably more likely to participate in occupational
practices in their spare time or develop networks related to the occupational field
and thus maintain their relationships with workplaces.

Boundary encounters that are part of daily work in VET are potential occasions
for VET teachers” CPD. This conclusion is valid for the Swedish context studied
here, but should be valid for all VET teachers who need to possess current occu-
pational competence. Institutional factors and the relationships between VET
teachers and workplaces are important conditions for how these boundary en-
counters are enacted and thus, the potential offered for CPD. However, such op-
portunities for informal learning integrated into the daily work of VET teachers
(Bound, 2011) require that school managers pay attention to the needs of VET
teachers for CPD in their occupational identities and the opportunities for CPD
offered in VET teachers” work. Furthermore, it is crucial that VET teachers recog-
nise students” workplace learning as an opportunity for their own occupational
learning, and they should thus choose how to plan and follow up their students’
workplace learning with care. This planning and follow up should consider the
importance of access, engagement and involvement in work and social relation-
ships at the workplace.

Working life is constantly changing and CPD of VET teachers is necessary to
secure the quality of VET. The vocational subject knowledge should have indus-
trial currency to guarantee this quality. In order for VET teachers to maintain and
develop expertise from their initial occupation, and thus being competent as VET
teachers, it is crucial that they have the work conditions and opportunities to par-
ticipate in authentic work at workplaces. Findings in our study show that VET
teachers’ different kinds of boundary encounter with workplaces in connection
with students” workplace learning offer updating of teachers’ occupational com-
petence - however, to different degrees. The participation of VET teachers in au-
thentic work situations entails a wealth of potential for learning and updating of
occupational competence. This form of participation as well as VET teachers” on-
going relations with workplaces, not only in connection to students” workplace
learning, are crucial for the quality of teaching and of VET in general.
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Endnotes

1 Corresponding statistics for adult education are not available.

2 It should be noted that the initial occupation of Swedish VET teachers is normally the
occupation in which they become VET teachers. However, this is not the case for the
healthcare programme, where VET teachers who teach assistant nurses-to-be usually
have a background as nurses.
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Introduction

Background and research question

Coherence is acknowledged as an aspect of the field of education that influences
learner outcomes (Canrinus, Bergem, Klette & Hammerness, 2017). The concept
of coherence has been defined as “student’s experience of meaningful relation-
ships between the various aspects of professional knowledge and skills empha-
sised in different learning contexts” (Heggen, Smeby & Végan, 2015, p. 75). In the
context of vocational education and training (VET), coherent education refers to
an education where apprentices have opportunities to develop vocational com-
petencies through working on authentic tasks from their chosen vocation both in
school and workplaces (Hiim, 2017).

A number of recent studies have examined the challenges in learners” devel-
opment of vocational competencies due to the lack of an experienced meaningful
relationship between school-based learning and workplace learning in VET (for
example Aarkrog, 2011; Hiim, 2013; Schaap, Baartman & Bruijn, 2012; Tanggaard,
2007). Within the research literature, there are different approaches to these chal-
lenges. Some scholars focus on the concept of transfer, i.e. how to use what is
learned in previous situations in new situations (for example Kilbrink & Bjurulf,
2013; Aarkrog, 2011). There is also emerging research referring to the concept of
boundary crossing and how students experience meaning and relationship in
their education as they move between different learning contexts with different
logics, i.e. school and workplace (for example Akkerman & Bakker, 2012; Tang-
gaard, 2007). To emphasise the importance of investigating how to enhance the
quality of VET by bridging the gap between school-based and enterprise-based
education, the concept of coherence is chosen for this article (Canrinus et al., 2017;
Heggen et al., 2015). This article contributes to the existing literature by studying
apprentices’ perceptions of coherence between school-based and enterprise-
based education for apprentices in the Media graphics programme in Norway.

This programme is interesting for exploring perceptions of coherence because
the school programme, Media and communication, has emphasised students’
learning through working on authentic media production in the school-based
part of the programme (Amdam, 2016b; Erstad, Gilje & de Lange, 2007). Thus,
one might expect that this programme would have fewer challenges related to
coherence than many other programmes that do not have the same strong focus
on vocational training in a school context. However, a recent survey conducted
by the Norwegian Directorate for Education and Training (Utdan-
ningsdirektoratet, 2016a) showed that apprentices do not feel that this practice-
oriented school-based education prepares them well for the apprenticeship pe-
riod. The survey measured satisfaction with school-based training as preparation
for the apprenticeship period among apprentices in all vocational programmes
in Norway. The results showed that the apprentices from Media and
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communication were the least satisfied of all the apprentices enrolled in various
programmes.

No previous study has explored possible reasons for these results related to an
underlying lack of experienced coherence between learning in school and learn-
ing in enterprises for apprentices in this programme. Furthermore, given that
Norwegian VET is expected to undergo changes in the coming years, it is im-
portant to study an existing apprenticeship programme within the media field.
This study explores the transition from school to work for apprentices in the Me-
dia graphics programme, and it closely examines the conditions that are im-
portant for the experience of coherence between the school-based and the enter-
prise-based parts of learning. Thus, the research question that guides the study
is as follows:

e Which conditions are important for the perception of coherence between
learning in school and learning in the workplace for apprentices in the Media
graphics programme in Norway?

To answer this question, the article draws on in-depth interviews with six ap-
prentices in different media enterprises, their instructors in these enterprises, two
instructors in the apprentice training office!, and seven of the apprentices’ former
media teachers in four different schools.

The Norwegian education programme for Media and communication

The standard VET model in Norwegian upper secondary education consists of
two years of school-based training followed by two years of apprenticeship train-
ing at an approved training enterprise. The school-based part of VET offers nine
different programmes, and the subjects are divided into common core subjects,
such as mathematics and Norwegian; common programme subjects, consisting
of both theory-based teaching and vocational training in school workshops; and
the vocational in-depth study project. The latter was introduced in 2006 as a part
of the Knowledge Promotion Reform, and it is primarily meant to be carried out
in enterprises - for specialisation in a particular trade with a relevant vocational
practice (Utdanningsdirektoratet, 2016b). The national curriculum outlines the
requirements for the two years of enterprise-based training, and after the appren-
ticeship period, apprentices appear for a final practical examination, normally
carried out over five working days, to earn the Journeyman’s Certificate in the
trade (Utdanningsdirektoratet, 2008).

Media and communication (MC) falls into a hybrid category between the aca-
demic and vocational programmes in the Norwegian education system (Amdam,
2016a). The purpose of the school-based part of the programme is to qualify the
students for either two years of apprenticeship in an enterprise, or after a third
year in school, for further media education in colleges or universities. The curric-
ulum covers competencies in communication, design, and production within
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different genres and fields: photography, film, graphic design for print and the
web, multimedia, and sound (Utdanningsdirektoratet, 2007). Apprenticeships
can be pursued in two programmes: Media graphics or Photography. This study
focuses on the experiences of apprentices in the Media graphics programme.

Media graphics provides opportunities for apprenticeships in traditional pre-
press enterprises, advertising agencies, web or digital media firms, and film pro-
duction companies (Medielarling.no, 2018). Because of rapid technological devel-
opments, the traditional distinctions between vocations in the pre-press field or
between graphic design for print and different digital platforms have blurred or
disappeared. Hence, the work tasks of a media graphics artist can include the
layout and design of advertising materials, magazines and websites, editing of
still or motion pictures, and practical work on film sets. The curriculum includes
competencies in communication, business culture and concept, design, and pro-
duction. There is a heavy emphasis on working with various types of software
for design and production.

Previous research related to coherence in VET

Despite the different models for VET in the European countries, there are similar
challenges due to a gap between the school-based and the enterprise-based parts
of learning. The lack of coordination between learning in school and learning in
the workplace often results in an inefficient transition from school-based educa-
tion to work (Littke & Thang, 2015, p. 7). In previous research, different scholars
have revealed different aspects of coherence-related challenges. Recently, Gessler
(2017) and Louw (2017) pointed to the lack of cooperation between schools and
workplaces in the German and Danish dual apprentice system. Louw’s study
showed that closer cooperation between the teachers in schools and the instruc-
tors in the workplaces enhanced the students” experience of the relationship be-
tween the learning arenas.

According to Schaap et al. (2012), it is difficult for students to combine learning
in vocational schools and workplaces. These difficulties stem from the differences
in learning environments, where vocational schools are primarily focused on
students’ learning processes, and workplaces are mainly concerned with work-
ing and making profit (p. 100). According to Tanggaard, the apprentices” com-
plaints of lack of coordination of learning in vocational schools and workplaces
are due to their experiences of the learning environments as “very dissimilar con-
texts with different norms and guidelines for action’ (2007, p. 453).

However, Berner (2010) argues that this perspective provides a too narrow
view of the school-based training in VET. Important reasons for Berner’s point of
view are the facts that VET teachers have extensive workplace experience and
that the training is work-oriented and consists of ‘interactions between teachers
and students and tools and machines’ (p. 28). Persson Thunqgvist & Axelsson
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(2012) have investigated the hybrid form of school-based vocational training in
the Swedish vocational media programme. In order to prepare the students for
the professional world of work the teachers organised the learning as work-like
collective media production projects and invited professionals into school to take
part in the student’s productions. The researchers found that this educational
practice brought work-life traditions into school. This way of organising the ed-
ucation in school as work-like production projects has similarities with the or-
ganising in the Norwegian Media and communication where students learn
through work with authentic media productions (Amdam, 2016b; Erstad et al.,
2007).

Several studies have highlighted the special coherence-related challenges in
the Norwegian VET system because of the broad nature of the vocational educa-
tion programmes (for example Dahlback, Hansen, Haaland & Sylte, 2011; Hiim,
2015). These extensive programmes shape school-based education such that it re-
sults in insufficient opportunities for the students to specialise in their chosen
vocation. Students, thus, experience a lack of specific qualifications relevant to
their chosen apprenticeship after the two years of school-based education. There
are, however, differences between vocational programmes and vocations (Dahl,
Buland, Mordal & Aaslid, 2012; Hansen & Haaland, 2015). Research has shown
that an important condition for coherence between learning in school and learn-
ing in the workplace in Norwegian VET is the opportunity for vocational practice
in enterprises in the form of placement periods during the school-based part of
the education (Hiim, 2013). Furthermore, assignments in school that are closely
related to the experiences from the placement periods are of great importance
(Dahlback et al., 2011; Hiim, 2013).

In summary, previous research suggests that a closer examination of coher-
ence between learning in schools and workplaces is needed to enhance the qual-
ity of VET. This article addresses coherence in VET related to apprentices’ tran-
sition from school to work in the Norwegian Media graphics programme.

Coherence in VET and vocational competence

The concepts of coherence and vocational competence are central to this study
and are considered closely linked. Thus, coherence between learning in school
and in the workplace can be seen as necessary for students” development of vo-
cational competence (Heggen et al., 2015; Hiim, 2017). Heggen et al. (2015, p. 72)
distinguish among biographic coherence, programme coherence and transitional coher-
ence. Biographic coherence is understood as the extent to which learning in VET
is promoted by previous experiences (p. 79). Programme coherence refers to how
students experience the relationship between the different subjects in education,
vocational theory and practice, and between the learning settings, for example
during placement periods and at school (p. 80). Transitional coherence is
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understood as the relationship between the school-based part of the education
and the expected requirements at workplaces (p. 82). The distinctions among the
three different types of coherence can give a better understanding of the condi-
tions important for the students” experiences of coherence between learning in
school and in the workplace.

Given that the purpose of this article is to investigate the coherence between
learning in school and in the workplace, the main focus is on transitional coher-
ence. Moreover, programme coherence, i.e. a close relationship between the dif-
ferent parts of the school-based education, will be expected to also ensure better
transitional coherence. A challenge to programme coherence in Norwegian vo-
cational schools, is that the national curriculum framework divides comprehen-
sive vocational competence into different school subjects and into theory and
practice (Utdanningsdirektoratet, 2007). If the subjects are taught separately, the
students might not grasp the relationship between different parts of the educa-
tion such as the theoretical explanation of the communication model and the
practical work on the design of media productions for a specific target group.
Furthermore, in the practical work on an advertising poster, there are no strict
limits between design and production, but in the curriculum design and produc-
tion are two different subjects (Utdanningsdirektoratet, 2007).

The use of project-based educational practices, as researchers found in the
Swedish and Norwegian vocational media education, seems to be a way to make
the students’ experience of the education more coherent (Amdam, 2016b; Erstad
et al., 2007; Persson Thunqvist & Axelsson, 2012). This kind of education can
bridge the gap between the different subjects and between theory and practice in
ways that strengthen programme coherence. Additionally, a school-based edu-
cation that allows the students to work with authentic production can be consid-
ered to prepare the students for work-life, ensure transitional coherence, and
stimulate students” development of vocational competence (Billett, 2001; Dreyfus
& Dreyfus, 1988; Schon, 1995).

Heggen et al. (2015) emphasise that transitional coherence is not merely con-
cerned with how competence learned in the educational setting in schools is rel-
evant to the qualifications requirements in the workplaces. Their point of depar-
ture is that what is learned in one context is difficult to transfer to another context
without further learning. Thus, what is important for the experience of transi-
tional coherence is the connection between the learning process in the school set-
ting, and both the qualification requirements and further learning processes in
the workplace.

The study is also inspired by scholars who have analysed vocational compe-
tence and investigated how this competence is developed (Billett, 2001; Dreyfus
& Dreyfus, 1988; Hiim & Hippe, 2001; Schon, 1995). What these scholars have in
common is that they are associated with a pragmatic epistemic tradition. In this
tradition, vocational competence is regarded as holistic, including practical skills,
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theoretical knowledge, gestic knowledge, tacit dimensions and social compe-
tences such as accountability towards customers. The theory and practice are un-
derstood as closely linked together. According to Schon, the practitioner’s com-
petence or know-how is activated in action and is what he calls “knowing in ac-
tion” (Schon, 1995).

In order to develop holistic vocational competence, the students must have the
opportunity to learn from experience by performing authentic tasks that are cen-
tral to their chosen vocation. From a pragmatic perspective, realistic work expe-
rience is essential, preferably through regular placement periods in a vocational
enterprise during the school-based part of the education (Billett, 2001; Dreyfus &
Dreyfus, 1988; Hiim & Hippe, 2001; Schon, 1995). At its best, vocational schools
allow the students to develop vocational competence through trial and error, re-
flection, discussion and guidance from fellow students and teachers with rele-
vant work experience (Berner, 2010; Schon, 1987, 1995). In such a ‘reflective
practicum’ (Schon, 1987), the students will learn ‘how” (Dreyfus & Dreyfus, 1988;
Ryle, 2009) to use the principle from the communication model through work on
the design of media production for a specific target group. By reflection and dis-
cussions on different solutions they will be able to experience the coherence be-
tween theoretical knowledge and practical performance (Schon, 1987, 1995). The
development of vocational competence also requires that students have oppor-
tunities for personal involvement in the actual work tasks and experience a grad-
ual increase of responsibility (Dreyfus & Dreyfus, 1988).

Learning a vocation requires both being able to perform routine tasks and us-
ing the competence in new situations (Billett, 2001; Dreyfus & Dreyfus, 1988).
One of the challenges with the school-based part of education is that the students
lack opportunities to learn through engagement in routine tasks (Billett, 2001, p.
25). In the Norwegian educational context, with broad vocational programmes
that are intended to prepare students for many specialised vocations, few oppor-
tunities exist to repeat tasks or at times even to engage in a sufficient variety of
tasks for a particular vocation. Consequently, the students may experience the
school-based part of the education as disconnected and as lacking coherence with
their chosen vocation.

To sum up, to develop vocational competence, it is important that the students
experience coherence in their education, both within the school and between the
school-based and enterprise-based parts of vocational programmes.

Methods

A qualitative design approach was used to acquire an in-depth understanding of
the research question (Creswell, 2013), and the method of data collection was
semi-structured interviews (Brinkmann & Kvale, 2015). This article is based on
data collected in 2015 and 2016 during two periods of the apprenticeship training
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period. The study mainly focuses on the experiences of the six apprentices. How-
ever, to supplement the experiences of the apprentices, it was important to in-
clude the perspectives of the other participants in the vocational education sys-
tem. Hence, the study also included seven media teachers, six instructors in the
apprentices” workplaces and two representatives of the apprenticeship training
office.

The printing industry and pre-press enterprises have long traditions of ap-
prenticeship; however, today, apprenticeships are also found in film and multi-
media enterprises. Thus, the sampling of the apprentices was purposeful (Patton,
2015), to ensure that the selected participants had secured apprenticeships in
workplaces that covered film production, traditional pre-press, advertising agen-
cies and production both for print and digital platforms. The six apprentices had
completed two or three years of the education programme Media and communi-
cation in different upper secondary schools before they entered the apprentice-
ship. The seven media teachers selected were those who taught the main media
subjects in the last year of the apprentices” school-based education. The instruc-
tors in the enterprises were the persons responsible for the apprentices’ learning
during the apprenticeship period, and the instructors in the apprentice training
office were responsible for both the contract between the apprentices and the me-
dia enterprises, and for several courses that the apprentices enrolled in during
the apprenticeship period. The study follows the Norwegian guidelines (Norwe-
gian Centre for Research Data, 2017) regarding matters as consent, confidential-
ity, information provided to participants, and the use of data.

The first part of the data collection consisted of interviews with the apprentices
and the media teachers. These interviews were conducted when the apprentices
had secured a contracted apprenticeship with the enterprises. Three of the ap-
prentices had been working in the enterprise for a couple of weeks; the other four
had not yet started working at the time of the interviews. The primary objective
of these interviews was to discover how the school-based learning had been or-
ganised, and why the students had chosen to become apprentices.

The second part of the data collection consisted of interviews with the appren-
tices and the instructors in the workplaces. This part of the study was conducted
during the first six months of the apprenticeship period. The primary focus of
this part was the coherence between learning in school and learning in work-
places. Furthermore, an interview was conducted with two representatives from
the apprenticeship training office. Semi-structured interview guides were used
to give a framework for all the interviews (Brinkmann & Kvale, 2015). Previous
research and the theoretical background of the study were used as a framework
for the interview guides. For the second part of the data collection, the memos
and results from the first part were also used.

All the interviews were carried out by the author. The interviews were rec-
orded digitally and fully transcribed before they were analysed. First, I read each
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interview and noted the points that struck me as important. From these notes, I
wrote memos of each interview. Next, each interview was read thoroughly and
coded in accordance with the open coding principles (Merriam & Tisdell, 2016),
using Atlas.ti. During this part of the analysis, I wrote new memos. Finally, the
codes were organised into categories (Creswell, 2013; Merriam & Tisdell, 2016).
While defining the categories, I used a combination of ‘top down’ (by using cat-
egories from previous research and the theoretical background of the study) and
‘bottom up’ (by developing analytic categories from the codes and memos) ap-
proaches (LeCompte & Schensul, 2012).

While the students’” experiences of coherence in their education formed the
main focus of the analyses, the interviews with the other participants were ana-
lysed to get a more extensive understanding of the research question. The inter-
views with the teachers provided knowledge about how the teachers experienced
the educational practice and the school system. Furthermore, the interviews with
the instructors provided knowledge concerning the instructors” expectations re-
garding the apprentices’ competence and their opinion of the quality of the
school-based education as a preparation for the apprenticeship period.

Finally, three main categories were identified: (a) school-based education fo-
cusing on authentic tasks that are essential for the student’s chosen vocation; (b)
placement periods in the school-based part of education; and (c) work with real
media productions for customers in school. Each of these categories is discussed
separately in the next section. To ensure participant anonymity, the pronoun
‘she’ has been used for all the participants.

Conditions that are important for the perception of coherence be-
tween learning in school and at the workplace

School-based education focusing on authentic tasks that are essential for the
student’s chosen vocation

The apprentices had mainly experienced school-based education without clear
segregation between vocational theory and practice. Apprentice 5 explained,
‘The theory was integrated into the media production projects, so we got the the-
oretical input during the practical work.” The apprentices also emphasised that
their timetable did not have any set times in the week for the three different pro-
gramme subjects: communication, design and production. Apprentice 1 said,
‘The timetable just says media and communications, and the various subjects are
within that.” Furthermore, the responses suggested that the apprentices experi-
enced working with media productions as a comprehensive task and found it
difficult to distinguish between the three programme subjects. Apprentice 1
added, ‘It was when we got the assessment of the assignments that we saw that
we had been assessed on three different subjects.” By way of explanation, Teacher
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2 said, ‘It is always a little difficult to explain the differences between the three
(subjects), because they are closely linked in practical production.” Thus, the stu-
dents engaged in real media production in the school-based part of the education
did not understand that comprehensive vocational competence was divided into
three different subjects in the curriculum.

Despite the focus on media production work in school, some of the apprentices
found it difficult to see the coherence between the school-based and the enter-
prise-based parts of the education. Apprentice 2 compared the experience of
working as an apprentice with working on assignments in school: ‘I don’t think
it is very similar. /.../ The assignments we had in school were more like making
a brochure only one time, and then we didn’t need to know efficient ways of
working. However, now we have to focus more on efficiency because we often
make similar products.” The students did not have opportunities to learn to work
efficiently on routine tasks in school. Instructor 2 in the apprentice training office
said, “You don’t get the students into making efficient templates for swift pro-
duction because in school they make things only once. /.../ There is a lot of stuff
they are undergoing.” The broad nature of the curriculum did not enable students
to learn by repeatedly working on the same production tasks in school.

The school also did not induce the same feelings of accountability that the ap-
prentices experienced in their workplaces. Apprentice 6 said,

In school, I felt that you are not held accountable for things that might be wrong
because it affects you and nobody else. However, in a workplace, it you make a
mistake, it might affect your colleagues, and you have a great responsibility be-
cause the product is to be delivered to a customer, and not just to the teacher.

The apprentice viewed the level of accountability she had towards customers as
a significant differentiating condition between the school and workplace. With-
out a sense of accountability towards others in school, students may find it diffi-
cult to see the coherence between the purpose of the media production in school
and that at workplaces.

The broad nature of media education in school was also experienced as a chal-
lenge. Several of the apprentices were not offered the opportunity to develop
specific vocational qualifications that were important for their chosen vocation.
Apprentice 2 said,

I think it is a pity in a way, in school /.../ that you cannot choose /.../ I remember
we had to work with photography and film and sound, and I thought it was the
most pointless in the world, because I only wanted to work with graphic design,
because I knew what I wanted to do later. /.../ I think, in a way, that the other vo-
cations took too much time, we had to make films and reportages and such things.

The responses showed that the degree to which the apprentices had the oppor-
tunity to specialise in their chosen vocation differed between schools. Talking
about her school-based education, Apprentice 3 said that in her school there had
been opportunities to relate the assignments to one’s own choice of specialisation,
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‘We had more like a case, really /.../ so then we could produce for example a
newspaper article, a commercial, a short film, design something, take a photo-
graph or make a logo.” The instructors also identified the broad curriculum for
the school-based education as a hindrance to specialisation in specific vocations.
Instructor 4 said, ‘"MC includes so many vocational directions” while Instructor 5
said, ‘They (the students) don’t really become very good at anything particular.’

The interviews showed that the professional background of the teachers
strongly influenced students” opportunities to work on authentic assignments in
school as well as their ability to specialise in their chosen vocation. Apprentice 5
said, “The school has been very good at facilitating assignments that let us work
as we eventually will do later. Now that I am an apprentice, I notice I use the
things I learned in school.” Later in the interview, she said, “Yes, we were so lucky
that we had teachers with special qualifications in every vocation, so if we
worked on a campaign, those who worked with graphic design could discuss
with the graphic design teacher.” Apprentice 4, who pursued her apprenticeship
in graphic design, was not so ‘lucky” with the vocational background of her teach-
ers, as she explained, ‘Some of them had experience from the national broadcast-

ing, working with film and sound productions, actually.” Later in the interview,
she added,

The only graphic design work was to create the layout and do an interview for a
magazine. That was what we did in InDesign (the publishing software), so there
was not so much graphic design. There was not much of the kind of work I do here
(in the workplace as an apprentice) in MC, actually.

This response indicates that in the apprentice’s school, the journalistic tasks in-
volved in a magazine project were considered more important by the teachers
than working with the layout and templates and learning how to make files ready
for printing, which are important vocational competences for a graphic designer.
In broad Norwegian VET programmes, it is difficult to form teacher teams that
cover all the vocations within the programme. Consequently, Apprentice 5 con-
sidered herself ‘lucky’ for having teachers with specialised vocational compe-
tence and background related to her choice of vocation.

The regulations for the practical exam in the second year of school were inter-
preted differently both by schools and also by other departments in the education
system. In some schools, the students could choose from among various produc-
tions. Thus, for example, those who had specialised in film production were
given the opportunity to make a film for the exam. In other schools, no such
choice was available. In the context of interpreting exam regulations, Teacher 2
discussed the practice of asking the students to draw lots to determine their me-
dia production:

We talked with the exam panel, and we talked a lot with the people at the Exami-
nation Office about whether the exam has to be as it is now - where it is your luck
or the draw that decides what you may come up with. Or is it possible to give the
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students a case, and let them choose what kind of media production they want to
make? This would have been fairer. However, this was not possible here, even if it
has been done in other places.

Even though the teachers preferred to let the students specialise in their chosen
vocations, they did not modify the education design accordingly because the
exam regulations were interpreted to mean that all the students should be pre-
pared for any media production in the final exam.

To sum up, the interviews showed that the apprentices received opportunities
to work on actual media productions in the school-based part of their education.
Furthermore, they experienced coherence between theory and practice and be-
tween the media subjects. Thus, their experiences of programme coherence were
strong. However, the experience of transitional coherence varied depending on
the apprentices” opportunities to specialise in their chosen vocation. The main
reasons for these varying opportunities were the vocational background of the
teachers and the differences in the interpretation of the practical exam regula-
tions. Apprentices who had the opportunity to specialise experienced better tran-
sitional coherence than the others. One could also say that bibliographic coher-
ence increased with opportunities to specialise, because the education was more
in accordance with the students’” personal interests and future plans.

Placement periods in the school-based part of education

In Media and communication, the curriculum goal of enabling learning through
placement in enterprises during the school-based part of the education was only
minimally accomplished. For instance, Apprentice 5’s school did not offer place-
ment options. She said, ‘I haven’t had a placement.” Researcher: “Was it a possi-
bility?” Apprentice 5: “‘No, not in MC.”

Only two apprentices had experienced placement during the school-based
part of their education. During the placement, Apprentice 6 found that the work-
ing style in the media enterprise was different from what she had learned in
school: ‘I think the way of working was much more efficient in the placement.
The way of working in the school was slow compared to what we could have
learned /.../ because we used other methods that took a lot of time.” The term
‘other methods’ referred to design templates used at workplaces for magazines
and other productions that enabled efficient and fast output; such templates were
not used in the school. In this case, the school did not use a professional approach
because it lacked teachers with a specific vocational background. The apprentice
explained, “We were short on teachers, and I think that was the main reason for
not learning professional ways of working in some vocations.’

For Apprentice 3, the placement period in the first year of school was crucial
for her choice of apprenticeship. She found the way of working in the enterprise
different and more interesting than what she had experienced in school: ‘I de-
cided it (the apprenticeship) in the first year (of school) because I had placement
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and the way of working was entirely different from school.” She found that the
technical approach to work was different, for example, ‘even if different enter-
prises use the same software, there are variations in the way of using the settings’.
She also highlighted the difference in ‘atmosphere’. In the context, ‘atmosphere’
referred to the difference between a school setting where all the students are of
the same age, versus a work setting where there are co-workers of different ages.
‘In a workplace you can joke with your colleagues / .../ for a teacher you are just
one of twenty others that do the same task.” A drawback for students lacking
placement opportunities is that they do not experience what it is really like to
work with their chosen vocation or the social structure in a workplace.

The teachers often found it difficult to organise placements. Teacher 7 said,
‘It’s difficult, there is a hectic life out there (in the media enterprises).” The in-
structors from the apprentice training office reported that the enterprises did not
have a favourable attitude towards placement periods. One said, ‘It is tough to
organise placement periods in enterprises because of the high number of appli-
cants.” The other continued, ‘Some enterprises get many telephone calls from stu-
dents that offer to work for free.” The word ‘students” in the latter sentence re-
ferred to students from media education programmes at the university and col-
lege level. The fact that students from upper secondary schools had to compete
with these senior students for the placement positions made it difficult to organ-
ise placements during the school-based part of the education.

A lack of formalised cooperation between media enterprises and the upper
secondary schools characterised the placement problem. Most placements were
the result of a strong initiative from the student’s end or occurred because teach-
ers had contacts in the trade. Apprentice 6 explained how she got the placement
position:

I went to (name of enterprise) very early to check out possibilities for apprentice-
ship. Then they offered me a placement position so that they could get to know me
because they didn’t know if t el}i could take in an apprentice that year. However, 1

got this placement position so that they could get to know me, and I could learn
about the way of working, and eventually get an apprenticeship later.

Teacher 4 explained how the teachers tried to help with placement positions:

The rule is that the students shall provide the placement positions. /.../ However,
I understand who’s motivated, wfgo might have tried ancF not succeeded anywhere.
/ .../ We know of some enterprises that usually hire apprentices, and we give a
hint, “You can try to get a placement there.’

While the teachers struggled to organise placement periods, responses from
some of the instructors suggested that their enterprises were open to placements.
Instructor 2 reflected on the possibility of placement periods in her workplace:

For students to come and perform work assignments here, let’s say for a week, you
know, it could have gone well. /.../ Because I'm instructing the apprentices, and
the two apprentices are learning from each other, so here it would have been feasi-
ble, really.
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Instructor 1 also considered placement a possibility in her enterprise, even
though she emphasised that she would not take the initiative. She said, ‘If I had
been asked, I would have considered it (placement).” The responses suggest that
while media enterprises are open to possibilities of better cooperation for place-
ment periods, the initiative has to be taken by the schools or the apprentice train-
ing office.

To sum up, the results showed that teachers considered it difficult to arrange
placement periods in MC, and very few students had experienced placements.
Thus, many of the students lacked the real experience of working in their chosen
vocation during the school-based part of the education. This lack of experience
led to lack of coherence between the school-based and enterprise-based part of
the education. However, the students who had experienced a placement reported
that there was a gap between ways of production at school and at the work place.
This gap indicates that a placement in itself is not enough to create coherence;
there must also be active cooperation between schools and enterprises. Formal-
ised cooperation between schools and workplaces over placements in MC seems
to be very limited, though responses pointed to the potential for better coopera-
tion.

Work on real media productions for customers in school

In some schools, the teachers allowed students to work on productions intended
for customers. Apprentice 2 said that she considered working for clients in school
as real production:

It is in a way like a real job, because we have companies or customers. They contact
the teacher, and he hands out the jobs, or we decide among ourselves who is going
to do what, and then we keep in touch with them, and we finish media produc-
tions and so forth.

The way of cooperation on distributing the different jobs in this school gave the
students an opportunity to engage in assignments close to their interests and cho-
sen vocation. The same apprentice also reflected on how the experience of work-
ing on media productions for customers in school contributed to her choice of
apprenticeship.

In a way, the assignments weren’t only made up. We had contact with real custom-
ers, and I found this much more exciting, and I think this is the reason for the
choice /.../ I started to understand that I might become an apprentice.

Teacher 3 discussed how working with real clients was crucial to help students
understand the importance of deadlines.

The customer who came by a fortnight ago, he says this is not quite right. /.../
You have to correct it. OK, could you come back next Thursday, the student says.
Next Thursday! I need this for a meeting at 3 pm today. So, it becomes very realis-
tic for them, and this is very positive, and it makes them grow up. I don’t think we
could have done things like this if we had been a traditional school.
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This response showed that the teacher looked upon working with real customers
as something different from a traditional school. A traditional school is often seen
as focusing on particular subjects, grades and exam performance, while Teacher
3 focused on qualifications essential to the trade: “We endeavour to help them
master what working life needs.” Thus, the teacher also attempted to impart com-
petences such as communication with customers and meeting deadlines in the
school-based part of the education.

The fact that these productions were to be used outside school allowed the
students to experience what it is like to work with real media productions. Ap-
prentice 5 said, ‘It was exciting because we knew that we were making a product
that was going to be used in the real world.” According to Teacher 4, letting stu-
dents work with real customers helped them realise that the media productions
would ultimately be used in the real world: ‘So, I think this is very valuable learn-
ing, the fact that the learners have to realise that others are going to use this, and
they get an assessment from professionals.’

In the schools where the students made media productions for real customers,
the teachers were responsible for organising and facilitating the contact between
the customers and the students: ‘So, we can get things started. Now we arrange
this meeting, and next time you contact the customer and only keep me posted.’
In contrast, Apprentice 1 from another school spoke about how they were told to
approach clients but without any guidance:

I think we found it a bit scary because we didn’t know who the customers were or
what we should do. Thus, nobody wanted to do this, | remember. That was a pity
because it would have given us the possibility to experience what it is like to work
for real customers.

This quote shows that for a 17-year-old, approaching potential customers can be
an overwhelming task.

To sum up, the study responses indicate that working on real productions for
customers in schools gives the students an opportunity to develop a certain de-
gree of relevant vocational practice. This education practice brings work-life tra-
ditions into school, prepares the students for qualification requirements in the
workplaces, and increases coherence between learning in school and in the work-
place. Furthermore, this education practice can serve as a valuable basis for
choosing a vocation. However, it is important that such opportunities are organ-
ised by the school or teachers, and that the students are allowed to work on media
productions central to their chosen vocation.

Concluding discussion

The study attempted to answer the following research question: What conditions
are important for the perception of coherence between learning in school and in
the workplace for apprentices in the Media graphics programme in Norway?

90



From school to work: Coherence between learning in school and learning in workplaces

The material in this study suggests that the following two conditions are par-
ticularly important: 1) the availability of practical education in school with pos-
sibilities for students to engage in authentic tasks that are essential to their chosen
vocation, and 2) cooperation between schools and workplaces for placement pe-
riods in the school-based part of the education. These findings confirm what we
know from previous research and the literature about coherence and the devel-
opment of vocational competence in VET. What is more surprising is how weakly
these conditions are fulfilled in the education programme for Media and com-
munication.

From the results, I conclude that the apprentices in the study experienced a
school-based education that heavily emphasised production of media material.
These results are in agreement with the findings of Amdam (2016b) and Erstad
et al. (2007). The school-based part of the education has good programme coherence
(Heggen et al., 2015, p. 80) by focusing on the relationship between theory and
practice and the different media subjects in the curriculum.

However, programme coherence and vocational training in school is no guar-
antee of transitional coherence - coherence between the school-based and the en-
terprise-based parts of education. The scope of specialisation in the students’ cho-
sen vocation during the school-based part of education is a key condition for the
experience of transitional coherence. The apprentices interviewed had unequal
opportunities for specialisation and these opportunities differed greatly across
schools. Thus, it was random who were given the opportunity to specialise in
their chosen vocation.

Some of the apprentices had experienced working on authentic media produc-
tions, but not in their chosen vocation; hence, they found it difficult to see the
coherence in their education. These apprentices did not complain about school-
based education focusing too heavily on theoretical knowledge, they complained
about having to do media production work in other vocations than their chosen
one. These findings are in accordance with those reported in previous research:
in some vocational programmes it is not the amount of theory that creates prob-
lems of coherence (for example Hansen & Haaland, 2015) but whether the stu-
dents experience a meaningful relationship between both the theory and practice
in school and their chosen vocation.

Other apprentices received a school-based education with opportunities for
specialisation and learning through work on authentic tasks, as performed in
their chosen vocations (Dreyfus & Dreyfus, 1988; Schon, 1995). This educational
practice has much in common with learning in a reflective practicum (Schon,
1987). Those who experienced the best coherence between this way of learning in
school and learning in the workplace were those who were given the opportunity
to work on real media production for customers in school.

Such project-based education, which also seems common in Swedish media
education (Persson Thunqvist & Axelsson, 2012), brings the expectations and the
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qualification requirements from the world of work into school and ensures better
transitional coherence. The results indicate that the apprentices” experience of
personal involvement and accountability towards customers and colleagues is
very important for their experience of differences and lack of coherence between
the school-based and enterprise-based parts of education (Dreyfus & Dreyfus,
1988). This is an example of how schools and workplaces have different practices,
and differences in what is considered important (Schaap et al., 2012; Tanggaard,
2007; Aarkrog, 2011). A hybrid education practice where the expectations from
the professional world of work are brought into school (Persson Thunqvist & Ax-
elsson, 2012) can bridge the gap between school and the workplace and ensure
better transitional coherence. However, the contact with customers can be chal-
lenging for young students and must be well prepared and facilitated by the
teachers.

Results point to two particular reasons why apprentices did not have the op-
portunity to specialise in their chosen vocation during the school-based part of
the education. The first reason is the school’s approach to the practical exam in
the second year of school - whether the school allowed students to choose among
various assignments or asked them to draw lots. These results reflect the prob-
lems associated with different interpretations of the exam regulations, as in other
Norwegian vocational programmes (Dahlback et al., 2011; Hiim, 2013).

The second reason is that the apprentices did not have access to teachers with
work experience from their chosen trade. Thus, the students did not receive
proper guidance in their vocation or opportunities to work on authentic assign-
ments for their chosen vocations. Again, these findings support previous re-
search that broad Norwegian VET programmes make it difficult to establish
teacher teams with the relevant background for all the vocations (for example
Dahlback et al., 2011; Dahlback, Hansen, Haaland, & Vagle, 2015; Hansen, 2017).

Challenges concerning transitional coherence are also related to methods of
working on school assignments that did not match the methods used at the work-
places. One reason for this mismatch is the lack of teachers with relevant work
experience. Another reason is that schools offer little time for, or rarely empha-
sise, repeatedly working on the same productions or working on routine tasks
(Billett, 2001). As a result, the students do not learn efficient ways of working, for
example, with templates. This is an example of how workplaces provide experi-
ences and learning opportunities that are difficult to simulate in a school setting
(Heggen et al., 2015). Time to work with specialised tasks is important for ap-
prentices’ experience of coherence.

The lack of cooperation between schools and workplaces over placement pe-
riods during the school-based part of the education is a key concern. It prevents
students from having work experiences in their chosen vocation before the start
of their apprentice period. This means that they have no experienced work con-
text that subjects and assignments in school can be related to. As a result, the
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transition from school to work as an apprentice becomes more difficult (Hiim,
2013). According to the results of this study, the collaboration between schools
and workplaces in Media and communication seems to be especially weak com-
pared with other Norwegian vocational programmes (Nyen & Tender, 2012). A
reason for this may be the programme’s focus is midway between vocational and
academic (Amdam, 2016a). However, the results point to the potential for closer
cooperation between schools and workplaces on placement periods. Such coop-
eration can ensure better coherence between the school-based and enterprise-
based parts of education (Louw, 2017).

The findings from this relatively small-scale, qualitative study cannot be gen-
eralised to all VET programmes. Neither is it possible to draw any conclusions
for all apprentices in the Media graphics programme. However, this investiga-
tion of the experiences of six apprentices contributes to a deeper understanding
of the conditions important for coherence in VET and the development of voca-
tional competence.

This study has shown that the conditions important for coherence between
learning in school and at the workplace in the Media graphics programme in
Norway differ greatly across schools. Thus, to enhance the quality of VET, the
curriculum and regulations should be more explicit and not as open to subjective
interpretation. Furthermore, cooperation between schools and workplaces, a key
condition for the experience of coherence, ought to be pursed at a structural level
and should not be dependent on the network of individual teachers. There is
clearly a need for more research and development on coherence in the Media
graphics programme and in VET generally. One interesting follow-up to this
study would be to investigate the transition from school to work for apprentices
who have received a school-based education in line with the conditions identified
as important in this study. Such an investigation could further enhance the un-
derstanding of coherence and the development of vocational competence.

Endnote

1 A training office is owned and driven by a community of companies. The office is an
approved training establishment responsible for a two-year training contract with the
apprentices. The training of apprentices is a shared responsibility between the company,
where learning takes place, and the apprenticeship training office (Nore, 2015).
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Abstract

Dropout is a substantial and permanent problem in educational policy. As a conse-
quence, dropout is a recurrent theme in educational research projects including a current
Danish research project about dropout among young adults in vocational education and
training and basic general learning for adults. Research into dropout mostly focuses on
reasons for dropping out and only to a small degree on the students’ considerations and
decision-making processes in relation to dropout, the latter being the focus in this re-
search project.

Focusing on the student decision-making processes, the article presents the results of
an empirical study based on interviews with 35 students who were considered to be at
risk of dropping out. Four categories of decision-making process were derived from the
empirical data: the stable course and the unstable courses which include three types of
development: the positive development, the turbulent development, and the negative
development. The decision-making process is guided by several factors. However, stu-
dents’ goal-orientation seem to be crucial in order to understand the structure and direc-
tion of the decision-making process. The types of development are discussed, conclud-
ing in implications for further research as well as for practice.

Keywords: dropout, decision-making process, young adults, vocational education and
training, adult learning
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Unge voksnes beslutningsprocesser i relation til frafald

Indledning

En af de storste udfordringer i erhvervsuddannelserne er at nedbringe frafaldet.
Séledes fremgar det af en rapport fra Cedefop, at siden vedtagelsen af Lissabon
Strategien i 2000 har kampen mod frafald haft hej prioritet; endvidere at malet
er, at i 2020 vil frafaldet blandt de 18-24-arige veere bragt ned under 10 procent
(Cedefop, 2016). Tal fra OECD viser, at arbejdslesheden er markant hgjere end
gennemsnittet for aldersgruppen 25-34 dr, og at andelen af inaktive (ikke arbejds-
sogende) unge voksne er hgjest for de kortuddannede (OECD, 2017, s. 94-95;
OECD, 2018).

I Danmark har 20 procent af en drgang syv dr efter afslutningen af grundsko-
len hverken opnaéet studie- eller erhvervskompetence, og inden for erhvervsud-
dannelsesomradet falder ca. halvdelen af de elever, der pabegynder en uddan-
nelse, fra (Ekspertgruppen, 2017). Det til trods for, at de enkelte erhvervsskoler
har arbejdet systematisk med nedbringelse af frafaldet, siden Undervisningsmi-
nisteriet i 2008 indferte krav om, at skolerne arligt udarbejder handlingsplaner
for aget gennemforelse. I den seneste reform af erhvervsuddannelserne er malet,
at i 2020 skal mindst 60 procent af de elever, der pdbegynder en erhvervsuddan-
nelse, gennemfore denne, og i 2025 skal dette tal veere steget til 67 procent (Aftale
om Bedre og mere attraktive erhvervsuddannelser, 2014).

Selvom frafald kan veere udtryk for et bevidst og rationelt omvalg af uddan-
nelse, er frafald ofte teet forbundet med marginalisering og fastholdelse i en soci-
alt udsat position. Frafald er seerligt udbredt blandt udsatte og psykisk sarbare
unge og unge voksne, og blandt unge og unge voksne, der kommer fra ressour-
cesvage hjem (Jensen & Humlum, 2010, s. 8).

Et frafald leder ofte til flere frafald. Mange af de unge har tidligere afbrudt en
eller flere uddannelser: ”44 procent af de unge, der som 22-23-drige ikke har fuldfort
en ungdomsuddannelse, har afbrudt mindst et grundforleb pd en erhvervsuddannelse”
(DI, UU Danmark & AE, 2016, s. 3). Analysen viser et behov for at rette opmeerk-
somheden sarligt mod de unge voksne. De forste undersggelser af, hvordan er-
hvervsuddannelsesreformen indvirker pa elevernes frafald, peger endvidere pa,
at det samlede frafald i erhvervsuddannelserne pa nuveerende tidspunkt forven-
tes at blive det samme som for reformen. Tallene for frafald inden for de forste
seks maneder efter pdbegyndelse af uddannelsen viser dog nogle variationer for
de forskellige aldersgrupper, idet frafaldet blandt de unge (15-19-drige) er mind-
sket efter reformen, mens der ikke er sket eendringer i frafaldet for gruppen af
unge voksne (20-29 ar) (Sendergaard, Andersen, Slottved, Friche, Kollin, Greve,
Larsen, Hjermov, Madsen & Andersen, 2017, s. 157). Der er folgelig grund til at
seette fokus pa de unge voksne.

En dansk undersggelse af, hvad der karakteriserer erhvervsskoler med lavt
frafald, konkluderer, at den ”"gode erhvervsskole” blandt andet karakteriseres
ved at have solid viden om, hvorfor de unge afbryder deres uddannelse (Jensen,
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Husted, Kamstrup, Haselmann & Daugaard, 2009). Det betyder, at tiltag, der skal
modpvirke frafald, ma baseres pa viden om, hvordan frafaldet foregar.

Frafald, ikke mindst frafald blandt unge, er sdledes et stort problem i uddan-
nelserne, savel nationalt som internationalt. I artiklen beskrives resultaterne fra
et forskningsprojekt, der fokuserer pa beslutningsprocesserne med henblik pd at
blive pa eller forlade uddannelsen blandt unge voksne (18-25 ar). I artiklen ana-
lyseres, hvordan disse processer forlgber, og hvad der bestemmer forlgbet.

Eksisterende viden om frafald

Den storste del af frafaldsforskningen beskeeftiger sig med at identificere arsager
til frafald. Der er tradition for at placere drsagerne i
1) individuelle baggrundsforhold som ken, alder, etnicitet, skonomi og
sundhed,
2) sociale forhold som familieforhold og andre sociale netveerk,
3) institutionelle forhold som skolekulturen, undervisningsmiljeet og relati-
oner til leereren, og
4) dispositionelle forhold som elevens engagement og indstilling, forestillin-
ger om uddannelse og preestationer (Lamb, 2011).

Forskningen peger pd, at der er et komplekst samspil mellem de forskellige
forhold. En undersggelse konkluderer eksempelvis, at frafald ber betragtes som
en individuel beslutning truffet ud fra en reekke forhold: Elevens karakteristika,
sociale baggrund, uddannelseshistorik, indre forhold og uddannelsens perspek-
tiver (Jensen, Jensen & Kolodziejczyk, 2010). En anden dansk undersggelse viser,
hvordan frafaldsprocessen pavirkes af fire faktorer 1. sociale relationer, 2. er-
hvervskendskab og erfaring, 3. diskrepansen mellem det, eleven forestiller sig,
og det eleven mgder pa uddannelsen og 4. praktikkens rolle og krav. Undersg-
gelsen viser, at disse faktorer bade kan fastholde og modvirke elevernes motiva-
tion for at fortseette pa uddannelsen (Kristensen, 2013).

En aktuel undersogelse af frafaldet pa videregdende uddannelser i forbindelse
med studiestart peger pa faktorer pd bade institutionsniveau og pd individniveau
til forstaelse af frafaldet (EVA, 2017).

Kulmination pa en leengerevarende proces

En vesentlig del af den internationale frafaldsforskning forklarer frafald som re-
sultatet af en reekke forhold og erfaringer over tid og som kulminationen pd en
leengerevarende proces (Alexander, Entwisle & Horsey, 1997; Jimerson, Egeland,
Sroufe & Carlson, 2000). Den personlige beslutning om at holde op kan tolkes
som en reaktion pad en leengere periode preeget af principiel uenighed mellem
skolen og eleven (Fine, 1991) eller resultatet af en leengere tilbagetreekningspro-
ces fra uddannelsessystemet (Finn, 1989; Rumberger, 2011).
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Beslutningen om at stoppe pa en uddannelse kan ogsd veere pavirket af det
enkelte menneskes udviklings- og livshistorie (Evans & DiBenedetto, 1990), hvor-
for blandt andet tidlige negative erfaringer med skolesystemet influerer pa den
enkeltes selvveerd og danner grundlag for senere adfeerd og relationer med lee-
rere og andre elever. Tendensen til uddannelsesfrafald forsteerkes heraf (Jimer-
son m.fl., 2000). Et af de fa danske studier, som anleegger et livsforlgbsperspektiv
pa frafald, viser, at de, der falder fra, primeert har svagere ressourcer sammenlig-
net med dem, der gennemferer. Studiet tegner sdledes et billede af de frafalds-
truede som unge med svag sociogkonomisk baggrund og en svag faglig og social
ballast fra folkeskolen. Negativt syn pa fremtiden, relativ darlig sundhedstil-
stand og relativ lille social aktivitet er ligeledes tendenser hos de frafaldstruede
unge (Jensen & Humlum, 2010).

Motivation og self-efficacy

Forskellige undersggelser viser en sammenheeng mellem frafald og negative sen-
dringer i motivation og self-efficacy (tiltro til egen formden). En undersggelse
finder en lav grad af motivation hos dem, som veelger at stoppe pa uddannelsen
og beskriver en manglende evne til at fastholde motivation som medvirkende
arsag til, at eleverne stopper (Otis, Grouzet & Pelletier, 2005). Andre analyser vi-
ser, at udviklingen af personlige antagelser om egen formden i form af self-effi-
cacy har betydning for motivationen og beslutningen om at holde op eller blive
pa uddannelsen: Jo hgjere grad af self-efficacy og jo hgjere grad af motivation, jo
mindre sandsynlighed for, at eleven beslutter sig for at stoppe pa uddannelsen
(Alivernini & Lucidi, 2011; Caprara, Fida, Vecchione, Bove, Vecchio, Barbaranelli
& Bandura, 2008). Der kan tillige pavises sammenheeng mellem den enkeltes
evne til at vurdere egen personlige veerdi og at na sine uddannelsesmeessige mal
og frafald (Byrnes & Miller, 2001).

Danske analyser af frafald viser, at undervisningsmiljeet, leererens engage-
ment og en undervisning baseret pd elevens forudseetninger og behov har betyd-
ning for motivationen og mindsker sandsynligheden for frafald (Brown & Kat-
znelson, 2011; Katznelson, Brown & Vestergaard, 2011).

Forskningen dokumenterer sdledes en sammenheeng mellem sével individu-
elle som sociale og kontekstuelle forhold og frafald. Den dokumenterer, at psy-
kologiske forhold som motivation og self-efficacy indgdr i beslutningsproces-
serne, og at en raekke forhold og tidligere erfaringer er nedlagt i den enkelte gen-
nem en leengerevarende proces som potentielle risikofaktorer.

Undersogelserne tydeliggor samtidig et behov for mere specifik viden om,
hvordan den processuelle og komplekse interaktion mellem de forskellige fakto-
rer og den enkeltes aktuelle oplevelser i undervisningen spiller sammen i den
konkrete beslutningsproces. Der mangler generelt mere viden om, hvordan sam-
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menheengen mellem forhold som motivation og self-efficacy udvikler sig i sam-
spil med undervisningens indhold og form og konkret pavirker beslutninger
vedrerende frafald.

Undersggelsens formal

Frafaldsforskningen har, som der fremgar, fokuseret pa de forskellige arsager til
frafald og mindre pa samspillet mellem faktorerne, sdledes som dette udmentes
i de beslutningsprocesser, der forer til frafald.

I denne undersggelse fokuserer vi derfor pa, hvordan overvejelserne om at
falde fra eller blive pa uddannelsen udvikler sig i et uddannelsesforlgb. Det an-
tages, at det er muligt at finde nogle typiske mgnstre i forlgbet af beslutningspro-
cesserne.

Formalet med undersggelsen er at finde og beskrive typiske udviklingsforlgb
i de beslutningsprocesser, der forer til frafald eller til fastholdelse, og at lokalisere
faktorer, der karakteriserer disse forlagb.

Undersggelsesmetoden

Dataindsamlingen

Forskningsprojektet gennemfores i et samarbejde med seks erhvervsskoler og
otte voksenuddannelsescentre. Med henblik pa at afdeekke menstre i elevernes
beslutningsprocesser er der gennemfort 35 semi-strukturerede interview med 2-
3 elever fra hver af de i alt 14 skoler i efterdret 2017.

Udveelgelsen af skoler er foretaget med henblik pa sikring af en spredning pa
landsplan, men der er de facto en overveegt pa hovedstadsomrddet. Skolerne har
selv gnsket at deltage i forskningsprojektet. Det har sikret en aktiv medvirken,
hvilket har veeret et formal i undersggelsen, idet resultaterne skulle sikres en for-
ankring i praksis. Udveelgelsen af elever til interview er sket tilfeeldigt ud fra den
gruppe af elever, der enskede at deltage i interview. Der er sdledes ikke tale om
en randomiseret udveelgelse, men der er omvendt ikke noget, som taler for, at de
interviewede elever er atypiske med hensyn til sandsynligheden for frafald.

Interviewene blev gennemfert af skolens leerere i samarbejde med forskerne i
forskellige kombinationer, men altid med en forsker tilstede. Der er fordele og
ulemper forbundet ved denne interviewform. Fordelene er, at de afgivne oplys-
ninger kan relateres til skolernes hverdag, og at tolkningen af besvarelserne kan
ske pd den baggrund. Ulempen er bl.a., at elevernes besvarelser er farvet af deres
relation til de leerere, der deltager i interviewet. Hovedbegrundelsen for den
valgte interviewform var imidlertid, at inddragelsen af leererne var en del af det
samlede forskningskoncept, hvor skolerne skulle sikre stgrst mulig implemente-
ring af de fundne resultater.
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Interviewene blev gennemfert som semistrukturerede interview, hvor der
blev stillet folgende spergsmal med mulighed for opfelgning og uddybning;:
1. Teenker du nogensinde pa at forlade uddannelsen?

Hvad vil fa dig til at blive?
Hvad treekker dig i retning af at blive pa uddannelsen?
Hvad treekker dig i retning af at forlade uddannelsen?
Hvad ger du for at afklare dine beslutninger?
Taler du med nogen om dine felelser i forbindelse med at gd pa skolen?

7. Hvordan pavirker andre mennesker dine beslutninger?
Interviewene blev optaget som lydfiler og partielt udskrevet.

SANRCLIE

Dataanalysen

Analysen af data fra de 35 interview er foretaget ud fra en antagelse om, at det,
elever siger, svarer til deres opfattelser. Denne antagelse baseres pa interviewfor-
men, der gav eleverne mulighed for at begrunde de forskellige udsagn. Systema-
tiseringen af datameengden baserer sig pa lokalisering af meningsbeerende enhe-
der, opteelling af disse enheder og lokalisering af typiske monstre i forekomsten
af disse enheder (Cohen, Manion & Morrison, 2011, s. 555-558). Analysen er fo-
retaget i to trin: forste trin hvor de meningsbeerende enheder optelles, og andet
trin hvor de lokaliserede mgnstre beskrives.

I beskrivelsen af de enkelte personers udviklingsforleb, er der foretaget en
anonymisering af navne og nogledata.

Forste trin i analysen af interviewene drejede sig om at kategorisere de svar,
som eleverne gav pa de fire forste spergsmal. Analysekategorierne er etableret
med udgangspunkt i de forskningsmeessigt begrundede faktorer: motivation,
self-efficacy, undervisningen, skoleinterne og skoleeksterne forhold.

Den forste kategori drejer sig om elevens motivation i forhold til at f4 uddan-
nelsen, som denne udmentes i en mélorientering. Den indeholder to dimensio-
ner. Den ene dimension omfatter elevens mal med uddannelsen og elevens op-
fattelse af, hvad uddannelsen skal fore til, og om eleven kan se meningen med
uddannelsen. Den anden dimension omfatter elevens motivation for at gennem-
fere uddannelsen, det vil sige, hvor fast eleven er besluttet pd at gennemfere ud-
dannelsen.

Den anden kategori omfatter personlige forhold, det vil sige, i hvilken ud-
streekning eleven tror pa sig selv (self-efficacy), og i hvilken udstreekning eleven
har psykiske eller fysiske problemer.

Den tredje kategori omfatter de skoleinterne relationer, det vil sige elevens
forhold til leerere i undervisningen, elevens forhold til andre personer pa skolen
og elevens tilhgrsforhold i klassen.

Den fjerde kategori omfatter undervisningens indhold og form. Den omfatter
elevens opfattelse af de faglige krav og strukturen i undervisningen.
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Den femte kategori er skoleeksterne faktorer og omfatter elevens sociale for-
hold uden for skolen, herunder gkonomiske eller boligmeessige forhold samt ele-
vens relation til familie, keereste og venner.

Andet trin i analysen, der ogsa omfattede sporgsmalene 5-7, drejede sig om lo-
kalisering af forskellige forlgb af beslutningsprocesser. Analysen er sket med ud-
gangspunkt i, hvordan elevernes overvejelser om at holde op eller fortseette ud-
viklede sig i uddannelsen. P& den baggrund er der lokaliseret fire typiske forlgb.
I forhold til hvert af de typiske forlgb er de faktorer, der iseer knytter sig til forle-
bet, beskrevet. Typificeringen er gennemfert ud fra principperne om inklusivitet
(alle elever skal kunne kategoriseres) og eksklusivitet (hver elev skal kunne pla-
ceres i en og kun en kategori).

Lokaliseringen af de fire typer er validitetskontrolleret af de 14 medvirkende
skoler, hvad angar savel beskrivelsen af typerne som lokalisering af de faktorer,
der indgér i elevens overvejelser om at blive pa og falde fra uddannelsen. I vali-
ditetskontrollen blev skolerepreesentanterne bedt om at vurdere, om kategori-
erne var inklusive og eksklusive. Det blev undersggt, om skolerne kunne gen-
kende beskrivelsen i kategorierne i forhold til den opfattelse, de havde faet gen-
nem interviewene. Det blev testet, i hvilken udstreekning skolerepraesentanterne
kunne placere alle elever pa skolen i en af de fire typer. Resultatet af denne vali-
dering var, at skolerne var i stand til at placere ni ud af ti elever. Den veesentligste
justering af typerne var, at skolerepraesentanterne tillagde elevernes faglige ev-
ner relativt sterre betydning, end forskernes havde gjort i den forste kategorise-
ring. Dette er indarbejdet i den endelige version af de fire typer.

Resultater

I tabel 1 er de faktorer, der indgar i overvejelserne om at blive pa eller falde fra
uddannelsen, inddelt i fem kategorier: Malorientering, personlige forhold, skole-
interne relationer, undervisningens indhold og form og skoleeksterne faktorer.

Generelt kan alle fem kategorier af faktorer - afheengigt af indhold - treekke i
retning mod enten fastholdelse eller frafald. For eksempel har nogle leerere posi-
tiv indflydelse pa elevernes fastholdelse, medens andre leerere pd samme skole
har negativ indvirkning. Endvidere kan de forskellige faktorer eendre sig over
tid. For eksempel kan en elev have en stottende familie pa et bestemt tidspunkt,
men kan pa et andet tidspunkt opleve en krise i familien. Analysen af drsagerne
til at blive pa eller falde fra uddannelsen bekreefter tidligere forskning. Processen
styres ikke af én enkelt faktor, men af en kombination af faktorer. Antallet af an-
givne faktorer varierer mellem to og fem. Det typiske tal er tre. Kun i fire af de 35
interview naevnes én enkelt afgarende faktor. I disse fire tilfzelde er den angivne
faktor ekstern. I resten af interviewene naevnes flere faktorer, der traeekker eleven
enten mod frafald eller fastholdelse.
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Tabel 1. Antal angivne faktorer, der indgdr i beslutningsprocessen i forbindelse med fra-

fald (N = 35).

Faktorer Traekker i Traekker i
retning mod | retning mod
fastholdelse frafald

Milorientering

Have et mdl med uddannelsen 9 9

Uddannelsesmotivation 8 2

Personlige forhold

Tro pa sig selv (self-efficacy) 4 3

Psykiske/fysiske problemer 9

Skoleinterne relationer

Elevens forhold til leereren i undervisning 8 3

Elevens forhold til samtalepartner pa skolen, fx 6

leerer, psykolog, studievejleder

Elevens tilhorsforhold i klassen 7 2

Undervisningens indhold og form

De faglige krav 4 13

Manglende ro, disciplin, struktur 6

Skoleeksterne faktorer

Sociale relationer og skonomi 8

Foreeldre, samlever, venner 12 3

Samlet antal faktorer 58 58

Note: Hver svarperson har angivet mellem en og fem faktorer.

Som det fremgar af tabel 1, optreeder de fem kategorier af de angivne faktorer
nogenlunde lige hyppigt. Den hyppigste angivne kategori er malorienteringen
(28 angivelser) og den mindst hyppigt angivne er de personlige faktorer (16 an-
givelser), hvor de tre andre kategorier ligger midt imellem (fra 23 til 26 angivel-

ser).
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Mens “malorienteringen” og de ”eksterne faktorer” har nogenlunde lige
mange angivelser, der treekker mod fastholdelse som mod frafald, si er der en
markant overveegt af negative faktorer under de ”personlige faktorer” og ”de
faglige krav”, mens der er en markant overveegt af positive faktorer i “de skole-
interne relationer”.

Pa denne bagrund kan det konkluderes, at:

¢ De angivne faktorer, som henholdsvis heemmer og fremmer frafald, op-
treeder samlet med stort set den samme hyppighed.

e De forskellige kategorier af frafaldsfaktorer optreeder nogenlunde lige
hyppigt

e Der er forskel mellem kategoriernes konsekvenser, idet “undervisningens
indhold og form” iseer har en negativ indvirkning, og de ”skoleinterne re-
lationer” iseer har en positiv indvirkning pa beslutningen om frafald.

Udviklingsforleb og arsager

Nér interviewene analyseres med henblik pa at finde en udvikling i elevernes
sandsynlighed for at fortseette pd uddannelsen, kan der udskilles to typer af for-
lgb. Den ene type omfatter stabile forlob, hvor der kun er en begraenset udvikling
i elevens sandsynlighed for at holde op. Disse forlgb er karakteriseret ved en for-
holdsvis hgj og stabil malorientering hos eleverne.

Den anden type er de ustabile forlob, eller de forleb hvor sandsynligheden for,
at eleven holder op, @endrer sig i forlobet. Denne type er karakteriseret ved, at
eleverne har en moderat eller lav grad af malorientering, og at malorienteringen
eendrer sig undervejs. Denne type forlgb kan opdeles i tre underkategorier, som
er karakteriseret ved:

1. en positiv udvikling, hvor sandsynligheden for at gennemfore uddannel-
sen stiger.

2. en stor variation i sandsynligheden for at gennemfare.

3. en negativ udvikling, hvor sandsynligheden for at gennemfore falder un-
dervejs i forlgbet.

De stabile forleb

Det stabile forlgb er karakteriseret ved, at sandsynligheden for, at eleven falder
fra, ikke sendrer sig i lobet af uddannelsen. Hovedarsagen til stabiliteten er ele-
vens mdlorientering. Eleven ser uddannelsen som led i sin egen karriereudvik-
ling, og har en klar ide om, at han/hun gerne vil gennemfore uddannelsen nee-
sten uanset, hvad der sker undervejs. Eleven opfatter frafald som et personligt
nederlag. Interne forhold som utilfredshed med leererne, undervisningen og det
sociale miljo i klassen spiller ikke nogen betydningsfuld rolle i elevens overve-
jelser om at blive eller falde fra. Elevens faglige preestationer kan ligge pa et hgjt
eller lavt niveau, men det har ikke afgerende betydning. Det har kun betydning
i de tilfeelde, hvor eleven ikke kan leve op til de faglige krav og derfor bliver
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tvunget til at forlade uddannelsen. Eleverne i denne kategori vil hgjst sandsyn-
ligt gennemfore uddannelsen pa trods af barrierer og negative erfaringer, med-
mindre der sker en afggrende eendring i de eksterne sociogkonomiske forhold.

Eksempel pi stabilt forleb: Ole gnsker at uddanne sig til hospitalsporter, hvilket
har veret hans drem, siden han forlod grundskolen. Han er i gang med et grund-
forlgb pa en social- og sundhedsuddannelse, da denne er relevant for hans ud-
dannelsesplaner. Ole kan godt blive irriteret over forskellige ting pd uddannel-
sen, fx at de andre elever ikke tager undervisningen serigst, at der er en darlig
stemning i klassen, eller at nogle af timerne er for kedelige. Indimellem teenker
han, at det er for stor en belastning at deltage i undervisningen. Men han er op-
draget til at sta ting igennem, hvorfor han ikke overvejer at holde op. Det er vig-
tigt for Ole at have et konkret mal, der kan realiseres inden for en overskuelig
fremtid. Derfor arbejder han serigst pa uddannelsen, fordi han kan se, at den er
relevant i forhold til hans fremtidige job som hospitalsporter.

De ustabile forleb

Som det er fremgaet, kan det ustabile forlgb inddeles i tre kategorier: Den posi-
tive udvikling, den turbulente udvikling og den negative udvikling.

I den positive udvikling stiger sandsynligheden for at gennemfore i lobet af ud-
dannelsen. I begyndelsen er risikoen for at falde fra uddannelsen lav eller middel,
fordi flere faktorer, fx manglende mélorientering eller manglende selvtillid, ger,
at eleven overvejer at holde op. Arsagerne til den positive udvikling er ofte et
samspil mellem forskellige faktorer. Den forste faktor er, at eleven bliver mere
opmeerksom pd, hvad uddannelsen kan bruges til i forhold til sin egen karriere-
udvikling. Den anden faktor er elevens erfaring med at kunne mestre det, der
skal leeres og oplevelsen af, at det, der leeres, er interessant. Den tredje faktor er
etablering af positive sociale kontakter i uddannelsesmiljoet. Forestillingen om
at holde op pa uddannelsen bliver mindre og mindre relevant i lebet af uddan-
nelsen.

Eksempel pi den positive udvikling: Da Sara begyndte pa erhvervsskolen, folte
hun sig usikker, ndr hun sammenlignede sig med de andre elever. Hun spurgte
sig selv: “Er jeg god nok til at gennemfere uddannelsen? Er jeg steerk nok til at
klare arbejdspresset?” Sara havde svert ved at overskue uddannelsens samlede
leengde og overvejede, om uddannelsen var den rigtige for hende. Hun fik hjeelp
fra nogle vejledere, hvilket gav hende mere selvtillid og gjorde det tydeligere for
hende, hvorfor denne uddannelse var relevant set i et leengere perspektiv. Hun
kan tale med leererne bade om det faglige og om personlige og private udfordrin-
ger. Sara synes, at hun har en teettere relation til leererne, end hun nogensinde har
oplevet. Hun er derfor blevet tilfreds med at ga pa skolen og overvejer ikke mere
at droppe ud.
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I den turbulente udvikling svinger sandsynligheden for, at eleven falder fra, re-
lativt voldsomt. Eleven befinder sig i en konflikt. Nogle faktorer treekker i en ret-
ning, andre treekker i en anden retning. Faktorerne er af nogenlunde samme
styrke. Den mest almindelige konflikt drejer sig om, at sociale relationer treekker
eleven i forskellige retninger i forhold til at fuldfere uddannelsen. Det kan veere
en konflikt mellem fx eleven og dennes foreeldre eller mellem venner eller keere-
ste pd den ene side og skolen pd den anden side. Konflikten kan ogsa besta i, at
eleven keder sig i nogle fag eller pa nogle tidspunkter, men samtidig finder andre
fag eller dele af uddannelsen speendende og udfordrende. Forskellige faktorer
treekker i hver sig retning med forskellig styrke pa forskellige tidspunkter. Eleven
befinder sig i et permanent dilemma. Den turbulente udvikling kan vare i kortere
eller leengere tid. Udviklingen kan fore til frafald eller til fastholdelse, alt efter
hvilke faktorer der far overtaget.

Eksempel pi en turbulent udvikling: Anne er i gang med en uddannelse til tand-
klinikassistent. Da hun begyndte pd uddannelsen, var hendes oprigtige mal at
gennemfore denne. Men hendes uddannelsesforlgb viste sig at blive meget tur-
bulent. Hovedarsagen var, at hun i lgbet af uddannelsen blev keereste med en
mand, som hun flyttede sammen med. Hendes kereste brgd sig ikke om, at hun
gik i skole. Anne gennemgik en belastende periode med mange modstridende
tanker: mandag morgen kunne hun teenke: “Jeg dropper ud; det er for anstren-
gende for mig ikke at folge min keerestes gnsker.” Men sd ringede hendes klasse-
leerer til hende for at sparge, hvorfor hun ikke var i skole. Hun besluttede sig s&
for at ga i skole om tirsdagen, hvor hendes klasseleerer hjalp hende med hendes
lektier. I et par dage havde hun styrken til at ga i skole. Men om fredagen skulle
de have matematik. Matematik er hendes veerste fag, og hun er tilmed irriteret
over matematikleererens mdde at undervise pa. Sa hun besluttede sig for ikke at
gd i skole. Klasseleereren ringede igen til hende, og Anne syntes, at leereren var
sa trostende og hensynsfuld og teenkte: ”Jeg skylder leereren at gd i skole og feer-
diggere uddannelsen.” Nogle dage havde hun styrken til at modseette sig sin kee-
reste; nogle dage gav hun neesten op, fordi hun var bagud med lektier, eller fordi
undervisningen var for vanskelig. Gradvist formede tanken sig om, at hun ville
bryde med sin keereste. Den beslutning motiverede hende til at gennemfgre ud-
dannelsen, selvom kampene med keeresten fortsatte. Hun endte med at gennem-
fere uddannelsen.

Eleverne i den negative udvikling gennemgar en negativ udvikling, idet sand-
synligheden for at gennemfere mindskes i labet af uddannelsen. I begyndelsen
af uddannelsen er sandsynligheden for, at eleven bliver pd uddannelsen, lav eller
medium, men sjeeldent hgj. Eleven har ikke et klart mal med uddannelsen, som
er valgt i mangel pd andre muligheder. Eleven har personlige og sociale proble-
mer og har generelt sveert ved at hdndtere sit liv. Eleven har ustabile sociale rela-
tioner i skolen og mangler statte fx fra familie eller venner. Eleven har ofte sveert
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ved at klare de faglige udfordringer, bliver let stresset og har sveert ved at over-
skue sin uddannelse. Skolen er ikke attraktiv i sig selv, men er - for gjeblikket -
et rimeligt alternativ til andet, eleven kunne gore. Den negative udvikling sker
gradvist i uddannelsesforlobet. Man kan tale om en gradvis udfasning.
Eksempel pd en negativ udvikling: Nadia er i gang med uddannelsen til social- og
sundhedshjeelper. For deltagelsen i denne uddannelse har hun pdbegyndt - men
aldrig afsluttet - flere andre uddannelser, f.eks. pa en produktionsskole, et gym-
nasium og et voksenuddannelsescenter. Hun har valgt at begynde pd uddannel-
sen til social- og sundhedshjeelper, fordi hun ved en tilfeeldighed som led i en af
de tidligere uddannelsesforlgb har vaeret i praktik pa et plejehjem. Nadia forteel-
ler, at hun er meget bekymret over andres forventninger til hende. Hun foler et
pres ikke kun fra skolen, men ogsa fra samfundet om, at hun skal have en ud-
dannelse. Hun foler, at hun ikke er i stand til at modstd dette pres. Hendes tanker
drejer sig meget om dette pres kombineret med en folelse af inkompetence. I for-
bindelse med uddannelsen pa social- og sundhedsskolen har hun jeevnligt over-
vejet at droppe ud. Hun kan fx sidde ved morgenbordet og overveje, om hun vil
i skole eller ej den dag. En del af hende forteeller hende, at hun ikke magter skolen
den dag; en anden del, at hun virkelig gerne vil gennemfgre uddannelsen. Tan-
ken om, at hun gnsker at gennemfgre uddannelsen, motiverer hende til at ga i
skole. P4 den anden side ger frygten for ikke at sl til, at hun ikke orker at rejse
sig fra morgenbordet og tage i skole. Nadia er en privat og lukket person; hun
onsker ikke at dele sine frafaldsovervejelser med nogen af klassekammeraterne.
I forbindelse med tidligere frafald har hun holdt det hemmeligt, ndr hun overve-
jede at holde op. Nadia ender ogsa denne gang med at forlade uddannelsen.

De fire beskrevne typer og de faktorer, der definerer kategorierne, vurderes til
at omfatte ni ud af 10 af de elever, der indgar i de undersggte uddannelser.

Diskussion og begraensninger

I undersggelsen har vi beskrevet fire typer forleb, der beskriver elevens overve-
jelser og beslutningsprocesser. De fire typer er karakteriseret ved forskellige
menstre i samspillet mellem faktorer, der leder til, om eleven bliver pa uddan-
nelsen eller holder op. I det fglgende diskuteres, om beskrivelsen af typerne er
gyldige, reliable, repreesentative og anvendelige. Kan typerne genkendes i prak-
sis? Er det en korrekt konstatering, at malorienteringen synes at veere en afgo-
rende faktor i de beskrevne udviklingsforlgb?

Gyldighed
De fire typer er deekkende for de fleste af de elever, der gar pa uddannelserne.

Det er muligt at placere ni ud af ti elever i en af de fire typer. Bdde forskergruppen
og leererne har veeret i stand til at foretage denne kategorisering. Et par elevtyper
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falder dog uden for kategorierne. Det er elever, der er i en stabil eller positiv pro-
ces, men pdavirkes af nogle eksterne forhold, der pa trods af den oprindelige sta-
bilitet ferer til frafald. Derudover er der nogle elever, der mgder undervisningen
med andre formdl end at gennemfere uddannelsen, fx at ville sikre sig gkono-
misk stotte eller at opna den prestige, der er forbundet med at veere i uddannelse.

Reliabilitet

Forskere og praktikere har uafheengigt af hinanden vurderet, i hvilke af de fire
kategorier de 35 elever skulle placeres. Palideligheden af kategoriseringen er
80%. De mange og ofte forskellige faktorer ger, at det kan veere vanskeligt at pla-
cere en elev i en - og kun en - kategori. Dette geelder iseer for placeringen i kate-
gorierne “den turbulente udvikling” og “den negative udvikling”. I praksis kan
det veere sveert at afgere, om der er tale om en turbulent udvikling eller om en
negativ udvikling. En sterre grad af inklusion og en hgjere pdlidelighed ville
kunne opnas ved en bredere vifte af kategorier og en mere preecis definition (og
maling i form af interviewdata) af de vurderede faktorer.

Repraesentativitet

Datamaterialet bestar af 35 interview med elever fra 14 uddannelsesinstitutioner.
De 14 institutioner ligner de tilsvarende institutioner pa nationalt plan. Sammen-
setningen af interviewdeltagerne ligner den samlede elevpopulation savel pa de
udvalgte skoler som pa landsplan med hensyn til alder, ken og social baggrund,
men adskiller sig ved at vaere mere villige til at lade sig interviewe end de ovrige
elever. Der er ingen indikatorer, der peger pd, at interviewgruppen er mere eller
mindre frafaldstruet end den samlede population. Det er sdledes en rimelig an-
tagelse, at de fundne beslutningsprocesser kan genfindes pa andre tilsvarende
uddannelsesinstitutioner - om end med varieret hyppighed. Det er ikke muligt
at udtale sig om de fundne beslutningsprocessers frekvens i denne eller andre
uddannelsessammenheenge pa baggrund af datamaterialet. Videre forskning
kan bidrage til at preecisere, i hvilket omfang de beskrevne kategorier og de be-
skrevne beslutningsprocesser findes i andre sammenhzenge.

Anvendelighed

Leerernes vurdering af kategorierne viser, at de er anvendelige og nyttige i prak-
sis. Deres vurdering viser, at de er nyttige for leerere pa skolerne. Laerere kan

genkende de beskrevne typer og kan placere eleverne i kategorierne med rimelig
sikkerhed.

Forskningsmaessig relevans

Undersogelsens resultater bekreefter, at der er en raekke faktorer, som indgér i
overvejelserne om frafald (Kristensen, 2013). Undersggelsen giver herudover op-
lysninger om, hvordan eleverne opfatter de forskellige faktorer, der bade kan
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have positive og negative konsekvenser. Undersggelsens resultater bekreaefter an-
den forskning, der beskriver frafald som en proces, der styres af samspillet mel-
lem forskellige faktorer (Fine, 1991; Rumberger, 2011). Undersogelsen bidrager
herudover til en klarere forstdelse af, hvordan disse processer forlgber, og hvor-
dan de forskellige faktorer spiller sammen. Resultaterne bekreeftes ligeledes de
underspgelser, der dokumenterer betydningen af motivation og malorientering
for overvejelser om frafald (Byrnes & Miller, 2001). Resultaterne peger herudover
pa, at malorienteringen synes at veere en afgerende faktor for, hvordan overve-
jelserne om frafald forlgber. Resultaterne peger saledes pd, at elevernes motiva-
tion og malorientering preeger deres opfattelse af de forskellige faktorers betyd-
ning.

Konklusioner og praktiske konsekvenser

I overensstemmelse med tidligere forskning har vi beskrevet, hvordan frafald er
resultatet af et samspil mellem flere faktorer. Beslutningen om at forlade skolen
er en kompliceret proces, der forlgber over tid, hvor forskellige faktorer spiller
sammen pa mdder, der er vanskelige at forudsige. Beslutningsprocesser kan
ifolge datamaterialet i denne undersggelse klassificeres i fire typer: Stabile, posi-
tive, turbulente og negative processer.

Forhold pa skolen herunder en stgttende leerergruppe og en faglig opbakning
kan vende en negativ udvikling til en positiv.

Jo mindre eleverne har et klart mal med uddannelsen, jo sterre er sandsynlig-
heden for, at de negative faktorer vil veere afggrende. Det er sdledes iseer elevens
malorientering, der synes at kunne modvirke frafald. Pa den baggrund kan det
antages, at jo mere eleven inddrages i at seette mal for sit eget uddannelsesforlgb
ud fra egne potentialer, jo mindre er eleven frafaldstruet. Jo mere gennemferelsen
af uddannelsen bliver et personligt mal, jo sterre er gennemfeorelsessandsynlig-
heden. Resultaterne peger saledes pa, at arbejdet med elevens malorientering er
en effektiv strategi til nedbringelse af frafald.
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Abstract

This article! discusses the contemporary discourse of ‘quality” in upper secondary voca-
tional education in Sweden. The study is based on a selection of government policy texts
that preceded the reform of upper secondary education in 2011. The purpose is to pre-
sent how the concept of quality gets its meaning, and to discuss this from a perspective
of competence, knowledge and qualification in order to renegotiate the concept of qual-
ity. Hence, the article also discusses how an extended quality concept could contribute
to a changed view of Swedish upper secondary vocational education and training (VET)
from an economic, individual and social point of view, in terms of both content and at-
tractiveness.

A widened approach to quality in VET could lead to a change in the view of, and the
discussion about, VET as such. Our purpose is to emphasize the importance of a broader
understanding of how quality in VET can be understood and offer a more nuanced and
expanded understanding to the contemporary discourse of VET quality, and thus offer
opportunities for a more attractive VET.
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Introduction

The quality in vocational education and training, or the lack thereof, was dis-
cussed in 2016, the year appointed by the Ministry of Education, The Swedish
Trade Union Confederation, and the Confederation of Swedish Enterprise as the
Year of Education (Swedish National Agency for Education, 2016a; WorldSkills
Sweden, 2016). The purpose of this article is to discuss and renegotiate the mean-
ing of the concept of ‘quality’, as used in Swedish government policy texts about
upper secondary education. In the contemporary discourse of quality in VET,
which grew strong before the 2011 reform of upper secondary education, quality
is expressed primarily in relation to the student’s amount of employability - with
the purpose of adapting to demands of productivity in working life. The more
students initially are able to produce in their employment, the higher the quality
of upper secondary vocational education is said to be (Terning, 2016). We argue
that this connotation of ‘quality” lacks aspects such as key competencies, voca-
tional knowledge and skills, and qualifications. A reconstruction of the concept
of quality in VET could lead to a change in the view of, and the discourse about,
VET as such. In addition, it could initiate discussions about what it means to train
in a profession, to be able to do the same as well as what may be reasonable to
expect from the professional after three years of education. An extended way of
defining the concept of quality could contribute to increase the attractiveness of
VET2

The discourse of ‘quality” in VET

The narrative of what a vocational education should be emerged in the discussion
that took place in connection with the reform work, which occurred during the
writing of a new curriculum for upper secondary school 2011 (Swedish National
Agency for Education, 2011a) in Sweden. For upper secondary education, it was
discussed that the education:

[s]hould include high-quality educational pathways for students whose aim is to
study at university, or who want to target a particular profession or craft and be-
come employable in this area directly after upper secondary school, or who want
to continue with higher vocational education. (Alliance for Sweden, 2006, p. 19, our
translation)

An upper secondary education of high quality is in the quote formulated to in-
clude different courses for different categories of students. These student catego-
ries are assumed to have different ambitions where one category wants to con-
tinue study at university, the second wants to become employable, and the third
wants to be able to continue to a higher vocational education. What the students
have in common is that they are assumed to require a high-quality secondary
education in order to be prepared for life after secondary school.
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This narrative suggests an idea of the present such as globalized, with inte-
grated economies and an increasingly difficult competitive situation. Sweden’s
future is expressed as needing a ‘qualified workforce with good education’
(Council on Legislation, 2009, p. 34), an assumption that makes it possible to ar-
gue that the “Swedish upper secondary school must have such an orientation and
such quality that young people have a good opportunity to meet the demands of
the future” (Council on Legislation, 2009, p. 34). The idea of contemporary society
and what the school assignment should be is expressed as requiring a rise in
quality that can be achieved by the following changes: increased clarity, deeper
cooperation with working life and workplace-based education. The following
text clarifies how these concepts are expressed and are believed in the reform
work of the new curriculum.

Clarity

The term “clarity” gets its meaning in relation to the criticism of the previous ed-
ucation’s ambiguity. The criticism contains that students, when choosing upper
secondary school, do not really know what the education leads to. This ambiguity
is considered to cause delays, re-selection, lower student motivation, later entry
into the labour market - mainly among students of the vocational programmes
(Terning, 2016). In order for students to make the ‘right’ choice in relation to their
future dreams and their degree of motivation, the student is said to require:

[c]lear information about what the education contains and where it is leading. It is
also clear that the chosen education will infuse what it promises. It is also im-
portant that young people get the education they want, it is a significant factor for
successful studies. (SOU 2008:27, p. 186, our translation)

In the Swedish government official report “The Future Road - Reformed Upper
Secondary Education” (SOU 2008:27) from which the quote is taken, it is empha-
sized that the student receives information about the content of the education
and what it leads to after finishing upper secondary education. The quote also
assumes that the student’s motivation will increase if the student ‘knows” what
kind of work the education leads to and that it has a content that corresponds to
what is demanded in working life. Increased clarity - with the meaning given in
the quote - is expressed as a success factor that can reduce dropouts and re-se-
lections. The importance of “young people getting the education they desire’ to-
gether with an idea of pupils’ different interests and capacity’ (Dir. 2007:8, p. 3)
provides an opportunity to reform the upper secondary school:

Different interests and capacities for studying must be used in preparatory educa-
tion, vocational education and apprenticeships. [...] Better opportunities to choose
specialization can increase student motivation. [...] More young people than hith-
erto should be given the opportunity to pursue the education they begin. Through
new high-quality vocational and apprenticeship education [...] and relevant admis-
sion requirements for upper secondary schools, exclusion from upper secondar
school should be able to significantly decrease. (Dir. 2007:8, p. 3, our translation

116



A qualitative vocational education and training: Education for quantity or quality?

This statement from a government directive says that students who choose upper
secondary school are expected to have an interest and capacity for either pre-
university education, VET, or apprenticeship education, a performance that le-
gitimizes a categorization of upper secondary school students as either theoreti-
cal or practical (Terning, 2016; see also Carlbaum, 2012; Panican, 2015). This as-
sumption allows three divided programmes in upper secondary education.
Through clearer inputs and outcomes, changed eligibility rules and more hours
of vocational subjects and fewer hours of general subjects on vocational and ap-
prenticeship programmes, the quality of these tracks can increase.

Here, the three separate tracks are made legitimate by an idea of different mo-
tivation levels of different categories of student and different ideas about what to
pursue after the upper secondary education. The students who choose voca-
tional or apprenticeship education are said to be more likely to be practical, have
lower motivation, lower grades from compulsory school and with a desire to
choose in line with their supposed ability with the goal of completing the educa-
tion as an employable person. An upper secondary school with clear inputs and
outcomes, clarity regarding expectations and a clear requirement to become em-
ployable are motivated in the discussion based on a narrative of upper secondary
students’ different wishes (Panican, 2015; Terning, 2016).

Collaboration between working life and school

The idea of vocational and apprenticeship students” wishes of becoming employ-
able is expressed in accordance with the interest of those who are expected to
receive students after school, such as private and public employers (Government
Bill 2008/09:199, p. 44). Through this assumption, working life is legitimized to
influence the content in VET: ‘How to formulate the goals’, which in turn is pro-
nounced as a guarantee that ‘quality level is maintained” (SOU 2008:27, p. 319).
Different industries have different requirement why education must differ (SOU
2008:27). What is said to be important is that the ‘outcome, the exam is at the
correct level” (SOU 2008:27, p. 24), namely, in line with working life skills and
competence requirements, which according to the European Qualifications
Framework for Higher Education is level 4. In this way, the interaction between
working life and school is perceived as a quality measure; the more interaction
and influence over education, the higher the quality can become (Government
Bill 2008/09:199; SOU 2006:102; SOU 2008:27).

Work Place Learning (WPL) in VET

The articulated idea of students” and employers” mutual view of content and
goals with VET legitimizes the assumption that, in order to become employable,
the students must be given the opportunity to recurring practice:
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[o]f what awalits after upper secondary school and given time to practice and con-
solidate their knowledge. (SOU 2008:27, p. 177, our translation)

The categorization of the vocational and apprenticeship student as a practical
person who wants to learn in a workplace context creates space to legitimize 15
weeks of workplace-based learning (WPL). During WPL, the student will be
given time to apply and practice skills and competences expected after finishing
secondary education. In this way WPL is said to be a necessary part of VET. It is
also assumed that a:

[s]tudent without WPL does not have the same opportunities to establish him- or
herself on the labour market and the education does not provide the right skills.
(SOU 2008:27, p. 28)

Here, workplace-based learning is expected to be decisive in terms of securing
quality in VET. WPL is expressed as a kind of guarantee for the student to possess
the required skills and thus be qualified for employment. Thus, WPL provides
an opportunity for both the student, the employer, and the principal of the upper
secondary education to secure the quality of the student’s level of competence so
it corresponds to what employers, through collaboration with the school, have
defined (Terning, 2016).

In the discussion of reforming upper secondary education in 2011, WPL is con-
sidered to contribute to higher quality VET. The assumption that vocational stu-
dents are practical and uninterested in theoretical studies makes it possible to
create tracks with different inputs and outcomes, where VET will lead to employ-
ability which is perceived to be in line with the wishes of both the students and
future employers. This narrative also allows for increased collaboration between
work life and school, which gives work life more space to influence the content
of VET. In order to assure the quality of the student’s skills, the importance of
workplace-based learning is formulated, without WPL the students are said to
not have the same employability.

Qualitative VET where the student becomes employable is expressed as an
education that both students and employers demand. Responsibility that in-
creased clarity, collaboration between school and working life, and WPL, will
lead to an emerged quality should be shared between the student, the school, and
the workplace; the important thing is that the quality increases, not how it in-
creases. The discussion about the importance of increasing the quality of VET is
constituted in relation to a globalized world with its demands for higher produc-
tivity. It is in the light of this idea that the requirements for higher quality are to
be understood: the requirement for high quality in VET is also a requirement for
adaptation to the global competitive situation. Through clear inputs and out-
comes, as well as amended admission requirements, failure choices and delays
should be avoided (Carlbaum, 2012; Lundahl, 2008; Terning, 2016). Through a
higher percentage of hours in vocational subjects, the education is expected to be
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more efficient. Collaboration and WPL are expected to help increase employabil-
ity. In this way, according to Terning (2016), the quality requirements with its
adaptation to prevailing conditions can be perceived in terms of disciplining
schools, students, and employers.

Responsibility for increased quality - in the sense of higher productivity - is
thus formulated as a common social project where employers are given space to
influence the content of the vocational education. The students are expected to
take advantage of learning the skills and qualifications demanded by working
life. In relation to a harsh global competitive situation that requires increased
productivity at the lowest possible cost, the talk of quality in relation to economic
aspects gives VET the role of a “training place’ that educates employable individ-
uals in a short time perspective. The emphasis on quality in relation to economic
aspects implies that other meanings of the concept of quality do not fit within the
dominant discourse, which could bring individual and social values that can help
to deepen the understanding and value of VET.

Re-negotiation of the dominant quality concept

In this part of the article, we study concepts such as vocational knowledge and
skills (a synonym that we use in the text is vocational knowing), competencies
and qualifications, which we claim are needed for an extended quality concept.
We start with a reasoning about what is perceived as an occupation and then
move on to discuss the concepts in order to visualize the more tangibles side that
VET has to deal with and implement in both education and in the issue of quality
in vocational education and training.

Occupation

At international level, the concept of work, and thus occupation, can also be an-
alysed using the International Labour Organization classification system ISCO:08
(ILO, 1986). The ILO is the UN trade union for employment and labour. The ILO’s
classification system states that occupation is ‘set of jobs whose main tasks and
duties are characterized by a high degree of similarity” (ibid., p. 11). Occupation
could be understood as a group of jobs that are similar in concepts of the
knowledge, skills, abilities, education, and work experience required by employ-
ees in order to successfully practice an occupation. Occupation is perceived here
as multifaceted and thus not easy to determine the meaning of, even though we
use the word daily and expect ourselves to agree on the meaning. When the in-
dividual makes use of his/her knowledge and actions, he or she can perform
them as general actions or occupational actions. When performing occupational
actions, the individual combines different kinds of knowledge and skills into
more or less successful individual occupationally focused actions, thus providing
his or her skills for making a living.
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On a more general level, ‘occupation’ is perceived as a more limited statement
than work, since ‘occupation” has a similar knowledge and experience base. An
occupation is distinguished from ‘work” by specifying the organizational struc-
ture of the work, usually with the help of applying division of labour. Society
regards division of labour as an important organizational principle, and accord-
ing to Durkheim (1997), it creates cohesion and mutual needs between people -
through an occupation, we depend, in a way, on each other’s actions in society.
We interpret cohesion here as a unifying “putty” in a society. Thus, occupation
can be described as a precise division of labour in the community in which we
carry out conscious, goal-oriented, and productive actions that bond us together.
As the ILO describes an occupation, it has a knowledge and experience base that
is necessary for anyone to be able to successfully practice his or her occupation.
The goal-oriented and productive actions can develop and change our physical
environment and these actions are connected with a social process (Ulfsdotter
Eriksson, 2012). The discussion about occupation connected to VET can be un-
derstood as having the basic purpose of offering students the opportunity to par-
ticipate in a socialization process by learning an occupational knowledge base as
well as an experience base, thereby gaining the opportunity to become part of a
community of practice. Occupation then becomes not just a simple skill, to per-
form something that provides support, but the “putty’ that creates cohesion in
society.

It is reasonable to assume that different occupations make different demands
on knowledge, skills, and individual actions. In addition, an occupation also re-
quires a combination of achievements, which in themselves may have different
knowledge bases. For example, the care profession (nursing) has a knowledge
base based on knowledge of the human body and soul, in contrast to the
knowledge of the computer engineer’s, which is primarily based on technical and
mathematical knowledge. Differences in the knowledge bases of occupations are
a reason why the division of labour is a valuable tool for specification and spe-
cialization. Differences in knowledge bases lead to the fact that an occupation
may be more or less complex or specialized, and the knowledge base can be per-
ceived as cross-disciplinary. Cross-disciplinary sciences encompass the integra-
tion of different disciplines to become multidisciplinary, interdisciplinary, and
transdisciplinary.

When we now know that occupation can be described as a ‘putty’ that brings
together people in society, being complex and interdisciplinary, it may be mean-
ingful to re-think precisely what knowledge-based vocational knowledge and
skills comprise, so that we may be able to give VET the recognition it deserves.
The cross-disciplinary occupation therefore leads us to describe knowledge. This
leads us to concepts such as competence and qualifications, which can be dis-
cussed as the quality in VET.
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Knowledge and knowing

When we discuss theory of knowledge in this article knowledge has its basic
meaning in the word be able to (Swedish Etymological Dictionary, 2010) and orig-
inated in words such as ‘feel’, “know’, ‘be familiar with’, which can be interpreted
as a knowledge of the world and the conditions in it. To be knowledgeable can
be perceived here as ‘a verb form of being able to in the sense of being capable
of’ (ibid.), in other words, an activity in the world that manifests itself in different
kinds of action. Aristotle, in a knowledge context, links action to the individual
and to deliberately conscious behaviour. Historically, Aristotle’s concept of
knowledge in the book The Nicomachic Ethics (translated by Ringbom, 1967) is
divided into three forms of knowledge. 1) Our cognitive ability to create science
- so-called theoretical knowledge. Once we know, we are convinced of a relation-
ship and know the reasons for it. 2) Practical knowledge is when we can produce
something in relation to a specific goal. This is a production concept in conjunc-
tion with a true intellectual plan, in other words, the individual has an intellec-
tual plan for productive actions. 3) Practical intellect, wisdom - the so-called
judgment ability, as good actions are a goal in itself. To do well to yourself and
people in general involves both ethical and/or political action.

We focus on practical knowing, because in the context of occupational
knowledge and skills, the other two forms of knowledge include and help us bet-
ter understand the meaning and extensiveness of practical knowing. Practical
knowledge can be referring to the individual’s handiness and ability to create
and produce something with a purposeful goal, but also to conduct logical think-
ing processes. These skills and abilities assume that the individual has a proper
intellectual plan for his actions, and access to functioning rules for the intended
action. Through this intellectual plan, there is knowledge of both the action and
the method of implementation. According to Aristotle, practical knowledge is not
only practical skills for implementation, it also includes intellect and reason.
Practical knowledge thus includes knowledge of the action and the basics behind
it - it is specialized knowledge and as such also objective and subjective. This
means that the acting individual deliberately uses both knowledge of the action
and the methods for its implementation, as well as reflection on the value and
accuracy of the action. Practical knowledge is thus a person’s ability to act in ac-
cordance with reason and good judgment in order to achieve intentional goals.
We can understand that lack of reason and good judgment leads to unreasonable
actions. Such acts exclude science. Ill-advised actions also exclude practical intel-
lect - meaning actions with a good purpose when the individual’s actions are
valued in relation to the good. Thus, an individual with good vocational
knowledge and skills in the implementation of various types of occupational task
uses all forms of knowledge, both theoretical and practical knowledge as well as
intellect. These forms of knowledge create opportunities for the individual of
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conscious and sensible actions. When reasonable actions take place in an occupa-
tion, we perceive that the individual has a vocational knowing relevant to the
occupation.

Vocational knowledge and skills/vocational knowing and its various aspects

Based on the previous text about work, occupation, and knowledge, vocational
knowledge and skills can be perceived to be complex. Therefore, we can start our
discussion about vocational knowing based on interdisciplinary thinking where
multidisciplinary, interdisciplinary, and transdisciplinary perception of voca-
tional knowledge and skills, especially in education, can prove to be fruitful.
From the multi-, inter-, and transdisciplinary fusion of different knowledges and
knowledge bases, skills, competencies, values, and attitudes the individual pos-
sesses and can use, a complex and multi-faceted image of vocational knowing
evolves. It is reasonable to think that there are therefore several ways of describ-
ing and giving meaning to the concept of vocational knowledge and skills in gen-
eral, and in vocational education and training in particular. Below are some as-
pects that can be included in the vocational knowing and how they can be char-
acterized. We start with the concept of competence and continue to qualifications.

Competence

The researchers have had difficulty agreeing upon the definition of the concept
competence even though considerable work has been done. Therefore, the con-
cept is used in different ways, both in colloquial speech and in scientific texts.
The researchers, according to Svensson (2009), nevertheless agree that compe-
tence is individual-oriented and puts core focus on the individual, and today the
concept is linked to lifelong learning.

People’s lifelong learning is manifested in several international and national
declarations by organizations including the EU Commission. In the EU Commis-
sion’s text on lifelong learning, decision makers agreed to use the term key com-
petencies (EUR Lex, 2018) for the competences that are general and which each
individual is expected to live in order to function in a flexible and changing soci-
ety. On an overall level, competence in the EU context is defined as ‘a combina-
tion of knowledge, skills and attitudes that are adapted to the current area” (ibid.).
Based on these dimensions, the EU has identified and defined eight key compe-
tencies that it believes all individuals need to acquire for themselves to fulfil “per-
sonal development, active citizenship, social inclusion and employment’ (ibid.).
Key competencies include the following areas: communication in the mother
tongue and foreign languages, mathematical knowledge and basic scientific and
technical skills, digital skills, learning to learn, social and civic skills, initiative
and entrepreneurship, cultural awareness, and cultural expressions (EUR Lex,
2018). These general skills can be perceived to be the ones that promote the indi-
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vidual’s own development, require activity, and support development in tech-
nology, society, and science. When we examine closely how the EU’s competence
concept has been transformed into the Swedish formal education context, for ex-
ample in upper secondary education, we can see that the Swedish National
Agency for Education (2011b) does not put emphasis on the concept of compe-
tence. They use concepts such as collaborating, using equipment, managing in-
formation, acting in a linguistic and communicative way, solving problems, plan-
ning and organizing tasks, quality awareness, aesthetic approach, development
orientation, implementation of tasks, and solving practical problems. Conse-
quently, the concepts are more concretely written in verb form and thus focus on
activity. For example, it means that activities such as problem-solving should be
offered in the education so that students can practice competence during the ed-
ucation to later demonstrate their vocational knowing in different contexts.

The difference between the EU’s and Swedish National Agency for Educa-
tion’s key competences is primarily that the latter lack scientific and technical
competences, learning to learn and cultural competences. However, the curricu-
lum for the upper secondary education, (Swedish National Agency for Educa-
tion, 2011a) also includes these skills. They are written in other concepts, for ex-
ample, that teaching should have an international perspective, teaching will be
based on science and proven experience, and that teaching will stimulate further
learning. Sweden has, in upper secondary education, applied the EU’s eight key
competences to create opportunities for increased mobility and education com-
parability between countries. Thus, competencies are perceived as a general con-
cept aimed at giving individuals transferable knowledge, skills, competencies,
and attitudes that they can apply in relevant contexts.

Our pupils in upper secondary education, those who choose vocational edu-
cation and training and those who choose university preparatory education pro-
grammes, are therefore expected to be able to perform certain tasks successfully
using general competences. They are expected to be able to adapt and function
in a flexible labour market and to master new situations by utilizing their general
competences, and therefore society expects that pupils in vocational education
and training also learn them. Students should also be able to quickly acquire new
knowledge and skills, as well as to use our cultural tools (artefacts) in order to
contribute to their own quality of life and the country’s productivity. The ability
to develop and use general knowledge, both across different occupations and
over time, therefore becomes important aspects of education (Helakorpi, Aarnio
& Majuri, 2010; Nijhof & Streumer, 1998; Tsagalidis, 2008). These aspects can, in
turn, be understood as concepts of transfer (Kilbrink, 2013) and are presented in
The Council of Legislation’s text as follows: ‘that young people get a good foun-
dation to meet the demands of the future” (Council of Legislation, 2009, p. 34).
Thus, we can describe the general skills as a door opener to a social community
and society, which can be perceived as the ‘putty” we previously talked about.
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However, can mastery of general competencies mean that the individual pos-
sesses vocational knowing? No, it is unlikely and therefore we will switch to
something more specific in the context of vocational knowledge and skills - that
which is considered specific for each occupation and which distinguishes the oc-
cupations from each other. The concept used in the literature for this is “specific
occupational knowledge’ (Helakorpi, et al., 2010; Nijhof & Streumer, 1998; Tsaga-
lidis, 2008).

Specific occupational knowledge is that which is specified and specialized in
each field of work through division of labour. Unlike general competencies, spe-
cific occupational knowledge thus defines the occupation itself. For example,
nursing’s specification is being able to take care of a sick person’s body, and
sometimes his/her soul, as opposed to the computer engineer’s specification,
which requires knowledge in technology. These two occupations have different
knowledge bases with different types of complexity, as well as different condi-
tions for individual and productive actions. The computer engineer can try out
different solutions without it leading to serious consequences. The nurse can
hardly take the approach ‘Let’s try and see what happens” because the conse-
quences can lead to human suffering. By identifying specific occupational skills
in the different occupations, the distinctive character of the occupation can be
clarified. Despite this opportunity, according to Helakorpi et al., (2010), this is
very difficult and costly to do. However, it is expected that those (occupational
teachers and supervisors at the WPL) responsible for the education of the specific
occupation should be able to integrate the occupation’s distinctive character for
the prospective skilled labour (professional life) in the relatively short period of
VET.

The incorporation of specific occupational knowledge does not only serve as
an entrance to an occupation, it also forms the pupil’s identity. It is created and
shaped in very large concepts through relevant vocational knowing in the nature
of the occupation, its culture, and praxis. Occupational culture and its praxis are
aspects that are mainly taught in authentic situations and environments through
workplace-based learning, WPL, although it is also less common in the school
environment. However, it is also not enough to possess specific occupational
knowledge in order to be called skilled in a specific occupation (Kristensen, 2001;
Kédmardinen, 2002; Tsagalidis, 2008). Based on the above reasoning, we can con-
clude that qualified labour needs both general competences and specific occupa-
tional knowledge in order to carry out the profession in a qualified manner in an
open market. In addition, it is important to add a task perspective in these general
competencies and specific occupational knowledge, which we will now do by
reasoning about the concept of qualifications.
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Qualifications

Qualifications focus on the requirements of the work and are based on the re-
quirements of the task of the person who will perform it. Knowledge of the
work’s qualification requirements is assumed to be fundamental to the performer
in relation to quality at work and therefore qualifications can be related to the
work processes (Ellstrom, 1992), not to the individual. This means that someone
will implement these processes with the help of his/her vocational knowing to
meet the requirements of the task. Different occupations undoubtedly have dif-
ferent qualification requirements and require more or less implementation skills
and skillfulness of the performer. However, a pupil in VET lacks experience-
based knowledge of the work requirements and quality of work. In VET, this
means that the pupil needs to know which requirements the work requires and
how a good work looks. This imposes demands on the teachers” WPL supervi-
sors’ ability to exemplify, convey, and allow the pupil to experience core work
processes in order to learn what good work is and what qualities the work pro-
cess and results contain. Consequently, both the teacher and the WPL supervisor
are responsible for the quality of the pupil’s access during the education. From a
qualification perspective, this in turn assumes that the education, and especially
the interaction between school and working life, is such that it offers opportuni-
ties for meaningful qualitative learning outcomes (Government Bill 2008 /09:199;
SOU 2006:102; SOU 2008:27) where work processes and work demands are clear
for the student. In this context, the WPL training sites are extremely important.
Consequently, in relation to the concept of qualifications, the education should
provide the pupil with knowledge of the requirements of the work as well as the
ability to develop in different general competencies. Competencies and qualifi-
cations are therefore relational and contextual.

Thus, competence focuses on the ability of the individual to perform his or her
work successfully, with the ability to meet the qualification requirements of the
work at the right level in relevant contexts. This means that a skilled person has
both vocational knowing of the qualifications of the job and knowledge and skills
related to the subject. When the individual acts professionally, he or she can suc-
cessfully fulfil the requirements for the task at hand by using his or her skills and
thus demonstrate his or her vocational knowledge and skills.

Now we can summarize our reasoning using Ellstrom’s (1992) descriptions of
vocational knowing. Ellstrom’s reasoning of vocational knowing is based on
competencies and on the qualification’s concept. The former includes points 1-3,
and the latter points 4 and 5 below. Ellstrom’s concept categorizes the meaning
of vocational knowing through five relational competence concepts: 1) occupa-
tional competence such as formal skills, 2) actual competence, 3) utilized compe-
tences, 4) actually required for execution and 5) prescribed and demanded for a
job (ibid., p. 38, our translation). In his analysis of the concept of vocational know-
ing, Ellstrom assumes from the individual perspective in a working life context
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in which the individual’s versatile competence and the qualifications demanded
at work, are activated in the requested actions. As we interpret Ellstrom, we find
an individual perspective, an action perspective, and a claimant perspective that
meet the needs of an individual during the use of the relevant competence. This
is probably less applicable to an 18-year-old pupil who has usually begun his or
her skills building from nothing at the age of 16.

Discussion

In this concluding part of the article, we initially ask the question why ‘occupa-
tional concepts” such as knowledge, skills, competence, and qualification are not
included in the dominant discourse of quality in upper secondary vocational ed-
ucation and training in Sweden. To answer this question, we use Terning’s dis-
sertation (2016), in which she argues that since the late 1980s there has been a
dominant idea of society supported by market economy rationality - which has
been strengthened in the past ten years. Within this idea, concepts such as glob-
alization, competition, growth, higher productivity, individual freedom of
choice, and flexibility are seen as guiding principles in social development as well
as the narrative of quality in VET. This, as previously stated in the text, means
that vocational education and training is given value in relation to its ability to
make the pupils employable - the pupil’s value is assessed by his or her ability
to efficiently produce and thus generate profit and return for entrepreneurs and
shareholders. The demands for productivity for maximum growth also lead to a
focus on quantity rather than quality. This weakens the concept of quality and
contributes to the fact that quality in the meaning of occupational terms does not
fit into the dominant narrative about the purpose and objectives of VET. The con-
temporary focus on productivity and growth only creates space for an idea of the
pupil’s life whose dreams of adulthood are consistent with the employers. Ac-
cordingly, they are said to have a common goal to boost growth, which requires
adaptation to global conditions. Therefore, the time in upper secondary educa-
tion must be utilized as efficiently as possible, which limits the time for develop-
ing general skills and competencies.

Five years after the implementation of the 2011 curriculum, the admission fig-
ures for upper secondary education show that from the 2007 /2008 academic year
to the 2015/2016 academic year admission to vocational education has decreased
from about 42% to about 26% of youth cohorts (Swedish National Agency for
Education, 2017, table 4). Thus, it is possible to problematize the predominant
narrative of the pupil in vocational education who is said to be primarily practi-
cally interested and theoretically uninterested and whose interest primarily is
about adapting to the requirements of economic growth. However, is this iden-
tity really what the applicant for VET wants to be offered? In a survey, Panican
(2015) describes how pupils in the ninth grade of compulsory school describe that
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choosing an upper secondary vocational programme categorizes them as tired of
school, unmotivated and less ambitious. Choosing a vocational programme is
thereby perceived as a less attractive choice. It may therefore be appropriate to
critically discuss what it could mean in the long run to stick to a skill-oriented
training in which either the value of education itself or the products are seen from
another point of view than the market economy. How many young people are
prepared to choose a secondary vocational education and training that clearly
leads to a less flexible goal in working life - at a time when theoretical and higher
education studies are valued beyond practicality - and in which we value free-
dom of choice, flexibility, and individual development. The meaning of the con-
cepts of freedom of choice is expressed for the pupil in VET as to “avoid” studying
theoretical sciences, knowledge that they are not likely to be interested in or need
in their upcoming working life.

As we indicated in the argumentation above, there is no recognition of a
broader quality concept in a context where quality in vocational education and
training is discussed. We believe this understanding is not sufficiently nuanced,
hence we want to argue for a renegotiation: a renegotiating of a concept of quality
that also includes professional concepts such as vocational knowledge and skills,
competence, and qualifications. In line with previous reasoning, practical
knowledge includes more than a simple skill in doing. Being able to master the
complex practical knowledge and the multifaceted skills, as well as the under-
standing of the qualification requirements of the job, require long experience -
which is not reasonable to expect after three years of vocational education and
training. However, the employers expect that pupils of vocational education will
be able to master the profession in both familiar and new work situations imme-
diately after education, but experience has shown that this can hardly be
achieved. The attainment of professional experience is expected of pupils
through workplace-based learning. It is the WPL supervisors that will act as re-
sponsible for providing relevant, diverse, and authentic experience in the profes-
sion and its particular nature in VET.

In addition, within an extended meaning of the quality concept, an aspiration
must be added to understand the concepts of profession as a relational, interdis-
ciplinary, and contextual subject. In this way, VET can be given its rightful con-
tent and a relevant context in society. In our opinion, education can contribute to
formal competencies, while vocational knowledge and skills are more difficult to
achieve during a three-year education, as a pupil usually starts the professional
journey in the absence of knowledge of the particular nature of the profession -
he or she starts from zero. Another explanation why it may be difficult to achieve
the required actual competence may be that it is individual-based, while the pref-
erence in interpretation (demand) lies with the recipients, which in many cases
may have insufficient knowledge of the vocational education content. The formal
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skills and actual competence are therefore not consistent with the expected com-
petence. It does not do this, which is partly based on different ways of talking
about it, and partly that the recipients have different expectations. It is also af-
fected by the fact that the conditions for vocational education are not always op-
timal. However, if the requested competence is fully clarified, the result of voca-
tional education can achieve the correct level, i.e. in line with the formal
knowledge, competences, and qualifications required for vocational knowledge
and skills, and provide a vocational qualification with recognized competence,
which in turn is assumed to lead to employability (SOU 2008:27). Education in
school environment cannot teach everything that may be required in the future,
but it can create learning conditions and offer tools to meet the diverse needs of
the future (Helakorpi et al., 2010; Kilbrink, 2013). From a societal point of view,
education has other purposes than fulfilling the required skills of working life. It
should also provide schooling - which should be offered to students in upper
secondary vocational programmes. Finally, we argue that a lower focus on
productivity in terms of quantity would allow space to include recognition of a
broader concept of quality and thus include recognition of the school’s societal
assignments, which overall could contribute to increase the attractiveness of up-
per secondary vocational education.

Endnotes

1 The article has previously been published in Swedish at

http:/ /worldskills.se/vad-vi-gor/rapporter-artiklar/ i Fokus pd gymnasial yrkesutbild-
ning - En antologi om hur yrkesutbildningen kan forbiittras.

2The Swedish upper secondary school is a tuition-free form of schooling which offers 18
national programmes. Upper secondary school also offers introductory programmes
and programmes that deviate from the national programme structure. The national pro-
grammes are divided into two main areas where the student chooses either a vocational
track or a programme which prepare for higher education. Vocational programmes can
also be done as upper secondary apprenticeship training. In 2011, when the Swedish
upper secondary school was reformed, the focus of vocational education changed from
a broader civil education to an education for employability. Since this change was im-
plemented, the number of students in vocational education has fallen.
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