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ANN KARIN ORSET

THE MASK PEDAGOGUBE MPROVISATORTHE ART OF BALANCIN&RUCTURE AND
IMPROVISATIONWHEN TEACHING THEEUTRAL MASK

My research projeci Wor ki ng wi t h:Atstudy ofthe practica Work mfanadk
pedagogueso is based on a thematically conten
hermeneutics approach) ofdepth research conversations with five experienced mask

pedagogues in Norway and Sweden.

In mystudy, te t enaskpeflagogge r ef er s t o a theater pedagog
informal teaching competency in using the neutral mask as a resource indnaghartheater

education.

The termfine u t r a lrefens aoaté&aoching resource, used in theatre pedmgbteaching

contexts. It is anaskthatcovers the faceayith alimited degree of character (i.e. neutrahd

that may appear idifferent styles and materials. However, the bridging element among neutral

masks is the concept of creating a better tstdading and consciousness for sheden@about

the potential othe body to show stage prese and meaningfuéxpressionsj si ng oneds bo
It also relates to how one can develop the capability tintesal imaginative images as a

creativeimpulsaend a driving O6motor6é in theater worKk.

In addition to theconversations | have conductele researchlso relate to mgpbservation of

three of the mask pedagogueachingwhile working with the neutral mask. My personal

experience working witkhis paticular mask, both as a student dater on ag mask

pedagogueare seen as usefinl the study, both in relation to planning and conduciing his

positiongives me as a researchth an artistiand academivaluable insider perspectitzeAt

thesame time, this position might put me in a s
phenomenon that | investigate. This is a challenge | have to be aware of, and that leads to

interesting methodological considerations. Unfortunately, | cannot phefuattention to this

issue in the paper.

1 Kvale og Brinkmann(2009).



So far, | have focused on the followirgsearch questignin my study

What are the characterissof mask pedagogues use of neutral mask as an educational

resource, in light of an:

a) Art didactic perspective?
b) Esthetic perspective?
c) Epistemological perspective?

This paper is inspired by Keith Sawyers (2011) artitMhat Makes Good Teachers Great? The
Artful Bal ance of StBasedorhisuseofimprodisatiomagateonfor s at i on
teaching, andurther on theermimprovisatorfor pedagogues, | have sought to explooes

theseterms might be relevant when discussing some of the findings istoaly.

The term of improvisation can be traced back to the etymological definition of the Latin word
improvise referring to texts tied to individual perfoemces or single everftén my opinion,
teaching could be consideradique and quite similar tadividual performancg as every
teaching environment and session is unique and different from the mevieugiva that the
approach to teaching, the students, tiedacademic contesbmetimes might be quisemilar.

The teacher always carry out and perform a mo

Professoin theatrestudies Patric Pavisdefines improvision as a«Technique in which the

actor plays something unplanned, unexpected and invented in the heat of the MoBases

on Sawyearticle,and the definition presented by Pavis, | find that the term improvisator is well
suitedto definewhatmask pedagogumeans in my study.hle termimprovisationis parallela

suited metaphor to describe the practical work of the mask pedagogue as she acts professionally,
competentgoal oriented, intuitivand at the same time sort of holists related to her given

framework and demands of the situation she is faced with.

In my study, lalsofind it useful to include improvisation, as a term describingc#réain kind of
activity that is representaed thes t u d practicdl work with the ngral mask, as she acts out

on out on the floor While concentrating on the task given by the teacher, the student wearing a

2 Steinsholt og Sommerd2006, s. 13.
3 Pavis (1998, s. 181).



neutral maskvill create constant imaginative, internal images of surroundings that she has to
relate to. It mighbehelpful to hink of these imagethat she createmssortofan fi nt er nal
movi eo. | t serves as an impulse in her work,
out in the concept afesthetic doublin This principle is in its most simplistic form, the aiyil

to gain experiences in a role, differérm whoyoua r e i n ,ineaffaméwork off e 0

fictional time, place and space. The following can serve as an example of an exercise in neutral
mask that relates to the thearyf a e st h e tAs @hurdhrm yob Wakenug for thé very first

time, and find yourselfinbkus h f or e st owhicHiswery dpéndo expborthe c i s e,
student will develop new recognition through her creative and developmental approach. Previous
acquired knowledge arekperiences are fused together in new ways, and makes the learning
experience bothnewanduniqgqdeh e pedagogues in the study conf
newe a ¢ h °.fThestedént gain new experience and an enhanced insight and understanding
throughthe alternation of known and unknown, between structure and opelm#ss way, one

may say that shis improvisingwith the neutral masksomething that points to improvisation as

a suited term to describe what kind of work the student carries out.

Thedifferentmask pedagogues the study, refers to working with the neutral mask as a
collective mattewhere theyointly, together with the students, develop and explore the
educational work as they progress through the educational sessions thratighlmsercises
and reflectiorperiods In addition to thisboth the students and the pedagosh&re a joint
psychosocial responsibility in creating a safe fedan thework, where respect for the

i ndi vi dual 0 sinfcs Phe senost ofmbortrakd security is essenti@hen
working with the neutral mask, aisis considered asychophysical, personahdsometimes
emotionalactivity. A safe and secure learning environment encourthgestudents to express
oneself increative and intuitivactionsduring the improvisational worlBBased on the
aforementioned descriptions, it woldd possible to link the ideas presented by Sawyer on
collective improvisation, to the cooperation that goes on among the students, as well as the

students and th@edagogue in the teaching environment.

4 @stern (2001, s.111).
5 The mask improvisation is new each time, both for the student that carry out the improvisation, but also for
the students and the pedagogue that watches and interpret the improvisation out on the floor.



Accordingto Sawyerthe art of teaching is tied closely to the balancing act of structure and
improvisation: «Balancing structure and improvisation is the essence of the art of teaching»
According to Sawyer, thension createtieredevelops paradoxethé teacher paradox, the
learning paradoxandthe curriculum parado)that the pedagogue needs to navigate through as

well as balance in her teachifg.

In the following, | will try to account for some of tis&ructurd elementghat can be identified
when it comes to the mask pedagogues teaching in my study. The structural etamésiks

on different chareters, and can be material things and-n@terial conditions. It could be
academicallyartistic,social, indvidual, collective, formal or informal, explicit and unspoken
boundaries. Examples of structural conditions could be economical resources regulating the
access tmeutralmasks during teaching sessions, the time available for teachingdwheg

the daythe teacing takes placethe number of students, time for preparation, the quality of the
masks itself, and whether the physical locations of where the training takes place is suitable.

The mask pedagogues have clear rules on how students are toortiatenbsks, often called

Amask ruleso. Some of these are commthei cated
pedagogue, while othesse communicated as the pedagogue physically demonstrates how the
students should handle the mask. Rules mightdtettile mask should never be lifted through the

eye socked, but instead by lifting it from the edges of the mask. Furthesttligents are not

allowed to talk while wearing the maskndis always to turn away from thoséo observethe

mask session whlputting on or removing the mask.

Some of the more informal rules ways of handling the maskan sometimes take on an
appearance & bit mystical oritual concern Several of the mask pedagogues have procedures
for how they store their maskshen anchow they presents them to the students, and to whom,
if they allow, to lend them out to. When the maskenot in usethe masks areovered with a

piece of clothingoften made of velour.

Based on my observation material from studying the tiseutralmask in education, I find that

there is significant evidence to state, that the mask pedagogues teaching is distinguished or bear

6 Sawyer (2011, s. 2).
7(Ibid ., s. 3).
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the hallmark of a kind amproviseddramaturgy The pedagogwsdollows what could be
observed as an idea or a stuwal starting point, which they use as the foundation for their work

and which they could change and develop during the lesson

The training sessions | have observed lasts from three to fiveAlay® beginning, the

pedagogue has a strong presence laader, but steps back from this role, addbson

progresses, letting the students take charge and organize the activity within the understanding
and the framework as presented by her. When, how and to what degree the pedagogue delegates

this responibility to the students, is variable, individual and differentiated.

The lessons alwaygtart with somesort ofphysical warm up exercisedere the pedagogue

participates together with the students, leadmggn througtverbal instruction and showing Wwo

the exercises are to be performiéxt, thestudents are expected to rotate betwaawtical

exercises on the floor (with or without masks)d observation dheir fellow students. The

exercises are performed individualéglo orin groups of varying size, in front of the pedagogue

andthe rest of the clas¥Vhen one improvisation is donegwstudents get ready tnmter the

floor. (The students initiate tstep up to take part in an exercise themsebkresn though the

pedagoguesi nottelling whom toenternext, thestudents collectivelynaintain an overview,

assuring that eaaf themis able tatake part in th@ractical exerciseas much as they observe

the work of othersT he al ternating bet we eandtlelbservatioruol e nt s 0
fellow studentscan be regardeaks arotatingipul sed i n the work. The di
sequences of action in the teaching are recurring, but not repetitive. The teaching is marked by an
evolving and creative aspect, as theryiag out of a mask improvisation is never similar to the
previousone the students will establish new and individual, inner images that they relate to,

resulting in newly created visual expressions that gives the foundatioavianterpretation and

meaning makingamong the observers.

It is possible to conclude thtite studentsreate improvised actions both optaysicaland
mentallevel as theymprovise with the mask. Firgsheycomposeanternal, mental images that

serve as aasis for their physally improvisation.

Further, on, iis possible to state that the observapart of neutral mask workelated to

interpretation andheaning makings parial improvisational work, as it relates to the creating of

11



understanding of what person igxpressing while working on the flodoased ortheir own
knowledge and earliexperiencesThis is the case for both the students and the pedagogue as

they are observing the neutral mask improvisations.

As an integral part of teaching, the mask pedagogue has to relate to hetnkiut thestudents

out onthe floor, as well as those observing from the sideline. The pedagogue a tb petceive y

and interpretlifferent and sometimes parallel thingsttbecurs during the lessas of major

importance This, because forms thebasisfor being able tdor example make decisions and

direct further instructionsgflect together with the students on the work perforaretito assess
whether the students®ia been #fAin the masko (i .e. has manag
relate to this in a credible way during the mask improvisation). It is also a base foableitty

give the studentsonstructive guidance and feedback.

It might be somewhat chalhging for the pedagogue, trying to maintain a balance between on
theone hand, tryi ngwithoo tbhee pnaarstk péefforpeddihersl aitvieo n
student, while on the other hand, maintaining the overreaching pedagogical perspeetive
teachimg. Establishing an understanding of the fictmerformeddemands both sensuous and
focused attention towards interpreting what the mask improvisator is exprdgsengedagogue

has to immerse heef in what the student experiencéfsthe pedagogue chges focus to other
conditionsaway from the fictionsuch agor example the observirgjudents, the fiction thathe

has established will be broken. In working with the neutral mask, it is possible to state that there
are equal numbers of fictionafrlds as there are people in the room. However, what is
communicated and expressed through the improvisation is still a common point of reference for a
joint dialogue and reflection, as it relates to d@hdity to makeexpression usinthe bodyand

the factthatthe exercises are based on themes that are cofemaihhumans. This can be

waking up thediscovey of different things and surroundings, and making a departure.

In my conversations with the mask pedagogunesag of thenexplicitly definessort ofa

teaching theory. Based on the way they elaborate on their pedagogical practice and experience,
and myobservation of several of their lessphBnd that it is possible to relatethbee d agogu e s 6
way of teaching to aonstructivist, inquirybased and diagic inspired teaching approach. In

Sawyero6s article he underpin that constructiyv

12



of scaffolds® In my study, | find that it is possible to regard the use of neutral mask as a sort of
scaffolding. It isa training tool that leads to valuable insights and experiences that will be
beneficial for the individual student in her future work, long after she has taken off the neutral

mask.

During my researcht also showshat mask pedagogues value their pcattexperience with

mask work as crucial for how they plararry out and succeed in their teachiflge pedagogues
describes how expansive experience from teaching has given the necessary confidence, and
sense of security, to facilitate and individualilzeir teaching, leading to an ability to put their
own academic mark on the teachings, and differentigtiingm the way they themselves were
taught The individual experience, as pointed out by the mask pedagogues, is also considered
crucial in evaluahg the work of the individual student, as well as the ability to tiieen

concise feedback

In this paper, | have tried to give ampressiorof the mask pedagogues teaching situation, when

using neutral mask as pedagogical resource to help students investigate and develop the ability to
makeexpressioron stage. By referring tifferentstructuring relations concerning the
pedagoguesd teaching found in my study, I try
situation that the mask pedagogue stands in, while trying to maneuver between structure and

improvisation.

Inspired by Sawyerarticle, Ifind thatdue to my studythere isabasis for claiming that a mask
pedagogu@ ability to improvise, as manifested in the balancing between structure and openness,
can be regarded dsafi dofteaching. At t he same tthameiskihdoivant t o
pedagogical improvisational work further on may lead to great Artistic Expressions, as the

teaching of the mask pedagogue contribute to give stuthentgpportunity to gain experience in

mask improvisationthat further can give themprofessional and practical springboard for

creating artno matter if it is within differentmprovisational Art expressionsr not.

References:

8 Sawyer (2011, s. 3.
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KARI ANNE RUSTAND

A STUDY OF CONCEPWRITING ACTS VS GEBNR

Buskerud and Vestfold UniversitgliEge. Department of Langua@tudies
kari.anne.rustand@hbv.no

My PhDstudy is a qualitative analytic study of modes and desigim weblogs by teacher
students studying Norwegianin their 3rd year of Teacher EducationThe mainaim of the
study is to analyze how students position themselves by using modes and design in relation
to their future profession as a teacherHow do they position their selvegidentities), the
subjectand their relation to other® (Ongstad, 1999, 2004; Ongstad, 2012)usetheoretical
concepts fromsocial semiotics about multimodality and desigr{Andersen, Boeriis,

Maagerg, & Tgnnessen, 2015; Jewitt & Kress, 2003; Kress, 2010; Kress & Leeuwen, 2006;
Selander & Kress, 201Q)built on systemic functional linguistics(Halliday, 1978; Halliday &
Matthiessen, 2004; Maagerg, 2005)

The empirical material consists of screen shots aveblog postsfrom an advanced
Norwegian course forteacherstudentsin. The studentsaim to become Norwegian teachers
for 1st to 7th grade in primary school. Bloggig has adidactic purpose, as part of letting the
students gain experience with producing shject related posts, using various types of
modes and designsn digital media. The purpose is also to exchange knowledge and write
to learn in acollaborative environment. A post is a limited unit, usually within one topic. In
addition, the post is a pat of a larger design filling the screenWordpressis the weblog tool
used for these postsThe content of the posts is related to the topics in the curriculunThe
weblogs are assessed by being approved/disapproved twice; at the end of the autumn term
and spring term (students are not givengrades). Only two of the posts in each student
weblog have specific taslguidelines given by the teachers. Choices of genre, modes and
designs for the rest of the posts are uptthe students. Each student ifee to choose a
predefined template and theme. Combinations of colws, fonts, columns, modules/boxes

and styles are also available for the students to choose.

15



Within the frame of this paper presentation, my intention is to explore the concepts
of writing acts vs.genre as part of the theoretical views in my Ph.D. The question in this
paper will be:
How can writing acts/writing actions  or genre be adequate concepts for my Ph.D.?
7EAOA AT OEA AT 1T AADPOO OAT I A mEOiioe (1 x AAI
my study?

| consider language as formed and changed according to use in society. Interaction between
modes and designstéxt) and contex, and the connection between the conceptsneaning
function and systemare fundamental keysto understand language as social semiotics.

Modes and desigrare seen asunits of meaning that filla function in a situation of
communication. | will explore the conceptswriting acts and genrewithin this

understanding. My aim is also to see these conceptsan educative context inight of the
articles by Sawyer(2011) and DeZutter (2011). | seethis paper asan interdisciplinary

study, and as an explorative part of the theoretical background for my Ph.D.

To operationalize theexploration of the concept ofwriting acts, | will apply the
dynamic model ofThewriting wheelby Ragnar Thygesen edl. (Berge, 2005; Evensen,
2010; Fasting, Thygesen, Berge, Evensen, & Vagle, 2009; Solheim & Matre, 20l#Hacts
of writing in this model are located according to writing purposes. | expect to find various
categories of acts of writing in the weblogs; some might be more dominant than others
might be. The concept ofjenrewill be explored by looking into genre theory(Cope &
Kalantzis, 1993; Kress, 1989)

Research on digital writtenmodes and designsn digital tools used for learning
purposesare important for the development of solid social semiotic analytical approaches
and method. They also form théasisfor further studies of how digital texts (modes and
design) may be used as pedagogical resources for teacher educational purpose earlier

use of concepts and their definitions are important to consider before using them in my study.
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NORA SITTER

DEFAMILIARIZATION AND WIE AWAKENESSMPROVISATION IN REFLECTING ON
ACTION

Improvisation in an educational context is more often associated with reflectiom actionthan on
action (Schon, 1983, 1987). In this paper | discuss the possibility for a more imgvisational
approach to the latter, reflectionon action arguing that also this activity may take advantage of

elements of improvisation.

Introducing the concepts of defamiliarization (Sjklovskij 1916/2003) and wide awakeness (Greene,
1978, Shutz, 1967) discuss some aesthetical and ethical dimensions of improvisation, focusing on
improvisation as a quality of increasing our empathy and sharpening our senses and feeliragsl

our critical thinking. | argue that cultivating improvisational qualities within education, may
encourage connectedness with the world and our responsibility to our self and the other (Bresler
2006, Eisner 1994, Arendt 2003).

The concept of improvisationcomes from the latin wordimproviso, which meansnot seen before.

AEEO AT 1 OAET O A bl OOEAEI EOU &£ O OEA AOOEOO xEi h A
OEA EZEOOO OEi Ao OEOI OCE OOEiI ¢ AAZAT EI EAOEUAOGEIT 1
1916/2003).

According to Sawyer, experienced teachers arddblOOA O AO O60EI POI OEOET ¢ ET OAOH
unique flowodat the same time as they are more structured than their less experienced colleagues

(Sawyer, 2011:1). This may seem as a paradox, but the point that structures and frames may foster
improvisation is a point that is well known to teachers involved with dramand impro-theater (see

1 E] 00T T AR pwxwds ! 0 3AxUAO DOOO EOJ G63EEI £O01 EI D

Z A N N o~ A o~

OOOBOAOOOA AT A AOAAAT I 6 j 3AxUAOR ¢mppduQs

Facing an uncertain future, lhe ability to be creative and to improvise becomes even more
important (Gardner, 2009). Being present, sharpening the senses, thinking and reacting creatively

upon what happens in the very moment, may preserve human dignity or even save lives.

Facing an wmpredictable future with diverse threats to humanity from the both inside and outside

the educational system, it is increasingly important that we focus on how we can encourage
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development of improvisational skills and divergent thinking within the educatonal field. Not only
may improvising be a way of coping with change, but also as a way of aesthetically reconnecting
with the world in dialogical and responsible way. Atthe same time it is important to critically

reflect on both the past, present and théuture. The vital importance of critical reflection in school

AT A AABAAGETIT EO A PITETO I AAA AOUOOAIT Al AAO AU Ai
| OOAExXxEQUG6 j! AT OTTh pwooefTpwwypdh 'EOI 0@ A 111 xETC
-ECEO wAOAAOQGEIT -AAT 1 FOAO ' AO ' EOAEAd 2A0OEOEOET C

read this articles as reminders of the importance of a critical improvisation of sensory and cognitive

alertness in able to spot attacks against humanityiany disguise (Giroux, 2005).

Sjlovskijs concept of defamiliarizationpstranenie,is usually associated with art and literature. He
describesostranenig in art as a device for reconnecting with our sensory perception of the world.
Dewey relates in a snilar way fantasy with the quality of seeing old things in a fresh way (Dewey
1935/2004). | argue that the concept ofostraneniealso is of value within an educational context,
since it affords a double desautomatization of both the perceptions and thoutghand thereby the
potential of stimulating transformative learning through enhancing both new feelings, thoughts and
actions. Said in other words defamiliarizing educational and reflective practice may have a

potential of creating new habits of both bodyand mind, avoiding homeblindness.

In my PhD-project Dialogical perspectives on the development of a varied reflection design in school
and teacher education explore how defamliarization may be fruitful as a concept and device to
design reflective workshops using aesthetic approaches to critical reflection on action. The

reflective workshops were carried out after the research and development proje@PACE MEbout
Man in the Universe | tried out a varied and operended research design, where partigiation,

dialogue and changes of perspective were key concepts informing the attempt.

In my project | argue for pushing the genres of reflectionn actionaway from the traditional verbal
dominance (speaking and writing) and take advantage of more variatioin tools and expression
forms. | argue that aesthetical and multimodal approaches to reflection on action calls for both our
sensory alertness, being present in the moment, improvisational skillsnd our critical thinking. In

line with Sawyer | argue tha it is possible to design for this; balancing improvisation and structure.

Educational Philosopher, Maxine Greene (1978) also touches upon this topic, by discussing the
term wide awakenesswhich she has borrowed from the social Philosopher Alfred Shu(t967).

Greene is concerned with the ethical side of concept rather than the aesthetical side. She limide
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awakenesdgo heightened ethical and dialogical awareness, unlike the opposite: paralyses and
indifference. She also connects wide awakenesstoBA 06 O AT T AADPO 1T £ OAT EOQOAT AO«(

fitting well with the art of defamiliarization and the context of this paper.

Professor Elliot Eisner, looks upon teaching as an art (Eisner 1979 in in Sawyer, 2011:4) Eisner

discusses the potential for artisticand aesthetic approaches to pedagogical development and
OAOAAOAEY 6000 OEI Pl Uh OEA AOOO EAOGA 11 111T1HITU

" OAAT A0 AT TAADPO T &£ xEAA AxAEAT AOO xEOEET A AOAI A
hAO OEA AADPAAEOU O1 CAT AOAOA Ai PAOEU AT A AxAEAT Oc
OOEOEASd AU OEA AAO 1T &£ AAEAT E1 EAOEUAOQEIT 4 OOAATT O
OECT EEAEAAT ARG | WEOT AO p wwT njy Phltbdoject tB &plored@ cdadept | ET A x
of defamiliarization in relation to improvisation as a sense awakening and thought provoking

devise through its potential for encouraging a combination of empathy and distancing. The

consequence of these thoughts i&n effort to design for improvisational reflection thatconnectshe

affective and perceptual with the rational, conceptual and cognitive. Agreeing with Sawyer that

OAAI AT AET ¢ OOOOAOOOA AT A Ei POI OEOAOGEITT :BO OEA AOGO
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ANNA RIGMOR MOXNES

HOW DO THEY MAKE TEREFLECTz WHAT DO TEACHERS BARLY CHILDHOOD
TEACHER EDUCATION O©@ FACILITATE THE FEECTIONS OF THEIRSGDENT
TEACHERS?

Keywords: Reflection, gofessional judgment, teaching of pedagoggtudent teachers, tools for

reflection

In this article, | will discuss howteacher educatorstry to embed for student teacheréreflection in
Norwegian Early Childhood Teacher Education (ECTH)am discussing whether eflectionin a
particular context, sich as a teaching situation in a University classroom, might act adasic

OA A BE ARQ@U TpidfesBiéhd@ judgment. Professional judgment is based dhe practitioners
reasoning,confidence acountability and answerability (Molander, 2013). This connects
professional judgment to the process of thinkingDewey (1997, s. 9)escribes reflection as a way of
thinking, that challenges the mind, where uncertainty and systematic inquiry are important
elements (p. 13) In interviews with pedagogyteachers and observations in their university
classrooms, my interest is on how teacher educators facilitatesstudentsoreflection on the

theoretical and practicalchallengesin their teaching.l am wondering how teachers use various
physical and intellectual tools or artefactSaljd, 2006)to inspire their student teachers to reflect
and how the teaching of pedagogy might stimulate the abilities of these groups of initial teachers for
their future professional judgment | theorise and problematize theuse of tools/artefacts for
promoting reflection in the teaching of pedagogy ileCTE as an attempt to get a grip on what they
do to make them reflect Interwoven in the discussion areexcerpts from interviews and vignetteD &
from observations that illuminate how University teachers work to encouragetheir students to

make use of the variougools for reflection. | also aimto questionwhat qualities these tools have

with regard to promoting reflection, as facilitators forfuture professional judgment.

Introduction

Reflection is a frequenly used concept incurrent curriculum documents for Norwegian ECTE
(Kunnskapsdepartementet, 2012). In the curriculum document, reflection is seen as a professional
value, and is used in contexts such a@eflectoni OAO AOEEAAI NOAOOGEIT 1T 66 AT A (
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OA £i1 A Redttivd congpetence and the ability to reflect oveinformation and documentation in

their daily work is required for the initiate-teacherssfuture wor k in Norwegian kindergartens
(Kunnskapsdepartementet, 2011) To exercise professional judgment is a skill that develops

continuously through participation in specific practices. Professional judgment is a process of
reasoning(Grimen & Molander, 2010) and by being able to exercise reasoning, reflection might be

recognised as the activity that leadshe practitioner into ambivalence and uncertainty.

Ambivalence and uncertainty are essential feelings for the practitioner to be in touch with to allow

ethical considerations and be better prepared to make accountable decisiofidewey, 1997; Larsen,

2014). My intention is not to make reflection the answer as to how to do professional judgement,

just to ask if there is a connection. According t8gndena (2002)the risk of the phenomenon of

OAmEI AAGET1T ET EECEAO AAOAAOQOEIT EO xEAT EO OAAAITI A
student teachers try to become the same as someone. | am asking how ECTE is embeddég

AAE]I EOU A O 000 ASsadeda] 2808,1s.097jand Beedink &hEnitaCadeepting new

thoughts in early childhood education (ECE).

The research questions that | will address in this article are as follasyhow do university teachers

work to justify for their students the use of various tools for reflection?Vhat qualities dothese

tools haveas regards promotingreflection?

417 CAO Al T OAO OI OxEAO OEERAAOAMIATOHNAA AFRA TAERIOGEA A X
EOQOACAI AT 06 AO A AT 1 AADPO EduestdesAThahidbecadse iWAMOET T AA OA
investigate what pedagogyteachers are doing to facilitate for reflection and to question if this

facilitation might foster OEA OOOAAT 008 AAEI EOEAO O1 Al OOAT OAAT A

Design and methods

To answer the research questions | have carried out a qualitative methodology, where interviews

and observations became my selected strategies to collect information. Through theopess my

research strategies have turned out to carry elements of an abductive study, since the influence

comes from both theoretical and empirical approachefAlvesson & Skoldberg, 2011, s. 56)

collected data fromobservations of university teachers teaching pedagogy arftbm interviews

with the same teachers before and/or afterobservations. Throughout the process of interviewing

and observing, | carried out literature searches about newer ECTE research on my two focus

AT T AADOO OOAAEI AAOGET 18 AT A ODPOI Ak Cobeeting ohthe EOACI AT OB

empirical material in connection with reading have influenced each other heavily. This cluster of
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approaches from theoretical studies and work with transcriptions of empirical material has

provided the opportunity to consider this work both as a conceptual and practical contribution.

111 TAOAOOABGET T O AOA OIl EOAAG xEEAE | AEAO EO DPOT Al
out there. A fascinating aspect with observations is that what we see, is just one part of what we
acknowledge through our observations(Lagkken, 2012, s. 11)What | actualy observed in my six

university classroom-observations and my personal reflections and feelings while | am observing

might have influenced each other. To try to avoid this | brought paper with me to write down

observations, and a small notebook for my peonal reflections, and the feelings, which it was

possible to verbalize etc. The students were given written information before | arrived, and |

OOAOOGAA T U TAOGAOOAOQEIT AU AOEET ¢ OEA&KenBRADI EOOET I
Interviewing the university teachers happened on some occasions before my observations, on other
occasionsafterwards. With most of the candidates, | did my interviews both before and after their

teaching. Some of the interviews | did with one informant; other informants suggested a group

interview before teaching and an individual talk afterwards. For me an iportant element was do

this in a way that the candidate would feel confident.

Theoretical framework

To do analysis of a tool or artefact in use in teaching, it might be of relevance to start the theoretical
framework with a discussion of what tools or artfacts might appear in this particular context.
Theorists that might substantiate this part of the framework areSaljo (2006), Habib og Wittek

(2008); Wartofsky (1973); Wittek (2011, 2012). An interesting element is to expand tools with
artefacts. According towittek (2011, s. 161)artefacts includes all kinds of cultural tools, but also
representations for these tools. This allows tools to be more than physical elements; they can be
different kinds of representations for the physical, which are open to thoughts, facts, words and

other kinds of representations connected to reflection.

In the article, based on the study of literature, | will suggest three different theoretical approaches

as a base from which | can analyse tools for reflection. The first approach is what | describe as a

OAl AOOEAAT A Denwdy (¥ FaddschdndZb010Thdir theories are especially visible

ET OAOGAAOAE AAT OO OAAE AAOEAIN AR D Ok 4/ AR O KOE A8 ASERE I
OOA £l-AADEBENT 6 AOA Al 01 ET AEOANOGAT & O@Bikelaid& . T Ox AU
Carson, 2013; Lauvds & Handal, 2008) 4 EA OAATT A APPOT AAE ) AAOAOEAA
builds on Reggio Emilia inspired theories and critical approaches, and these authors have

influenced Norwegian ECTE in laér years, especially in connection to project work and the concept
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I £ OPAAACI CEAAT AT AOI AT OAOEI 18 xEEAE AOA ET OOA E
kindergartens(Kunnskapsdepartementet, 2011) (Examples of theorists: Dahlberg & Moss, 2006;

Dahlberg, Moss, & Pence, 2002; Kolle, Larsen, & Ulla, 2010; Lenz Taguchi, Moss, & Dahlberg, 2010;

Rinaldi, 2009; Aberg & Lenz Taguchi, 20060 4 EA OEEOA ADPDOIT A2082, BM@ETI AO 11
conced | £ OP1 x AOEOA ORAGHEH RADEVAASBAAOET T ET O OAAAD Ot
also offers an analyseelement when she asks whether reflection in higher education might end up

1 EEA A OEETA 1T &£ AAOAAOET 1 Also irspr€®bn@egianECTEjinBager p wx 48
years. Elements from these three different approaches can act as frameworks for the future

analysis These theoretical frameworks might help to visualize how university teachers work to

justify the making use of variots tools for reflection and to be able to discuss thgualities these

tools might haveas regards promotingreflection.

Analysis and relevance

In my attempt to examine, what pedagogyteachers aredoing to facilitate for reflection, my
preliminary findings tell me that there exists a genuine belief among my informants of the
importance for the students to reflect. In some of the interviews, the informants say that they use
professional judgment as aoncept to justify for students why reflection is of importance. The
analyzing process will better visualize what kind of arguments are in use and the connections
between what has been given as information in interviews and what is being done in the
classooms. My choice of questions for the interviews and my personal biases may have influenced

the result, which also needs a critical discussion to give this work relevance.
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ANNE JORDHUSIER,
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CONTENTROLE AND MISSIODF THE NORWEGIAN MUBIPAL SCHOOL OF MICSAND

PERFORMING ARTA DISCOURSE ANALY®S THE CONTENT, ROBARID MISSIONDF

THE NORWEGIAN MUNIBAL SCHOOL OF MUSAGID PERFORMING ARTESMPA) AS
FOUND IN REPORTS ANDF-FICIAL DOCUMENTS.

With this article, | am looking for discourses constructing the content, role and mission of the
Norwegian municipal school of music and pdorming arts (MSMPA). In order to do so, | will be

AT ET¢C A AEOAT OOOA AT AT UOGEO T &£ OAPTI OO0 AT A 1 EEE
analysis is based on Laclau and Mouffe's discourse theory. My interest in writing this article derives
from my Ph.D-project where | am investigating theprofessional identities of music teachers in
MSMPA.

EA

In Norway, the law obliges all municipalities to run a MSMPA, or to cooperate with other
municipalities to fulfil this requirement. However, the law doesnot say anything about the

content or curriculum of the schools, but it states that there should be collaboration between
MSMPAs, the school system, and the local cultural life. This thinking has developed into a
national aim of the MSMPAs being local resoce centres for music and arts, as found in both
the former and new curriculum for the MSMPA, as well as in the strategy plan for the MSMPA.
One of the questions | ask in this article is what it means for a MSMPA to be a local resource
centre. Is there adiscursive struggle or has one discourse achieved (temporarily) hegemony?
IsitapartoftheOl AEAT AAI T AOAOGEA AEI | Fas@ictd@edid AT A A0OOO
Kulturlgftet | and 11, or is it part of the entrepreneur discoursavhere the MSMPA is suppged to
renew itself, expand and produce great performances?

Being a local resource centre might be the most important thing for the MSMPA in tkecial

AAT T AOAGEA Oi OOEA AT A A dubthere/Ebuld belothdr istduisédsU6 AEOAT O
constructing the content, role and mission of the MSMPAhe Norwegian Council for Schools of

Music and Performing Arts states that the MSMPA should be characterised by its high quality

and rich diversity, andthat it should nurture both talent and social inclusion The phrases high

guality and talent could fit into atalent or specialisation discoursenvhereas rich diversity and

social inclusion fit into theinthe OT AEAT AAIT T AOAOEA Ol OOEA AfThéd AOOO
current government in Norway, a coalitionof the Conservative and Progress parties,
emphasisestalent and talent developmentn their culture policy.

The MSMPAs are not a unite group of schoaols, as the curriculum is not enshrined in law and
because the activities they offer varies a lot. Howeveit, seems to be aunity discourseseen for
example in the curriculum enacted of theNorwegian Council for Schools of Music and
Performing Arts. Alocal or diverse discourseould be located among the MSMPAS, especially
small schools.In the discourse analwis that | will be doing of reports and official documents, |
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will find even more discourses and discursive struggles. In addition, is there different actors
trying to promote different ways of filling the content and role of the MSMPA?

The relevance of this article is firstly the value of music and arts for humankind. Therefore, as
the Norwegian Education Act states (since 1997) that all municipalities are obliged to ruméSMPA
or to cooperate with other municipalities in fulfilling that requirement, the MSMPAIs a significant
amenity for children wanting to participate in cultural activities and for their parents and the
communities to go to concertexhibitions and performanceslt is also a large and important
vocational arena for music teachers. To be conscious about the discoursemstructing the content,

role and mission of the MSMPA is therefore important for both the teachers and the society as
whole.
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Stord/Haugesund University College

WRITTEN ARGMENTATIONz ONLINE AND OFF

Introduction

Research has shown that students do not master argumentative writing as well as narrative

writing, and when given a choice, often choose other assignments than argumentative writi(igell,

2009; Bjgrklund, 1983; Utdanningdirektoratet, 2008) A large, Norwegian study of final exams after

10t grade shows that only 10z 15 % of the students choose to write this type of text at their exams,

while 65 z 75 % choose to write narrative texts. The research group concludes that the students

ATT60 mAAT AT 1 £ OOAAT A AT Athadefore Ohodse vihat théyEhiaikKis OUDA 1T &
easier and more securgnarrative writing (Bell, 2009).

I have studied 16p x UAAO T 1 A OOOAAT OO8 A OcdgudiorbdirdiBndA OA@OO
while writing to different audiencesz in this case the audiences in question are the teacher and the
open public online

Research questions

Me research questions for this study arddow do students construct their argumeatation when
writing argumentative texts in an open, onlineliscussion forum, compared to when they write to
the teacher aloneAre there systematic ways in whictthe expected audience influencethe
argumentation?

Method and data

Before | started my study, | gave a short questionnaire to 206 students on the saswool that my
informants come from, asking them whether or not they write argumentative texts outside of
school, and if s@@ where, and about what topics. 42 (20 %) of the students answer that they never
write anything outside of school. 137 (66 %) answethat they sometimes write argumentative

texts outside of school, and only 27 (13 %) answer that they write such texts often. Facebook is the
arena that is definitely most used for written argument outside of school. Other arenas are different
discussion brums and interest groups, and newspapers online sites.

Initially, | wanted to compare school texts to texts written by the same students in their free time,
but it was difficult to find informants who wrote such texts on their own initiative, and at thesame
time consented to give me these texts and school texts. | therefore decided to give a class of social
science students a task to write texts on an online discussion site where most contributions come
from youth and young adults who write there on th& own initiative, supposing that writing on

such a site might influence the way they construct their texts, even if the task was given in school.

My preunderstanding is that the argumentative texts that young people read and sometimes write

on their own time, are of a different kind than what is normally required in school, in newspapers

AT A ET OcCOl x1 Op 1 EZAR68 )1 OEA Ui OGOE AOI OOOAh OEA
Al O EO6h OAAOA OI OAEA A OO AnttélégicAgtodndsdor yolEl OOE R x E
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standpoint, or stringent arguments, whereas in school, they are normally expected to meet such
requirements.

My research falls under the category of Writing research, where student texts form the primary
data.

A class of socihscience students (aged 14.7) used one school day to work with debates in social

OAEAT AAOh AT A ) xAO All1TxAA O OPAT A OEA AAU xEOE

of argument, and showed them some online discussions to stydThey were required to write at
least one contribution to an open, online debate forum about something relevant to their social
science subject in school. They were also asked to write an argumentative homework text about
preventing crime, for the teache to read.

The whole class took part in the project day, but a few were absent. | asked for a written consent
from the students to let me use their texts, and in the end, 17 of the 25 students in the class had
handed in both texts, and consented to givinme their texts for research purposes.

My data is, then, 17 texts retrieved from the discussion fora online, and 17 homework texts handed
in to the teacher. In this articlel analyzethe student texts, look at how the students constructed
their arguments, and see if there are systematic differences in the argumentation in the texts
handed in to the teacher as homework, compared to the texts posted online.

Theoretical framework

To analyze the argumentation in the student texts, lu2 OAD EAT 41 &éntatoh adel, AOC O
in which each argument contains &laim, andwarrant and data for this claim (Hauge & Horstbgll,

€1988). It may also contairbacking, qualifiers and conditions of rebuttal This model is supposedo

be a universal analytic model, applicable to almost any argument anywhere.

The uses of argument (1958), and the Toulmin model has from that time on been used and
interpreted in many ways. Already in 1960, professors Wayne Brockriede from the Univergiof
lllinoi and Douglas Ehninger from the University of Florida, combined the Toulmin model with
classical rhetorical theories, and suggested a classification of types of argument based on the

x AOOAT Oh ET OEAEO AOOEAI A G&4iTOIATEAl ADIDIAGGDEAT G j!p

typology is used also by Jargensen and Onsbergs in their bdetaktisk argumentation(practical
argumentation) (Salomon, 2010) They divide the arguments into five typesvith intellectual appeal
(sign, cause, classification, generalization and comparisédnpand two with emotional appeal
(authority and motivation). | use this typology to categorize the argument types in the student
texts.

Based on these analytical tools,will be able to look at the general quality of the argument when it
comes to questions like; does the argument have the data to support the claim? Is the claim a logical
one based on the data? Is it possible to reconstruct a warrant which makes the claiahevant to the
data? What type of argument do the students use? | will not be evaluating the more subject specific
guality of the arguments.

Findings

° Bfogkriege a,ndA thinger ha\ie SiX categorieg o]‘ argument wi’thAinteIIegtu’aI appea[, Jergensen a}nd Onsb\er,g )
EAO AT i AET AA Oxi 1 &£ OEAOGAh AT A OOA EEOA AAOACIi OEAOS
Jargensen and Onsberg are combingdli OEA AAOACIi OU OAT i PAOEOI 168
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One finding is that the students make a lot of claims which are not supported by any data
whatsoever. These can not be called arguments at all, they are just claims. This is not very
surprising, and | believe this is one of the things the teacher must work hard on trying to explain to
the students.

The main differences between the texts written for the diffeent audiences, is that when writing to

the open public online, the students use more of the motivational arguments with emotional appeal.
These include appeal to moral and ethics. When writing to the teacher, the students use more of the
arguments with intellectual appeal. When they do use emotional appeal in the teacher texts, they
tend to argue on the basis of authority rather than motivation. The students also more often use
data like statistics and facts collected from external sources when writing tine teacher, than when
they write to the open public.

When writing to the teacher, the students seem to strive for an ideal where they base their claims
on facts, numbers or external sourceg this ideal seems not to apply in the online context. However,
the quality of the argumentation is not necessarily higher in the teacher texts. Sometimes the
sources are questionable, numbers are used in the wrong way, or the argument construction itself
lacks important elements. When writing the online texts, studerst to a greater extent rely on their

I xT 11T0AT AT A AOEEAAI EOACIi ATO AO AAOGEO &£ O OEAEO
or less successfully.

Educational significance

Based on the knowledge about how the students construct their argumentghen writing to

different publics, we might be able to develop a way of teaching argument that might strengthen the
OOOAAT OO86 AOCOi AT O xOEOET Cch AT OE ET OAETTI AT A EI
21stCentury, we are in the process ofying out this in our collaborating schools through an

intervention study, where we try to give the students a theoretical understanding of and the terms

to discuss the necessary elements of a stringent argument, and practice using them in debates and
identifying them in texts.
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Abstract

The articleisbased@am et hnographic study of two drama teach
teaching in Icelandic basic educatidhh e backdr op for this research is
has been added as a key learning area in the Icelandic national framework curriculum. | have conducted

an ethnographic study of the culture and context for drama in two primary schBagkjavik following

twodr ama teachersd wor k t hr2014.glhhava tusedt dbservatiom, hvideo | y e
observation, i nterviews, teacheros diari es, and r
analysis. In this article | aborate the following research questiéihich elements of ecologies of
practice seem to be of i mportance for drama t ea:

scrutinize the school cultures through the practice architectures, formulated bynSteptais.

Introduction

The background for this article is that the Icelandic ministry of education has added dramatic arts as a key
learning area in the national framework curriculum, and that drama can be taught as a scheduled subject
for all pupils in kasic education (The Ministry of Education, Science and Culture 28fe§)herKemmis

et al (2014), argue that by changing education involves not just changing the way teachers teach or
student learn, it always also involves changing the practice architedaund in particular sites and the
ecologies of practices that hold together the different practices thakistoin interdependent

relationships with one another.
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Transforming a social form like the school or a curriculum or a particular kinpedégogy
requires transforming the practices that produce and reproduce it. Transforming a social practice,
in turn, requires transforming the social forms that produce and reproducelitding the social

forms hidden in the intersubjective spaces bycllpeople comprehend one another, coordinate
with one another in interaction, and connect with one another in social relationships (Kemmis et
al 2014, p 7).

This article aims at given an answer to the research quegtioich elements of ecologies of gliae

seem to be of importance for the drama teachersod
Theoretical foundation

The practice architecture and the theory of ecologies of practice formed by Kemmis et al (2014) will be

the theoreticallensesfor this article. The idea regarding practice architectures is that when a teacher

enters a community of practice, like a school, this site is already formed. The site has its practice
architecture regarding sayings (a semantic space), doings (physicatisp@ca nd r el ati ngoés
space)The teacheroés own well being is dependent on |
ecologies of practice d{stinctive interconnected webs of human social activitiebaracteristic
arrangements of sayings, doingsaadrat i ng d s ) Jndeesdary o order and dusiam la practice

as a practice of a particular kind and complexéyyractice can be part of the practice architectures for

another practice e.g., (teaching or student learnirggk within the communy of teachers, colleagues,

and institutional s et t how gracticésoare interdepand®rih éhe caseeof 6 s wo |
education, particularly practices of (1) student learning, (2) teaching, (3) professional learning, (4)

leading, and (5) reseching.See fig 1.
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{teaching) Chearming)

Fig 1. The theory of ecologies of practice (Kemmis et al, 2014)
Methodology

Within a sociocultural frame of understanding | am making an ethnographic study of the culture and the
contextof two drama teachersdé experiences in the cont
An ethnographer studies the meaning of behaviour, the language and the interaction among members of a
culturesharing group (Creswell, 20006 Re i | ). Ethnogkaphyis?an openresearchmethodology,

which is basedon deductive researclogic. This means that the researcher goes into the field and meets

with those that are being researched, dwells with them over a period of time, communicates with them,
andshares in their experiencé€SavinBaden & Major, 2013)Ethnography gives voices to people in their

own | ocal context, typically relying on verbati
(Fetterman, 2010). By using Ethnography the story is ttaidugh the eyes of the local people (drama
teachers) as they pursue their teaching in their own communities (theiradass Ethnographer is
interesting in both wunderstanding and describing
perspetive (Fetterman, 2010 p. An social constructivism, individuals seek understanding of the world

in which they live and work in. They develop subjective meaning of their experiemaings directed

toward certain objects or things. These meaningvaied and multiple, leading the researcher to look

for the complexity of views rather than narrow the meanings into few categories or ideas (Creswell,
2013).The aims of ethnography involve an attempt to examine and comprehend the perspectives of those
under scrutiny; in this case, the teachers. | produce cultural portraits inspired by narrative inquiry
(Webster and Mertova, 2007) as part of my ethnographic thick description.
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Data collection

The data collection was conducted over one school year in 2Q034. In my fieldwork |

observed twalrama teachers, Jéhanna and Kari, in two compulsory schools in Iceland. One
teacher is an experienced drama teacher and the other one had just graduated as a teacher in the
beginning of the research. | visited eachagdhmore than 12 timegver the past school year. |
gathered different types of data: field notes, (video) observations, | interviewed both the pupils

and theteachers and | ask the teachers to write aTbg. datasource, form and used of the data

can beseen in fig. 2

Data source

Form

Use

Observations

27 written fieldnotes —
(spanning 40-80 minutes
each)

Analysed as a
part of main
data

Videos

22, short recordings of
dramalesons total of 70
minutes

Analysed as
part of main
data

Teacher interviews

2 formal interviews with
each drama teacher

2 interviews with them in
the field

Recorded and
written up
precisely —
analysed as part
of main data

Student interviews

4 formal interviews

3 group interview

3 short group interview in
class

Same

Teachers log

8§ pages of teachers
reflection and records of
lessons....

Used as a
background in
interviews?
Used to gather
narratives from
lessons?

School curriculum

Printed version with overall
aims of the school with a
specific attention to drama
objectives

Compared to
other data?

Drama teachers plans

Plans for drama lessons
with 5 and 6 class

Compared to
national
curriculum

National curriculum
competence criteria

Competence criteria

Compared to
drama- teaching

Fig 2. Data source, form and use.

Data analyzes

My field notes and my observation were focused, through the lens of narrative inquiry, on the experience
the drama teachers had in their job as drama teachers. Because narrative inquiry has focus on experience
and the qualities of life and education, navexis situated in a matrix of qualitative research. According

to Jean Clandinin and Michael Connelly (1994), narrative inquiry is a personal research method. Its focus

is on human experience or, more specifically, thinking narratively about human axpegie ANarrat.i
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inquiry is a way of understanding experience, it
simply stated narrative inquiry is stories |ived
al so devel op e dtheonhaf expegemce, Dheew dimedissional narrative inquiry spaces that |

had in mind when reading through the log, which this paper is based on: The interaction (personal and

social), the continuity (past, present and future) and the situation (plaeg\write,

Using this set of terms, any particular inquiry is defined by this tiir@ensional space: studies

have temporal dimensions and address temporal matters: they focus on the personal and the social
in a balance appropriate to the inquiry: and thegur in specific places or sequences of places
(Clandinin & Connelly, 2000, p. 54).

This article isb a s e d on t eac her 6 smoteb amyl ghjck destripteom asi neatergal, for f i | e ¢
narrative analysis of both the teachefs.narrative analysis wasamied out to identify themes of

importance and the emerging themes were then analysed in the light of practice architecture. | identified

four themes or broad set of conditions that were seen to of critical importance: for Jéhanna (1) being
unsecure becae she was a novice teacher, (2) being able to maintain creativity through a difficulty, (3)

not getting enough support and respect at school from colleagues and (3) lack of defined frames for the
teaching like being offered a proper space. And for Kgrgétting a support from the school community,

(2) working with others art and craft teachers, (3) getting respect at school from colleagues, (4) working

on thesame material year after year.
Result

The finding indicates that the constraints and oppdrsnmirrored in the practice architectures and
ecol ogies of practice of the specific site of st
dependent on how the practice architectures work, and how ecologies of practice work within the

commun ty of teachers, colleagues, and institutional
Discussion and conclusion

The most i mportant el ements of ecologies of pract
and well beings the through the educational leadership. The theory of ecologies of practice show that

one practice can creates practice architectures for other practices founded in particular sites, meaning that
saying, doing and relating is all connected to eachrothe¢he educational leadership is not working

correctly it will affect the saying, doing and the relating. Kemmis et al. (2014) argue that practice

36



architectures can be changed but in order to bring about change in a practice, it is not enoughthe secure
(professional) practice knowledgigat allows practitioners to practice in the setting. #l$®necessary to

create and secure, in the locite (were the education happengje culturaldiscursive (in semantic
space), materiggconomic(in physial space)and sociapolitical arrangements (in social space) that
support the practice and to secure #welogical relationshipdt is also importanto fostersite-based
education developmeid ensure that local educational practicasogniserespet and respond to diverse

local conditions for students, teachers, leaders and communities. Only then will the new practices be
sustainable (Kemmis et al., 2014).
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SVEIN OLAV ULSTAD.

MOTIVATIONAL PREDICIRS OF AUTONOMY SWHPT IN PHYSICAL
EDUCATION:APPLIED SEEDETERMINATION THEORX ORDER TO STUDY ENGES IN
MOTIVATION, PERCENZECOMPETENCE AND LENING STRATEGY USEI@NG
STUDENTS SO THAT TMEEANMPROVE THEIR ENGAGIENT, EXERTION AND
PERFORMANCE IN PHY3L EDUCATION.

Introduction.

Helping teachers learn how to be more autonomy supportive in PE setting is important for
students” motivation and outcomes in PE. By testing an intervention program and getting self
reports from students we will examine two research questions focusifih) efifects of the
experiment, i.e., effects of the intervention offering autonomy support in addition to standard PE
education, relative to standard PE education, and (2) effects of the SDT process model. Will
more emphasis on autonomy support lead top¢kitive changes in students autonomous
motivation for PE and perceived competence, positive changes in students use of learning
strategies, positive change in exertion, participation and performance over time? (2) positive
changes in students™ autonoraauotivation for PE and perceived competence, will lead to
positive changes in students' use of learning strategies, which in turn will lead to positive

changes in exertion, participation, and performance over time?

Theory

My theoreticalfoundationis based orSeli-DeterminationTheory. The theoryfocuson
four mini-theories, each withmamework toexplainmotivationalprocessebased on
psychological needas a basis famotivation,motivationalprocessefrom thecontexts and
situationsfrom the stadpoint ofenvironmentafactorsin influencingthese processeA.review
articleby Ryan Williams, Patrick,andDeci(2009) supporta number of principlethat have
greatsignificance fopeople who want tpromote physicactivity. The theoryis widely usedn
recent years thefitness andportsfields (seeHaggar& Chatzisarantis2007, foran overviewy
as well asn physical educatiom schoolgseeNtoumanis& Stardage,2009, foran overview.
When itcomes to interventiostudies moresuchstudiesare needethat lookat variousfactors
in the environmenand followup and look atong-term effectof the interventiongNtoumanis

& Standage2007;Haggar& Chatzisarantis2008).Future research on saletermination theory
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can be of extraalue if more intervention / experimental studies are conducted (Berghe et al.,
2014).A centralhypothesis is thatutonomy and competensepportivelearning environments
will increase thentrinsic andautonomousnotivation,increase the developmeuitperceived
competence, enhantEarningquality, and result in bettgserformance@eci & Ryan 1985,
2000).Researclindicatesthat information that iprovided in arautonomy and competence
supportiveway enablestudents tancrease theintrinsic andautonomousnotivation, andself-
perceptiveexpertiseThe findings arenadeamongstudents irboth regulaeducatiorandspecial
educationDeci, Eghrari Patrick& Leone,1994),as well as amongniversity students

(Williams & Deci1996).

Interventions Designed to Help Teachers be More Autonomy Supportive

Teachers in physical education can learn to be more autonomy supportive in their
meeting with students. This is shown | four different intervention studies focusing on learning
teachersd become more autonomy support{fReusak, Treasure, Darst, & Pangrazi, 2004)
(Chatzisarantis & Hagger, 20Q9Tessier, Sarrazin, & Ntoumanis, 201 heon, Reeve, &
Moon, 2012)
Helping teachers learn how to be more autonomy supportive in physical education (PE) settings
is important for studentsdéd motivation and for
& Moon, 2012). Regarding physical education there is four intervention studies that has been
conducted. They all report positive training effects, and they all aim to train the PE teachers to
become more autonomy supportive. The interventions varied in typsrohty and outcomes.
Findings were (1) experience of less external control, more intrinsic motivation and less
amotivation for girls participating walking activities were teachers were thought to provide
choice(Prusak, Treasure, s, & Pangrazi, 2004)2) stronger intention to exercise and
participate in leisure time activities when taught by autonomy supportive teachers that provided
more rationale, acknowledged difficulties and provided more cl{Gileatzisarantis & Hagger,
2009) (3) increases in need satisfaction, engagement andetetimined motivation when
working with interpersonal involvement, structure, and autonomy sufpessier, Sarrazin, &
Ntoumanis, 201Q)and (4) improvements in engagement, skill development, future intentions,
academic achievement, autonomous motivation and need satisfaction when participating in a

autonomysupportive intervention progra(@heon, Reeve, & Moqr2012) There are also some
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experimental studies were the focus is on providing autonomy support in physical education
settings showing that more autonomy support lead to higher levels of optimal challenge and
enjoyment for girls and higher levelscaperceived competence for baydandigo, Holt,
Anderson, & Sheppard, 2008jigher level of selfletermination(Ward, Wilkinson, Graser, &
Prusak, 2008)and increased perceived competence, intrinsic motivation andhtesking
orientation(MorenacMurcia, Lacarcel, & Alvarez, 2010)

The intervention material used in the current experiment in order to help teachers to
bemme more autonomy supportive in teaching their students leastatggies is derived from
selfdetermination theory (Deci & Ryan, 1985; Ryan & Deci, 2000), from other intervention
studies and experimental studies conducted in PE settings that are ectatione, and from
school and PE experiments and investigations working with autonomy support and need
supportive teachinAelterman, et al., 2012§Jang, Reeve, & Deci, 20LqReeve, 2009)

(Reeve, 1998)XReeve, Bolt, & Cai, 1999)Reeve & Halusic, 2009]Reeve, 2006)Reeve &

Jang, 2006)(Reeve, Jang, Carrel, Jeon, & Barch, 20(@)randkleiv, 2006)and from training
programs designed to teach sefulated learning and leang strategie¢Perels, Dignath, &
Schmitz, 2009)(Schmitz & Wiese, 2006)Schunk, 2005)(Hofer & Yu, 2003) (Newman,

2002) To develop an intervention program it is important to look at what characterizes effective
interventions vs. less effective interventions. Eight characteristics from less effective
interventions are presented in an matalysis by Sand Reeve, were they also come up with
suggestions for implementing effective intervention programs. This suggestions focusing on
training setting, media used, length of training, theory based instructions, and focus of training
(Su& Reeve, 2011)Based on these finding and suggestions | designed a intervention program

to help teachers in PE become more autonomy supportive.

Participants

The studyrecruited578 participating &' gradestudentg14 years in 2012), and 21
teachersThe studentand teachers weidstributed amon@ differentschools inNord-
Trgndelagln four schools it was madeterventionsn the form ofincreasecautonomysupport,
while four schoolsvorkedas a controlOneintervention school with 3 teachers dropped out

before the intervention program was finished, leading to 83 dropout students. In addition two

40



classes changed teachers during the year leading to 54 more dropouts. The total dropout students

were 187. Quartitive measurements was conductedwo time pointaisingquestionnaires.

Design

A two group trial with schools randomized to the intervention and control groups. In each
school there are from 1 to 5 classes in 8 gr@ue to three teachers from each school
participated in this study. The teachers carried out the intervention in his/her classes. There was
26 classes participating in this study, 21 completing. Ten classes worked as intervention classes

and 11 worked asontrol classes.

Description of the Intervention

The volunteer teachers will be invited to participate in a program including a theoretical
session and group discussions before the intervention starts. Follow up meetings will also be
carried out while ta intervention is running. The Timeslirvey will be completed in week®
February. In January the intervention starts with session 1 for the teachers. The intervention
period will go on until late Mars, and in this period two follow up meetings wittethehers will
be carried out.

Session one contents are: (1) Information about the project; (2) Discussion: What do
teachers think about factors influencing students motivation in physical education classes? (3)
Lecture based on salfetermination theorgnd research: What is nurturing and thwarting student
motivation? The lecture will focus on different types of motivation and different examples of
what is a supportive and what is a controlling style in PE. Further, empirical evidence on the
benefits ofgiving autonomy and competence support will be illustrated. (4) Finally, a lecture on
learning strategies is given, followed up with a wehop among teachers on how to focus on
learning students learning strategies like setting goals, planning theappsoach to tasks,
evaluating onebés effort, peer |l earning and he

When the intervention starts: (5) Information about the intervention period is given; (6)
Lecture and discussion: How to plan to follow up the students giving them autonomy and
conpetence support? (7) lllustrate student activities adopted to learning of learning strategies
with the teachers. Discuss how they can improve their motivating style and give ideas about how

to be autonomy and competence supportive in physical educagseslwhen students are
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learning to use learning strategies. (8) Discussing autonomy support and how to recognize it and
practice it by emphasize on five aspects of an autonsupportive motivating style. The five
instructional behaviors are: Nurture @rmmotivational resources. Provide explanatory rationales.
Rely on norcontrolling, informational language. Display patience to allow time forpeied
learning and acknowledge and accept expressions of negative affect (Reeve 2006). (9) Lecture
and discagsion: The importance of structure and how it may be provided. To provide structure in
a autonomysupportive way by taking the students perspective, acknowledge negative feelings
associated with your request, offer a rational to explain why you are nthkimgquest and use
nonpressuring, explanatory, informational language (Reeve 2009).

Second follow up meeting: (10) Actions to take in class. (11) Experiences and challenges

from the teachers own teaching.

Assessment oVariables

In 8th gradeattime 1 (T1, baseling, and after 1 year.fe following measures was
performedperceivecautonomysupport internalneedssatisfactionautonomousnotivationfor
learning,perceiveccompetence, use of learning strategies, absorption, participation, exartio

performance.

Results

MANOVA, Repeated Measures

The interaction indicates that the experimental condition changed more from T1 to T2 than did
the control condition. Condition: F10, 333= 2.91, p<.01. Time: F10, 333 = 1.53, p>.10.
Interaction: F10, 333 2.11, p<.05

ANOVA Repeated Measures

Follow-u p ANOVA©G s, repeated measures, indicated
significant for: (1) Autonomy support:  F1, 342=4.31, p<.05, (2) Absorption: F1, 342=7.07,
p<.01, (3) Effort regulation1, 342=5.72, p<.05 and (4) Grades: F1, 342= 4.88, p<.05

That is, on these four measures the experimental condition changed more from T1 to T2 than did

the control condition. Other measures were-sigmificant.
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Discussion

This study gives more knowleddo the work with implementing intervention programs to PE
teachers, and gives more insight to the effects such interventions have on student motivation and

learning outcomes.
Benefits from the intervention.

In the intervention group. Students that péred an increase in autonomy support, also reported
an increase in perceived competence. |In the
can be that the intervention program focus on autonomy supportive teaching of learning strategy

use among sdents that increases perceived competence.

If students experience high autonomy support, their participation in PE is high regardless of a
high or low relative autonomous motivation. This support the important role of giving autonomy

support.

Converselyregarding participation in PE, relative autonomous motivation did strongly

compensate for a lacking autonomy support.

Learning strategy research from a SDT perspective is scarce. However, these results indicate a
mediating role of learning strategies retrelation between SDT motivation constructs and

physical education outcomes.

Change in perceived autonomy support, grades, absorption and effort regulation for the

experimental condition gives support for the intervention program.

Autonomy support fronteachers is important for students to be able to become autonomous
motivated and feel competent, and to use learning strategies in order to perform and participate
in PE.

Limitations and Further Research

The teachers perspective.

The variability inmotivation and learning strategies across tasks and courses.
Relevant contextual factors should be taken into account.
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TONY BURNER

STUDYING PROCESSHSCHANGE WHEN USINGIE PORTFOLIO TO EMNCE
FORMATIVE ASSESSMENT

Introduction
Assessment is formative when it is used to promote learning. In line with Gardner (2012),
6f ormati ve asses domeedroniamgld Oaarses elsssanke nitnt er char
Formative assessmentds positi Black&Wipancl®98p n | e a
also in foreign languages (Ross, 2005). However, much research on formative assessment has
focused on oral interactions taking place in the classroom (Torrance & Pryor, 2001). Little
research has been conducted on formative asseisshweriting (Lee, 2007; Lee, 2011a, 2011b;
Lee & Coniam, 2013). Moreover, little attention has been given to relating formative assessment
to writing assessment in classroom contexts where students are learning a foreign language
subject, such as Englists a foreign language (EFL) (Author xxx; Lee, 2011a). Internationally,
there is little research on formative assessment in EFL (Abedi, 2010; Lee, 2011b). Particularly in
the context of the present study, Norway, it is a paradox that there is so littlechese the
topic bearing in mind that teachers are empowered to conduct formative assessment.
Assessment in EFL writing has traditionally focused on asses&fieatning (Lee, 2007;
Lee, 2011a, 2011b; Lee & Coniam, 2013) to the neglect of formativeotiassessment (Black
& Wiliam, 1998; Black, Harrison, Lee, Marshall, & Wiliam, 2003; Sadler, 1989, 1998).
Important formative elements in writing can contribute to seeing the holistic practice of writing
(Lee & Coniam, 2013), such as salhd peer assasent, reflection, useful feedback, text
revisioni all of which are inherent in portfolio assessment (Klenowski, 2002, 2010). Thus
portfolio is an assessment tool that can realize formative assessment in the writing classroom
(Author xxx; Lee, 2011a). Thguestion is then how the portfolio as a mediating artifact (Dysthe,
2003) is acted upon by teachers and students when it is used to facilitate formative assessment.
We know little about the processes of change when teachers and students use an &tfact or
to develop their skills in formative assessment practices, which is the focus of this article.
The present study was guided by the following two research questions:

(1) What kind of processesd®FL t eachersdé and studentsod per
assessment of writing go through when using the portfolio as a formative assessment
tool?

2)What kind of processes do EFL teachersé an
when using the portfoliosaa tool for formative assessment of writing?

CONTEXT
XXXXXX

METHODS

Sample

The participants were, as already mentioned, purposively selected (Creswell, 2007). The school

| eaders at Redhill are supportiveingenerdbandc her s
the development of assessment practices in particular. Four teachers and their riciA€88s (
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voluntarily took part in the intervention study starting in January 2012 and ending in June 2013.
The sample that completed the interventiongteconsists of three English classes70), two in

the 8th grade and one in the 9th grade, and their three English teachers. The teachers were all
female and have studied tertiary English for at least one year (60 ECTS), fulfilling the standards
set by the Norwegian government. Two of the beas have approximately 30 years of EFL
teaching experience and one of them is in her second year of teaching. Three students from each
class were selected to participate in fegusup interviews. They were selected by their teachers
according to their kel of English proficiency (low, average, high) to enhance maximal
variation. The teachers also ensured that both genders were represented in ipetgsis

Data collection

The study used a mixedethods approach (Creswell, 2003). Quantitative datee wollected
through a student questionnaire. To gather qualitative data,-ssemiured (Kvale &
Brinkmann, 2009) on#&o-one interviews with teachers and sestructured focugroup
interviews with students were used in addition to classroom obsewatiawiting assessment.

By using multiple data sources, triangulation has been one way of ensuring the quality of the
study (Creswell, 2007).

Student questionnaire

I n the I|iterature, there are construantoB t hat
informal classroom formative assessment, but a similar construct for formative assessment of
writing does not exist and had to be developed by drawing on the reviewed literature. The
guestionnaire had four background variables: gender, class, gexeé bnd language
background. The first part of the questionnaire had five items on gdive Likert scale
(Ringdal , 2007) ranging from Avery little ext
the effectiveness of teacher feedback, the effen@ss of grades, learning outcome in writing

English, metec ogni ti ve strategies when working with
standard of a good quality text. A Cronbachos
consistency and relidiiy (Ringdal, 2007) considering that there were only five items in this part

of the questionnaire (Q®5, Table 1). The second part of the questionnaire consisted of binary
items that revolved around studentesgpdndimyeatcept i
of corresponding binary items about student s
were related to feedback, grades, text revision;asséssment, and student involvement (@lab

Q6ab, Table 2). The questionnaire was filled out Ibyha students at the beginning and at the

end of the intervention period.

Interviews and observations

The interviews with the teachers lasted around an hour and were conducted at the end of the
intervention period. The student interviews lasted around half an hour and were conducted half
way through the intervention and at the end of the interventiondp€Fite interviewees were

asked about the processes of change regarding their perceptions and practices of writing
assessment. In addition, all the writing assessment classes were observed during the intervention
period with the aim of understanding how thecesses of change are acted out in actual
classroom practice. In total, 27 hours of writing assessment classes were observed, each session
lasting from 1 to 2 hours. Notes were taken manually in a table separating what is being observed
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and comments owhat is being observed (Bjgrndal, 2002). The focus was how the teacher and
the students act on the formative elements in the writing portfolio.

Data analysis

The quantitative data were analyzed using SPSS and presented as frequencies, mean scores, and
standard deviation (see Tables 1 and 2). The interview transcripts were coded and categorized
using the constant comparative method of analysis (Corbin & Strauss, 2008). Another way to
ensure credibility and i ncr e gudadon mdntoned abavd,y 6 s v
was member checking (Corbin & Strauss, 2008). Member checking was conducted by letting the
teachers read the article during the writing process.

The analysis of the interview transcripts resulted in two main categories for the student
interviews: (1) Processes of change in student perceptions and (2) Processes of change in student
practices, and four main categories for the teacher interviewBrg¢tgsses of change in teacher
perceptions, (2) Processes of change in teacher practices, (3) Challenges during processes of
changing assessment practices, and (4) Professional development of assessment. Observation
notes were structured into a table witie following labels: setting, what is observed, and
comments on what is observed. The notes were used to validate data from the teacher and
student interviews.

FINDINGS
XXXX

DISCUSSION AND IMPLICATIONS
The larger sample of students=70) showedmore avareness of the formative elements
involved in writing assessment after the period of intervention, for example text revision and
downplay of grades. The processes of change regarding formative assessment led to a doubling
of the amount of students expereng they are involved in assessment practices. Student
involvement is important in order to feel an ownership to the assessment processes (Weigle,
2002).

The teachers used the external stimulus, the writing portfolio, and developed it in their own
way in their own particular classroom context (Hayward & Hedge, 2005). In line with the
findings reported in Smith (2011), where the portfolio was also used as a tool, one of the
noticeable changes that occurred was related to feedback. Although the stwtentove
positive at the end of the project towards the formative feedback provided to them, the quote
A[the teacher] could have told us more what s
improvement. In light of this, it was interesting that thedsnts, particularly the low performing
ones, preferred oral feedback on written texts. The same did the teachers, a finding also
supported by RBnsen and Smithés study (2013).
written texts was particularly befigal in differentiating their writing assessment and reaching
the low performing students better. This may be because oral feedback on a written text is more
contextualized and also enables the student to clarify any questions there and then. The teacher
guote ASomething has to happen after you get
take placeo illustrates that the teachers cam
recursive process through text revision (Yancey, 1998, ltawever, naive to believe that
students will follow up on their text writing according to feedback they have received if the
teacher does not put aside time for this.
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The feedback process in the writing portfolio encouraged a more stetgeted apach to
writing and writing assessment togeheraithonfy t he t e
studentsontwot hr ee aspects to focus on and spend oul
said ASince | ast time, asctks(sGteNn)t, hvahlsi dhe croanee ¢
studentcentered and participative form of assessment (Author xxx) compared to before the
intervention period. As described above, assessfoelgarning has been in focus for years at
Redhill. However, as the findings suggest, it does not necessarily help focusing on a theme at
school, team and classroom level. The challenge lies in using an artifact that helps improve the
assessment practices, try out and reflect on that artifact throughatifee process of change
where students and other teachers also are involved. Teaching practices can thus be mirrored in
order to initiate reflection on teachersodo bel
Parr, 2011). It is only then thahe works within a reciprocal and dynamic process of change,
which seems to be a prerequisite for formative assessment. One of the reasons why teachers
resist adopting more studecentered approaches to assessment is that they believe it takes more
time from other more important tasks, for example covering the curriculum (Dwyer, 1998; Webb
& Jones, 2009). In light of this, it is an important finding that the teachers in the present study
found peer assessment to provide them with more time.

Despite helpinghe teachers enhancing formative assessment of writing and differentiation,
the writing portfolio was regarded as having particular advantages for the active and high
performing students. This was also confirmed in the student data, where the high pgrformi
students were usually the ones who adapted best to the processes of change in assessment
practices. One such advantage concerns-metag ni t i ve strategies and r e
Part of the reason may be that the reflective process of wrigngdis is more manageable for
students who are reflective from before. The question is then whether teachers should avoid
these types of processes, for example by working with writing through a portfolio approach, for
the sake of the low performing studerfindings from the present study indicate that the answer
should be no. Even though the writing portfolio was regarded as a tool that is most effective for
high performing students, it created more arenas for discussions on writing and writing
assessmeifior all students.

a7



ELISABETH HARRIS

AN INVESTIGATION IND THE EFFECTIVENES® THE STRATEGIESPMEMENTED TO
ACCELERATE THE PROESS OF PUPILS ELIGBFOR THE PUPIL PREBUM GRANT
(PPG).

Background:

There is a consensus amongst researchers thatelationship between deprivation and educational
attainment exists (Ermisch & Francesconi, 2001; Blanden & Gregg, 2004; Chevalier et al., 2005).
The research shows that children from poorer backgrounds do less well in a number of dimensions
than their peers and in the UK the simple correlation between low income and poor educational

outcomes has been long established (Rowntree, 1901; Glennerster, 1995).

The Pupil Premium Grant (PPG):

Since 2010 the Coalition Government has made it a priority to addresise disparity between rich
and poor pupils and Michael Gove, the education secretary, announced that from September 2011
schools will be given extra funding for every underprivileged child they teach. This is to target

resources on the education of the defved pupils through the introduction of the PPG.

Methodology:

4EA OOA 1T &£ Al )1 OAOPOAOEOEOO DPAOAAEGCI xEOEEIT OEE
AADOE OOAEAAOEOA O1 AAOOOAT AET Cco | 20AET O "AAAEAN
will generate qualitative data from teachers to understand their perceptions of the effectiveness of

the PP strategies employed. Interviews will provide qualitative data from pupils to gain an insight

into their perceptions of the strategies they have baeexposed to.

4EEO OOOAU xEI1l AOAx 11 OEA xI OE T &£ OEAOOA "1 OOAT
OEAT OAOEAAT DAOODPAAOGEOAO 11 OAAPEOAI 8 BOI OEAA A O
and his theoretical ideas on class andocial positions, which can be transient. The theory behind

the PPG, as a form of Compensatory Education (CE), is to offset the effects of samimomic
disadvantage which may restrict the educational opportunities of children from deprived
backgrounds.4 EA 00' EO Al 11T AAOGAA AAOGAA 11 OAAITTITIEA AATL
£ 0 ATU 1T OEAO OAAPEOAI 68 $AOPEOA OEEOh A 1 AOCA A
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AT EAT AA DPOPEI O OAOI OO0OAT AT A Ol Add AchderAicApBoBrés4 of 6 8 37
PP pupils and no attempt is made to measure the impact of the strategies which are employed to
AT EAT AA A1 OE OAOI OOOAT AT A O1T AEAlI AAPEOAI 68 4EEO
of these interventions and how thee can indirectly impact on academic progress and subsequently

may impact on social positions.

The limits of my research connected to how | position myself as researcher in the PhD -

Project:

As | am currently employed at the school as the Director of Reseh, | am considered to be an

OET OEAAO OAOAAOAEAOGh AARAZET AA AO A OAOGAAOAEAO xEI
OEA OAOGOETI C ET xEEAE OEAU xi OES 21 AO0I1 jcmmcqgs
regarding insider research within the fields of anthropology (Aguilar, 1981; OhnukiTierney (1984)

and sociology (Griffith, 1998) but little regarding dilemmas faced by insiders in Education.
Subsequently, positioned in dual roles in the same field, it is necessary to focus on methadital

challenges to handle those roles, both during the data collection and in the analysis of the

conclusions drawn.
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GEIR AASERUD

BARNEHAGELZARERNESMANGSPROSESSERILEMMAER OG IDEALHR
PERSONLIGE OG POLSKE FORTELLINGHRELD IN NORWEGIAN)

Denne teksten er et utgangspunkt for en artikkel om narrativ metodologi der jeg belyser den narrative
tilneermingen i mitt forskningsprosjekt. Det kan ikke bli en ferdig artikkel far jeg har gjennomfert alle
intervjuene og analysene av det empiriske mdetriBenne teksten blir derfor mer som en skisse, eller

som et utgangspunkt for en etter hver fullstendig artikkelgjlmgede for det jeg betegner som tre
perspektiver som til sammen danner en narrativ tilnzerrBiadre perspektivene bestar av badeativ

teori og filosofiske tilneerminger som til sammen danner grunnlaget for den metodologiske tilnaermingen i
mitt forskningsprosjekt. De tre perspektivene er med utgangspunkt i fra Hannah Arendt, Paul Ricoeur og
Story Constellatiomnspirert av Cherlyl.Craig.

Den forelgpige tittelen pa forskningsprosjektet mitBamnehageleerernes danningsprosesser

dilemmaer og idealer i personlige og politiske fortelling&iorskningsprosjektet har som hensikt a gi
kunnskaper om og nye innsikter om hvordan barnehageleererne utformer sin profesjonelle identitet, hva de
identifiserer som kritiske episoder eller dilemmaer fra egen praksis, hva som er viktig for dem i
yrkesutgveden og hvordan de begrunner sin praksis. Hovedproblemstillingen i forskningsprosjektet er
Hvordan kan barnehageleereres danningsprosesser og vilkar for disse beskrives og foSstasen vil
identifisere elementer i den kompleksitet som pedagogisk priak&ibaerer, gi innsikter i hvilke
danningsidealer som er virksomme i politiske tekster og hvordan personlige erfaringer henger sammen
med sosiale, kulturelle og historiske komponenter. Forskningsprosjektet studer relasjonen mellom ulike
vilkar for barnehaglzereres danning veédbelyse komplekse prosessellom praksis og politikk. NOU
rapporten fra 201 il barns bestdNOU, 2012:318papeker at barnehage hverdagens kompleksitet

tilsier at det ikke finnes enkle sammenhenger mellom innsats, prosesser og resultater, og etterlyser mer
forskningsbasert kunnskap pa barnehageomradet (ibi@3a)7 | 2010 foretok NOKUTHageseether,

2010 en evaluering av fgrskoleutdanningen. De papeker at det er et stort kunnskapsbehov om
barnelagen, barns lek og leering, utdanningen og barnehageleereryrket. Dette forskningsprosjektet er
derfor ment som et bidrag til nye innsikter i hva barnehageleereryrket og arbeid i barnehage innebaerer og
hvordan slike innsikter kan brukes til & utvikle sider sadhehagens og barnehagelaererutdanningens
virksomhet. Dette gjgres ved a identifisere vilkar for barnehageleerernes danningsprosesser slik de
framstilles i barnehageleereres fortellinger om egen praksis og slik de framstilles i politiske dokumenter.

A utvikle konstruktivt kritiske perspektiver p& barnehageleererutdanningen og arbeidet som
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barnehagelaerer forutsetter forstaelser av komplekse sammenhenger mellom de personlige erfaringene og
identitetsdanningen og de sosiale, historiske og politiske forstaetsegrs omlgp. Hensikten med denne
teksten er &tforske hvordan narrativ tilneerming kan vaere med & belyse denne kompleksiteten og den

metodlogisk tilneermingen til hovaatoblemstillingen mitt forskningsprosjekt.

En narrativ tilneerming handler ikke baym narrativ metode, men om en tilneerming som omfatter bade
metode, analyse og teori. Det handler om en tilnaerming der narrativ teori og filosofi danner rammen for
metodologien. Clandinin & Connellly er to sentrale navn innenfor dette feltet. Med hentikdim

papeker Stefinee Pinnegar og J. Gary Daynes at narrative forskning omhandler bruk av narrativer pa en
eller annen mate i forskningen, men at narrativ tilnaerming handler om en helhetlig tilnaerming. Clandinin
& Connellly papeker at narrativ tilneemgj innebaerer studier av erfaringer som fortellinger, og at det
innebaerer ulike menneskelige erfaringer bade individuelle og sosiale, og vilkar for fortellingene og
erfaringengClandinin & Rosiek, 2007:37 Det kan alts& bade veere personlige fortellinger og kollektive
fortellinger, og vilkar som politiske fortellinger slik som de framstar i politiske dokumenter eller vilkar
som leererplaner eller rammeplaner. Jeg kommer naermere inn pa ulike vilkar etter hvert. Poenget er at

hverdagslige erfaringer ikke blir sett pa sonisatert prosess, men i en kompleks sammenheng.

Hannah Arendt gir et godt bilde pa kompleksiteten i slike prosesser. Veven som metafor og
mellomrommet som oppstar mellom mennesker er sentrale perspektiver i Arendt sin filosofi, og vi
kommerda til detfarde perspektivet i demebdologisketiinaermingenDette perspektivegr inspirert av

Arendt sine tekstemg politiske tanker, og tar utgangspunkt i handlingsperspektivet hos Anamrdbun

benytter veven som metafor og som ogsa innebaerer narrative asRekisjonsevnen med sine tallgse
gjensidige motstrebende hensikter og mal har alltid veert der, far handlingen i det hele tatt kom i gang, sier
Arendt (1996:186). Siden handlingeestar i & sla trader inn i en vev som vi selv ikke har satt opp, kan
handlinger frembringe historier med den samme selvfglgeligheten som produksjonen fremstiller sine
gjenstander. Arendt papeker at handlingenes mest opprinnelige produkt ikke er mgalisavi mal og

hensikter, men det er historiene. Jeg @nsker a kunne identifisere noen av de vilkar for danning som
barnehagelaererne star i og finner veven som metafor illustrerende for denne tematikken. Noen av tradene
i veven kan identifiseres i form aartellinger og politiske tekster. Jeg har valgt ut to politiske tekster som

jeg mener er aktuelle for problemstillingen i forskningsprosjektet mitt. Den ene er stortingsmelding 24
Barnehagens fremtjabg den andre er den nye rammeplanen for barnehagetidareringen. Begge disse

to dokumentene er aktuelle tekster for barnehagefeltet og de bergrer ogsa andre politiske tekster som
premisslegger bade praksis og politikk. Veven som metafor kan belyse at disse teksteinédene,

spinnes sammen med andr@der i veven og bergrer andre trader i veven igjen. Metaforen kan fa frem

hvordan ulike prosesser i et komplekst felt star i forhold til hverandre og ikke kan sees pa som isolerte
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prosesser, men som prosesser som star i forhold til hverandre og berargrasesser igjen. De andre
tradene jeg tar tak i er fortellinger i fra praksis. Nar tradene spinnes ferdig lar de seg fortelle som
livshistorier sier Arendt. iglge Anna Johanssdrar analyser av livshistorier som en forskningsmetode en
lang tradisjonnnenfor samhandlingsvitenskapen. Innenforaogien blir denne metoden kalt

livshistorisk metodéJohansson, 2012:2)3Metoden innebeerer at man gjennomfarer livshistoriske
intervjuer rundt et tema eller et aspekt ved et individ eller en gruppes livshistorier. | fglge Johansson har
livet som en fortelling fatt en gkende betydning, og man snakker beilivsfortellingeri stede for

livshistorier (ibid:214). Livsfortellinger kan betegnes som den fortellingen en person forteller om sitt liv
eller valgte aspekter av sitt liv. Den forskningen som anvender livsfortellinger undersgker hvordan ulike
aspektertemaer eller perspektiv pad hvordan mennesker gir sine liv mening og skaper identitet. Her settes
menneskenes egne tolkninger av seg selv i sentrum med alle deres kompleksitet og motsetninger
(ibid:23). | mitt prosjekt har jeg to grupper som jeg intervjidan ene gruppen bestarfgeensjonerte
barnehagelaerere og to som skal ga av med pensjon i neermeste fremtid. Den andre gruppen bestar av fem
barnehagelaererstudenter som gar andre aret pa den nye barnehageleererutdBeniegenervjuene

fra pensjonigene som er i hovedfokus og som danner utgangspunkt for intervjuene med studentene.

Ricoeur er deaindreperspektivet i demetodologiskeilnsermingen Nar jeg henviser til Ricoeur sa er det

tre perspektiver som jeg mener er viktig for den metodiske mesgmgrrativ identitet, det trefoldige
mimesisog et utvidettekstbegrepNarrativ identitet har kommet frem som et viktig begrep i forhold til
danning, i forhold til livshistorisk metode og i forhold til fortellinger, bade personlige og politiske
fortellinger. Mimesis begrepet er med & utfyller narrativ identitet, men det er ogsa med pa a belyse hva
som skjer i selve intervjuprosessen og nar hendelser i fra praksis transformeres tiéllliargfdtimesis

er evnen til & avbilde eller etterligne menneigkeandling. | falge Ricoeur utspiller menneskelig

handlingen seg som trefoldig mimesis nar fortelleren gjenskaper livsforlgpet, viktige aspekter ved
menneskenes liv formet som en rekke begivenheter. Selve emne til fortellingen er hentet fra menneskenes
hverdagsliv. Gjennom fortellinger forsgker vi & skape mening ved & strukturere begivenhetene og skape
mening av usammenhengende sammenhenger. Den fortolkamgssepsjonsprosessen som da foregar

kan gi oss en bedre selvforstaelse av egen eksistens ogddegsa en styrket identitet. | fglge Ricoeur

har fortellingen emosjonelle dimisjoner som skaper meningssammenheng mellom menneskelig handling
og falelser. Fortellingen blir dermed et bilde pa en virkelighet som betvinger mening gjennom fortolkning
(Skorgen, 2006:29295). Ri ctefeldige timesis bestar gvefigurering, konfigureringpg

refigurering (Ricoeur, 1984 Prefiguering er Memisi®g gar forut for selve teksten elleandlingen.

Memisig har det konkrete livet som grunnlag, selve emne for fortellingen, der handlingen representerer

en ureflektert forforstaelse. Konfigurering er Memislsr viktige aspekter eller spraklige strukturer ved
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menneskenes liv strukturered grunnlag av MemisisMemisis er refiguering der leseren eller tilhareren
mottar og fullfarer fortellingen gjennom sin fortolkning av Memisis Ri coeur 6s trefol di ge
innebeerer en hermeneutisk horisontsammensmeltning mellom tekst og leser,utaktigke erfaringen

av handling utvikler verketKemp, 2013:200Skorgen, 2006:295Ricoeur papeker at var identitet

utvikler seg gjennom fortellinger og han betegner det som narrativ identitet. En identitet som menneske
har tilgang til gjennom formidling av den narrative funksjo(Ritoeur, 1991 | lys av Ricoeur vil den

narrative fremstillingen av livshistorier vaere en korkplprosess. Var livshistorie og var narrative

identitet pavirkes av var fedorstaelse, fortolkninger, og var opplevelse verden, og hvordan dette blir
oppfattet og fortolket av verden igjen. Vi bade pavirker og blir pavirket av den verden vi befinner oss i

eller som Arendt sier det; vare livshistorier bade pavirker veven av relasjoner og pavirkes ogsa av tradene
i veven, som i en vev av relasjoner. | falge Ricoeur sa er ikke det tilstrekkelig & betegne identitet som bare
individuelt og historisk plassentien som et mellomrom eller en sammensmelting mellom historie og

fiksjon.

Narrativ forskning kan veere med a belyse leererpraksis og pedagoaajisis. Tradisjonelt sa har narrativ
forskning en lang tradisjon innenfor leererpraksis og pedagogikk. Benglelar pionerne Clandinin &
Connelly, med inspirasjon fra John Deweys filosofi om personlig og sosial erfaring og kunnskap, de
fBRrste som omtalte | bPreres fortellinger som et 0n
tradisjonen har Cheryl Lraig utviklet en analyse metode for sammensetninger av fortellinger fra

personer som star posisjonert i forhold til hverandre pa ulike mater. | artikkélerStory Constellation
Approachgjar hun rede for denne analyse metoden. Fortellingene franiVi&er i utdanningssystemet

sees her som nestet sammen. Craig viser hvordan ulike fortellinger kan settes sammen eller opp mot
hverandre & dermed fa frem flere perspektiver. Ved a bestgite constellationsiser Craig at laerenes
kunnskapsutvikling ikker en isolert prosess, men henger sammen med andre deler av

utdanningssystemet som for eksempel skolereformer. Gjennom a fortelle gjenopplever lzerene hendelsene,
de reforteller sine opplevelser om erfaring, og uttrykker sine personlige og praktiske kpensk seg

selv og til andréCraig, 2007:17p Craig viser hvordan leerenes faglige kunnskaper framstar som et i et
landskap av kunnskapsutvikling. | mitt prosjekt viser jeg hvordan barnehagelserernes danningsprosesser
kan belyses pa samme mate. Dette landskapet kan veere ulike perspektiver soneamalyseivtVed &
benyttestory constellatiorer det med pa danne en helhetlig metodologisk tilnaerming og belyse den
metodiske tilnaermingen som ligger til grunn hos Arendt og Ricoeur, de danner grunnlaget for en narrativ
tilneerming og begge har tekstey arbeider som har narrative aspekter. Viktige perspektiver hos Arendt

er veven av mellommenneskelige relasjoner og fortellingen som oppstar i denne veven. Hos Ricoeur er

narrativ identitet og detefoldige mimesisarrative perspektiver som er med & dadan narrative
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tilneermingen. Gjennom teksten har jeg bergrt flere narrative perspektiver som utfyller hverandre og som

til sammen veves sammen til en narrativ tilngerming.
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Context

The ongoing impact of nealiberal policies on educational practice has challenged and

shaped our understanding of what it means to be an effective professional; the nature of

teacher professionalism has become a contested concept subject to historicallifical and

cultural assumptions (Hargreaves and Fullan, 2000). The debate about the management

and regulation of teaching and teacher education, long dominated by the rhetoric of

OOO0OAT AAOAOGSE AT A OAAAT O1 OAAEI E OUrda THsAmroagl OAT O
to the management of public services is characterised by three strands of policy and

practice: an audit and target based culture, interventionist regularity mechanisms and a

market environment (Wilkins 2010). Critics of this system argueahat performativity has

led to a target chasing culture where ends justify the means, teachers become averse to risk

and notions of contextspecific practice emerging through professional dialogue (Seddon,

P - T R RN
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4EA PAOAI O AOGEOGEOU AAAAOA EAO bi AAAA OEA Al PE
the drive to raise educational standards (previously the kgfactor was perceived to be

1 AAAAOOGEEDQ8 4EEO OEAxh AOEOAT AU AT i PAOEOITO
AEOAOG 4EA -A+ET OAU 2ADPT OO O#11 OET ahr@EA OA1 AT O
COAAOAOAO OI AAOAAOO ¢Bip nG@A AAERIEC 60 GA OAQO GEM QA &
controllable factors in an education system, the most important by far is the effectiveness

I £/ OEA Al AOGOGOTii OAAAEAO8 4EA x1 Ol AGO AAOO DA
Ol 1 OOE OOAO6G6 j} EAEAGQ uv(Qs

This notonof COAAO OAAAEET ¢ AO OEA O11 OOE OOAOGoe 1T & O
raises many questions about the advanced professional practice of teachers. Wanting to

find answers to these questions provided the impetus to this research, which asked the

questi T OxEAO EO OEA OAI AGET T OEED AAOxAAT OAAAE/
Methodology

The research took the form of a qualitative case study design (Thomas, 2011) of teachers
who were deemed to be experts within their respective schools. A pilot caseusty and six

55


mailto:n.sorensen@bathspa.ac.uk

comparative case studies were undertaken between November 2011 and April 2013. Final
interviews with each of the participants took place in December 2013 and January 2014.
The research took the philosophical position of social constructionismBurr, 2003; Shotter,
2008 and Gergen, 2009) and employed a methodology that combined case study and
grounded theory (Charmaz, 2006) in order to privilege the voices of teachers (primarily)
and headteachers. Reflecting the approach taken by Wilkins (2010)t regard to teacher
professionalism the intention was not to define teacher expertise (within an essentialist
discourse) but to position it as a socially constructed and contested concept.

The data is taken from a series of comparative case studiesn@$®011) of seven

experienced teachers working in secondary schools in the South West of England and who have

been identified as being expert within their school setting. Constant comparative methods of
analysis have been used to draw out themes fromdh&a. This has contributed to a grounded

theory (Charmaz, 2006) that identifies the nature of teacher expertise as a socially constructed

phenomenon.
Findings

The findings of the research offered two postulates and five tentative conclusions.
The two postulates were:

1 That as all cultures are concerned with, and defined by, the relationship between
fixed and emergent structures that they are therefore improvisatory in their social
nature and their constructed being;

i That as all dynamic cultures are imprwisatory through social interaction, this social
effort represents new social improvement and advancement through adaptive and
incremental progress.

This finding is significant because it claims that improvisation is a fundamental, and
defining, characterstic of schools as organisations. By viewing teachers with expertise not
as individuals but as being part of, and relating to, the culture of a school acknowledges
that they are working within an improvisational context. Consequently their

improvisational response to this is seen as being of significance. Furthermore improvement
and advancement is seen as being adaptive and incremental nature, the consequence of
social effort. These postulates outline the position for viewing teacher expertise as a social
construction.

The thesis came to five conclusions

1. 4EAO AAOAT AAA DPOT ZAOOET T Al DPOAAOEAA EO
OAAAEAO xEOE AgPPAOOEOAOS AT A OEAO OEEO
OAAAEAOG 8
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2. Teachers with expertise have much in c ommon but they are not all the same

3. The range of expertises are interrelated and socially constructed
4. AEA DPOAAOGEAA 1T £ OOAAAEAOO xEOE APDPAOOEOAS EO =4
5. 4EA Ei POT OEOAOCEI T Al DOAAOGEAA 1T £ OOAAAEAOO xEOE

processes

Improvisation, it has been argued, is a feature of all forms of social interaction. Within the
domain of teaching it can be seen at all levels. This thesis does not claim that improvisation
is only to be found in advanced professional practice lbthat it takes on a particular form

in that it has a positive impact on educational outcomes for pupils, in both instrumental
terms (measurable progress and attainment) as well as human terms (as expressed
through value based educational outcomes). The jpnovisational aspect of teacher

expertise can be summarised as being concerned with four processes:

1 the expression of tacit knowledge;

1 the relational and interactive;

1 personalisation (of learning, the teacher and the learning environment);
1

self-reflective and adaptive.

This view of teaching is consistent with the working definition of improvisation that has

AAAT OOAA E1T OEEO OAOAAOAEq OA 11T AA 1T &£ ET OAT O
AT A O1 AROOAET 1 OOAT i Adh A A Owith Ather pa&pie or OOA AT OE
materials). Improvisations are determined by spontaneous and intuitive decisions arriving

from the dynamic interplay between fixed and informal, generative structures.

Improvisations are a feature of all aspects of life and the condins for improvisational

action are dependent on the permission that the improviser gives themselves, or is given,

O0i AAO E1T OEEO xAUGS

The implications for the professional development of outstanding teachers

The claims to knowledge made by this researdimave a number of implications with respect

to the assumptions that we hold about teaching and expert practise. These will impact

Opi1T OEA xAu xA Al T AADPOOAI EOA OAAAR&A®S O DOI £A
teacher development of advanced practice. Thpaper focuses on one of these areas: the

implications for the continuing professional development of teachers in order to develop

and sustain expertise practice.

The research findings offer some clear messages about advanced professional practice that

can be expressed around two key principles. First, that the expert practise of teachers

cannot be represented as an end state. Instead it needs to be viewed as a process of

AT 1T OET OAT T U Ox1 OEET ¢ O xAOAOG6 EI POT OwT ¢ OEA «x
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pupils. Secondly, and arising out of the first point, teacher expertise cannot be expressed as
an essentialist list of skills or competencies.

These assumptions challenge currently accepted notions of what teacher development is

and how it takes placelf it is not possible to arrive at an essentialist and universal

O1 AAOOOAT AET ¢ OEAx 1T £ xEAO EO 1T AAT O O1 AA Al
EAAT OEEZU OAAOO POAAOEAAG OEAO OEI OI A AA OOAT O
assumptionsT £ O-EROOBT DOT ZAOOET 1T Al 6 AOA AAOGAA 11 EE.
only are some teachers deemed to be better than others but that their knowledge, skills

and understanding needs to be shared with less experienced teachers. Lesperienced

teaEAOO AOA PAOAAEOAA AO 1T AAAET C Oi1 OA8 PO EAO
this situation is understandable and indeed needs to be encouraged it masks an inherent

problem. Within this scenario the professional development of the most experiende

teachers is often expressed as sharing their understanding, knowledge and skills with

others. The professional development of their own practice is rarely addressed. The

research findings suggest that the professional development of the best teacher®fsequal

importance to other less experienced teachers. Notions of differentiated professional

development are now commonly accepted. This paper considers five principles that should

inform a differentiated professional development programme to develop andustain

teacher expertise.

1: Acknowledge the diversity of teacher expertise

Being an expert teacher implies being an expert of something. If we view teaching as a
complex activity then not only will teachers display a range of expertisesut also they will

not all be the same. The data clearly showed that the teachers had each developed a
personalised approach to teaching based on their values and beliefs, the relationships they
established with the pupils and the personalisation of thedarning environment. The
different ways and contexts in which teachers demonstrate their expertise need to be given
further attention. As the range of expertises is potentially always expanding then

OAEOAOCAT AAG 1 £ POAAOEAAT OBEAI BAAROADBADAAGAR
OAPAOOI EOA ET OT A AT ii11T OI AAAOGI AOUu T &£ OAAOGO
¢d 3AA EIi DOl OEOAOETT AO A OAI 1T OAET OO AT i PAOAI

One of the main claims made by this research is that teacher expertise is fundamentally
improvisatory and that this makes a positive contribution to the quality of learning. When
discussing my research there was strong acceptance of the idea that good teaching was
improvisatory. The problem however is that this aspect of professional practice is ignored
or unacknowledged. If we accept the proposition that improvisation is a fundamental and
significant aspect of advanced professional practice then we need to give explicit attention
to this. As Dezutter (2011) argues, simply being aware that teaching is improvisational is
not enough. If we view teaching from the perspective of a constructivist learning theory
and as a socially constructed process then we need to be able to talk about improvisation
from an intentional and informed position.
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3: Give your best the best

Professional development activities for advanced practitioners has a tendency to be
focussed on working with other teachers in order to share good practice. There is great
value in honouring the expertise that exists within schools and other educational settisg
This paper argues that, on its own, that this is insufficient for developing expertise. There
should be opportunities for the best teachers to be able to meet together and discuss their
practice and how it might be developed further.

4: Acknowledge and develop relational expertise

One of the key aspects of teacher expertise focuses around the ability to develop positive
relationships with pupils across the whole of the ability range. This stems from a number of
factors. The personal values and beliefs tiie teachers informs an approach that
acknowledges that knowing the pupils (as individuals), building mutual respect and
creating an atmosphere in the classroom in which pupils can, and want to, learn are all
facets of teacher expertise. This relationalxpertise extends to the teachers being able to
control and consciously change the emotional climate of the classroom. How to establish a

OOAOEI 6066 AOI T OPEAOGA AO TTA TTIATO AT A OEAT |
is an important skill. A further aspect is the ability to empower pupils and create a climate
xEAOA OEA OAAAEAO EO 110 OAITUETC 11 OEAEO AOGO

be expressed as the difference between a teacher centred (controlled) classroom and a
learner centred classroom where the teacher is facilitating the learning process.

5: Developing research methodologies to support evidence -based practice

The previous four principles suggest that there is a significant new knowledge base
concerning teacher expertise lhat needs to be developed. This knowledge base is
concerned with understanding the ways in which improvisation makes a positive
contribution to notions of teacher expertise.

One of the main themes of this research was the impact that school culture has opbe

development of teacher expertise supported by the position that teacher expertise is

socially constructed. The personalisation of the teaching and learning process is expressed

OEOI OCE (AAAOI AG6O OEAT OU T £ OEAwiicEwEAis | O A j A
socially constructed. Ethnographic study could provide an understanding of the ways in

which the relationships and interactions bring this personalised space in being. Attention

could also be given to the ways in which teachers with expertsgain, or are given,

autonomy.

Whilst the design of my research was based on a comparative case study methodology the
relationships with the teachers in the study developed in different ways. In one instance
this became a relationship where my research stimulated the teacher to engaggprmally,
with researching and developing their own practice. Whilst action research has long been
recognised a mode of practitioner based research in order to improve practice | would
argues that participatory action research (PAR) would be an appropria methodology
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given that it would actively engage a range of stakeholders in the development of the
project in order to generate shared solutions to shared problems.

A further important contribution could be made through narrative enquiry and the
reflective case study of self. This approach that is based on personal inquiry and reflection
offers researchers the opportunity to articulate the values, beliefs and practices that inform
their professional life. It can provide the key ideas and concepts throughhich the teacher
can bring their own personal values and approaches into their pedagogic repertoire and
contribute to the personalisation of their practice.

Conclusions

One of the defining features of a netiberal ideology is the assumptions that it haills about
self-interested individuals and the superiority of free markets. A consequence of this has
seen the centralised control over schools which has led to the intensification of teachers
work, the de-professionalisation of teachers as their autonomy ahtheir judgements have
been restricted and the development of a performative culture in which teachers are
required to align their practice to external targets and evaluations. The potential for
isolationism and vulnerability that an accountability culture places on individual teachers
is significant. Therefore the findings of this study, located within a social constructionist
paradigm, offer a critical alternative to the neeliberal agenda. Social constructionist
approaches that take account of the trarfermative power of school culture can provide an
additional dimension to the transformative expectations of individual teachers to make a
difference to all the pupils that they teach. This reinforces the importance of a school
context in which teachers cardevelop a resilience to continual change and sustain a long
term commitment to the profession (Gu and Day, 2011).

This research however is not an isolated example of the case for greater teacher autonomy.
There is a growing body of researchers and teachemwho are exploring alternative
professional practices that reflect an operended and improvisatory approach to teaching
and learning. There is evidence of a paradigm shift that offers an alternative understanding
of advanced pedagogy and the process ofaghing and learning. The research findings
reported above suggest new approaches to the professional development of advanced
practitioners that is not only innovative but is perhaps long overdue.
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KAI ARNE NYBORG

DEFAMILIARISATION ANTITHETIC TO SCAFEODING?

In this paper | will address two aspects of improvisation (Sawyer 2011) in
relation to Religious Education. First, | address the indifference to knowledge
In constructivist thinking and improvisation theory. | am arguing that
improvisation not entrenched in a subject, or subjeespecific related, is liable
to reproduce power structures and relations of dominance. According to
theory of improvisation, you can be a good teacher, or provide good teaching
acting in accord with constuctivist principles (Sawyer 2011:14), even though
not paying attention to the production of knowledge within a discipline.
Second, the knowledge made available to students in the school classroom can
render possible or restrict communication and understanthg. | am arguing
that a Religious Studies based RE (Jensen 2008) fosters a different kind of
communication and learning about religion than the dominant value
orientated approach. Improvisation in RS based RE is involved in developing
analytic critical competence and skills, rather than exhibiting values and
attitudes of tolerance and respect.

In RS based RBs opposed to a prereligious or theological motivated
approach, a process of defamiliarisation (Jensen 2004) with the mainstream
concept of, and r@resentation of religion, is considered a virtue of necessity.
The dominance of Christian religion worldwide, and in the minds of people
influenced through history by western ideas and discourses, is a noa
obstacle to currentRE.When Christianity becomethe prototype
understanding of religion (Bell, 2008), it can haveunwanted consequencegor
RE

If Christianity is conceptualized as thestandard religion, Zen Buddhism and
Theravada Buddhismbecomes logically deviant. The problem with
monotheistic belief in God and faittbeing understood asnormal, is that the
same (aberrant) qualities are sought identified within a system or a practice
where there is no such faith, nor any such entity. A comparison of religions
basedon theological ideas privileging one tradition,is not professional, nor is
it warranted. Teachersare in demand ofa knowledge base, and a toolbox
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different to the dominant one, if crosscultural, analytic terms are called for

doing comparisons in REGoing beyond ethnoaetrism and Christo-centricity

in curriculum and textbooks, students of a norconfessional, areligious,

religion education, need help from teacherand textbooksto deconstruct the

common sense, cultural beliefs about religiorand establish it anew (Albers

2009). Constructivist thinking and principles alone are insufficientSawyer

(2011:14), discussing the difference between teaching and staged

Ei POT OEOAQOET 1 O6h ETT1 A0 OEAO OA EAU AODBARA
knowing exactly what structures, andvhat degree of structuring, are

APDPOT POEAOA AO AAAE 1 T1ATO ET OEA Al AOC
classrooms, the following didactical principles corresponding to constructivist
EAAAO AOA T PAOAOEOAYd OCIEIC £OI T OEA EI

society) to the unknown (Islam) or far (their society) (Haerenstam 2000). Seen
from the standpoint of constructivist thinking, and the didactical principles
alone, everything is in orderz this is the way people learn!

Addressing the need of today, of caeamporary society and world, teachers
must equip students with analytic critical competencesAndreassen 2009,
Jensen 2011Yhat makes it possible to become aware of power structures and
relations of dominance The major challenge in RE is to approach rgion as a
human phenomenon, and learn about it in a way neither confirming religious
discourses and their protagonists, nor defying thenit is not the responsibility
of the school and the educational system to provide for religious socialization,
neither in its confessional form nor in its secular variants. Focusing on religion
as a social perspective or tradition and a source of ultimate good is related to
the communication of RE as primarily concerned with values and instilling in

I AAOTET ¢ AAT OO OEET CO AAEET AA OOAI ECEI C
cultural phenomena, extrascientific motives (Jensen 2011) are projected into
the classroom work, and interests other than learning fothe benefit of
understanding and explaining the world and its myriads of phenomena comes
into play.

It is from this background understanding thatl am approaching teaching as an
improvisation activity. In light of the counterhegemonic thinking of RS =ed

RE protagonists, talk about improvisationcan be criticizedbecause of its
OOAAANAD OT AAOOOAT AsE $oMethingmiven of skalickhd C A
production of knowledge needs to be taken into account when teaching. Being
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totally oblivious to the knowledge basis of structures, the scaffolds teachers

provide, can create barriers rather than conditions of possibility for

knowledge and understanding. Constructivist thinking and principles of

learning, does not in itself warrant any positive evaluation bout students

learning. It is a system of thinking, a theory about learning, therefore it cannot

be used in an argument or reasoning, as support for normative propositions

OOAE AO OCi T A OAAAEET coh OCIiT A OAAAEAOC
saying that a teacher is providing good teaching, and at the same time that

what he teaches hinder D OOA AT 006 AGPAOEAT A Aheir £ OEA
communication with and relation to others.

Quialified subject didactical decisions, in which improvisation is a pg

involves reflections on focus, content and method, and takes in to

consideration what students learn, and the consequences of learning.

Learning as a process and situation takes place upon something to be learned,

and what is to be learned in a RS baddrE is what makes improvisation

relevant. Improvisation without being entrenched in a subject can lead to

xEAO " AOT OOAET AAI1l OPAAACI CEOAOQEITT 1T &
supposed to maintain or enhance repressive social and symbolic structures. If

S0, it is in conflict with an RS based RE.

Learning about religions as human, cultural constructions, and religion as a
second order descriptive category, a part of the problem to be explained
rather than as something to be valued and treated in a partitar non-

scientific way, elevates the epistemic status of students talk about religion.
Resisting religious truth claims, RS based RE learns how language about
religion construct as well as constitute religious experiences and ideas about
religion. Religious actors and students alike are thus on an equal footing
communicating about religion. Neither point of view dominate in the
classroom, wherein an important work is come to terms with, analyze and
criticize repressive social and political processes, struates and tendencies.
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KRISTIAN NOTVEDT KNDSEN

REFLECTIONS FORM TH¥SIDE OUTR DOING IMPROVISED TEMING

How canstrategies from long form theatre improvisatibalp the drama teachdp balance between

structure and improvisatiowhen teaching in Eama in education?

AThe chall enge facing every teacher and every s
strudure that will optimize student learning. Great teaching involves many structuring
elements, and at the same time requires improvisational brilliance. Balancing structure and

i mprovisation is the essence of the art of teac

In this paper | will present a stream of thoughts and ideas about how strategies from a specific genre of
theatre improvisation, called Long form Imprbwan help the drama teacHslance between structure

and improvisationwhen teaching Drama in education. In short, what characterizes long form
improvisation, besides being longer (obviously), is that it is a 4tasgd improvisation that focuses on
developing characters and plot so that the audience becomes investedviorkh@he improvisation

takes place in a serstructured setting that provides the actors with some séotmof or framework, in

which the acto can act spontaneous and improvifteis quite similar to the learning environment
described by Keith Sawyen ithe quotation above and one of the challenges is to balance between the
structure and the improvisatio8tructure, frameworks and motivation is important when trying to create

a learning space that invites to improvisation. However, you cannot ndgebbtlily perspective and
reactions when youwun the risk of doing something improvised and spontanedoething happens

inside your body, your heartbeat increases, your stomach is twisting, you are nervous and your blood is
rushing through your veins.eéhg both a drama teacher and an actor in a long form improvisation group,

I will reflect upon my experiences form practice awhstruct a dialog between thactorbodyd doing
improvisation and h taclietodyd doing improvisationlt is my understandg that, being awaref the

bodily perspectie of improvisation is just as important as being aware of how to create an environment

that stimulates to improvisation.

I will discuss my project in view diWhat Makes Good Teachers Great? The Artful Balaf&rocture

and Improvisation (2011) By Keith Sawyer.
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BODHILD SVENDSEN

TEACHER PROFESSIONBEVELOPMENT (TPD) BSOLLABORATIVE DESIGA CASE
OF DESIGNING NEW TEAHING PRACTICE

The people who seem to learn the most from the systematic instrudesigal of
instructional materials are the designers themselves

(Jonassen & Reeves, 1996)

Abstract

Teacher learning happens in all the areashich the teacher joins in such as the
classroom, the community of teachers, and the school environment. This study suggests that
TeachelProfessionaDevelopmen{TPD) needs to be concerned with social aspects of learning,
and needs to be directly meagiul to teachers’ practice. The hypothesis is that teacher learning
takes place in all fields where the teacher takes part and the research quddtondan
learning by collaborative design enhance new teaching practice with respect to teacher
professonal development (TPD)PPD i s positioned in the context
teaching and change in teaching practice. In this study of collaborative design, teachers create
new collective practice in teaching. Findings from the study show howotladorative process
of design provides the teachers to talk together and share ideas about the fundamental basis for
the intentional teaching change. The collaborative process of design provides opportunities for
teachers to reflect on the intentions amglications of the projected change. The interaction

with peers seems to deepen and challenge the teacher reflections.

Keywords TPD Collaborative design Teacher learning Teacher professional learning community
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SIDSEL SANDTR@EN

IMPROVISATION ICOUNSELLING AND COAGIG. HOW CAN IMPR@SATION
CONTRIBUTE TO THE REORMANCE IN COUNSHENG AND COACHING?

Keywords
Improvisation, encounter, guidance, mentorggpervisioncoaching.
Extended Abstract

In counselling, guidance, supervision arméching, the encounter is a significant quality in which the
process of supervision develops. To be able to listen to what other people expressebhbliyrand
norverbally, is a starting point for any counselling actigityeiten, 2006 Skagen, 2011(McLeod,
2007)

Therefore, exercises that enhance the feeling of safety and relational confidence is essential to enhance
the spontaeity of the creative process.

iThe increasing use of-is-ediispttucais Bawgadinhss artigle met hod s
(Sawyer, 2011, p.2Hear gues t hat the challenge for all teach
order to opt i mi(8avyes 200ldpe AHisssa@lsol aetallemye in su@ervision and

guidance. There is a risk of using scripted methods that not necessarily is compatible with the situation at
hand. In his context, improvisation could benefit the process and the outcome of the counselling

situation. By adapting improvisational techniques from the arts field and make them appropriate to the
education field, it could enhance the supervising process andttwne could be more beneficial for the
individualsthatare in focus for development.

As DeZutter points out in her article, the traini
improv actors learn in their educatiorguld be applied andansformed to fit the teach#maining field
(Dezutter,2011, p. 35)The process of becoming a counsellor could in the same way benefit from

defining and creating activitighatwill contribute to the performance as supervisors with improvisational
competence. The counsel | wisaios coplebe beoefiambionall gartiesind u s e
the supervising context. This is of course an important part of all educational activity, such as Harald

Jarning has shown in his article where he shows how educational theories also uses the elements of
improvisation even though they uses another vocablEmning, 2006)

The purpose of this paper is to discuss in what way improvisation can be beneficial in the counselling
process and how we can use impsation tools in the education of supervisors. Tiisbe discussed

from an onrgoing research project about further education in supervision and coaching and the
development of competencies in this area among the students. The group of studenif consis
professionals from different professions such as teachers, mmgesild protection educators.

The theoretical framework of the study is pragmatic philosophy and the methodological framework is
Hemeneutics and Action research.

The research intesdo answer questions such as:
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How do these students develop their counseling/mentor/supervising skills?
How does the program correspond with their development?
How do the students describe their acquired skills?

What shoul d a meaompetensy consist of, aquazding tb theostudests
opinions/perceptions?

How do the students assess the program based on their experiences?

The data for the study consist of studentsédé | ogs,
studentotsibngneat t he workplace, texts from the stud:
years @ teaching with the students.

Political and cultural frames of course structure the supervising and the teaching process. In this paper, |
will not discusshtiese frames when | argue to view the supervising process as an improvisational one.

The encounter and improvisation

The counselling situation calls for a supervisor who is able to establish the values of the encounter. This is

a context where the individul s i s being in charge of their own fin
teacher, has the challenge to balance the improvisation and the structures in a way that includes all
participants ideally without imposing their own views or values. To be consamug and be aware of

the other (persons) is something we are training to achieve. It is necessary to work for obtaining the

listening qualities that argpeken for in these contexts.

Martin Buber, i mThosowoekawi oh whiet @&$ about what
the encounter arélis dialogue and monologue distinctions in human communication, and how the two
categorizes the existence in our relati(Bgber & Smith, 2004)points out tk importancehatthe

supervisors are conscioasthese categories. Relations between individuals anatognition ofthe

other, the space for development and freedom to act spontaneously and creatively is important in the work
both asa teacher and ascounselor.

This encounter quality is in some way similar to the context qualities in classrooms where improvisation
occurs. The teacher or the supervisor has to be able to be in thebe@®v or moment in order to

improvise inaway thatthe student | ear n. Gener a+-+-gefifed anp pedovmiaca t i on i
(music, theater and dance) in which the performers are not following a script or a score, but are
spontaneously creating their rBawyery2014,lp. 18¢neniitt i s pe
comes to the teacher practidee improvisation metaphor encompasses the creativity and spontaneity that
balances the structure and improvisation in the teaching process. Thus, improvisation can help to
conceptualize also the supervising prodbasis in the herandnow.

Building confidenceand spontaneity

To be able to encompass the encounter qualities as a supervisor, it requires competence and awareness to
ensure these qualities for the individuals present. This is addressedudatiorprogram and the
students are training for this kind of relational
learn how to be good counselors/mentors and coaches, and thus become better professionals. In my group
of studentsye work with differem exercises that challenges them in many ways. drieia of competence
requires the st udentdsepoundbtheir comforezeneshiohcanwe duitei ngne s s
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difficult sometimes. In order to enhance the relational confidence, we addeesisex that enables good
group relations to develop.

One way of doing this kind of work is to engage in exercises that builds the confidence and the students
feeling of safety. For instancehen buildng group confidencehey moven differentways awl patterns

on the floor and in different relations to each other. When doing this sort of exercises they communicate
without words. In nonverbal communication, the studefttn has to work to do the exercise properly.

As someof themexpressfit is chalenging to step out of the comfarto n Whenthe studentare able

torelax in the situationand let theexerciseop | ay be the primary in a way tt
t h eaw&adamer saySteinsholt, 2010)Then we are able to be in the haretnow. This is what the
encounter is about, | think. In this way, we encourage to meetfieein a way that not objectifies the

other personAs MerleauPontysays(Gustavsson, 2000, p. 7de body and the body exgssion will be
experienced by myself and others, the body will be experienced batsusgect and as an objeatiich
meanswve are eperiencing and at the same time are experienced, as Gustavssays(Gustavsson,

2000) These kinds of experiences will be a source foeotitbns on the learning press.

Bjarn Alterhaug says that improvisation is about something thefaseseer(my translation)

(Alterhaug, 2006, p. 80)mprovisation in this sense is a result of preparation and competence. It makes
uscapable of dealingiith the unforeseen, to do something raavd enrichinghatcreates and elaborates

new moments. The learning path the students engage in can be quite demanding in order to try to achieve
such kind of competence. When the students start, they are beiogupied with collecting counselling

tools for their toolboxes. During their study, they come to recognize the demand of the encounter. Here, |
think the improvisation metaphor will be beneficial in the trairforghis kind of recognition.

In my practice | am the teacher and the students are supposed to learn and practice so that they during the
two-year study can perform as supervisors. This means that the encounter and the improvisation

perspectives is simultaneously present on two levels. First praéloice of the program and second in the

practice the students are training for. In this respect, | would have to conceptualize what | am doing so

that the students can do the same. Tobe abletoraflact t i on, Sc hifwewanttg@ques t hat
discower what someone knowis-action wemust put ourselves in a positiondbserveher in actionIf

we want to teach weneeadtoobsarve mdvdsanithe doing, relebhevhat we

observe, describe it, and reflect on our descrigii(®chon, 1995)To do this kind of reflection,

improvising strategies might be helpful. When the expert teachers use routines and structures in a more
flexible and creative way, as Sawyer sé@yawyer, 2011)l think that how the expert teachers think and

reflect could be clearly articulated to the novice students. Thebwtary used in the improvisational arts

field can be helpful t o smtgizalgetoimprovisebetthas Demudt &
points out(Dezutter,2011) |t i s i mportant to coll aborate, and
improvisation between the teacher and the stud8atsyer, 2011, p. 3)When the improvising and the

dependence of collaboraticgpresent in exercises, it is important to illuminate the strategies that are

used By being consciouand articulate about this, we will enhance the ability for the teacher and for the
students to unastand how they can improvise.

The encounter onceare

When the teacher or the students supervise an individual or a group, they has to be irahé e

and improvisational skills can add something new into the encounter context. They have to collaborate
with the other (person or persons) and He &bsupervise in a way that is enrichfiog the individuals
concerned.
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To view supervision and counselling as improvisational practises, will benefit the training by the use of
concepts from the improvisational arts field.

In the supervisingontext, the encounter values should be present, and improvisational practice could
enhance the activity and the process of counseling will be better takesf.care
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4( % 2 %3 %! 2 #$SRQALES INEQLLABORAH DESIGNBASED RESEARCH

1 INTRODUCTION

The background of my study arises from a need for outdoor science education (OSE) pedagogy for
high school. Based on existing research about learning in eaf-school settings, | developed a
prototype teaching design. The design is currently being testedhd developed in collaboration with
two science teachers at a Norwegian high school. The research approach used in this study is
design-based research (DBR).

DBR is a practiceoriented methodology, with the overall aim to bridge the gap between the

practise field and educational research (Juuti & Lavonen 2006; Reimann 2011). DBR is researcher
driven (Edelson 2006; Wang & Hannafin 2005) and may provide opportunities to lead and
administrate the direction of the research. DBR opens up for the researcher to aalesigner, not for
the research project only, but also for the pedagogy (Christensen et al. 2012). In other words, the
researcher intervene in several aspect of the research. However, the participants should be
included to identify problems, articulate ®lutions, testing and suggest new solutionsil§id).

Intervening by designing and administrating, and at the same time facilitate and maintain the
OAAAEAOOS DPAOOEAEDAOEIT 1 AU AA OAAT AO A AEAIIT AT C
thischallenCAh ) xEI 1 Al AAT OAOA -ioles affects fraifgAvhed AnCokeNr@A EA OB O
negotiation in a joint, collaborative relationship with two high school science teachers in a DBR

project.

Frame analyses uncover dynamics of the negotiation procegsccording to Penuel et al. (in press p

ctoq O0&O0CAI A AT AT UOGAOG POl OEAA AT 1T AADPOOAT OI11 06 A O
OAOAAOAEAOO AT A POAAOGEOGEITAO ET OEA Ai1 O0A@d 1T £ PA
how a problem is defined Coburn 2006; Penuel et al. in press). The framing processes are divided

ET O AOAI A AT ECTi AT O AT A OAOGIT AT AA8 O&OAI A Al ECTI
produce and invoke frames in an attempt to connect these frames with the interest, valuasd
AAT EAEO 1T £ OEI OA OEAU OAAE O 11T AEI EUAS j #1
OiT1 A0 1T £ OEA 1T ACT OEA ®RIEIA OBDGI AA GtamsfertingieiryE ) ADOD G
OAOAAOAEAO Oi 1 Ah EO-ORAE AlediamikgiAd tryitd fio cadntect Aith thO2A A O E
OAAAEAOOS ET OAOAR:Sdmanc®N I A AT A NAGTEAA AF8A E£OAT AOGS E

AT1T1TAAOETT xEOE OEA OiT AEI EUAOOS8 AT A i1 OEOAOA OEA

p >
O

o q
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2 METHODS AND MATERIALS

The high school was selected out of convenience. The criteria for selecting two science teachers,
was that they each had less than five years work experience from high school. This was set to avoid
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dynamic conservatism (Schon 1983)Furthermore, it was favourable selecting two teachers of
opposite sex.

Data were derived from a workshop with the two science teachers. The aim of the workshop was to
plan OSE by using the prototype of the teaching design (audio). This workshop need®#&oseen in
perspective with one semistructured introduction meeting, as this was the first meeting of this
research project (audio).

Collecting data is currently ongoing for the study. It involves three iterations were the teaching
design are being testd and developed. The workshop was from the first iteration and had an aim to
plan OSE with the use of the teaching design. Further, the workshop had a duration for 2 hours and
20 minutes and included practical issues about the research and planning of tfiesst OSE sequence.
In this articlex, | focus on the planning. | want to illuminate the link between negotiation processes
when planning and the teaching design.

1 This is call to NAFOL summer school that will eventually lead to an article.

The aim of he semistructured interview was to learn about the teachers and their response to the
research project and OSE. The interview contribute to understand the negotiation process and the
connection between the teachers and the project. The interview consistedainly of open

guestions.

3 RESULTS

Several methods are used to collect empirical data in DBR (Bell 2004). As anticipated, different
methods leads to different research roles. According to frame theory, framing processes should

contribute to connectingDEA DAOOEAEDPAT OO AT A OEA DPOIT EAAO8 41

respons is necessary. | start with presenting the results from the introduction meeting where the
first connection between the research project and the two teachers took place. 3

3.1Introduction meeting

At the introduction meeting, the teachers were first given a description of the problem and reasons
for the research. Secondly, they were asked to describe themselves as teachers, their motivation for
the project, their concerns aroum the research project and OSE specifically.

The first teacher, Gustav, has his academic background from ecology. In the following, he comments
on several aspects of being a teacher:
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E: How would you describe yourselves as a teacher?

G: Uhm, if I am going to sum up, I believe I am good with relations. Building relations with the students
precondition them for further progression in the subject. (..) I notice that 1t 1s [building relation] very important for
those student who are weak in science.

E: Do you have any immediate thoughts on how you see yourselves in this project?

G: I was really interested i outdoor education when I took pedagogical studies (..) then the day-to-day life came and
I doesn’t get to do so much of it [outdoor education] as I should have wanted (..). I am interested in being outdoors,
hunting and so. I enjoy that. But, I do not know if that is relevant in this project. (..) Otherwise, I believe in this way
of being concrete, and there is many possibilities in the outdoors of concrete approaches.

E: Do you have any examples about outdoor education?

G: Uhm, (..) I have taken some classes to the bonfire, classes from vocational programs. We did a math trail [the
students answer questions along a trail], and made popcorn and stuff like that. But, the logistics turns out to be
exhausting!

The second teacher, Arya, has an academical background from planescie. She has worked as an
elementary teacher were she conducted outdoor education regularly, but never as a high school
teacher.

E: How do you see yourself as a teacher?

A: T try to get contact with the students and have a pleasant tone in the class (..) and be structured and stern but I see
that as a challenge when I am outdoors. There is always some students who believe it is time off.. So you could say
that it 1s a type of voluntary teaching and I find that demanding.

E: How do you see yourselves in the project? Do you have any thoughts?

A: Yes, but I am just unsure of what you are going to explore.. Are we the one planning the outdoor education and
you register what you see?

E: I'm thinking we plan it together.

A: But we are ones who do the teaching?

E: Yes.

A: And you are going to write articles?

E: Yes. it is a part of a PhD-education, and the model [teaching design] 1s my main focus, where I bridge theory and
practice.

A: When you say that I think at once on outdoor education as a challenge. You are going to be outside with 30
students that will be outside, at the same time listening to you, and you should speak loud enough and you should
pay attention.. It 1s a challenge!

E: I can see what you mean but I will meet those challenges with you.

Both Gustav and Arya were concerned with the relation and contact with the students. However, 4

Arya was focused on class enagement especially in an outdoor settingshe asked several

NOAOOEI 1 O OACAOAET ¢ Ei x OEA OAOAAOAE xEI1 AA EIi DI
ET AEAAOAO OEAO EA Ai11AAOAA xEOE OEA DPOI EAAO8 ! OU
satisfactory during the introduction meeting. The introduction meeting uncovered micro processes

that required a respond from me as a researcher. | needed to continue connecting the teachers to

the project and find ways to utilize their strengths and limit theirconcerns.

3.2 The workshop

The introduction meeting made me realise that | needed to frame in the project with a supporting
structure. The structure was aconceptual tool It had several aims as to increase the efficiency of the
workshop, minimalize therisks of OSE and secure the terms of the teaching design in a workshop.
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4EA OOOOAOOOA xAO A OOCCAOOETT 11T ETx Ol Ai1TAOAO
) O xAO AAOGECTI AA xEOE Al AOAT |canifpakdddtontédit Aiod @B AAE
equipment 8 ) DOT OEAAA OOCCAOOEIT 1T O xEOsedubencdAd E Al @ OE
suggestion and the boxes where discussed in detail. My role transitioned from being an interviewer

in the first meeting, to being a participatingcollaborative researcher.An example of this is when

deciding nature trail as part of the content.

E
A

This negotiating is about a nature trail, trying to plan how to do it and what type of questions it

should contain. The two teachers have different integst, values and beliefs. Arya clearly has an

interest for geocaching and she want to negotiate it as a part of the content. Gustav, on the other

hand, do not want technology to affect student activity and presence with nature. Thus, this adds a
secondaspd O O1T OEA EOAT A AT ECiIi AT Oh AO OEAOA AOA OxIi
| take at least two roles in this workshop. | collaborate and participate more or less on the same

hierarchy level as the two teacher. At the same time, | steer thegotiation in favour of open

guestions in the nature trail. | negotiate the design of the pedagogy with arguments from research

literature.

4 DISCUSSION

The supporting structure as a frame motivated the two teachers and myself to act when planning

OSE.n other words, it worked as a conceptual tool to frame the problem. Connecting with the

problem is a continuous process and new frames are needed for further connection. This workshop

is a segment of the research project and further analyses of the matdria necessary to provide

evidence. However, crossole did affect how the framing uncovered negotiation processes. |

AT 11 AAT OAOAA xEOE OEA OAAAEAOOS ET OEA xi OEOEI bh
information meeting I had aroleasanintetdEAx AO 1T QOAE A ORA OEA DIAE ADBA OAAOD
created a distance and hierarchy between me on one side, and the teachers on the other side. When
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