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Foreword

Crossing over Subject Boundaries towards New Horizons:
Recent Trends in Research on Crosscurricular Teaching
from the Nofa 9 Conference (2024)

CHARLOTTA HILLI AND NINA MARD

charlotta.hilli@abo.fi
nina.mard@abo.fi

Abo Akademi University, Faculty of Education and Welfare studies

Introduction

The Nofa 9 conference was held in May 2023 at Abo Akademi University in
Vaasa, Finland. The conference’s main theme was education, knowledge and
Bildung in a global world, and participants were invited to discuss the theme
from the viewpoints of different school subjects. One viewpoint was crosscur-
ricular teaching, which paved the way for this conference publication. Cross-
curricular teaching (CCT henceforth) refers to teaching approaches across and
beyond individual school subjects that promote students’ overall development
and learning. CCT continues to be in high demand due to societal challenges,
such as information overload, threats against democracy and climate change.
To meet the challenges and prepare students for life in increasingly diverse
societies, they need to acquire knowledge and competences not sufficiently
supported by the standard curriculum. Instead, this calls for collaboration
between different school subjects and rethinking teaching and learning con-
texts (cf. Mard & Klausen, 2023).

CCT is not a static concept; it can be realised in several ways by different le-
vels of subject integration. Thus, it offers practitioners opportunities to include
subject didactics and general approaches according to what is relevant in any
teaching situation. In this conference publication, we invited authors to explo-
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re crosscurricular topics from various perspectives. Supportive questions were:
How do knowledge and generic competencies relate to school subjects? What
knowledge and skills will the students need for future challenges in a global
world? In what ways can schools and classrooms be(come) sites for the proces-
ses of Bildung? How can such processes be realised by combining different
school subjects, and how can teachers and students work with topics related to
an open and undefined future?

The conference publication includes five articles on different topics. We will
here discuss the contributions of the articles with the help of a didactic mo-
del for crosscurricular teaching we developed in earlier works (Mard & Hilli,
2020; 2023; see Figure 1). It is based on general didactics and provides a
Bildung-oriented approach to crosscurricular teaching. It includes teaching-

Figure 1. A didactic model for crosscurricular teaching (Mdrd & Hilli, 2023).
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related factors such as educational values and aims, student needs and interests,
contemporary issues, methods, subjects, and competences. On a school level,
the model includes organisational factors that directly influence teaching, such
as the curriculum, school culture, teacher professionalism, and different forms
of collaboration.

Since the model is hermeneutic, the two levels (teaching and organisation) and
the many dimensions affect each other. This becomes obvious as we discuss the
articles’ different takes on subjects and crosscurricular teaching. However, the
model is extensive, and it is impossible (perhaps even unnecessary) to cover all
factors when considering CCT in specific contexts. In this editorial, we focus
on methods and collaboration related to other dimensions, such as curricula
and students’ values and interests.

Wolfgang Klafki’s (2001) ideas of Bildung are implicit in the model (Mard &
Hilli, 2020), indicating that education aims for students to become indepen-
dent and critical thinkers but also empowered to identify and address societal
issues. This means that students need to understand the cultural and political
contexts they are part of and be able to critique and change them. Otherwi-
se, education merely becomes a reproduction of past values or systems rather
than an open invitation to transform society. In short, Bildung can be under-
stood as a movement between a person’s past experiences and culture(s) while
understanding new perspectives, metaphorically speaking, by widening their
horizons.

For Klafki (2001), key problems (e.g., global hunger, war) are important in
teaching because they move from individual to social and global aspects. This
is easily related to crosscurricular teaching, where joint themes or problems
can be the focus for subject integration. We have added another layer to Klafki’s
ideas of Bildung by studying the professionality of teachers’ crosscurricular
collaboration (Mard & Hilli, 2023). To us, profound teacher collaboration ide-
ally leads to collective processes of Bildung because teachers move from past
experiences and attitudes to CCT towards joint visions, engagement, and new
teaching practices. This may support meaningful student learning, collabo-
rative school cultures, and professional development among faculty members
who can negotiate the curriculum through different subjects, methods, and
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aims. With this in mind, we will now discuss the five articles through teaching
(methods, students) and organisational (collaboration) factors of the model.

Teaching factors

Crosscurricular teaching methods for involving and engaging students
and teachers

Language-sensitive teaching is a crosscurricular method, aiming to support
students’ literacy competences across subjects. In their study, Vuola and
Nousiainen (2024) show how learning to use the language of subjects inter-
twines with the central goals in subject education, in this case, science educa-
tion. Teachers’ language awareness and skills are important to develop during
teacher education, to prepare them to act as language teachers of their subjects.
Through analyses of pre-service physics teachers’ written reports, the authors
suggest that they have implicit knowledge of the language of science, but ex-
plicit teacher training is needed to help them develop their language skills and
prepare for language-sensitive teaching.

The idea of language-sensitive teaching was similarly a purpose of the cross-
curricular project reported by Juganson et al. (2024), relating to the theme of
democracy as an overarching value of education. In the project, students’ writ-
ing of essays was supported by providing them with different writing strate-
gies and awareness of their use of language. The authors argue that writing is
an effective tool for students to acquire content knowledge of the subjects at
hand. However, as Vuola and Nousiainen (2024) emphasize, this presuppos-
es teachers who are aware of the importance of teaching that supports the de-
velopment of language and literacy alongside content knowledge and subject-
specific skills. Forsman et al. (2023) define this as recognizing language as a
means of learning.

In their narrative study, Tornegren and Deldén (2024) introduce the idea of
meaning-making stories as a crosscurricular method with potential to include
students’ lifeworld-experiences in the classroom. Using social studies teach-
ing as a platform for study, the narrative approach opens student experiences
and interests that connect to new methods (role-playing, drama); for example,
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when teaching about hunters and gatherers, the students were asked to spend
time in the forest and hunt themselves. In the analysis, this became one way
to bridge the student’s lived experiences of hunting and their relationship to
nature. However, the authors highlight the importance of teachers challenging
students’ preconceived notions to support critical thinking and reflective ca-
pabilities. They suggest that narrative awareness of both teachers and students
can enhance increased connectivity between teachers’ and students’ stories in
the classroom, making teaching more relevant and meaningful in considering
students’ needs and interests.

Organisational factors
Crosscurricular collaboration between subjects and different stakeholders

Collaboration between subjects can become intersections of new approaches
that take on contemporary issues like sustainability and foster climate change
literacy, as Sjostrom et al. (2024) point out in their comparative discussion of
how seven school subjects can be understood with the help of Klafki’s material
and formal Bildung. Drawing on the different subjects’ epistemic particulari-
ties, they can support educating new generations about climate change. Rather
than seeing subject-didactic issues with cross-curricular teaching, the authors
welcome knowledge contributions (e.g., different literacies) from the seven
subjects included by focusing on where they intersect in the curriculum and
what the subjects can specifically contribute.

Collaboration between subject teachers can create meaningful learning oppor-
tunities and promote students’ attitudes towards different school subjects, as
Juganson et al. (2024) argue for in their study. The authors examined students’
attitudes towards religion when integrated with geography in the crosscurri-
cular project on democracy and included language development teaching. The
results indicate that crosscurricular teaching positively affected students’ de-
mocracy skills, understanding of countries, cultures and religions, and writing
skills. Accordingly, the authors discern an increased interest in religion, com-
pared to previous experiences of teaching the subjects separately. As becomes
evident in both studies on subject and subject teacher collaboration (Juganson
etal., 2024; Sjostrom et al., 2024), a prerequisite for collaboration is curriculum
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knowledge (see Niemeld & Tirri, 2018), meaning that teachers need insights
into the curricular content and methods of other subjects, to identify connec-
tions and intersections for crosscurricular coordination.

Collaboration between the school and other stakeholders can become meaning-
ful as Kairavuori and Niinist6 (2024) explore in their study where the Finnish
art museum Ateneum has, together with teachers and researchers, developed
a digital program for schools. The distances in Finland make it almost im-
possible for all pupils to visit Helsinki, where Ateneum is located. The project
My Museum invites pupils to learn about and create art by offering guided
tours and workshops during digital visits. The project becomes a meaningful
collaboration between the curriculum and an outside stakeholder because pu-
pils meet art experts while creating art in the classroom with their teachers.
Depending on how they approach the digital material and workshops, other
subjects would likely adapt to the museum’s materials differently. Similarly,
Tornegren and Deldén (2024) show how collaboration with external experts
and authentic environments are important crosscurricular aspects to support
meaningful and holistic learning.

Conclusions

The five articles of the conference publication exemplify various ways of work-
ing within one subject or integrating several subjects while at the same time
highlighting methods or ideas applicable in crosscurricular teaching environ-
ments. This accentuates the relationship between disciplinary knowledge and
the aim of education to foster independent and critical thinking (cf. Klafki,
2001). As Schaffar and Wolff (2024) point out, CCT enables sound factual knowl-
edge from diverse subjects while concurrently enabling approaches open to
students critically reviewing and questioning current knowledge, and collab-
oratively searching for knowledge with peers, teachers, and external stake-
holders. Similarly, Klausen and Mard (2023) emphasize the mutual relation
of subject-specific activities and CCT. Since Bildung requires immersion and
appropriation, concentrating on fostering specific skills and acquiring special-
ized knowledge can be necessary. However, this should always be done with an
implicit concern for students’ overall development.

9 Studies in Subject Didactics 25
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The articles suggest that crosscurricular teaching and subject collaborations
can offer teachers and students new and meaningful ways to work with the
curriculum. Since there are many ways to conceptualize CCT, it can mean
confusing and frustrating processes unless there is time for negotiating joint
visions and structures (cf. Mard & Hilli, 2023). Still, it can allow students,
teachers, and other stakeholders to collaborate on meaningful and contem-
porary topics. We consider these collective Bildung processes where teachers
gain new perspectives in negotiations and discussions. They are challenged to
consider new ways of learning and teaching when meeting different subjects,
experts, and methods while they widen their horizons together.
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Religion moter geografi i sprakmedveten
demokratiundervisning:
En fallstudie i arskurs 7-9

NINA JUGANSON, ERIKA EKHOLM, LISELOTT FORSMAN,
MARTEN BJORKGREN OCH ARTO KALLIONIEMI

nina.juganson@skib.fi

Bjorneborgs svenska samskola

Abstrakt

I denna fallstudie underséks elevernas instdllning till religion (evangelisk-lut-
hersk inriktning) som ldrodmne som ett resultat av dmnesévergripande un-
dervisning i en finldndsk grundskola i drskurs 7-9. Religionsundervisningen
integrerades med geografi ur ett religionssociologiskt perspektiv inom temat
demokrati och inkluderade sprakutvecklande undervisning. Studiens empi-
riska material bestdr av essder, enkdter, gruppintervjuer, elevreflektioner och
ldrarobservationer, vilka analyserades hermeneutiskt. Resultaten visar att den
dmnesévergripande undervisningen hade positiva effekter pd elevernas demo-
kratiférdigheter, forstaelse for Idnder, kulturer och religioner samt skrivférmadga.
Vad som konkret paverkade deras mera positiva syn pd religionsdmnet i denna
samverkan med geografi férblev dock oklart.

Nyckelord

Amnesévergripande undervisning, demokratiutbildning, learning by doing,
sprakmedvetenhet
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Religion Meets Geography in Language-Aware
Democracy Education:
A Case Study in Grades 7-9

Abstract

This case study examines students’ attitudes towards religion (Evangelical-
Lutheran orientation) as a subject as a result of interdisciplinary teaching in a
Finnish primary school in grades 7-9. Religious teaching was integrated with
geography from a religious sociological perspective within the theme of democ-
racy and included language development teaching. The study’s empirical mate-
rial consists of essays, surveys, group interviews, student reflections and teacher
observations, which were analyzed hermeneutically. The results show that the
interdisciplinary teaching had positive effects on the students’ democracy skills,
understanding of countries, cultures and religions, and writing skills. However,
what concretely influenced their more positive view of the subject of religion in
this interaction with geography remained unclear.

Keywords

Cross-curricular education, democracy education, learning by doing, language-
aware education
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Inledning

I den hir studien undersoks elevernas instdllning till religion (evangelisk-
luthersk inriktning) som lirodmne i amnesovergripande undervisning i &rs-
kurs 7-9. Artikelns tva huvudforfattare integrerade religion och geografi i sin
undervisning under det 6vergripande temat demokratiundervisning. Arbetet
inkluderade sprak- och kunskapsutvecklande undervisning i form av skriv-
strategier for de texttyper som producerades av eleverna.

Demokratifostran ar en viktig del av den finldndska grundskolans utbild-
ningssystem. Enligt de nationella liroplansgrunderna (Utbildningsstyrelsen,
2014) ar centrala mal for utbildningen att framja forstaelse for demokrati, med-
borgarskap och samhillsengagemang samt betona vikten av att respektera
mangfald och utveckla empatiska fardigheter. Religionsundervisningen i den
grundlaggande utbildningen genomf6rs som undervisning i den egna religi-
onen enligt sirskilda larokurser. Denna indelning i konfessionella grupper ris-
kerar idag leda till segregation och ojimlikhet inom utbildningen (Zilliacus &
Holm 2013; Ahs, Poulter & Kallioniemi, 2019). Forskning visar att elever upp-
skattar att lira sig om andra vérldsaskadningar och kulturer, och darfor 4r det
viktigt att frimja en inkluderande ldroplan som framjar forstaelse och respekt
for mangfald (Kallioniemi, Schihalejev, Kuusisto & Poulter, 2018). Trots det-
ta upplever denna studies tva huvudskribenter i sin roll som d@mnesldrare att
manga elever betraktar religionsundervisningen som mindre relevant, vilket
torde resultera i att lirodmnets potential for utvecklingen av demokratiska far-
digheter genom kunskap om olika kulturer och livsaskddningar inte utnyttjas
fullt ut. I detta sammanhang avses med demokratifardigheter forstaelse om
minskliga réttigheter, barnets rattigheter och hallbar utveckling, vilket inne-
fattar kunskaper om olika ldnder, kulturer, religioner och livsaskadningar.

Skolan vill skapa motiverade elever som blir engagerade medborgare i samhal-
let (Utbildningsstyrelsen, 2014). I &mnesévergripande undervisning integreras
minst tvd laroamnen kring ett 6vergripande tema eller fenomen f6r att skapa
en mer meningsfull och sammanhingande helhetsbild av &mnesinnehéllet.
Studier indikerar att denna undervisningsform inte bara ger elever mojlighet
att visa sina kunskaper i olika ssmmanhang utan dven upplevs meningsfullt
av bade elever (Tarnanen, Kaukonen, Kostiainen & Toikka, 2019) och larare
(Petterson, 2014), vilket i sin tur 6kar motivationen. Forskning visar ytterli-
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gare att denna undervisningsmetod minskar upplevd stress hos eleverna och
fraimjar en mer sammanhidngande helhetsbild av amnesinnehallet (Bursjoo,
2015). Amnesévergripande undervisning kan ocksa bidra till utvecklingen
av samhéllsnyttiga kunskaper och mojliggora mer verklighetsnira inldrning
(Klausen & Mard, 2023). Tidigare studier har dven pavisat att eleverna sjilva
anser att de tack vare &mnesovergripande arbetssitt uppfattat samband mel-
lan amnen mer tydligt och lart sig mer, dven om det visat sig att pedagogerna
pévisat mer positiv installning till detta arbetssitt an eleverna (Tarnanen m.fl,,
2019).

Teoretisk referensram

Inom den dmnesovergripande undervisningen tas det fasta pa att &mnesin-
delad undervisning inte alla ganger dr den mest gynnsamma, eftersom flera
amnen hanterar liknande fenomen och tematik, fastdn fran olika kunskaps-
maissiga aspekter (Bjorkgren, Gullberg & Hilli, 2014). Av denna orsak ér det
viktigt att integrera demokratifostran i olika &mnen for en holistisk forstaelse
av demokratiska principer och varderingar (se Mard, 2022).

For att delta i demokratiska processer i ett lis- och skrivsamhalle behovs inte
bara goda sprakkunskaper, utan dven medvetenhet om hur spraket anvands
(Utbildningsstyrelsen, 2014). I skolundervisningen finns olika &mnesspecifika
krav pé de texter som eleverna ska producera och &mneslarare behover ge stod
for detta genom undervisning som utvecklar skrivstrategier (Fang & Coatoam,
2013). Sprakmedveten undervisning hjélper elever att forsta sprakets olika an-
vandningsomréden och utvecklar dirmed deras sprakliga fiardigheter. Det
bidrar &ven till att minska skillnaderna mellan elever med olika sprakbak-
grund och okar alla elevers majligheter till forstaelse (Cummins, 2017). En
sadan undervisning kan ses som en viktig grund i att skapa och uppritthélla
en fredlig samhallsstruktur dar elevers las- och skrivférmaga 4r av central be-
tydelse for deltagande i demokratiska processer (Dewey, 1999).

Genrepedagogik, som innefattar explicit undervisning om olika texttyper och
deras struktur, stodjer elevernas egen textproduktion och lirande. Den hjélper
eleverna att utveckla sitt kunskapssprak, vilket underlittar deras inldrning i
alla &amnen (Ahn, 2012; Hansson, 2018). Det arbete med skrivstrategier som
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genomfordes som del av den hir studien baseras pa den sa kallade cirkelmo-
dellen, en del av skrivstottningen inom genrepedagogiken som syftar till att
frimja elevdelaktighet, tillhandahalla strategier och strukturer for lirande
samt Oka elevernas sjdlvstandighet och tillit till sin egen formaga (Cummins,
2017). Modellen, som baseras pa sociokulturell teori om vikten av stéttning,
bestar i genomforandet oftast av fyra faser: att bygga upp kunskap om temat;
att tillsammans analysera modelltext av den texttyp som ska produceras; att
skriva gemensam text under lararens handledning; att skriva egen text. Den
betonar samarbete, kommunikation och interaktion mellan eleverna, vilket
framjar deras larande. (Wiksten & Kindenberg, 2017).

I den hir studien mots religion och geografi i amnesintegrerad demokratiun-
dervisning for att frimja respekt for mangfald och demokratiskt medborgar-
skap. Fokus ligger pa religionens substantiella och funktionella betydelse, sér-
skilt dess inverkan pa samhallet, samt vikten av den geografiska kontexten for
religionens och kulturens utveckling.

Den teoretiska referensramen for studiens dmnesévergripande undervisning
har inspirerats av det religionssociologiska perspektivet. Mélet 4r att vicka int-
resse for religionsundervisning och darmed péverka elevernas ldrande. Forsk-
ning visar att eleverna ansett att religion kan ses som ett nyttigt lirodmne, men
det 4r anda inte sarskilt viktigt eller intressant (Rusama, 2002; Rasénen, 2006).
Elevernas uppfattningar praglas i allt hogre grad av sekularisering och indivi-
dualisering i samhillet (Kuusisto & Kallioniemi, 2017). Durkheim framhaller
religionens sociala funktion for att starka samhallsordningen genom gemen-
samma védrden och normer, vilket inkluderar kultur, asikter, ritualer och me-
ningsskapande (Carls, u.a; Giddens, 2007). Detta perspektiv anvinds for att
framja forstéelse for olika religioner, trosuppfattningar och elevernas demo-
kratifardigheter.

Deweys och Vygotskijs teorier utgér pedagogiska grundpelare i det amnes-
overgripande arbetet som denna studie undersoker. Dewey betonar vikten av
elevens aktiva deltagande genom learning by doing” och individanpassad
undervisning (Dewey, 1999), medan Vygotskij lyfter fram socialt samspel och
den proximala utvecklingszonen for att fraimja lirandet (Jerlang m.fl., 2008).
Dewey foresprakade att naturvetenskapliga och humanistiska omraden inte
ska ses som separata dmnen, utan som dmsesidigt beroende. Genom att kom-
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binera studier av natur med reflektion 6ver ménniskors handlingar kan ele-
verna fi en holistisk forstielse for virlden. Dewey menar att alla &mnen &r
likvirdiga och kan ha ett instrumentellt virde. Med andra ord &r kunskap och
fardigheter inte enbart virdefulla i sig sjdlva utan bidrar dven till att ge en batt-
re helhetsforstaelse. Han skiljer ocksé pa elevers intresse och virde, diar nagot
vardefullt i sig inte behover vara intressant (Dewey, 1999).

Material och metod

Denna fallstudie syftar till att undersoka elevernas instillning till lirodmnet
religion (evangelisk-luthersk inriktning), dd undervisningen i religion utgar
fran ett religionssociologiskt perspektiv i samverkan med geografi i &mnes-
overgripande sprakstottande demokratiundervisning (se figur 1). Specifikt un-
dersoks foljande:

1.  Hur uppfattar eleverna lairoamnet religion da det samverkar med
geografin?

2. Hur uppfattar eleverna att det imnesovergripande arbetsséttet om
andra liander, kulturer och religioner har bidragit till demokrati-
fardigheter?

3. Hur uppfattar eleverna att sprakstottningen paverkat deras demo-
kratifardigheter?

Studien genomfdrdes i form av en explorativ fallstudie under lasaret 2022-2023
i arskurserna 7-9 i en skola i Finland med svenska som undervisningssprak
och involverade 39 elever (projektarbetena beskrivs narmare i Kaihari m.fl.,
2023). En explorativ fallstudie ar en detaljerad studie av ett fenomen i dess na-
turliga milj6 (Yin, 2014). Genom datatriangulering stirktes studiens validitet
i syfte att fa giltiga resultat som utgangspunkt for fortsatt didaktisk forskning.

Data som samlades in genom esséer, enkdtunders6kning, gruppintervjuer, elev-
reflektioner och lararobservationer analyserades hermeneutiskt for en djupare
forstéelse av resultaten. I var analys har vi tolkat de olika delarna i materialet
samt deras relation till varandra i kontexten av vara studieobjekt och prévat
svaren mot den tidigare forskning och de teorier som presenterats. Analysen
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fokuserade pa kollektiva variabler f6r databearbetning enligt Esaiasson m.fl.
(2007). Absoluta variabler som kon och &rskurs exkluderades, eftersom de inte
direkt bidrog till studiens syfte. Aven relativa och kontextuella variabler som
elevernas arbetssitt och &mnesval ignorerades, da fokus lag pa religionssocio-
logiskt angreppssatt integrerat med geografi och sprakmedvetet arbete for att
utveckla elevers demokratifirdigheter.
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Figur 1. Schemat dskdadliggor vart resonemang hur ldrodmnet religion i samver-
kan med geografi i sprakstottande dmnesovergripande undervisning bidrar till
demokratifirdigheter.

Studiens kontext och genomférande
Den dmnesovergripande undervisningen i arskurs 7 tog fasta pa hur sociala
och kulturella faktorer dr beroende av de geografiska forutsittningarna och

resulterade i individuella faktatexter om asiatiska linder med egna reflektioner
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kring hallbar utveckling. Avslutningsvis tillredde eleverna mat som var typisk
for den valda regionen.

Eleverna i drskurs 8 analyserade samspelet mellan religion/livsaskadning och
geografi genom en historisk genomgang av kristendomens historia och upplys-
ningens paverkan pa méanskliga rattigheter med tyngdpunkt pé barnens rattig-
heter. Eleverna utforskade barns liv i tre olika ldnder i tre olika vérldsdelar f6r
att fa insyn i olika uppvéxtforhallanden.

I &rskurs 9 genomforde eleverna tre olika delarbeten dér Finland jamfordes
med ett annat land med fokus p& méanskliga rattigheter och hallbar utveckling.
En nidrmare 6versikt av de amnesovergripande projekten presenteras i tabell 1
nedan.

Tabell 1. Oversikt av de dmnesovergripande projekten i drskurs 7-9.

Arskurs 7 Arskurs 8 Arskurs 9
Tema Ekologisk, Barnens réttigheter Agenda 2030
ekonomisk, social
och kulturell hallbar
utveckling
Focus Sociala och kulturella  Kristendomens Finland i jaimforelse
faktorer med historia och med ett annat land
geografisk koppling ~ upplysningens gallande ménskliga
inverkan pa rattigheter och
manskliga rittigheter hallbar utveckling
Integrerade Religion, Religion, geografi, Religion, geografi,
dmnen geografi, svenska svenska och litteratur samhallsléra,
och litteratur, halsokunskap,
hushéllsldra svenska och litteratur
Lingd 12 veckor 13 veckor 15 veckor
Genre Beskrivande text Reportage eller Tre delarbeten;
kulturartikel beskrivande text,
férklarande text och
argumenterande text
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Essaskrivning

Elevernas forvantningar infor det amnesovergripande arbetet samt deras syn
pa religion och kunskap om andra lander, kulturer och religioner kartlades
genom essédsvar. Dessa essder anvindes dven for att bedoma elevernas sprakli-
ga nivé och planera skrivstod utifran det. I arskurs 7 jamfordes elevernas for-
vantningar med deras sjalvbedomning av larprocessen. Totalt analyserades
21 essder och 12 sjalvbedomningar for att underséka om eleverna upplever
religionsdémnet som likvardigt med andra &mnen. Dessutom analyserades ele-
vernas demokratiska fardigheter utifrdn deras kunskaper om andra lander,
kulturer och religioner, samt deras beddmning av sin lis- och skrivkompetens.
Aterkommande forvintningar i elevernas svar anvindes som indikatorer for
analysen.

Enkatundersékning och gruppintervju

Efter att ha genomfort en pilotomgang med gymnasister fortydligades enké-
tens fragor for att 6ka forstaelsen for svarsalternativen. Enkaten inkluderade
flervariabelfragor som omvandlades till nominalskalor. Frekvenserna omrak-
nades till procent for att hitta typvirdet (Esaiasson m.fl., 2007). Resultaten av
elevernas instillning till religion presenteras i diagramform baserat pa fyra
relevanta fragor.

For att undersoka installningen till religionsundervisning och religioner sam-
lades ytterligare material in genom gruppintervjuer. Intervjuerna utfordes i
grupper pa 4-6 elever fran samma klass, totalt 30 elever intervjuades. For att
minimera lararnas paverkan gjordes intervjuerna av en annan forskare. Ling-
den for intervjuerna var ca 20 minuter och de spelades in for transkription.
Resultaten anvindes for att analysera hur eleverna uppfattar religionsdmnet i
jamforelse med andra 4mnen. Gruppintervjuerna redovisas genom citat som
aterspeglar elevernas reflektioner och uppfattningar som bidrog till studiens
slutresultat. Strukturerade fragor baserade pa Eden-projektet (Kuusisto &
Kallioniemi, 2017) anvéindes i bdde enkéten och gruppintervjuerna.
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Sjalvbeddmning gallande larprocessen

I arskurs 7 utvirderades inldrningen genom sjilvreflektion kring processen
och arbetet. Eleverna i arskurs 8 och 9 reflekterade 6ver projektets framtida
nytta, insikter de fitt och upplevelsen av att kombinera olika amnen. For att
analysera resultaten forenklades svaren till ja, nej och vet inte och omvandla-
des till procentandelar.

Denna metod anvéindes dven for att undersoka om eleverna uppfattade att reli-
gionsdmnet var likvirdigt med andra &mnen och om deras demokratiska fér-
digheter frimjades genom samarbete mellan religion och geografi. Analysen
inkluderade elevernas sjilvskattning av sina kunskaper om lidnder, kulturer
och religioner samt deras beddmning av hur de hade utvecklat sin lds- och
skrivforméga.

Resultat
Elevernas uppfattning om larodmnet religion i samverkan med geografi

For att besvara studiens huvudsyfte anvindes gruppintervjuer, dér eleverna
(n = 30) svarade pa fragor angdende religionsundervisningen i skolan. Aven
resultaten fran intervjuerna (tabell 2) visar att eleverna har delade meningar
om ldrodmnet religion och 6vriga fragor foljer i stort sett samma monster som
framkom ur enkatundersokningen. Flertalet anser att amnet religion och reli-
gionsundervisning ar viktigt for att forsta sin omgivning och andra kulturer.
De betonar att det r viktigt att inkludera olika religioner och kulturer for att
skapa en Okad forstaelse for mangfald. Intervjuerna bekriftar elevernas syn
pé religionsundervisningens betydelse som ett likvirdigt dmne jamfort med
andra dmnen i skolan. Aven om detta inte direkt pavisar att intresset okat pa
grund av det religionssociologiska angreppssittet s inger bade enkatsvaren
och intervjuerna att elever anser religion likvirdigt med andra &mnen.
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Tabell 2. Representativa citat ur gruppintervjuerna.

Amnet 4r helt okej, &ven om det 4r trakigt, elev 3k 9
Oppnar dgonen, hjilper att forsta varfér nigot hinder..., elev 8k 9

intressant da man far veta nya saker, exempelvis ifall man har en kompis som tror
annorlunda, elev 4k 7

Religion dr viktigt och skulle vilja ha fler undervisningstimmar..., elev ak
betydelsefullt dd man talar om andra religioner sa att man forstar béttre..., elev ak 8
...ger forstaelse..., elev 4k 8

...lite som historia..., elevak 7

Nyttig for att forsta sig sjalv och andra..., elev ak 7

Roligt och trakigt, amnesomradena ar intressanta..., elev ak 8

Nir man 4r vuxen kanske man har nytta av religionskunskaper, elev 8k 8
Ingen favorit... och det betyder ingenting..., elev ak 9

Ger forstaelse for samhillet, elev 8k 7

Likadan som andra skolaimnen, elev ak 9

behandlar fragor som géller alla..., elev 4k 9

Ibland intressant... religioner med anknytning till andra kulturer dr mer
intressanta, elev ak 9

Nytt, intressant och nyttigt..., elevak 9

Viktigt ndr man talar om andra religioner s att man forstar béttre..., elev dk 8
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Elevernas uppfattning hur amnesovergripande arbetssattet om andra
lander, kulturer och religioner bidrar till demokratifardigheter

Sammanlagt 39 elever deltog i enkétstudien, som undersokte elevernas instéll-
ning till religion och religionsundervisning innan starten av amnesévergri-
pande undervisning. 21 % av eleverna ansag att religionsundervisningen inte
var sdrskilt intressant, medan 15 % nastan holl med om detta pastaende. 36 %
befann sig daremellan, medan 10 % néstan helt motsatte sig pastaendet och
18 % holl helt motstaende asikt (se Figur 2, svart stapel). Aven om majoriteten
av eleverna inte uttryckte nagon stark motivation for amnet, ansag flera (46 %)
att religionsundervisningen 6kade insikten for olika ménniskors livssituatio-
ner an de (21 %) som var niastan eller helt av annan asikt (Figur 2, morkgra
stapel).
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=
[=]

| m |IH II

Helt av annan Nastan helt av Daremellan Nastan heltav  Helt av samma
asikt annan asikt samma asikt asikt

M Religionsundervisning ar inte sérskilt intressant

@ Religionsundervisning ger insikter om olika manniskors sétt att férsta sin livssituation

O Religionsundervisning bidrar till stérre forstaelse for varandra

O Religionsundervisning ger majlighet att skapa sin egen uppfattning

Figur 2. Diagrammet visar elevernas uppfattning om religionsundervisningen
i borjan av de dmnesovergripande projekten (svart), religionsundervisningens
betydelse gillande insikter om olika mdnniskors sitt att se pa sin livssituation
(morkgrd), om religionsundervisning bidrar till storre forstdelse for varandra
(liusgra) och om religionsundervisningen ger mojlighet att skapa sin egen upp-
fattning (vit).
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Resultatet visar dven pa en 6kad forstaelse mellan olika kulturer och religioner.
36 % var av samma eller ndstan samma asikt, 18 % hade avvikande (Figur 2,
ljusgra stapel). Daremot var elevernas asikter mer delade nir det gallde att ska-
pa sin egen uppfattning om saker man tror pa genom religionsundervisningen;
sammanlagt 41 % delade eller néstan delade den uppfattningen, 31 % var av
annan eller ndstan annan &sikt medan 28 % av de tillfragade inte kunde ta
stallning (Figur 2, vit stapel). Trots dessa variationer visar resultaten att flerta-
let elever tycker religionsundervisningen har en betydande roll for att frimja
deras helhetsforstaelse. Den ger 6kade insikter om livssituationer och ¢kad
forstéelse mellan kulturer och religioner.

Tabell 3. Exempel pd elevers uppfattningar om projektet i drskurs 7.

Jag vet att jag borde ha varit lite mer aktiv med skrivande och jag vill sékert inte
skriva en lika lang text igen.

Processen har gatt snabbt. For det mesta har det varit roligt (i borjan jattesvart).
Jag har forsokt jobba bra, men jag dr inte ndjd med min fardiga text.

Jag har jobbat ganska mycket hemma alltid nar jag haft tid. Har varit ibland svart
och for mycket att gora.

Processen har gatt nog helt bra tycker jag, och jag dr n6jd med mitt arbete. Jag
jobbade med projektet mycket i skolan men ocksa ganska mycket hemma och pa
resa.

Det har gatt bra! Jag tycker att jag har jobbat noggrant och flitigt.

Last info, skrivit info.

Jag tycker att jag har jobbat helt OK.

Jag tycker att processen gick bra och jag 4r n6jd med mitt arbete. Under processen
jobbade jag mycket i skolan och hemma.

Jag har jobbat daligt
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Tabell 4. Sjilvbedomning i dk 8-9.

Nej Vet inte Ja

Tror du att du kommer att ha nytta av det du lart 7 2 11
dig under projektet?
Fick du nya insikter hur dessa &mnen, religion 8 11 1

och geografi hinger ihop?

Har din uppfattning om ménskliga rattigheter 7 13 0
och hallbar utveckling fordndrats?

Elevernas uppfattning hur sprakstottning paverkat deras
demokratifardigheter

Eleverna i drskurs 7-9 forvantade sig nya insikter och fordjupade kunskaper
om fraimmande religioner. Ur reflektionerna framkom att eleverna férvintade
sig att forbattra sina skrivfardigheter genom det amnesovergripande arbetet.
Ur elevernas sjalvbedomningar i arskurs 7 framgick att undervisningen har
varit utmanande (se tabell 3) och att de inte omedelbart ser sin egen utveckling.

En liknande tendens gar att skonja i de aldre elevernas sjalvbedomning (tabell
4). Majoriteten ser nytta av projektet, men har svart att definiera om de har fatt
nya insikter om hur religion méter geografi i amnesovergripande perspektiv.
Studien visar inte att eleverna ser ett samband mellan dmnena. Det ar ocksé
svart att bedoma om uppfattningen om minskliga rattigheter och hallbar ut-
veckling har fordndrats genom arbetssattet. Vi vet inte vilka bakgrundsfak-
torer som spelar in, om det beror pa bristande forstaelse for begreppen eller
om eleverna inte ser sambandet mellan sina &mnesdvergripande arbeten och
fragan.

Lararobservationer
Elevernas kunskaper om demokrati, ménskliga rattigheter och hallbar utveck-

ling har forbattrats, dven om de sjilva inte alltid inser det, anser studiens hu-
vudskribenter. De upplever att eleverna fitt en djupare kunskap om religion,
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olika kulturer och linder genom detta arbetssitt, vilket exempelvis framgar
under diskussioner efter avslutat projekt. Aven utveckling gillande lis- och
skrivformaga kan ses, exempelvis hur de arbetar mera strukturerat med skriv-
uppgifter i olika amnen.

Diskussion

Demokratiundervisning kan ses som en investering i att skapa och upp-
ratthalla en fredlig samhallsstruktur. Dewey (1999) och aven laroplanen
(Utbildningsstyrelsen, 2014) framhaller vikten av att utbilda elever i demokra-
tifardigheter for att de ska kunna bli aktiva medlemmar i samhallet. Genom
att studera olika religioner/livsdskadningar far eleverna en férdjupad forsta-
else for olika kulturer och trosuppfattningar, vilket framjar tolerans och res-
pekt for méngfald. Studiens tvd huvudskribenter, i sin roll som dmneslérare,
upplevde dock i klassrummet att manga elever inte ar sirskilt engagerade av
religionsundervisning och ville dirmed implementera ett annorlunda an-
greppssatt for att hoja intresset. Denna fallstudie syftade till att undersoka
elevernas instéllning till larodmnet religion (evangelisk-luthersk inriktning),
dé undervisningen i religion utgick frén ett religionssociologiskt perspektiv i
samverkan med geografi i amnesovergripande sprakstottande demokratiun-
dervisning.

Aven om intresset for liroimnet religion infor starten av amnesovergripande
projekten motsvarade dmnesldrarnas uppfattningar, det vill siga att eleverna
inte nodvindigtvis fann dmnet religion intressant, uppgav 41 % av de tillfra-
gade, lite 6verraskande, att religionsundervisningen gav dem mdojlighet att ut-
veckla sin egen uppfattning om olika livsdskddningar. Undervisning i religion
behovs salunda for elevers identitetsskapande och insyn i egen kulturtradition,
vilket bekriftar dven tidigare studier (Kuusisto & Kallioniemi, 2017). Amnet
ansags darmed ha ett inneboende egenvirde och inte enbart ett instrumentellt
varde i enlighet med Deweys (1999) teori. Trots att denna fallstudie inte kun-
de pévisa att det var det religionssociologiska angreppsséttet som paverkade
elevers syn pd dmnet, visar bade enkdtundersokningen och intervjuerna att
amnet religion behandlades pa ett likvardigt sitt jamfort med andra &mnen.
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Det nuvarande finlandska systemet for undervisning om askadningar ar emel-
lertid till viss del segregerande och kan ddrmed leda till ojamlikhet, vilket
strider mot malen att frimja elevernas empati och forstaelse for olika livsas-
kédningar (Kallioniemi m.fl., 2018). Finland skiljer sig ndmligen frdn 6vriga
nordiska lander genom att ha separata dmnen for religion och livsdskadnings-
kunskap i den grundlaggande utbildningen (Kallioniemi & Ubani, 2016). Re-
ligionsundervisningen &r inte heller konfessionell, utan eleven undervisas i sin
egen religion forutsatt att det finns minst tre elever vars vardnadshavare tillhor
ett registrerat religiost samfund (Utbildningsstyrelsen, 2022). Att integrera re-
ligion ur ett religionssociologiskt perspektiv med andra liroamnen mojliggor
salunda att elever med andra askadningar 4n evangelisk-luthersk inriktning

kan delta i projekten och fa kunskaper om olika livsdskddningar pa samma
villkor.

Integrationen av naturvetenskapliga och humanistiska dmnen ger eleverna
en bredare forstaelse for virlden och framjar deras kritiska tdinkande och
problemldsningsforméga (Dewey, 1999). Resultaten fran fallstudien indikerar
att eleverna har okat sin kunskap om andra ldnder, kulturer och religioner,
faktorer som ar viktiga for att utveckla demokratifardigheter. Vi hdvdar dar-
med att motet mellan religion ur ett religionssociologiskt angreppssétt och
geografi, som i Finland ridknas som ett naturorienterat amne, frimjar utbild-
ningen om demokrati, vilket ar i linje med Europaradets stadga om utbildning
(Salmenkivi & Ahs, 2022).

Aven om det har noterats att elever uppfattar imnesévergripande undervis-
ning som mer utmanande dn dmnesindelad undervisning (Klausen & Mard,
2023), en observation som ocksd bekriftades bland de svagaste eleverna i
projektet, upplever studiens huvudskribenter att amnesovergripande under-
visning har flera fordelar. Arbetssittet mojliggér individanpassad undervis-
ning for att skapa motiverade elever som blir aktiva medborgare i framtiden,
négot Dewey (1999) poangterar. Lingre projekt, som denna fallstudie bygger
pé, framjar dven djupare samarbete mellan larare och elever, vilket mojliggor
kunskapsbildning enligt Vygotskijs synsatt, dar kunskap formas genom so-
cialt samspel med lararen (Jerlang m.fl., 2008). Mélséttningen var att utmana
eleverna till utveckling genom att placera utbildningsmalen inom deras proxi-
mala utvecklingszon.

27 Studies in Subject Didactics 25



Religion méter geografi i sprakmedveten demokratiundervisning

Genom kollegialt samarbete kunde resurser snabbt frigéras for mer effektiv
skrivstottning och darmed forbattrades forutsattningarna for en mer fram-
gangsrik kunskapshantering bland eleverna. Majoriteten av eleverna upplev-
de att skrivstottningen har 6kat deras kunskaper och gett dem verktyg for att
producera hogkvalitativa texter, vilket 6kar deras sjilvstandighet och tillit till
sin egen formaga. Skrivande har visat sig vara ett effektivt verktyg for att lira
sig amnesinnehall, sarskilt genom att skriva analytiska och reflekterande tex-
ter (Graham, Kiuhara & MacKay, 2020). Trots utmaningarna lyckades &ven
de elever som fann de integrerade 4mnena trakiga att &tminstone prestera pa
en tillfredsstillande niva. Vissa elever 6vertraffade till och med sina egna for-
vantningar under projektets gdng. Elever inser inte nédvindigtvis sambanden
mellan olika skolamnen direkt, hur de kompletterar varandra och hur fakta
héinger ihop med verkligheten, men insynen kommer senare for vissa.

En av Deweys centrala tankar som tagits fasta pa i denna fallstudie ar att ut-
bildningen inte enbart handlar om att 6verfora kunskap fran larare till elev,
utan ocksé om att skapa en arbetsmetod och milj6 dar eleven kan aktivt del-
ta i sin egen inldrning, inldrning genom “learning by doing-metod” (Dewey,
1999). Resultaten indikerar att detta undervisningssétt dven bidrog till storre
forstaelse av komplexiteten i dagens samhillen och till att skapa empati. Aven
om eleverna inte medvetet uppfattade en bredare forstéelse for manskliga rét-
tigheter och hallbar utveckling efter avslutade projekt, tyder lararobservati-
onerna pa att elevernas insikter inom dessa omraden har stérkts.

Begrinsade resultat fran en fallstudie kan inte generaliseras eller automatiskt
tillimpas i en annan kontext, men resultaten kan bidra till den samlade forsk-
ningen och teoriutveckling inom omradet i fraga (Vaismoradi, Turunen &
Bondas, 2013; Yin, 2014). I var explorativa studie ger vi en inblick i elevers
uppfattningar om dmnesévergripande undervisning. Genom att undersoka
elevernas perspektiv bidrar vi till en forstaelse for hur denna undervisnings-
form kan stodja larares arbete och utveckla didaktiska riktlinjer for amnes-
overgripande undervisning. Denna studie bidrar ddrmed till 6kad kunskap
och forbattring av undervisningsmetoder inom detta omréde.
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Monimuotoinen taidemuseoyhteistyo alakoulun
kuvataideopetuksessa:

Luokanopettajien kasityksia oppilaidensa osallisuudesta
Mun Ateneum -ohjelman etamuseopajoissa

SEIJA KAIRAVUORI JA HANNA NIINISTO

seija.kairavuori@helsinki.fi

Helsingin yliopisto, Kasvatustieteellinen tiedekunta

Tiivistelma

Artikkeli kdsittelee oppilaiden osallisuuden rakentumista koulun ja taidemu-
seon yhteistyGssd kuvataideopetuksessa. Tutkimus on osa OMA Ateneum -tut-
kimushanketta (Osallisuus ja monialainen oppiminen taidemuseon ja kou-
lun yhteistydssd). Tutkimuksessa tarkastellaan Ateneumin taidemuseon Mun
Ateneum -ohjelmaan vuosina 2021-22 eri puolilta Suomea osallistuneiden luo-
kanopettajien kdsityksié osallisuuden rakentumisesta heiddn 5.-6.-luokkansa
etdmuseopajoissa. Opettajille suunnatun palautekyselyn avoimet vastaukset
aiheesta (126) analysoitiin fenomenografisella tutkimusotteella. Opettajien kd-
sitysten laadullinen variaatio oppilaiden osallisuuden rakentumisesta jésentyi
kuvauskategorioissa suhteessa taiteeseen, museoon tai luokan pedagogiseen
vuorovaikutukseen. Tutkimus osoitti osallisuuden monimuotoisuuden koulun ja
taidemuseon yhteistyossd. Tulokset avaavat myds uutta ymmdirrystd valtakun-
nallisen taidemuseon ja alakoulujen ainutlaatuisen yhteistydn vaikuttavuudes-
ta.

Avainsanat

Osallisuus, taidemuseo, alakoulun kuvataideopetus, etimuseopaja
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Participation in Multimodal Primary School - Art Museum
Collaboration in Visual Arts Education:

Classroom Teachers’ Conceptions of

Their Pupils’ Involvement in My Ateneum

Programme’s Distance Workshops

Abstract

The article deals with the involvement of pupils in the cooperation between
school and art museum in visual arts education. The study is part of the My
Ateneum research project (Participation and multidisciplinary learning in art
museum-school cooperation). The study examines the perceptions of classroom
teachers participating in the Ateneum Art Museum’s My Ateneum programme
in 2021-22 on how to build inclusion in their 5th-6th grade distance learning
workshops. The open-ended responses (126 in total) to a feedback questionnaire
for teachers were analysed using a phenomenographic research approach. The
qualitative variation in teachers’ conceptions of the construction of inclusion
was structured in descriptive categories in relation to art, museum or classroom
pedagogical interaction. The study showed the diversity of inclusion as a phe-
nomenon and highlighted the relevance of inclusion in such collaboration.

Keywords

participation, art museum, visual arts education in primary schools
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Johdanto
Tutkimuksen tausta, tavoite ja tutkimuskysymys

Téssd tutkimuksessa tarkastelemme oppilaiden osallisuuden rakentumis-
ta taidemuseon ja alakoulun yhteistyossa kuvataideoppiaineen kontekstissa.
Tutkimus on osa OMA Ateneum -tutkimushanketta (Osallisuus ja monialain-
en oppiminen koulun ja taidemuseon yhteistydssd). Tutkimushankkeessa
selvitimme, miten lasten yhdenvertaista osallisuutta taiteeseen rakennetaan
alakoulun ja taidemuseon yhteistyossa. Hankkeessa tutkimme seké opettajilta
ettd oppilailta kerittyjen aineistojen perusteella myos sitd, miten alakoulun ja
taidemuseon yhteistyossd rakennetaan monialaista ja monimuotoista opetusta
ja oppimista sosiaalisesti kestdvdn kehityksen suunnassa. Tassd artikkelissa
rajaamme tarkastelun luokanopettajien nakokulmaan.

Tutkimus liittyy Kansallisgallerian Ateneumin taidemuseon kehittdmishank-
keeseen. Mun Ateneum -ohjelmassa koululaiset tydskentelivat perusopetuk-
sen oppitunneilla etimuseopajoissa ympéri Suomen. Ohjelma tavoitti vuosina
2021-22 kaikkiaan ldhes 400 luokkaa eli noin kymmenentuhatta 5.-6. -luok-
kalaista opettajineen (Sakari, 2022). Ohjelmalla oli maaréllisten tavoittei-
den ohella saavutettavuuteen, osallisuuteen ja oppimiseen liittyvid pdamaa-
rid. Mun Ateneum -ohjelma koostui etdopastuksista, tuntisuunnitelmista ja
verkkomateriaalista. Ohjelmassa oli kaksi oppaan ohjaamaa etdopastusta ja
kolme opettajan toteuttamaa opetustilannetta, joiden toteutusta verkkomate-
riaali ja valmiit tuntisuunnitelmat ohjasivat ja tukivat. (Jalkanen & Yli-Tepsa,
2022.) Opetus- ja kulttuuriministerion tukema hanke palkittiin vuoden ylei-
sotyotekona 2022 (Pedaali 24.4.2023).

Tiéssé artikkelissa kysymme, millaisia kdsityksid Mun Ateneum -ohjelmaan
osallistuneilla luokanopettajilla on siitd, miten osallisuutta rakennettiin hei-
ddn luokillaan Ateneumin taidemuseon etdmuseopajoissa? Tutkimus tuottaa
uutta tietoa ainutlaatuisesta valtakunnallisesta kouluyhteistyostd Ateneumin
taidemuseon kanssa erityisesti kuvataiteen, mutta myds muiden oppiaineiden
opetuksen nakokulmasta.
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Osallisuuden monimuotoisuus ja monitulkintaisuus

Tutkimuksessamme taidemuseot nahdaan peruskoulun kuvataideopetuksen
laajentuvina oppimisympéristding, joiden kanssa yhteistyossa tuetaan perus-
opetuksen oppilaiden osallisuutta. Lihestymme artikkelissa oppilaiden osal-
lisuutta paitsi museoiden ja koulujen toimintaan kytkeytyvina tavoitteena,
my0s suhteessa taidemuseolle ja kuvataideoppiaineelle keskeiseen taiteen il-
miéon.

Tutkimuskirjallisuudessa osallisuus on hankalasti maarittyvd, monitulkin-
tainen ja valjarajainen kisite (Kinnunen, 2021; Maunu & Kiilakoski, 2018;
Sinclair, 2004). Tédssd yhteydessdé hahmotamme osallisuudessa kaksi péa-
ulottuvuutta, sosiaalisen ja poliittisen (ks. Kiilakoski & Tervahartiala, 2015;
Maunu & Kiilakoski, 2018; Thomas, 2007). Sosiaalipedagogisesta nakokul-
masta osallisuus syntyy yksilon suhteesta yhteison. Sosiaalinen osallisuus on
kuulumista johonkin, yhteisdissé ja sosiaalisissa suhteissa toimimista, koke-
musta yhteison jasenyydestd, joka ndyttaytyy erilaisina myonteisiné sosiaalisi-
na suhteina. (Maunu & Kiilakoski, 2018; Nivala & Ryynénen, 2013.)

Sosiaalisen osallisuuden yhteis66n kuulumisen kokemus on pohja poliittiselle
osallisuudelle. Poliittinen osallisuus ilmenee mahdollisuutena vaikuttaa la-
hiympiéristossi ja laajemmin yhteiskunnassa yhteisiin asioihin ja padtoksiin.
Poliittisen osallisuuden taustalla on ajatus demokratiaan kiinnittymisesta,
ettd kokee olevansa merkityksellinen osana yhteisddén ja yhteiskuntaa (Nivala
& Ryyninen, 2013).

Edell4 esitettyyn perustuen viittaamme osallisuuden

1) sosiaalisella ulottuvuudella oppilaiden mahdollisuuksiin kokea
kuuluvansa koulun, taidemuseon ja taiteen yhteis6ihin, seké vah-
vistaa ymmarrystd ja omistajuutta ndiden yhteisojensi tirkedna
pitdmiin asioihin ja

2) poliittisella ulottuvuudella oppilaiden mahdollisuuksiin vaikut-
taa aktiivisesti ndiden yhteisdjen toimintaan ja kokea ne itselleen
merKkityksellisind oppimisen ympéristoina.
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Seuraavaksi avaamme tarkemmin osallisuuden rakentumista museon, taiteen
ja koulun konteksteissa.

Museot osallistavina oppimisymparistoina

Museot ovat koulun hyédyntidmia monimuotoisia oppimisympéristoja, joil-
la on osallisuutta tukeva, yleissivistavd tehtavd. Museolaissa (314/2019, 1 §)
tavoitteena on esimerkiksi vahvistaa yksiloiden ja yhteisdjen ymmarrysta ja
osallisuutta kulttuurista, sekéd edistdd sivistystd, hyvinvointia, yhdenvertai-
suutta ja demokratiaa. Yhteistyo museoiden kanssa avaa koulun toimintaa
ymparoivdan yhteiskuntaan. Hooper-Greenhill (2007) nikee koulun ja yhteis-
kunnan suhteita pohtivassa ajattelussaan tirkednd museoiden kasvattavan ja
yhteiskuntaan integroivan roolin.

Osallisuus ymmarretddn museoiden kontekstissa eri tavoin (Sandell, 2003;
Schaaf, 2022). Osallisuuden kokemusta mahdollistetaan yleisétyon inklusii-
visuutena tarkoittaen kokoelmien ja kulttuuriperinnon esteetonta saavutetta-
vuutta. Osallisuutta rakennetaan museoissa helpottamalla tiedonsaantia, ko-
koelmien &arelle padsyé ja huomioimalla vierailijoiden moninaisuus. (Schaaf,
2022.) Kokoelmien kasvun my6ta ainoastaan pieni osa kokoelmista mahtuu
esille museorakennuksessa, esimerkiksi Kansallisgalleriassa vain noin kaksi
prosenttia (Leva & Virtanen, 2023). Teknologia mahdollistaa museoiden koko-
elmien ja kulttuuriperinnén digitoinnin (Yap, Kamble, Kuah & Tokach, 2024),
mika lisdd museon kokoelmien saavutettavuutta ja monimuotoista hyodynta-
mistd (Bertacchini & Morando, 2013).

Digitalisaatio on mahdollistanut museoille monikanavaisten osallistumista-
pojen kehittamisen (Yap ym., 2024) ja avannut yleisolle uusia tapoja kuluttaa ja
kéyttaa sisaltoja (Bertacchini & Morando, 2013). Museokavijoitd aktivoidaan
oppimaan toinen toisiltaan ja heidan kanssaan, ja yhteis66n kuuluvuuden
tunnetta luodaan tarjoamalla merkityksellisid, samaistuttavia ja kulttuuris-
ta omistajuutta tukevia kokemuksia (Schaaf, 2022). Digitalisaatio on muut-
tanut kulttuuriin osallistumista ja osallisuutta kulttuurista (Tomka, 2013;
Virolainen, 2015).

Historia on osoittanut esineiden merkitysten olevan hauraita ja muuntuvia.
Merkitysten rakentaminen voidaan aloittaa aina uudelleen ja 16ytdd uusia
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merKkityksié ja tulkintoja, miké korostaa museoiden potentiaalia oppimisym-
péristoind. (Hooper-Greenhill, 2003, 2007.) Museoissa onkin siirrytty todel-
listen asioiden ja objektien esittelystd kokemusten tuottamiseen (Hein 2000,
2004). Termilla “post-museum” viitataan osallistavaan museoon, jossa vie-
railijat voivat luoda ja jakaa sisdltod seka olla sen avulla yhteydessé toisiinsa
(Hooper-Greenhill, 2007). Museoiden haasteena on toteuttaa nayttelyita, jotka
alkavat aidosta kokemuksesta ja osallistavat kévijat tutkivaan toimintaan (Ve-
naldinen, 2014). Simonin (2010) me-to-we -mallissa museo muotoutuu sosiaa-
liseksi kohtaamisen paikaksi. Lahtokohtana ovat yksilot ja heiddn kokemuk-
sensa, joiden varaan ja vilille muotoutuu yhteyksié, yhteista osallistumista ja
jakamista museon tarjoaman sisdllon ymparilld (Simon, 2010). Teknologinen
kehitys on lisinnyt museokévijin mahdollisuuksia olla vuorovaikutuksessa
museon tarjoaman sisdllon kanssa, saada kokemuksia ja tietoa sekd jakaa niita
nopeasti. Kehityksen my6ta ymmaérrys oppimisesta museoissa on laajentunut.
Konstruktivistinen, yksilon kulttuurit ja kokemukset huomioiva oppimiskisi-
tys on osa aikamme museopedagogiikkaa. (Hein & McCray, 2020.)

Museoissa voi oppia perusopetuksen opetussuunnitelman perusteiden laaja-
alaisen osaamisen taitoja eri oppiaineiden nidkokulmista (ks. Opetushallitus,
2014). Museoissa voi harjoitella esimerkiksi ajattelun ja oppimaan oppimisen
taitoja, kulttuurista osaamista, vuorovaikutusta ja ilmaisua, monilukutaitoa,
tieto- ja viestintateknologista osaamista seké osallistumista, vaikuttamista ja
kestavin tulevaisuuden rakentamista. Museovierailua voi suunnata oppiaine-
kohtaisiin tai oppiainerajat ylittdviin oppimiskokonaisuuksiin hyodyntdmalla
museoiden monimuotoisia oppimateriaaleja verkossa (esim. https://ateneum.
fi/kouluille/; https://kiasma.fi/opettajille/) tai nayttelytiloissa (esim. QR-koo-
dit, AR-sovellukset).

Kuvataideoppiaineessa oppimisympérist6 laajenee kulttuurikohteisiin, ra-
kennettuun ja luonnon ympéristoon sekd verkkoympéristoihin. Kuvataiteen
opetussuunnitelma ohjaa tutustumaan museoihin ja tarkastelemaan taiteen ja
muun visuaalisen kulttuurin vaikutuksia mielipiteisiin, asenteisiin ja toimin-
tatapoihin oppilaiden omassa elinympéristdssé ja laajemmin yhteiskunnassa.
Toimintakulttuurissa kannustetaan oppimiseen ja vuorovaikutukseen niin
koulussa kuin sen ulkopuolisissa ympéristdissd. Opetus perustetaan oppilai-
den omiin kokemuksiin. Kuvataiteessa tutkitaan ja ilmaistaan kulttuurisesti
moninaista todellisuutta taiteen keinoin. Kuvia tehden ja tulkiten vahvistetaan

37 Studies in Subject Didactics 25


https://ateneum.fi/kouluille/
https://ateneum.fi/kouluille/
https://kiasma.fi/opettajille/

Monimuotoinen taidemuseoyhteistyd alakoulun kuvataideopetuksessa

identiteetin rakentumista, kulttuurista osaamista ja yhteisollisyyttd. Opetus
kehittaa kykyd ymmartda taiteen, ympariston ja muun visuaalisen kulttuurin
ilmioitd sekd vaikuttaa itse ympéaroivaan todellisuuteen. Osallisuuden ja toi-
mijuuden nikokulmat ovat esilld oppiaineessa esimerkiksi sisdltoalueissa S1
Omat kuvakulttuurit ja S2 Ympariston kuvakulttuurit. Nakékulmat vahvistu-
vat tyGtavoissa kannustamisena, innostamisena ja rohkaisemisena aktiiviseen
kokeilemiseen, harjoitteluun ja osallistumiseen. (Opetushallitus, 2014.)

Kansallisgalleria on valtakunnallinen kuvataiteen museo, joka yllapitda kol-
mea museota ja hallinnoi kahta kansallista taidekokoelmaa. Sen tehtdvd on
edistaa taiteellista sivistystd ja rakentaa, sdilyttda, esittda ja valittdd kulttuuri-
perintod sekd vahvistaa humanismia, kestdvda kehitystd ja suvaitsevaisuut-
ta (https://www.kansallisgalleria.fi). Kansallisgallerian taidekokoelma on
nimensd mukaisesti yhteinen. Osallisuutta kokoelmaan voi rakentua omis-
tajuutena tai yhteis66n kuulumisena kansallista identiteettid ja suomalai-
suutta kasittelevin taiteen kautta. Kansallisgalleria toimii kouluyhteistyossa
monimuotoisena oppimisymparistona myos etdyhteyksin. Esimerkiksi Mun
Ateneum -ohjelman etdmuseovierailut kaikille yhteisessd perusopetuksessa
ovat mahdollistaneet uudenlaisen museosuhteen rakentumisen, paasyn taide-
kokoelmaan ja vuorovaikutuksen kokoelman aérella.

Taiteen ja kulttuurin osallistava luonne

Kulttuurisessa osallisuudessa on kulttuurinen, psykologinen, sosiaalinen
ja poliittinen ulottuvuus. Taide ja kulttuuri mahdollistavat yksiléiden it-
seilmaisua, vaikuttamista ja osallistumista yhteiskuntaan. (Tomka, 2013;
Virolainen, 2015.) Virolainen (2015) kuvaa kulttuuriin osallistumista ja osal-
listamista kulttuurihallinnon ja kulttuuripolitiikan nakékulmista neliportai-
sesti. Ensimmadisella tasolla oikeus osallistua kulttuuriin toteutuu sivistykselli-
send ihmisoikeutena palvelujen ollessa saatavilla ja saavutettavia. Vastaanoton
tasolla tarjotaan valmiita palveluja ja kulttuuritarjontaa, joihin kévijalla ei
ole padtosvaltaa. Osallistumisen tasolla kansalaiset ovat mukana palvelujen
suunnittelussa yleisdtyon, yhteisotaiteen tai sosiokulttuurisen innostamisen
muodossa. Osallisuuden tasolla toimijuus vahvistuu ja osallisuus hahmottuu
voimaantumisena ja osallistumisena kulttuuritoimintojen kehittimiseen ja
niistd paattamiseen. (Virolainen, 2015.) Kulttuurista osallisuutta tarkastellaan
usein institutionaalisen kulttuurin ndkékulmasta, vaikka sen kehittdmisessd
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keskeistd on vallan jakaminen ja alhaalta ylospdin tapahtuva ruohonjuurita-
son toiminta (Tomka, 2013.) Digitalisaatio on muuttanut osaltaan kulttuuriin
osallistumista ja osallisuutta (Tomka, 2013; Virolainen, 2015).

Perusopetuksen kontekstissa kulttuurinen osallisuus hahmottuu yleisinhi-
millisend, laaja-alaisia merkityksid sisdltavani ja kansallisvaltioiden rajoja
ylittavdnd, dynaamisena ilmiona. Kulttuurit ja niiden vuorovaikutus ndhdéan
itseisarvoisina ja kulttuuri jatkuvasti uusiutuvana prosessina. Erilaisten kult-
tuurien ymmértiminen ja monikulttuurisuuden arvostaminen ovat lahto-
kohtia sivistyneelle toiminnalle. (Médnnistd, Fornaciari & Tervasmaki, 2017;
Opetushallitus, 2014.)

Osallisuutta taiteeseen voidaan tarkastella osallisuutena taiteen sisélt6ihin,
palveluihin ja toimintakaytantoihin siten, ettd yksilon on mahdollista ilmaista
itseddn taiteen keinoin, harrastaa ja kokea taidetta. Taide voi olla my6s véline
yksilon tai ryhmén ajatusten ja mielipiteiden esiin tuomiseen sekd mahdol-
lisuus vaikuttaa tai muuttaa toimintaa. (P4gjoki, 2021.) Taide voi olla erityi-
sen osallisuuden kokemuksen mahdollistava ja sitd tukeva tila (Knif, 2017).
Taiteessa leikin ja empatian kautta voidaan edistai lapselle ominaisia, henki-
lokohtaisia tapoja tarkastella ymparoivaa kulttuuria ja tuottaa itse kulttuuria
(Manninen, 2021; Nussbaum, 2010; Pusa, 2009; Venilainen, 2019). Osallisuus
voi olla vuorovaikutusta teoksen kanssa, osallistumista teoksen toteuttami-
seen, mutta myos muuntuvia sosiaalisia suhteita ihmisten, asioiden ja ilmi-
oiden vililla (Haapalainen, 2018). Tamé4 konkretisoituu toiminnallisissa,
moniaistisissa, kehollisissa osallistavissa taideteoksissa seka yhteisvoimin
rakentuvissa teoksissa (Vendlainen, 2019). Omakohtainen taidekokemus on
lahtokohta vuorovaikutteiselle taiteen tarkastelulle. Koulukontekstissa taide-
kokemuksen laatuun vaikuttavat oppilaiden kohtelu ja tilan avaaminen toi-
mijuudelle. (Laine & Hartman, 2020.) Laadukas taidekasvatus vahvistaa yh-
teisoon kuulumista, synnyttdd kulttuurista osallisuutta, tukee hyvinvointia ja
kokonaisvaltaisia oppimisvalmiuksia (Anttila, 2021).

Taiteen osallistava luonne (Venildinen, 2019) tulee esiin teoksen ja ymparoi-
van maailman, ihmisten ja esineiden vilisissd suhteissa (Haapalainen, 2018).
Ei ole yhdentekevidi kenen sisdlt6jd, kuvia ja kulttuureita on esilld ja kasitel-
ladn opetuksessa (Knif, 2021). Taide voi muuttaa kasitysté itsestd, suhteista
tai yhteis66n kuulumisesta. Osallisuus ei kuitenkaan synny automaattisesti
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taideldhtoisin menetelmin, vaan edellyttdd ymmarrysté yksilosté ja hidnen tar-
peistaan, toimintaympéristostd sekd rakenteista ymparilla. Osallisuus edel-
lyttad rohkeutta kokea yhteis6 moninaisen toiminnan ja merkityksellisyyden
kokemuksen mahdollistajana. (Kiilakoski & Tervahartiala, 2015.) My6skdan
koululuokassa osallisuuden kokemus ei synny itsestddn selvisti. Se edellyt-
taa aitoa mahdollisuutta osallistua ja vaikuttaa itsed koskeviin asioihin, tulla
kuulluksi kdytdnnon toiminnassa moninaisuus, kyvyt ja ikdvaihe huomioon
ottaen (Opetushallitus, 2014; Virkki, 2015). Esimerkiksi kuvataiteen opetuk-
sessa on tarked tiedostaa oma taidekidsityksensa ja roolinsa taidekasvatuksen
taustalla, koska silld voi olla merkitysta oppilaan osallisuuden toteutumisen
mahdollistamisessa tai rajaamisessa (Knif, 2021; Manninen, 2021; Moilanen,
2022; Moilanen, Juutinen & Siippainen, 2024).

Osallistaminen koulun vuorovaikutustilanteissa

Koulun mahdollisuuksia toimia oppilaita osallistavasti voidaan tarkastella
opettajan johtamana pedagogisena vuorovaikutuksena ja laajemmin koulu-
yhteison toimintakulttuurina. Keskeiset pedagogiset periaatteet kytkeytyvit
opetussuunnitelman tavoitteisiin, oppisisaltoihin, opetusmenetelmiin ja -jér-
jestelyihin sekd arviointiin. Opetuksen tulee olla tavoitteellista toimintaa.
Keskeinen pedagoginen ulottuvuus on pohtia ja valita sisdlt6jd ja menetel-
mid, joilla suunnitellut tavoitteet parhaiten saavutetaan. (Atjonen ym., 2008;
Jyrhama, Hellstrom, Uusikyld & Kansanen, 2016.) Opettajalla on suomalai-
sessa koulutusjarjestelmiassd vahva autonomia ja didaktinen vapaus jarjestaa
opetussuunnitelman mukainen opetus ja rakentaa luokan ja koulun toimin-
takulttuuria (Jyrhamé ym., 2016). Opettajalle aktiivinen oman toiminnan
tarkastelu, yhteis66n kiinnittyminen, jaettu tietdiminen ja kollegiaalinen re-
flektio ovat keskeisid asiantuntijuuden kehittymisessd (Husu & Toom, 2016;
Kostiainen & Gerlander, 2009). Sosiokonstruktivistinen oppimiskasitys koros-
taa oppimisen sosiaalisia, vuorovaikutuksellisia ja yhteistoiminnallisia pro-
sesseja (mm. Kauppila, 2007; Séljo, 2004). Oppiminen ja opiskelu kietoutuvat
opetustilanteiden vuorovaikutussuhteisiin. Opetustapahtumassa opettajan ja
oppilaiden vilinen vuorovaikutus jirjestetdan niin, ettd opetussuunnitelman
useat samanaikaiset tavoitteet saavutetaan parhaiten. Téll6in opetusmuodot,
tyotavat ja menetelmait valitaan suhteessa opiskeltavaan sisdltoon ja tavoit-
teisiin. (Jyrhdma ym., 2016.) Opettajan tyo tapahtuu vuorovaikutussuhteissa
oppilaiden, opettajien ja koulun muun henkilokunnan seké huoltajien ja yh-
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teistyotahojen kanssa. Vuorovaikutus on opettajan keskeistd asiantuntijaosaa-
mista. (Gerlander & Kostiainen, 2005; Kostiainen & Gerlander, 2009.)

Nykyinen opetussuunnitelma ohjaa oppimista aktiiviseen ja yhteisolliseen
suuntaan (Opetushallitus, 2014). Vastuun ja omasta toiminnasta paittami-
sen ajatellaan vahvistavan oppilaan motivaatiota ja opiskelun mielekkyytta
(Jyrhdma ym., 2016). Osallisuus edellyttad kokemusta yhteisosté, jossa voi
toimia monin tavoin. Koulun toimintakulttuuri ja sen fyysiset ja sosiaaliset
rakenteet voivat seké ohjata ettd ehkiista toimintaa. Taidelahtoistd toimintaa
suunnitellessa on huomioitava, miten koulun rakenteet asettavat ehtoja ja ra-
jaavat osallistumista. (Kiilakoski & Tervahartiala, 2015.) Taidekasvatus voi
tarjota vapaan tilan yksilon kysymyksille, toiminnalle ja ndkyvaksi tulemiselle
(Heikkild, 2019). Kontrollista vapaa mahdollisuuksien tila toteutuu turvalli-
sissa rakenteissa ja edellyttda joustavaa toimintaymparistoa ja -kulttuuria (ks.
Kankénen, 2013).

Osallisuuden rakentumista aikuisen ja lapsen valilld on kuvattu erilaisin mal-
lein. Hartin (1992, 2008) tikapuumallissa osallisuuden vahvistuessa paatok-
senteko lahtee lapsista. Shierin (2001) mallissa osallisuus vahvistuu lapsen
kuuntelusta jaettuun valtaan ja paitoksentekoon. Lundy (2007) puolestaan
kytkee osallisuuden tarkastelun Lapsen oikeuksien yleissopimukseen (1989,
artikla 12) ja osallisuus nédkyy mielipiteen huomioimisena paitoksenteossa.
Lansdown (2010) tarkastelee lasten ja aikuisten vilistd osallisuutta mallilla,
joista ensimmaiselld tasolla lapset konsultoivat aikuisia, toisella lapset ja aikui-
set toimivat yhteistyossd ja kolmannella osallisuus on lapsilahtoista.

Niemi, Kumpulainen ja Lipponen (2018) tarkastelevat osallisuutta koulupe-
dagogiikassa neljastd nakokulmasta. Ensimmaisessd nakokulmassa oppilaita
aktivoidaan osallistumaan opettajan suunnitteleman ja toteuttaman oppimis-
tilanteen toimintaan ja esittdmaan ajatuksiaan opiskeltavasta. Yhteisosallisuu-
den nakokulmassa opettaja huomioi oppilaiden ndkokulmat ja kysymykset
opetussuunnitelmasta johdetun aiheen kasittelyssd. Oppilasaloitteisen osalli-
suuden nakoékulmassa opetuksen ldhtokohtana ovat oppilaiden kiinnostuksen
kohteet. Oppilaat ovat alusta asti mukana suunnittelemassa oppimistilannetta
opettajan tuella. Oppilasjohtoisessa osallisuudessa oppilaat toimivat téysin it-
sendisesti. (Niemi, Kumpulainen & Lipponen, 2018.) Perusopetuksen opetus-
suunnitelman perusteissa (2014) osallisuus on kirjattu esimerkiksi arvoihin,
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toimintakulttuuriin ja laaja-alaisen osaamisen tavoitteeksi. Jokaisella oppi-
laalla on oikeus osallisuuteen ja oikeus kasvaa yhteiskunnan téysivaltaiseksi
jaseneksi. Oppilaan tulee saada kokemuksia kuulluksi tulemisesta ja siité, ettd
hénta arvostetaan yhteison jasenend. Opetus vahvistaa oppilaiden myonteista
identiteettia ihmisind, oppijoina ja yhteison jasenina. Koulu oppivana yhteiso-
né luo edellytyksia yhdessd ja toinen toisiltaan oppimiseen. (Opetushallitus,
2014.)

Menetelmat
Fenomenografinen tutkimusote

Tutkimusotteemme on fenomenografinen (Huusko & Paloniemi, 2006;
Marton & Booth, 1997). Tutkimme opettajien késityksia oppilaiden osallisuu-
desta seka heidén erilaisia tapojaan ymmartéa niitd (ks. Huusko & Paloniemi,
2006; Marton, 1981; Uljens, 1989). Pyrimme kuvaamaan, analysoimaan ja ym-
mértdmadn opettajien kisitysten vaihtelua ja niiden suhdetta toisiinsa (ks.
Kettunen & Tynjild, 2018, 2022; Marton, 1981). Kisitykset muodostuvat tietoi-
suudessa todellisuuteen kytkeytyvien kokemusten kautta (Huusko & Paloniemi,
2006). Yhteinen todellisuus koetaan ja kisitetdan yksilollisesti (Marton, 1988).
Kisitykset ymmarretddan merkityksenantoprosesseina, ja kieli ajattelun ja ka-
sitysten muodostamisen sekd ilmaisun vélineend (Huusko & Paloniemi, 2006).

Lihestymme osallisuutta toisen asteen nidkokulmasta, opettajien kisityksina
(mm. Marton, 1981; Marton, 1986; Marton & Booth, 1997; Uljens, 1989). Toi-
sen asteen niakokulmassa kiinnostuksen kohteena on asioiden ymmértamisen,
ajattelemisen ja havaitsemisen tapa, ei itse asia (Marton, 1988). Tiedostam-
me kontekstin merkityksen ja sen, ettd kisitykset ovat muuttuvia ja suhteel-
lisia, sosiaalisesti ja konstruktivistisesti rakentuvia (Marton & Booth, 1997;
Akerlind, 2005). Emme luo viitteitd osallisuudesta todellisuudessa, vaan ku-
vaamme opettajien kokemuksiin pohjaavia késityksia ilmiostd. (mm. Huusko
& Paloniemi, 2006; Marton, 1981; Uljens, 1989, 1996.)
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Tutkimusaineiston keruu ja luokittelun periaatteet

Tutkimusaineistomme on kerétty yhteistyossa Kansallisgallerian, Ateneumin
taidemuseon kanssa museon verkkosivujen anonyymilld palautelomakkeella.
Jotta opettajien erilaiset kasitykset oppilaiden osallisuudesta tulevat esiin ai-
neistosta, kysymyksenasettelu oli avoin (ks. Marton & Booth, 1997). Kyselyssa
tai muutoin hallussamme ei ole ollut tunnistettavuuden mahdollistavia tie-
toja vastaajista. Vastaajille kerrottiin vastausten tutkimuskaytosti. Kyselyyn
vastasi yhteensd 63 Mun Ateneum -ohjelmaan luokkineen osallistunutta luo-
kanopettajaa, eli alkuperdinen aineisto koostui 63:n opettajan vastauksista
kahteen kysymykseen (N=126 vastausta). Tutkittavien méaara fenomenogra-
fisessa tutkimuksessa on yleensé rajattu ja aineiston koko pieni (Kettunen,
2021), mutta riittava esittamaan mahdolliset vaihtelut.

Kysymykset olivat 1) Millaista osallisuutta koulun ja Ateneumin taidemuseon
yhteistydssid mielestdsi rakentui? ja 2) Pohdi kokoavasti, miten vuorovaikutus
toteutui luokallasi etdpajoissa? Teknisen tallennusvirheen myo6td 13:n opetta-
jan vastaukset jouduttiin poistamaan, jolloin lopulliseksi aineistoksi rajautui
50:n opettajan vastaukset. Analyysivaiheessa ndista yhteensi sadasta avoimes-
ta vastauksesta rakentui yksi temaattinen aineistokokonaisuus, silld opettajat
pohtivat osallisuuden rakentumisessa myos vuorovaikutuksen teemaa.

Fenomenografisessa analyysissa luokittelumme perustui aineistoon. Tulkinta
tapahtui vuorovaikutuksessa aineiston kanssa, ilman teoreettisesta viiteke-
hyksestd johdettuja mairitelmia tai ennakko-oletuksia. Aineiston luokittelu
ja kuvaus edellyttivat dialogia aiemman tutkimuksen ja teorioiden kanssa.
(Huusko & Paloniemi, 2006.) Kuvauskategoriat muodostavat fenomenogra-
fisen tutkimuksen paatuloksen (Marton, 1981). Olennaisia ovat kisitysten
laadulliset erot, jolloin lukumaarallisesti painottuvan sijaan marginaalinen
kasitys voi olla teoreettisesti kiinnostava (Huusko & Paloniemi, 2006). Kate-
goriajéirjestelman tulee kattaa aineistossa esiin tulevan késitysten vaihtelun
(Marton & Booth, 1997).

Fenomenografisen analyysin vaiheet

Toteutimme analyysivaiheessa kahden tutkijan rinnakkaisluokittelun. Télla
pyrimme lisdamadn luotettavuutta ja varmistamaan, ettd kaikki osallistujien
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kasitykset tulevat havaituksi aineistossa ja edustetuksi kategorioissa (Kettunen
& Tynjald, 2018). Rinnakkaisluokittelu tuki myos hallittua subjektiviteettia
(Ahonen, 1994) eli ennakko-oletuksemme tiedostamista ja huomioon otta-
mista (Ahonen, 1994; Huusko & Paloniemi, 2006). Luimme ja analysoimme
aineiston ensin itsendisesti luoden yleiskuvan aineistosta ja tutkittavien kési-
tyksistd. Kun olimme tahoillamme edenneet analyysissa kategorioiden abstra-
hoimiseen, esittelimme toisillemme muodostamamme kategoriat, niiden piir-
teet ja suhteet toisiinsa. Vertasimme kategorioita keskustellen, perustelimme
valintojamme ja médrittelimme kategorioita osin uudelleen. (ks. Kettunen &
Tynjild, 2018.) Aineiston tyosto jatkui kylladntymispisteeseen saakka (Bowden
& Green, 2010). Tutkimuksessamme tama tarkoitti kolmea uudelleenluke-
misen ja -muotoilun vaihetta. Analyysiprosessi eteni kolmen abstraktiota-
son kautta kuvauskategoriajirjestelman luomiseen (ks. Huusko & Paloniemi,
2006; Uljens, 1989).

Taso 1 Merkitysyksikdiden etsiminen

Analyysin ensimmaisessd vaiheessa (taso 1) tulostimme sidhkdisen aineiston
paperiseen muotoon ja etsimme vastauksista merkityksellisia ja olennaisia il-
mauksia (Huusko & Paloniemi, 2006) eli merkitysyksikoitéd. Lajittelimme il-
maisut osallisuuden rakentumiseen liitettyjen merkityksien mukaan (Marton,
1988). Merkitysyksikot hahmottuivat ajatuksellisina kokonaisuuksina yksittai-
sen vastaajan kokonaisina vastauksina tai niiden osina (Huusko & Paloniemi,
2006) tarkastellessamme niiden asiayhteyksia (Ahonen, 1994). Merkitysyksi-
koiden muotoutumista ohjasi kysymys: Millaisia kdsityksid osallisuudesta vas-
taajat ovat tuottaneet? Esimerkiksi vastaajan nro 52 ilmaisuista kysymyksissa
1 (52a) ja 2 (52b) loysimme seuraavat merkitysyksikot (ks. Taulukko 1):

Taso 2 Ensimmadiisen tason kategoriat ilmauksia vertaillen

Toisessa vaiheessa (taso 2) lajittelimme ja ryhmittelimme merkitysyksikoita
kategorioiksi, jotka kuvasivat erilaisia tapoja kokea tai kasittdd ilmio (Huusko
& Paloniemi, 2006). Esimerkiksi kaikki osallisuuden pohdinnat, joissa oli kyse
taiteen tarkastelusta, jasentyivit merkitysyksikoind yhdeksi kategoriaksi (ks.
Taulukko 2):
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Taulukko 1. Esimerkki merkitysyksikdiden nimedmisestd (vastaaja nro 52).

Ilmaisu Merkitysyksikko

52a. Oppilaita kuultiin aidosti, kun
késittelimme eri taiteeseen liittyvia
teemoja. Kenenkddn nakemyksié ei
viaheksytty tai torjuttu.

52a. Oppilaita kuultiin aidosti, kun
késittelimme eri taiteeseen liittyvid
teemoja. Kenenkédan nakemyksia

ei viheksytty ja torjuttu. Koin, ettd
oppilaat saivat yleissivistystd koskien
Ateneumin taidemuseota, kuuluisia
taiteilijoita, oppilaat oppivat taiteen
kasitteitd: mm. kokoelma.

52a. ...Koin, ettd oppilaat saivat
yleissivistysta koskien Ateneumin
taidemuseota, kuuluisia taiteilijoita, ...

52a. ...oppilaat oppivat taiteen
kiésitteitd: mm. kokoelma.

52b. Mielestdni vuorovaikutus onnistui
hyvin, mutta osa oppilaista valitsi
hiljaa olemisen. Mutta osallistuivat

52b. Mielestdni vuorovaikutus onnistui
hyvin, mutta osa oppilaista valitsi
hiljaa olemisen.

kylld kasidanestyksiin jne.
52b. ...mutta osallistuivat kylld
késiadnestyksiin.

Taso 3 Kategorisoinnin abstrahointi

Kolmannessa vaiheessa analyysi eteni kategorioiden kuvaamiseen abstrak-
timmalla tasolla ja kategorioiden vilisten suhteiden tarkentamiseen. Oleellista
oli 16yt4a ilmaisujen yhtildisyyksiin perustuvat kriteerit jokaiselle kategorialle
ja selkeit erot niiden vilille (Marton, 1994; Marton & Booth, 1997; Niikko,
2003; Akerlind, 2005). Eroja tarkastelemalla pyrimme havaitsemaan tyypilli-
set kisitykset (Uljens, 1989). Taulukossa 3 on esimerkKki taiteeseen liittyneiden
kategorioiden muodostamasta osallisuuden kuvauskategoriasta.

Taso 4 Tulosavaruus
Veimme kategorisoinnin sihkoiseen muotoon ja varmistimme kuvauskatego-

rioiden tdyttdvin Martonin ja Boothin laatukriteerit (1997), joiden mukaan
kategorioiden pitdd kuvata selvisti erilaista kokemusta ilmiosta, olla hierark-
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Taulukko 2. Esimerkki merkitysyksikoiden muodostamasta kategoriasta.

Merkitysyksikko Ensimmadisen tason kategoria

6a. Ndimme upeita, erilaisia taide- Taiteen tarkastelu
teoksia ja oppaan johdolla pystyimme

keskustelemaan niisté.

Teokset jdivit ainakin joidenkin

mieleen ja muutama olikin bongannut

taidetta TV-ohjelmasta.

50b. Parhaita hetkia olivat mielesténi...
oppilaiden oivaltavat huomiot
taidekuvista.

52a. Oppilaita kuultiin aidosti, kun
kasittelimme eri taiteeseen liittyvid
teemoja. Kenenkddn nakemyksié ei
viaheksytty tai torjuttu.

kisessa ja loogisessa suhteessa toisiinsa sekd maaraltadan mahdollisimman
pieni. Esitimme tulosavaruuden (outcome space) horisontaalisesti keskendin
samanarvoisina ja tasavertaisina kategorioina, joiden erot ovat sisallllisia (ks.
Huusko & Paloniemi, 2006). Raportoinnissa pyrimme vélittimaan autentti-
sen aineiston adnen ja lukijalle mahdollisuuden arvioida riittdvien aineisto-
lainauksien avulla luokittelun perusteita, aineistossa esiintyvai variaatiota
sekd kokonaisuuden johdonmukaisuutta. Aineistolainauksissa numero viittaa
vastaajan numeroon ja pieni kirjain a kysymykseen 1 ja b kysymykseen 2 an-
nettuihin vastauksiin tai niiden osiin.

Tulokset

Osallisuuteen liittyvien késitysten variaatio jarjestyi tulosavaruudessa nel-
jaan kuvauskategoriaan (ks. Taulukko 4). Opettajien kidsitykset oppilaidensa
osallisuuden rakentumisesta koulun ja taidemuseon yhteistydssa olivat joko
1) selkiytymattomid, 2) museoon liittyvid, 3) taiteeseen liittyvii tai 4) luokka-
huonevuorovaikutukseen liittyvia.
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Taulukko 3. Esimerkki kuvauskategorian muodostumisesta suhteessa
taiteeseen.

Ensimmiisen tason kategoria Kuvauskategoria
Oma taidesuhde Osallisuuden rakentuminen suhteessa
taiteeseen

Taiteen tarkastelu

Taiteen tekeminen

Selkiytymaton kasitys osallisuudesta

Fenomenografisen analyysin tausta-ajattelussa kasitykset ymmarretadn mer-
kityksenantoprosesseina (Huusko & Paloniemi, 2006). Késitys eli ymmarrys
tutkittavasta ilmiostd ajatellaan luonteeltaan riittdvan eriytyneeksi, mielipi-
dettd syvemmaksi ja laajemmaksi. Ensimmaéinen kuvauskategoria kuvaa tilan-
netta, joissa opettajien vastauksista ei muodostunut selkeda kasitystd osalli-
suuden rakentumisesta tai sithen kytkeytyneestd vuorovaikutuksesta. Tdhan
kuvauskategoriaan kuului kolmannes vastauksista (32%). Kuvauskategoria
muodostui kahdesta seuraavaksi esiteltdvasti kategoriasta.

Osallisuutta ei havaittu tai ymmdrretty

Ensimmaisessa kategoriassa (12%) opettaja ei havainnut tai ymmaértanyt osal-
lisuutta rakentuvaksi milldan tavoin, tai ilmaissut mitddn siihen liittyvasta
vuorovaikutuksesta. Havaintojen puuttuminen tai niiden selkiytymattomyys
ymmarryksend ilmaistiin seuraavin variaatioin:

56a. Ei mitddn.

32b. En tiedi.

50a. En oikein ymmdrrd, mitd tarkoitatte osallisuudella.
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Taulukko 4. Luokanopettajien kdsitykset osallisuuden rakentumisesta koulun
ja taidemuseon yhteistydssd.

Alakoulun ja taidemuseon yhteistyo
Luokanopettajan kisitys oppilaidensa osallisuudesta

Selkiytymiton  Osallisuus Osallisuus Osallisuus luokan
kisitys suhteessa suhteessa pedagogisessa
osallisuudesta museoon taiteeseen vuorovaikutuksessa

Ei havaintoa Museovierailu Oma taidesuhde Ajankiytto
tai ymmarrysta

. Museon tehtdvd = Taiteen tarkastelu Myonteinen
osallisuudesta

. e Taiteen tekeminen ilmapiiri
Erittelemdton
mielipide

tai kuvaus
toiminnasta

Oppilaan
yksilollisyyden
huomioon
ottaminen

Kysymyksin
aktivointi

Vastavuoroinen
kuuntelu ja
keskustelu

Selkeys ja
havainnollisuus

Palautteen
antaminen ja
saaminen

Toiminnallisuus
ja tyotapojen
monipuolisuus
Kiinnostuneisuus
(sen puute)
Etayhteyden ja
teknologioiden
toimivuus
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Toiminnan yleisempi kommentointi

Toisen kategorian muodostivat kokonaiset vastaukset (20%), jotka eivit var-
sinaisesti ilmaisseet perusteltua kisitystéd osallisuuden rakentumisesta tai eri-
telleet siihen liittyvan vuorovaikutusta, vaan olivat yleisig, erittelemattomia
kuvauksia, mielipiteité tai arvioita toiminnan sujumista. Variaatio koostui
seuraavan kaltaisista ilmaisuista:

55a. Than kivaa.
5la. Yhteistyé oli hyvdd.
56b. Ei hyvin.

Lopuissa analysoiduissa vastauksissa (68%) opettajat ilmaisivat kédsityksensa
osallisuuden rakentumisesta ja vuorovaikutuksesta Mun Ateneumin -projek-
tissa edelld kuvattua perusteellisemmin ja yksittdisen opettajan vastaus saattoi
sisdltda useitakin erilaisia merkityssisaltojd. Analyysin edetessd merkitysyk-
sikdiden numerukset eivit siis enad viittaa kokonaisiin yhden opettajan vas-
tauksiin, kuten edelld. TAdma aineiston osuus jirjestyi kolmeen kuvauskatego-
riaan. Osallisuuden rakentumista pohdittiin suhteessa museoon, taiteeseen ja
luokan pedagogiseen vuorovaikutukseen.

Osallisuus suhteessa museoon
Museovierailu

Toinen kuvauskategoria koostui opettajien ilmaisemista museoon liittyvista
merKkityksistd pohtiessaan oppilaiden osallisuutta. Ndma kasitykset jarjestyi-
vat kahteen kategoriaan, joista ensimmaisessa keskeistd oli museon saavutet-
tavuus eli mahdollisuus tai kokemus museovierailusta (n=9). Opettajien ké-
sitysten mukaan merkityksellista oppilaiden osallisuuden rakentumisessa oli
Ateneumin taidemuseoympiristoon tutustuminen. Etimuseovierailun koet-
tiin lahes vastanneen ‘oikeaa’ vierailua museorakennuksessa ja néin lisinneen
oppilaiden osallisuutta museon toimintaan valtakunnallisen saavutettavuu-
den nakokulmasta. Pajakokemuksien kerrottiin innostaneen monia oppilaita
jatkossa vierailemaan tutummaksi tulleessa museossa my6s fyysisesti. Nama
merKkitysvariaatiot ilmaistiin esimerkiksi nédin:
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6a. Kokemusosallisuutta: -Pidsimme “vierailulle” Ateneumiin. Jo se oli
merkittivd asia. Uskoisin rakennuksen jidneen oppilaiden mieleen
ja ajatuksen, ettd sielld voisi itsekin kdydd joskus.

25a. Koulumme sijaitsee Pohjois-Suomessa ja etdisyys Helsinkiin ja
Ateneumin taidemuseoon on niin pitkd. Ndin ollen oppilaistani
suurin osa ei ole pddssyt vierailemaan Ateneumissa. Oli mahtavaa,
ettd oppilaat pddsivit etind tutustumaan Ateneumiin...

Museon tehtdvd

Toinen museoon liittynyt kategoria muodostui merkityksista, jotka opettajien
osallisuuskasityksisséd liittyivat museon tehtdvddn ja sen paremman ymmar-
ryksen myotd omistajuuden kokemukseen (n=8). Etdpajoissa pohdittiin op-
pilaiden kanssa sitd, miksi ja keitd varten museot ovat olemassa, mitd asioi-
ta niissd on ja miten sielld toimitaan eri syistd. Osallisuuden nakékulmasta
ndma keskustelut avasivat mahdollisuuksia olla osallinen museon toiminnassa
ja ymmdrtda syvemmin oman kulttuurin historiaa ja jasenyyttd sekd kokea
omistajuutta sitd kisittelevien museoiden toimintaan. Opettajien kuvauksissa
Ateneumin taidemuseo ja Kansallisgallerian tehtava tulivat oppilaille tutum-
maksi, ja yhteisty avasi museon kulttuurisia, yleissivistavid tehtivia. Oppilaat
kokivat opettajien mukaan osallisuutta ja omistajuutta museon toimintaan
“meiddn museona”. Nditd merkityksid ilmaistiin esimerkiksi seuraavasti:

52a. ...Koin, etti oppilaat saivat yleissivistystd koskien Ateneumin tai-
demuseota, kuuluisia taiteilijoita, ....

58a. Museo tuli jonkin verran tutuksi... Oppilaille tuli kdsitys siitd, mikd
taidemuseo on.

19a. Kuten oppaamme NN meille 1. kohtaamisessa mainitsi, Ateneumin
kokoelmat ja taideteokset ovat tavallaan meidin kaikkien suoma-
laisten omistamia ja yhteisid, mikd kirkasti oppilaille KANSALLIS-
MUSEON kdsitteen, ja mistd tuli halu tutustua ja tuntea "meiddn
museon” teoksia.
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Osallisuus suhteessa taiteeseen
Oma taidesuhde

Kolmas osallisuuden rakentumisen kuvauskategoria koostui taiteeseen liite-
tyistd merkityksistd. Kuvauskategoria muodostui kolmesta kategoriasta, jois-
ta ensimmadinen kuvasi oppilaan omaa taidesuhdetta (n=9). Kokemus heritti
opettajien kasitysten mukaan oppilaissa pohdintoja taiteen arvostuksesta ja
mahdollisuuksista omassa elimassi laajemminkin. Taide kuvautui oppilaille
kiinnostavana, tutummaksi tulleena ilmiona tai omakohtaisena toimijuutena,
johon suhdetta pohdittiin. Oppilaiden toimijuutta aktivoitiin projektin aikana
esimerkiksi oman supervoiman avulla, jota kukin sovelsi taiteen tarkasteluun
ja tekemiseen. Opettajien mukaan luokilla saatiin tdstd erisuuntaisia koke-
muksia. Omaan taidesuhteeseen liittyvid merkityksid kuvattiin aineistossa
esimerkiksi seuraavasti:

19a. Minusta tdmd luo hyvin tirkedd osallisuuden tuntua taiteeseen
ja kulttuuriin. En usko, ettd kukaan oppilaista viheksyisi taidetta
Mun Ateneumin jilkeen, pdinvastoin arvostus kasvoi.

5la. Taidetta niillekin, jotka eivit sitd lilemmin harrasta.

36a. Oppilaille tarjottiin monipuolisesti mahdollisuuksia kuvataiteen
parissa. Moni pohti vakavissaan omaa suhtautumistaan ja tapaan-
sa saada kuvista jotain itselleen. Oppilaat jdivit varmasti miet-
timddn oman supervoimansa merkitystd eldmdssddn. Oli hieno
huomata, ettd muutama oppilaat, jotka eivit alun perin olleet pys-
tyneet pohtimaan/nimedmddn supervoimaansa, halusivat tehdd
sen mydhemmin ja laittaa seindlle esille.

Taiteen tarkastelu

Toisen taiteeseen liittyneen kategorian muodostivat opettajien pohdinnat tai-
teen tarkastelun merkityksestd osallisuudelle (n=10). Kokemus sai opettajien
mukaan oppilaat vuorovaikuttamaan tasavertaisina siita, millaisia ajatuksia ja
tunteita taide kussakin heritti. Taiteen tarkastelussa rakentui osallisuutta seké
taiteen moninaisiin tulkintoihin, etté tulkitsijan taitoihin, esimerkiksi seuraa-
vasti ilmaisten:
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21a. Taiteen tarkastelu on osalle vierasta ja nyt pikkuisen pddsimme sitd
harjoittelemaan.

52a. Oppilaita kuultiin aidosti, kun kdsittelimme eri taiteeseen liittyvid
teemoja. Kenenkddn nikemyksid ei viheksytty tai torjuttu.

47b. Kiinnostus taiteen katselemiseen lisddntyi. Tunteista puhuttiin pal-
jon.

Taiteen tekeminen

Kolmas taiteeseen liittynyt nikokulma osallisuuteen kisitteli taiteen tekemis-
td (n=12). Taide avautui osallistavina tehtdvina, joita oppilaat itse padsivat te-
kemadn. Taiteeseen liittynyt konkreetti toiminnallisuus oli monen opettajan
arvostamaa osallisuutta projektissa, kuten seuraavissa esimerkeissi ilmenee.

6a. Itse tekemdlld ja kokeilemalla osallistumista: -Tekniikkaosio ja sen
soveltaminen toimi hyvin.

46a. Oppilaat tekivit projektiin liittyvid piirroksia keskittyneesti ja yksi-
tyiskohdat huomioiden.

61b. Hienoa, ettd tdssd pddsi myds itse osallistumaan tietokilpailun
kautta sekd piirtamdlld.

Osallisuus luokan pedagogisessa vuorovaikutuksessa

Museoon ja taiteeseen liittyneiden pohdintojen ohella opettajat nakivit osal-
lisuuden rakentumiselle keskeiseksi sen, miten luokan vuorovaikutus pedago-
gisesti toteutettiin etimuseopajoissa. Opettajat jaivdt pohtimaan lukuisia eri
osatekijoitd, joilla oli ollut merkitysta vastavuoroisuuden, dialogisen vuorovai-
kutuksen synnylle heiddn luokassaan. T4ma oli aineiston laajin kuvauskatego-
ria, joka muodostui seuraavista yhdestatoista kategorioista.

Ajankaytto
Luokan pedagogisessa vuorovaikutuksessa keskeiseksi tekijaksi nostettiin
ajankaytto (n=10). Esimerkiksi tydskentelyjen kestot tai taukojen rytmitykset

joko edesauttoivat tai usein myos hankaloittivat opettajien arvioiden mukaan
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oppilaiden mukana pysymista ja keskittymistd, siten myos osallisuuden ko-
kemuksen syntymistd. Pohdinnat korostavat pedagogisen asiantuntijuuden ja
oppilaantuntemuksen merkitysta osallisuuden rakentumisessa luokan vuoro-
vaikutuksessa.

16b. ...Ensimmdiselld kohtaamisella oppilaiden olisi pitinyt tehdd tai-
depolku ryhmissd koneella mutta se jii pois ajan puutteen vuoksi.
Ehkd olisi voinut lyhentdd taidekuvien analysointia ja ottaa mu-
kaan tamd taidepolun, niin koko luokan keskittyminen olisi pysy-
nyt paremmin asiassa.

29b. Suurin osa oppilaista eiviit jaksaneet seurata kummallakaan koh-
taamisella opastusta. Opas keskittyi liikkaa kertomaan parista ku-
vasta hyvin pitkdiksi aikaa, emmekd seuranneet ensimmdiselld koh-
taamisella kohtaamisen tuntiohjelmaa. Viimeiselld kohtaamisella
opas selosti taas parista kuvasta aivan liian kauan.

Myonteinen ilmapiiri

Opettajat nostivat esiin myonteisen ilmapiirin merkityksen osallistavassa vuo-
rovaikutuksessa (n=12). Oppaan asiantunteva toiminta néhtiin tdssd keskei-
send.

43a. Ilmapiiri oli kannustava ja hyviksyvi!

35a ... opas sai aikaan limpimdn ja aidon vuorovaikutuksen luokka-
yhteison kanssa.

37a. ... Keskustelu oli sallivaa ja erittdin kunnioittavaa.
Oppilaan yksildllisyyden huomioon ottaminen

Opettajat nostivat esiin osallisuuden nakokulmasta myos sen, ettd vuorovai-
kutuksessa huomioitiin oppilaiden erilaiset toiveet ja yksil6llisyys (n=6).

35a. ...Oppilaiden toiveet huomioitiin tyopajassa ja oppimistuokion
suunnittelua tehtiin yhdessd.

7b.  Opas huomioi hyvin jokaisen yksiléllisesti.
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25b. Oli mukavaa, ettdi jokainen oppilas pddsi osallistumaan omalla ta-
vallaan

Kysymyksin aktivointi

Yhtend osallisuutta vuorovaikutuksessa rakentaneena tekijana opettajat piti-
vit sitd, ettd opas aktivoi oppilaita sopivin kysymyksin (n=6). Ndin opas mah-
dollisti oppilaille aktiivisen, osallisen roolin tiedonrakentamisessa ja vuoro-
vaikutuksessa.

25b. Opas kysyi hyvid kysymyksid etdoppituntien aikana, joihin oppilai-
den oli helppo vastata.
37b. Oppilaat innostuivat kertomaan omia nikemyksiddn ja kokemuk-

siaan. Tarpeeksi helpot/ matalan kynnyksen kysymykset ja pohdin-
tatehtdvit rohkaisivat oppilaita osallistumaan.

Vastavuoroinen kuuntelu ja keskustelu

Keskeistd osallisuuden rakentumiselle oli verbaalisen vuorovaikutuksen vas-
tavuoroisuus (n=17). Opettajat kuvailivat oppaan ja oppilaiden vuoroin kuun-
nelleen ja seuranneen toisiaan keskittyneesti, vuoroin olleen dénessa keskus-
telussa, joko kommentoiden tai kysyen.

20a. Jokaisella oppilaalla oli mahdollisuus olla ddnessd tai seurata aktii-
visesti.

47a. Oli todella antoisaa ja hyodyllistd. Hienoa oli ndhdd omien oppilai-
den osallistumista keskusteluihin.

59a. Hyvin, paljon keskustelua ja edettiin oppilaiden mukaan. Oppilaat
jaksoivat... hyvin keskittyd ja kuunnella.

Selkeys ja havainnollisuus
Neljd opettajaa mainitsi myos selkeyden ja havainnollisuuden merkityksen

osallisuuden rakentumisessa joko luokan vuorovaikutuksessa (n=3) tai sen
suunnittelussa projektin ennakkomateriaaleihin perustuen (n=1).

Crossing over Subject Boundaries towards New Horizons 54



Kairavuori ja Niinistd

3la. Opas esitti asiat selkedsti ja innostavasti...

16b. Hinelld (oppaalla) oli oivallisia esimerkkejd...

Palautteen antaminen ja saaminen

Opettajat kertoivat oppaan antaman palautteen aktivoineen ja kannustaneen
luokan oppilaita (n=4). Erds opettaja jai myds pohtimaan oppilaidensa ristirii-
taista toimintaa palautteen antajina suhteessa pajakokemukseen.

16b. ...hin (opas) antoi jokaiselle osallistuvalle oppilaalle myénteistd pa-
lautetta kommenteista ja piirustushaasteen tekemisestd.

3la. Itsedni jdi vaivaamaan loppuosio: muutama oppilas antoi varsin
ikdvid palautetta (tylsd, liian pitkd). Tdamd tapahtui osin ‘machoi-
lumielessd’. He olivat myds visyneitd viikosta. Ja, ne kaikkein in-
nostuneimmat ja erittdin paljon pajasta hyvid kokemusta ja uuden
oppimista saaneet eivit palautehetkelld halunneet jakaa hyvdi tun-
nelmaansa kaikille.

Toiminnallisuus ja monipuolisuus ty6tavoissa

Lukuisat opettajat (n=21) korostivat toiminnallisuuden, monipuolisten tyota-
pojen ja tehtdvien merkitysta erilaisten oppilaiden osallistamisessa. Nakokul-
ma tuotiin esiin seki positiivisina huomioina (n=15) ettd myos kehittdvina
palautteena (n=6) luokan etapajakokemuksista.

20a. Jokainen oppilas oli kokija ja toimija.

5b. Tehtdvit joita tehtiin olivat hyvid, ne aktivoivat oppilaita.

43a. Parhaiten osallisuus toteutui, kun teimme omatoimisilla tunneilla
harjoituksia. Hyvd, ettd oli paljon itse tekemisti oppilaille.

16a. ... Osallisuuden kokemus jii kuitenkin osalla luokan oppilaista hie-
man vajaaksi, koska heiddn on vaikea keskittyd vain puheeseen ja
visuaaliseen materiaaliin perustuvaan opetukseen. Olisin kaivan-
nut vihdn lisdd toiminnallista sisiltod.
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Kiinnostuneisuus (sen puute)

Kaksi opettajaa havaitsi luokkansa osallistamisessa sen haasteen, ettei kaikkia
paikalla olleita oppilaita kiinnostanut taiteeseen liittyvit asiat.

23b. Taiteen tutkiminen aiheena ei ollut kuitenkaan kaikille oppilaille
kovin mieluisa. Ndiden oppilaiden osallistaminen oli odotetusti
haastavaa. Taidekuvien monipuolisuudella voisi ehkd vaikuttaa
sithen, ettd voisi saada useammat osallistumaan ja kiinnostumaan
kuvista.

Etdayhteyden ja teknologioiden toimivuus

Opettajat pohtivat myos etdyhteyden merkitystd luokkansa tyoskentelyssi ja
sen kautta osallisuuden rakentumisessa (n=25). Osalle etdyhteisty6 oli my6n-
teinen kokemus, osalle selkedsti haasteellisempi. Opettajat erittelivit sité,
millaiset tyoskentelyt toimivat heidan luokallaan myds etdyhteydelld ja mitka
asiat puolestaan karsivit pedagogisessa vuorovaikutuksessa. Kriittisissa poh-
dinnoissaan opettajat toivat esiin oppilaiden jannittyneisyyttd, kohdattuja
teknisia ongelmia tai myos poisjadneita lahikohtaamisen vahvuuksia.

44b. Etdiyhteydelld vuorovaikutus on haastavaa eikd yhti luontevaa
kuin ldhiopetuksessa. Osa oppilaista oli todella aktiivisia, mutta
vuorovaikutus painottui tiettyjen oppilaiden ja oppaan viliseksi ja
kaikkia oli haastavaa saada mukaan keskusteluun.

50b. Perinteinen “kysy-vastaa” -menetelmd on melko passivoivaa. Ehkd
se korostui vield etdyhteydessd, kun oppilaat eivit nihneet kunnolla
oppaan kasvoja ja pdinvastoin.

21b. Hyvid vuorovaikutusta, vaikka opas ei ihan kuullut kaikkia asioi-
ta, mitd oppilaat sanoivat. Opettaja selvensi loput.

Tulosten kokoava tarkastelu ja pohdinta

Luokanopettajien kisityksissé Mun Ateneum -ohjelma onnistui monimuotoi-
sessa taidemuseon ja koulun yhteistyossd rakentamaan oppilaita osallistavia
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kohtaamisia monipuolisesti museotyon, taiteen ja luokkahuonevuorovaiku-
tuksen keinoin. Huolimatta padosin myonteisistd kasityksistd, opettajat myos
pohtivat yhteistyon kehittdmisti erityisesti pedagogisen vuorovaikutuksen
néakokulmasta.

Etdpajoissa vuorovaikutettiin opettajien mukaan aktiivisesti keskustellen ja
luoden yhteyksid oppilaiden omiin kokemuksiin ja havaintoihin, sek jaettiin
ndin rakentuneita merkityksid ja elaimyksid museon tarjoaman sisallon dérella
(ks. Hein & McCray, 2020; Simon, 2010). Ateneumin taidemuseo toimi siten
“post-museona” (Hooper-Greenbhill, 2007), kavijoitd verkostoivana museona,
jossa vierailijat loivat ja jakoivat sisdlt6ja yhdess4 ja osallistuivat itse kokoelmia
ja niiden muuttuvia merkityksid tutkivaan toimintaan (ks. Venildinen, 2014).
Taidemuseo ja sen edustama kulttuuriperinto sivistystehtavineen tuli kaikille
yhteisen opetuksen kontekstissa oppilaille sosiaalisesti, fyysisesti ja maantie-
teellisesti saavutettavammaksi, mikd oli museon nikékulmasta merkittavaa
osallisuuden rakentamista (ks. Schaaf, 2022). Opettajien kisityksien perusteel-
la museoon rakentui myds osallisuudelle keskeistd omistajuuden kokemusta
(ks. Schaaf, 2022), kun museo ja sen tehtdva tulivat oppilaille tutummaksi.
Digitalisaation ja digitalisoinnin kautta kehittyva taidemuseo osoitti laajen-
tuneensa oppimisymparistoni ja tavoittaneensa oppilaita uudella tavalla (ks.
Hooper-Greenhill, 2007).

Taide nayttdytyi opettajien kisityksissd osallisuutta rakentavana osatekijina
yhteisty0ssd, mika on kuvataiteen oppiaineen tavoitteille ja ainedidaktisel-
le kehittamiselle merkittavaia. Oman taidesuhteen pohtiminen, taiteen tar-
kastelu yhdessi ja taiteen tekeminen toiminnallisesti olivat taiteen avaamia
reittejd osallisuuteen. Jokaisessa ndistd tulee esiin taiteen osallistava luonne
(Venilainen, 2019), eli kokoelman ja oppilaiden omien teosten, ja ymparoi-
van maailman vélisten suhteiden aktivoituminen ja uudelleen muovautumi-
nen ajatuksissa ja asenteissa, toiminnassa ja teoksissa (ks. Haapalainen, 2018;
Tammi & Hohti, 2017). Tutkimuksemme motivoi ndin jatkotutkimusta post-
humanistisesta nakokulmasta, joka siirtdd huomion yksilosta suhteiden tai
“vilien” tarkasteluun, jolloin osallistuminen on laajasti ymmartden osaksi tu-
lemisen prosessi (vrt. part-icipation) (ks. Tammi & Hohti, 2017).

Opettajille keskeistd osallisuuden rakentumisessa olivat luokan pedagogisen
vuorovaikutuksen nakokulmat, kuten esimerkiksi oppilaiden ajatusten akti-
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vointi sopivin kysymyksin, tuntien toiminnallisuus tai tyoskentelyn rytmitys
ja ajankaytto. Parhaimmillaan toiminnassa havaittiin osallisuuden tasomal-
leissa kuvattua oppilaslahtoisyyttd, arvostavaa dialogisuutta ja paatosvallan
jakamista oppilaiden kanssa tuntitilanteissa (esim. Hart, 1992, 2008; Lundy;,
2007; Lansdown, 2010; Shierin, 2001). Myds oppaan ja luokan kohtaamisen
ilmapiiria ja oppilaat huomioivaa keskustelua arvostettiin. Osallisuuden to-
teutumisessa ei sen sijaan havaittu Niemen, Kumpulaisen ja Lipposen (2018)
nimedmaa oppilasaloitteista tai oppilasjohtoista osallisuuden ndkokulmaa.
Oppilaat eivit olleet alusta saakka mukana toiminnan suunnittelussa omien
kiinnostuksensa kohteiden ohjaamina tai he eivit toimineet tdysin itsendises-
ti. Ndma huomiot antavat lahtokohtia koulun ja taidemuseoiden yhteisty6én
kehittdmiselle. Oppilaita voi osallistaa taidemuseoyhteistyon suunnitteluun
ja antaa heille sen toteutuksessa enemmén vaikutusvaltaa esimerkiksi teos-
valinnoin. Tulokset kannustavat yhteistyossd myos toiminnallisiin menetel-
miin. Jatkotutkimuksissa selvitimmekin oppilaiden ndkokulmaa yhteistyossa
perusteellisemmin heidédn palautteensa pohjalta. Opettajat nostivat esiin myos
monia haasteita osallisuuden rakentumiselle luokassaan, mainiten esimerkik-
si oppilaidensa erilaisia kiinnostuksen kohteita ja valmiuksia valittuihin tyo-
tapoihin. Tdma korostaa oppilaantuntemuksen merkitysta yhteistyon kehitta-
misessd. Samalla kun digitalisaation mahdollistama etdyhteys kiistatta lisési
museoiden saavutettavuutta ja omistajuuden tunnetta, se myds haastoi opet-
tajien arvostamia ldhikohtaamisen vahvuuksia osallisuuden rakentumisessa,
kuten katsekontaktia ja kuulemisen vaivattomuutta vuorovaikutuksessa.

Osallisuus on haasteellinen tutkimuskohde. Kisite itsessddn on tutkimus-
kirjallisuudessa monitahoinen ja vaikeasti tdsmentyva, jolloin myos ilmién
havainnointi eri nakokulmista on epdvarmaa, ja siihen liittyvat kisitykset
perustuvat erilaisiin ymmaérryksiin ja konteksteihin. Tdma heijastui joiden-
kin opettajien vastauksissa epdvarmuutena tai selkiytymattomyyteni siitakin
huolimatta, etta osallisuus on keskeinen kisite peruskoulun toimintakulttuu-
rissa (ks. Opetushallitus, 2014). Mahdollistaaksemme ilmién havainnoinnin
ja analyysin johdonmukaisuuden arvioinnin tdssa yhteydessd olemme anta-
neet runsaasti tilaa analyysin ja luokitteluperusteiden avaamiselle seki au-
tenttisen aineiston sitaateille. Olemme lisiksi varmistaneet luokittelumme
perusteita rinnakkaisluokittelun avulla (Bowden & Green, 2010; Kettunen &
Tynjila, 2018). Perehdyimme osallistuvasti havainnoiden tutkittavaan museo-
yhteistyon konseptiin myds pilotointivaiheessa, jolloin merkitysten tulkintaan
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voi katsoa rakentuneen luotettavuutta tukevaa hallittua subjektiviteettia (ks.
Ahonen, 1996).

Tutkimus on osa laajempaa kokonaisuutta. Jatkotutkimuksissa kuva taide-
museon ja koulun yhteistyon vaikuttavuudesta tarkentuu oppilailta kerdtyn
palauteaineiston analyysilla. Jo timén osatutkimuksen perusteella voidaan
kuitenkin todeta koronapandemian haasteiden kddntyneen vahvuuksiksi
yhteistyossd. Taidemuseon monimuotoistuminen ja saavutettavuus palvele-
vat osallisuuden tavoitetta, joskin teknologian toimivuudessa pedagogisessa
vuorovaikutuksessa on edelleen kehittdmistd. Taméan hankkeen myo6td kou-
luyhteistyotd voidaan kehittdd tutkimusperustaisemmin. Vaikka oppilaiden
osallisuuden kokemusta on vaikeaa todentaa, voidaan tilanteessa vastuullisten
aikuisten késityksid tutkimalla tietdd sen monista mahdollisista ulottuvuuk-
sista enemmaén, kuten erdin luokanopettajan kuvauksesta hyvin ilmenee:

Oppilaat ovat kahden viimeisen vuoden ajan eldneet koronarajoitusten
ehdoilla ja suurimmalla osalla ei ollut kokemuksia esimerkiksi taidemu-
seoissa kdynnistd. Projekti toi Ateneumin rakennuksena ja taideteoksen
jokaisen oppilaan koettavaksi. Kokemus oli yleissivistivdi ja herdtti mo-
nissa oppilaissa kiinnostuksen taiteeseen, luovuuteen ja omaan ilmai-
suun. Taidetta harrastavat oppilaat kokivat varmasti myds onnistumisia,
kun pddsivit esittelemddn tietojaan ja omaa kiinnostuksen kohdettaan.
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Abstract

In the context of humanistic Bildung-centred Didaktik, the educational potential
of different school subjects is emphasized. But how can different school subjects
collectively contribute to the ‘cultivation-of-human-powers’ and Bildung with
a focus on sustainability? In this article, seven different school subjects are
compared. Eleven teacher educators from Malmé University, Sweden, have
written scholarly about the roles of their respective school subjects for Bildung
and sustainability. Drawing from the texts related to the seven school subjects
- geography, mathematics, physical education and health, religious education,
science for citizenship, Swedish as a second language, and visual arts — a
comparative analysis was conducted. The primary focus was to understand the
unique characteristics of each school subject, explore their epistemic differences,
and discern their potential roles in fostering cross-curricular didactics for Bildung
and sustainability. It is shown that the different school subjects collectively
provide complementary contributions to contemporary Bildung and climate
change literacy.
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Introduction

In humanistic Bildung-centred Didaktik (Klafki, 1998), the educational poten-
tial of different school subjects is emphasized (e.g., Deng, 2022; Janik et al.,,
2024; Ryen & Jasok, 2023). At the same time, such teaching benefits from being
cross-curricular (Klausen & Mard, 2024), as it can be oriented towards grand
societal challenges like climate change. Grand societal challenges are compa-
rable to what Klafki (1998) described as epoch-typical key problems. They are
also often called ‘wicked problems’ (e.g., Lonngren & Van Poeck, 2021) due to
their intricate nature, characteristic of the whole Anthropocene epoch. Gilbert
(2016, p. 192) notes that we live in an era where “Everything is now complex -
that is, deeply entangled, inter-connected, unpredictable and open. Any given
problem has multiple dimensions.”

In this article, we advocate ‘sustainability’ as a future-oriented vision for edu-
cation, fully aware of the critiques against this concept, especially concerning
‘sustainable development’. We posit that each school subject can uniquely con-
tribute to cross-curricular teaching that promotes Bildung and sustainability.
As authors and teacher educators, our expertise across seven different school
subjects — geography, mathematics, physical education and health, religious
education, science for citizenship, Swedish as a second language, and visual
arts — ensures comprehensive representation. Initially, we delved into scholarly
discussions on the role of our respective school subject for epistemic aware-
ness, Bildung, sustainability, and cross-curricular education. A comparative
and qualitative analysis, including hermeneutic elements, was conducted. The
primary focus was on the epistemic differences among the seven school sub-
jects and their potential epistemic contributions to cross-curricular didactics
for Bildung and sustainability. In the concluding discussion, we particularly
elaborate on the potential contributions of the different school subjects to cli-
mate change education.

The purpose of education is a fundamental question (the why-question), where
the response influences the content of education (the what-question). Similar-
ly, the selected content impacts the teaching practice (the how-question). In
this article, our primary interest lies in better understanding the educational
potential of different school subjects and how they can contribute to Bildung.
Deng (2020, p. 69) posits that Bildung consists of three interconnected parts:
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understanding worlds, ways of thinking, and capabilities. It encompasses both
broad disciplinary knowledge and skills.

Bildung is what the individual learner can develop in school and elsewhere in
life. The content taught potentially affects the students’ education. The content
undergoes several transformations, from the national (intended) curriculum
via the enacted curriculum to the experienced (Hudson et al., 2023), with the
teacher playing a central role. Teachers interpret and implement the curricu-
lum differently, which is crucial for what type of knowledge students will meet
and potentially learn (see Orbring, 2021, for an example in geography). The
way teachers understand the subject’s content and the curriculum affects what
and how they teach. The knowledge-potential inherent in a single school sub-
ject is referred to by Hudson et al. (2023) as ‘subject-specific educational con-
tent knowledge’.

School subjects encompass a much broader knowledge base than their corre-
sponding academic discipline(s) (e.g., Deng, 2012; Rothgangel & Vollmer, 2020).
Several school subjects have multifaceted knowledge bases. For example, the
school subject physical education and health is based on a mix of embodied
awareness of movement, health, and nature connectedness (Ekberg, 2021). In
all these three content areas, various forms of knowledge are present.

In this article, we pose the following two questions:

o How can we interpret different school subjects (focusing on sec-
ondary school level), and what kind of educational content do they
offer when compared?

o What potential contributions can they make, from an epistemic per-
spective, to Bildung and cross-curricular didactics oriented to-
wards sustainability issues and grand societal challenges such as
climate change?

Over the last decade, there has been a growing interest in comparative subject
didactics, as evidenced by various studies (e.g., Hudson et al., 2022; Ligozat et
al., 2015; Nygren et al.,, 2022). With this article, we, as authors representing
seven different subject didactics, aim to contribute to comparative subject di-
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dactics, mainly about: What constitutes educational content? This work also
contributes to discourses within the meta-discipline of ‘general subject didac-
tics’ (e.g., Vollmer, 2021). We suggest that a segment of this latter area can be
called ‘cross-curricular didactics’. Didactics which unite different specific sub-
ject didactics have also been called ‘transdisciplinary didactics’ (e.g., Janik et
al., 2024, p. 7). In this article we primarily address (inter)disciplinary literacies
and contemporary Bildung.

Theoretical background
School subject didactics

‘Didactics’ is not merely an instrumental instructional science but rather
a broad humanistic scholarly field for teachers and teacher education that
emphasizes the importance of reflective teacher decisions regarding knowl-
edge, worldviews, and values (e.g., Hopmann, 2007; Schneuwly, 2011; Zierer
& Seel, 2012). For instance, the professional teacher plays an important role in
shaping local and practical curriculum and reflection in practice.

‘School subject didactics’ can be seen as a subdiscipline within teacher educa-
tion that corresponds to a specific school subject. Different school subjects
have distinct subject didactics subdisciplines, but also share many common-
alities (e.g., Bayrhuber & Frederking, 2024; Vollmer, 2021). Subject didactics
can be considered as an autonomous academic discipline for the teaching pro-
fession and teacher education (e.g., Cramer & Schreiber, 2018; Vollmer, 2021).
Sjostrom (2018a) has highlighted cross-curricular goals and collaboration as
an important aspect of school subject didactics.

School subjects and their corresponding academic discipline(s) are fundamen-
tally different (e.g., Deng, 2012; Deng, 2022). As Mérd and Klausen (2024, p.
7) state, “Although having their epistemological basis in academic disciplines,
school subjects are knowledge domains with their aims and rationales.” Both
content and methods differ significantly between the school subjects and cor-
responding academic discipline(s). All school subjects are “driven by social,
political and educational purposes” (Deng, 2022, p. 602), rather than advanc-
ing disciplinary knowledge.
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Vollmer (2021, p. 143), drawing on a German reference to Baumert, categorizes
the following four groups of school subjects based on their different ways of
relating to the world: cognitive-instrumental (mathematics, natural sciences),
aesthetic-expressive (language/literature, music/fine arts, physical expression),
normative-evaluative approaches towards society (history, economic educa-
tion, politics/social/legal studies), and tackling problems of rationality (reli-
gion, philosophy). In other words, school subjects have various ways of relating
to the world, leading to different school subject didactics.

Bildung-oriented subject education

In Bildung-oriented didactics, content (in a broad sense) is considered funda-
mental (e.g., Deng, 2022; Klausen & Mard, 2024; Ryen & Josok, 2023). Both the
concepts of ‘knowledge’ and ‘content’” can be understood broadly, including
tacit and embodied elements, historical, social, and moral dimensions, and
an objective-material (e.g., Deng, 2020). Additionally, the value dimension is
a central part of content in many school subjects (Mitchell & Stones, 2022).
Bildung-oriented teaching practice centres on the teacher catalysing the stu-
dents’ meaning-making about relevant content.

Bildung is a complex concept with at least five historical elements - biologi-
cal-organic growth processes/humanism, connection to ancient cultures, spir-
itual elements, enlightenment thoughts, and emancipation - (e.g., Sjostrom &
Talanquer, 2018; Sjostrom & Tyson, 2022), with its latter mentioned socio-po-
litical dimension being the latest addition. Originating in mid-eighteenth-cen-
tury Germany (Horlacher, 2016), Bildung became the general philosophical
framework for education, particularly in Germany and Scandinavia. Bildung
is fundamental for the field of didactics in general (e.g., Hudson, 2016), focus-
ing on developing human powers and potential. This development hinges on a
broad understanding of content, the cultivation of critical-democratic values
and the capacity to act in an integrated whole. Described more thoroughly and
mainly based on von Humbolt (2000), Bildung is about “developing learners’
knowledge, skills, and competences”, including “moral virtues and wisdom”
this is based “on connecting the self with the world, on attitudes and values, on
integral human formation, and on cultivating the person as a whole” (Jakubik,
2023, pp. 46-47). One aspect of Bildung is to develop what can be called epis-
temic awareness, which fundamentally represents an understanding of one’s
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way of knowing (Gardiner, 2020). In a broader sense, it also includes meta-aware-
ness, understanding of other perspectives, and epistemic agency. Although not
exactly the same, other terms than Bildung have been used with somewhat the
same meaning, such as disciplinary literacy, capabilities and knowings (e.g.,
Yavuzkaya et al., 2022). Below we will also relate to some of these concepts.

In a contemporary understanding of Bildung, citizenship is one central aspect,
as well as affect and bodily activity (Klausen & Mard, 2024). Some scholars have
recently linked the concept of Bildung to our existence in the Anthropocene
era (e.g., Kvamme, 2021). When explicitly oriented towards ecological aware-
ness, such an orientation can be termed eco-reflexive Bildung (e.g., Sjostrom,
2018b; Sjostrom & Talanquer, 2018). It is intrinsically bound “to the world’s
materiality with culture and society as a part” (Yavuzkaya et al., 2022, p. 4).
What can be called ‘Powerful Subject-Knowings’ include embodied and rela-
tional dimensions of knowledge (Yavuzkaya et al., 2022). As part of a future-
oriented contemporary Bildung, we believe it is crucial to emphasize epistemic
awareness and agency in addition to more traditional aspects of Bildung.

Bildung according to Klafki

Klafki’s theory of categorical Bildung provides a framework for understanding
educational content (e.g., Deng, 2022). He divided Bildung into what can be
called material Bildung - the objective side — and formal Bildung - the sub-
jective side (e.g., Klafki, 1998; Sjostrom & Eilks, 2020). In material Bildung,
the focus is mainly on knowledge products, and in formal Bildung, mainly
on skills and processes. In categorical Bildung, the objective and subjective
sides are intertwined. Klafki advocated for selecting content that is fundamen-
tal to the discipline, provides essential world experiences and insight, and has
exemplary significance to offer a structure for understanding the field of study
(Sjostrom & Eilks, 2020). While material and formal Bildung are integrated in
practice, it is useful to discuss them separately for analytical reasons, as Klafki
did.

Material Bildung, which is primarily about orientation knowledge, can be di-
vided into (1a) a focus on encyclopedic knowledge (educational objectivism)
and (1b) moral maturity through cultural consumption (classical Bildung)
(Andrée & Bladh, 2021, p. 83). Formal Bildung, on the other hand, is mainly
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about personal development and basic skills. It can be divided into (2a) per-
sonal maturity, where “inherent bodily, spiritual and soul forces” (our trans-
lation from Swedish), including curiosity and creativity, are expressed (func-
tional Bildung), and (2b) (instrumental) methodological skills, such as the abil-
ity to read, count, and paint (methodological Bildung) (Andrée & Bladh, 2021,
p. 83).

Cross-curricular didactics

Deng (2022, p. 599) describes a knowledge-rich curriculum, which is “ future-
oriented in the sense that it aims at the formation of autonomous and respon-
sible individuals who can thrive and flourish in the present and future world.”
Different school subjects can collectively provide complementary contribu-
tions to Bildung and sustainability (Gericke, 2022). The next and final subsec-
tion of this theoretical background will highlight climate change as an espe-
cially urgent cross-curricular theme in the Anthropocene era.

The differences between multidisciplinary, interdisciplinary, and transdisci-
plinary approaches and their defining characteristics have been discussed in
several publications (e.g., Helmane & Briska, 2017; Mard & Klausen, 2024).
Mard and Klausen (2024, p. 7) suggest ‘crosscurricular teaching’ as an over-
arching meta-concept, which they briefly explain as “work across different
domains”. While such interdisciplinary work presents challenges, it also holds
great potential regarding the transfer of knowledge (broadly) among different
knowledge domains. This transfer can encompass various elements, includ-
ing factual knowledge, theories, methods, skills, problem selection, and frame-
work construction (Klausen, 2014).

Many arguments have been proposed for the importance of cross-curricular
teaching, such as its role in fostering citizenship, critical thinking, collabo-
rative sKkills, creativity, preparation for future employment, higher education,
and meeting grand societal challenges (Klausen & Mard, 2024). The latter is
our primary focus in this article. Recently, Kurup et al. (2023) discussed the
importance of ‘interdisciplinary integrated powerful knowledge’ in tackling
complex real-world issues and how such interdisciplinary knowledge can be
co-created. One step in this co-creation is to “formulate a disciplinary and
interdisciplinary knowledge base and practice that incorporates and respects
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the traditional aspects while also expanding and enriching them with new
perspectives and methods” (Kurup et al., 2023, p. 968). School subjects provide
disciplinary and traditional contributions, among other potential contribu-
tions. When school subjects intersect in a cross-curricular setting, there is the
potential for something new to be formed.

Klausen and Mard (2024) argue for Bildung as a theoretical foundation for
cross-curricular teaching. They state, “Although Bildung calls for teaching
across and beyond school subjects, it maintains an important role for teach-
ing particular subjects” (p. 29). Their text mainly describes a classical Bildung
concept, also connecting to Klafki’s categorical Bildung and discussing some
characteristics of a contemporary Bildung conceptualization.

When considering the subject didactics for a specific school subject, one cru-
cial aspect is the subject’s relationship to cross-curricular goals (Sjostrom,
2018a). As previously mentioned, this article focuses on sustainability issues,
particularly climate change. Recently, Laugesen and Elf (2024, p. 174) presented
an empirically grounded model of sustainability didactics. This model is rep-
resented by a triangle, surrounded by the cultural practices of the educational
setting. The three corners of the triangle represent contents, forms, and acts.
Teaching events are affected by logical, moral, and aesthetic-affective dimen-
sions. In this article, our main interest lies in exploring how the different
school subjects can contribute to contemporary Bildung.

Cross-curricular interactions inherently bring epistemological similarities
and contrasts among different school subjects to the fore. The different school
subjects must find ways to cooperate and develop collectively, aiming to weak-
en the boundaries between them to some extent (Lilliedahl, 2018), while con-
currently respecting the specific character of each subject.

Climate change education

Mitchell and Stones (2022, p. 4) emphasize that “the Anthropocene calls for
school education to enable a critical ethical disposition that can respond to
the existential, socio-economic and political nature of this epoch”, especial-
ly considering the ongoing and pressing climate changes. Much research has
been dedicated to climate change education (e.g., Eilam, 2022; Kate et al., 2019;
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Sjoblom et al., 2024). For instance, Kate et al. (2019) studied how teacher stu-
dents from three different school subjects - science, history, and geography —
approach cross-curricular teaching on climate change. More recently, Sjoblom
etal. (2024) discussed climate change as a complex socio-scientific issue within
upper-secondary education. Climate change is described as a wicked problem,
and its education is discussed from a cross-curricular teaching perspec-
tive. The authors connected it to a broader Bildung-perspective and also to a
Vision III of scientific/disciplinary literacy (read more about Vision III in e.g.
Sjostrom & Eilks, 2018). The latter has recently been linked to, for instance,
interdisciplinary and transdisciplinary approaches to education (e.g., Kubisch
et al., 2022) and future-oriented agency (e.g., Laherto et al., 2023).

Method

We, a collective of scholars and teacher educators across seven different school
subjects, commenced our research by describing and discussing the unique
characteristics of our respective school subjects. We utilized the following
frame-work as a guide for the writing of the respective seven texts (each rang-
ing from 700 to 1,000 words):

o The historical background and visions of the school subject

o A view of what knowledge (in a broad sense) the students can de-
velop by participating in the teaching of the school subject (e.g.
understanding of the world, critical perspectives, subject thinking,
disciplinary literacy, subject practices, communication skills, prac-
tical-aesthetic expression, agency, etcetera)

o The school subject’s potential contribution to ‘cross-subject knowl-
edge’ (interdisciplinary integrated powerful knowings, for e.g. sus-
tainability, interculturality, critical (media) literacy, climate action,
etcetera)?

o The potential contribution of the school subject in a cross-subject
and inclusive teaching, such as language and media use (in a broad
sense).
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The outcome of our writing was one longer text for each of the seven school
subjects we collectively represent. Due to limited space in the article, these sub-
ject-specific texts and their exclusive references are not published in this jour-
nal. However, we aspire to disseminate them publicly elsewhere. Summaries
of key sections from each subject text are provided below. In addition, parts of
the discussion in this article and linked references are taken from some of the
subject texts.

The analysis and discussion were conducted in three steps: (1) The first author
conducted a qualitative comparison of the seven subjects, described in the sec-
tion ‘Comparison of the seven school subjects.’” (2) Based on the subject texts,
the first author proposed how a table showing different Bildung elements in the
different subjects could be constructed; the proposal was then adjusted based
on feedback from the respective subject representatives. This part of the analy-
sis is described in the section ‘Contributions of the school subjects to Bildung.
Notably, Table 1 was subjected to a self-critical review by one or two co-au-
thors/representatives for each of the seven school subjects (didactics) included
in this study. (3) The role of the different school subjects in cross-curricular
teaching oriented towards the grand societal challenge of climate change was
considered. This is especially discussed in the final section. All authors com-
mented and contributed, especially to parts about their school subjects. The
entire text has been reviewed and approved by all authors.

About the seven school subjects

Here, we present a concise overview of each of the seven Swedish school sub-
jects, drawing from the more extensive texts written by one or two authors, as
indicated in parentheses:

«  Geography (in Swedish “geografi”; Per Schubert & David Orbring;
the longer text is 759 words excluding references) - is an interdis-
ciplinary subject with great potential to contribute to a holistic
perspective to better understand complex sustainability challenges,
such as climate change and poverty. Lambert (2011) describes
school geography as linking with science, social science, arts, and
humanities, enabling students to develop broad knowledge and
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skills. It has a spatial and temporal perspective on the Earth’s chan-
ging environments to understand better people’s living conditions
and the interaction between man, society, and nature.

o Mathematics (in Swedish “matematik”; Petra Svensson Kallberg &
Ulrika Ryan; 907 words) - exhibits a dualistic character. On one
hand, it can be understood in terms of problem-solving and its
relevance to everyday life, including decision-making. Additional-
ly, mathematics is crucial in fostering active participation and cit-
izenship within a democratic society. On the other hand, there is a
focus on mathematics itself, emphasizing, for example, mathemat-
ical concepts, procedures, and reasoning. Mathematical literacy’
enmeshes the individual’s capacity to use or apply mathematical
knowledge (Jablonka, 2003; Killberg & Ryan, 2022). Over time the
focus in mathematics education has shifted from calculus to math-
ematical competences (Niss & Jensen, 2002).

o Physical Education and Health (in Swedish “idrott och hilsa™
Jan-Eric Ekberg & Marie Larneby; 837 words) — aims to develop
versatile movement capability, encourages physical activity in nu-
merous ways, and emphasizes outdoor education. Notably, it is the
“only subject in school where ‘body knowledge’ and movement are
in focus” (Ekberg, 2016, p. 265). Since the 1994 school reform, the
subject has also included ‘health’ to strengthen health as a content
knowledge area with a holistic perspective on the body.

o Religious Education (RE) (in Swedish “religionskunskap”; Bodil
Liljefors Persson; 768 words) — has changed from focusing on
Christianity and biblical history in the early 20th century to a
broad school subject consisting of three areas: ethics, life issues (in-
cluding existential issues), and knowledge of religions’ beliefs and
traditions (Hartman, 2000). Inclusion, equality, and recognising a
plurality of values and norms are central themes.

o Science for citizenship (in Swedish “naturkunskap” Jesper
Sjostrom; 860 words) — can be described as studying science within
everyday life and societal contexts. Introduced into the Swedish
upper-secondary school curriculum in 1970, it caters for students
who do not have natural sciences as a major. The subject encom-
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passes three key elements: conceptual knowledge, including health
and environmental knowledge; nature-of-science-aspects; and
science-in-society-aspects, including individual decision-making
related to socio-scientific issues.

o Swedish as a Second Language (in Swedish “svenska som andra-
sprak”; Catarina Economou; 731 words) - extends beyond mere
knowledge of the Swedish language. Its purpose is to empower
students to strengthen their ‘multilingualism’ and understand its
inherent value. While sharing many similarities with the subject
Swedish as a Mother Tongue, the focus naturally shifts in second
language teaching toward language scaffolding. Although litera-
ture reading plays a minor role in Swedish as a Second Language,
there is currently an ongoing shift (Economou, 2016) to provide all
students with opportunities to gain ‘cultural capital’ and intercul-
tural knowledge.

«  Visual Arts (in Swedish “bild”; Ann-Mari Edstr6m & Bjern Wangen;
806 words). In the beginning drawing skills was in focus. In the
early 1900s there was a significant shift towards art, aesthetics, and
self-expression. By the late 1960s, the subject was redefined as vi-
sual communication, emphasizing a critical, semiotic, and socially
oriented perspective. Art was abandoned as the subject’s founda-
tion (Asén, 2006), yet explorative processes remained an integral
part of the subject. There is a growing interest in artistic methods
and navigating the uncertainty in contemporary art (cf. Edstrom
& Wangen, 2020).

In the following, we will first compare the seven school subjects and then con-
clude the article by - based on our comparative analysis — discussing the roles
of the school subjects in cross-curricular didactics.
Comparison of the seven school subjects
The seven school subjects we represent and have outlined each have quite dis-

tinctive histories. They have emerged in different ways, but all in correlation
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with societal development. In general, it can be said that all the school subjects
have been broadened and contextualized over time.

The seven subjects possess quite different characteristics. Geography and
science for citizenship are rooted in the natural and social sciences. Visual arts
is an aesthetic subject, while Swedish as a second language is linguistic. Phy-
sical education and health emphasize the physical aspect of learning. Math-
ematics, while inherently linked to disciplinary mathematics, extends beyond
to include areas such as digitalization, statistics, and complex decision-ma-
king. Religious education is a comprehensive subject that explores religions,
worldviews, values, and norms (Franck & Liljefors Persson, 2023).

In almost all subjects, there is some type of tension. For example, geography
grapples with the dichotomy between its university disciplines — physical and
human geography, which are more specialized and systematic — and the school
subject, which is more integrative and synthesizing (Bladh, 2020a). Within
mathematics as a university discipline, there is a tension between pure math-
ematics, which is theoretical, and applied mathematics, which relates to knowl-
edge in problem-solving and technological developments in areas such as fi-
nance, medicine, climate change, artificial intelligence, etc. Also, there is ten-
sion between pure and applied mathematics. Furthermore, there are different
perceptions about how socially embedded (sometimes ‘critical’) school math-
ematics should be. Physical education and health have a dichotomy between
their perception as an activity or knowledge subject. It encompasses move-
ment, outdoor education, and health that involves understanding about, in,
and through the body. In visual arts, there is a tension between the concepts of
art and visual communication.

As teacher educators, we navigate through conceptual tensions daily. The
tensions enable discussions on variations in views of knowledge within and
between school subjects, curricula, etcetera. These discussions encourage stu-
dents to think critically and develop their epistemic awareness. Science for cit-
izenship, geography, and religious education contribute to knowledge about
the surrounding world, encompassing both natural and cultural aspects. All
three subjects address lifestyle-related questions. Both geography and science
for citizenship center around the Earth’s environment (complex socio-scientif-
ic issues) and have an interdisciplinary character. Science for citizenship has a
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basis in biology, physics, geoscience, and chemistry while connecting to tech-
nology and society. The school subject essentially involves taking a stand on
various health and environmental issues and questions where natural and so-
cial science meets. Such an intersection is inherent in the academic discipline
of geography, which prominently features spatial and temporal perspectives.
Elements of physical education and health, and mathematics, can also be char-
acterized as interdisciplinary. Swedish as a second language focuses on devel-
oping students’ linguistic capabilities. Language plays a crucial role in cognitive
processes, communication, and learning.

Various methods are underscored in the majority of the seven subjects, such as
geographical methods in geography and artistic methods in visual arts. Visual
arts mainly focuses on the visual aspects but also incorporates spatial, tem-
poral, multimodal, and material aspects. The latter includes embodiment, a
central focus in physical education and health.

Contributions of the school subjects to Bildung

Table 1 outlines Bildung-categories across the seven school subjects. As sho-
wn in the table, all the subjects contain elements of both material and formal
Bildung, albeit with different degrees of emphasis and focus. The table is divided
into six subcategories in total. Three (1a-c) are classified as material Bildung,
while the other three (2a-c) fall under formal Bildung. The subcategories la-b
and 2a-b, based on Klafki, were described in the theoretical background: (1a)
focuses on encyclopedic knowledge (educational objectivism), (1b) focuses on
moral maturity through cultural consumption (classical Bildung), (2a) focuses
on personal maturity in that “inherent bodily, spiritual and soul forces” (our
translation from Swedish), including curiosity and creativity, come to expres-
sion (functional Bildung), and (2b) focuses on (instrumental) methodological
skills, such as to be able to read, count, and paint (methodological Bildung).

In this article, we have added two additional subcategories (1c and 2¢): (1c) holis-
tic understanding of the world, society, and humans, and (2¢) attitudes and
evaluative abilities, such as critical thinking and action competence. Related to
the latter, Mogensen and Schnack (2010, p. 60) have argued that their concept
of action competence is “closely linked to democratic, political education and
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Table 1. Bildung-categories in the seven school subjects, where ‘I’ stands for
material Bildung and ‘2’ for formal Bildung. The six subcategories are briefly
described in the text. X=central dimension of the school subject, and x=elements
of it in the school subject. The table also shows where disciplinary literacies of
the different school subjects have their focuses: GL=Geographical Literacy;
ML=Mathematical Literacy; PH=Physical Literacy; HL=Health Literacy;
RL=Religious Literacy; SL=Scientific Literacy; FL=Fundamental (language)
Literacy; CL=Cultural Literacy; and AL=Arts Literacy.

Material Bildung Formal Bildung
Bildung 1a 1b 1c 2a 2b 2c
dimension/ encyclopedic ~ classical holistic embodied  skillsand  attitudes
School knowledge culture (world)view ~ knowledge = methods and
subject evaluative

abilities

Geography X XGL X X
Mathematics X X XML X
Physical x HL X XPL X
education and
health
Religious X XRL X X
Education (RE)
Science for X XSL, HL X X
citizenship
Swedish as XCL X XFL X
a second
language
Visual arts xCL X XAL X

to [...] the notion of ‘Bildung’.” For a contemporary conceptualization of action
competence, see e.g., Sass et al. (2020).

In short, the six subcategories can be characterized as concerning the fol-
lowing: la=educational objectivism or encyclopedic knowledge; 1b=classical

Bildung, which concerns classical culture; lc=holistic understanding/(world)
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view; 2a=functional Bildung, which concerns embodied knowledge; 2b=me-
thodical Bildung, which concerns skills and methods; and 2c=attitudes and
evaluative abilities, such as critical thinking and action competence.

As can be seen in Table 1, each of the seven subjects incorporates elements of
both basic Bildung categories (1 and 2), albeit with different weights and focus-
es. In the table, we have marked a large X” when the Bildung subcategory is a
central dimension of the school subject and a small X’ when it is an element.
For each of our seven subjects, we have ticked a total of four out of six (sub)
categories. However, in many cases where we did not mark a cross, one could
make a case for the presence of a certain element from these subcategories in
the corresponding school subject.

Although the focus for the school subjects is usually either on material or for-
mal Bildung, all the subjects incorporate elements of both. Geography, science
for citizenship, and religious education place an emphasis on material Bildung.
On the other hand, visual arts, mathematics, and Swedish as a second lan-
guage, have an emphasis on formal Bildung. However, these subjects also in-
corporate elements of material Bildung. For example, language subjects deal
with media products such as literature and film; and mathematics includes,
among other things, elements of cultural history. Similarly, geography, natural
science subjects, and religious education contain elements of formal Bildung.
For example, ethical approaches are important in religious education, while
action competence is a key component in science for citizenship.

The subject physical education and health contains elements of both formal
and material Bildung. On the one hand much of the movement content is pri-
marily supporting formal Bildung. A central focus in the school subject is on
embodiment. Learning involves understanding the body by using the body.
On the other hand a significant portion of the health content is supporting
material Bildung. This knowledge about health-related topics has similarities
to subjects such as geography and science for citizenship. Simplistically, one
can say that geography, science for citizenship, and religious education, as well
as the health content of physical education and health, focus on holistic un-
derstanding. In contrast, visual arts, mathematics, and Swedish as a second
language, and particularly the movement aspects of physical education and
health, emphasize skills development.
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While all school subjects, at least to some extent, experience a tension between
the two basic Bildung categories, material and formal, we believe it is most pro-
nounced in physical education and health. In this school subject, encyclopedic
knowledge (1a) not only provides content but also bolsters the functional (2a)
and methodological and instrumental skills (2b), and vice versa. The compo-
nents are so closely intertwined that distinguishing between them is difficult.
This difficulty in placing physical education and health as either primarily
formal or material Bildung is a challenge for the subject in practice. It is not
uncommon for students to perceive the subject almost exclusively as formal
Bildung (2a), a “doing’, while other aspects of Bildung are perceived as subordi-
nate, or sometimes even as unnecessary.

Worth noting in Table 1 is that all of our seven subjects — as they are described
in this article — have a large ”X” for the (sub)category 2c. We posit that all
of our subjects contribute to attitudes and evaluative abilities, such as critical
thinking and action competence. For example, in visual arts, pupils are en-
couraged to critically reflect, communicate, and actively participate in society.
Similarly, the subject of physical education and health contributes to the over-
arching aim of education, which is the development of human agency and the
‘cultivation-of-human-powers’.

Capabilities, competences, and similar concepts

Many different terms have been used to describe individuals’ ‘knowings’
(broadly), such as capabilities and competences. Klausen and Mérd (2024)
argue that much of the concept ‘competence’ is reasonably consistent with
Bildung.

The extended subject texts include capabilities, competences, disciplinary lit-
eracy, and ‘disciplinary thinking’. For instance, the geography text employs
GeoCapabilities (e.g., Bladh, 2020b). The mathematics text highlights ‘mathe-
matical competences’ and ‘mathematical literacy’. In the text on religious edu-
cation, ‘religious competence’ is mentioned, and the text on visual arts refers
to ‘visual competence’. The ‘science for citizenship’-text highlights different
visions of ‘scientific literacy’ (e.g., Sjostrom & Eilks, 2018). In addition to focus-
ing on fundamental literacy, Swedish as a second language also highlights its
contribution to the students’ ‘cultural capital’. Several subjects relate to ‘critical
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literacy’ and highlight ‘disciplinary thinking’. Examples of the latter include
‘mathematical thinking’ and ‘geographical thinking’. Furthermore, the con-
cept of ‘knowings’, which is related to Klafki’s categorical Bildung (Carlgren,
2020; Yavuzkaya et al., 2022), is highlighted by several school subjects.

Regarding disciplinary literacy (Shanahan & Shanahan, 2012), Table 1 also
provides insights into the focal points of disciplinary literacies across the dif-
ferent school subjects. In the table, we have included a number of disciplinary
literacies that were not used in the more extensive subject texts, such as ‘geo-
graphical literacy’ and ‘arts literacy’. However, in the context of aesthetic sub-
jects in general, the concept of literacy is seldom used. In visual arts, the term
‘visual literacy’ has sometimes been used; but today - as was shown in the
extended text on that school subject - broader concepts such as ‘visual compe-
tence’, which lack strong linguistic connotations, are preferred.

The role of different school subjects in cross-curricular
didactics for Bildung and sustainability, especially focusing
the climate challenges

In summary it can be concluded that the seven different school subjects col-
lectively provide complementary contributions to contemporary Bildung. We
believe they all play important roles in cross-curricular didactics for sustain-
ability. In this final section, we will briefly elaborate on the role of the subjects
in cross-curricular teaching, using the climate challenges as an example. The
research area dealing with this is called climate change education. Tytler and
White (2023, p. 39) state that “Climate change education calls for an interdis-
ciplinary consideration of climate science as well as the social implications and
initiatives for change.”

Both geography and science for citizenship are largely interdisciplinary in
themselves and simultaneously oriented towards socio-scientific issues, with
climate change serving as a prime example. Especially these two school sub-
jects have a great potential to contribute to a holistic perspective (though not as
much to functional (2a) and classical (1b) Bildung-perspectives), and to support
understanding of complex issues related to climate change. A spatio-temporal
perspective, which is fundamental to geography, is essential for understanding
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climate change and its impacts. In practice, project work on climate actions
can be used as a way of orienting the teaching towards critical literacy of a
Vision III type (Fuchs, 2023). By using the three visons-framework for teaching
about climate change, scientific and societal aspects as well as socio-political
actions could be captured: the Conceptual Literacy Vision I ensure understand-
ing of the Earth’s systems, the Contextual Literacy Vision II enable exploration
of the human impact in the systems, and the Critical Literacy Vision III intro-
duces project work on climate actions (Fuchs, 2023).

All the other school subjects that we represent also offer important contribu-
tions to climate change education. In the school subject physical education and
health, climate issues are present, particularly in sections oriented towards out-
door education and nature connectedness. Language subjects, such as Swedish
as second language, can provide insights into life in the Anthropocene through
fiction and literature (e.g., Hoydis et al., 2023). These insights can include the
challenges posed by climate change and the potential impacts it may have on
living conditions in different parts of the world in the future. Furthermore,
language competence is necessary in political discussions and argumentation
about climate issues. Mathematics can be used as a powerful tool to describe
and predict the world, for example the consequences of climate change (e.g.,
Steffensen et al., 2023). Central to mathematics are modeling and problem-solv-
ing, which can be seen as a form of action competence when mathematics is
used to understand and act in the world. Religious education contributes with
worldview and ethics perspectives. Finally, but not least, the subject visual arts
is central both for its departure from modernist ideals and its contributions to
spatial visualizing, in particular. The subject’s ability to manage open process-
es is also important (cf. Ingold, 2019). Visual arts is probably one of the seven
subjects that most clearly embraces ‘open-ended processes’ and uncertainty,
which characterizes our human age, the Anthropocene. This open-endedness
can be seen as a kind of action competence in the Anthropocene. The other
school subjects contribute to action competence and Bildung with their unique
knowledge sets (in a broad sense).

Collectively, the different school subjects contribute to Bildung and sustaina-

bility. They can all, with their different disciplinary literacy, contribute to what
has been called ‘climate change literacy’ (Hoydis et al., 2023).
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Artikeln &r skriven i samarbete mellan bada forfattarna, med lika och delat
ansvar avseende empirigenerering, analys och forfattande.

Abstrakt

Artikeln synliggor elevers meningsskapande berdittelser i relation till Idrarnas
undervisningsberidttelse i samhdillsorienterande dmnen pa ett naturbrukspro-
gram. Klassrumsobservationer har genomférts under ett Idsdr och utifran detta
rekonstruerades ldrarnas undervisningsberittelse. Eleverna intervjuades indivi-
duellt och i grupp vid flera tillfdllen. Genom narrativ analys har ldrares och ele-
vers berdttelser identifierats och analyserats. Analysen visar pGd samband mellan
berdttelserna och de narrativa ménster i vilka berdttelserna ingar. Elevernas
moraliskt och existentiellt reflekterande berdittelser synliggdér meningsskapan-
de processer som inte kom till uttryck i klassrummet trots Idrarnas ambitioner.
En forklaring kan vara att Idrarnas undervisningsberdittelse rérde sig pd en mer
overgripande strukturell niva som inte fullt ut motsvarade elevernas mer person-
ligt fdrgade livsviirldsbaserade berdittelser. Ett forslag for 6kat samspel mellan
Idrares och elevers berdittelser dir att 6ka den narrativa medvetenheten hos bdde
Idrare och elever om hur berdittelser ér sammanfldtade med narrativa monster.

Nyckelord

Elevers meningsskapande, narrativ analys, samhdllsorienterande dmnen,
undervisningsberdittelse, yrkesprogram
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Vocational Students’ Meaning-Making
Stories in a Meeting with Teachers’ Teaching
Stories in Socially Oriented Subjects

Abstract

We examined students’” meaning-making stories in relation to teachers’ cur-
riculum story in social studies at a VET program. Classroom observations were
undertaken during one school year, and based on this, the teachers’ curriculum
story was reconstructed. Students were interviewed individually and in groups
on several occasions. Through narrative analysis different narratives in teachers’
and students’ stories were identified and compared. The analysis showed con-
nectivity between the narratives. The students” morally and existentially reflec-
tive narratives revealed meaning-making processes that, however, were not ex-
pressed in the classroom despite the teachers” ambitions. An explanation could
be that the teachers’ narratives were on a more overall structural level that did
not fully meet the students’ more personally colored life-world-based stories. A
suggestion for increased connectivity between teachers’ and students’ stories is
to enhance narrative awareness among both teachers and students of how sto-
ries are intertwined with narrative patterns.

Keywords

Students’ meaning making, narrative analysis, social science, curriculum story,
vocational education and training program
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Inledning

Berdttelser dr ett kulturellt verktyg vi mdnniskor har for att forstd och skapa
ordning i och for oss sjdlva, varandra och den virld vi lever i (Bruner, 1987), och
som sddant ett intressant fenomen att studera inom pedagogisk forskning, dir
paverkans- och utvecklingsprocesser som ldrande, socialisation, styrning, me-
ningsskapande och identitetsformering dr centrala kunskapsobjekt (Karlsson,
2022, s. 4).

I den hir artikeln undersoker vi yrkeselevers meningsskapande processer
genom att synliggdra deras berittelser relaterade till den undervisningsbe-
rittelse i samhéllsorienterande &mnen som iscensitts i klassrummet. I fokus
for studien finns yrkesprogrammet naturbruk, som lockar cirka 10% av yr-
kesprogramseleverna i Sverige. Gymnasieskolan bestdr av nationella program,
indelade i yrkesprogram respektive hogskoleforberedande program. Ar 2023
paborjade néstan alla elever gymnasiet och knappt en tredjedel valde ett yrkes-
program (Skolverket, 2023).

Alla nationella gymnasieprogram innehéller gymnasiegemensamma dmnen,
dédribland de samhéllsorienterande &mnena historia, religionskunskap och
samhiéllskunskap, vilka kan betraktas som viktiga i ungdomars tillblivelse
ska kunna tolka och forstd saval den egna positionen i varlden som andra mo-
jliga perspektiv pad tillvaron, inkluderande dess existentiella och moraliska di-
mensioner (Skolverket, 2011). Amnena erbjuder arenor f6r bearbetning av vér-
defragor och identitetsformerande processer pa individ-, grupp- och kollektiv
nivd (Ammert et al., 2022; Deldén & T6rnegren, 2020; Jagerskog et al., 2022).

Hos Kérnebro (2013) framtrider hur elever pé ett fordonsprogram férhand-
lar identiteter och virden i skolan. Aven andra studier visar att sévil elever
(Asplund & Pérez Prieto, 2013) som larare (Persson & Berg, 2021) efterstravar
undervisning dar denna dimension &r levande. Vi menar att elevers moraliska
och existentiella reflektioner méjliggoérs i undervisning som moter elevers er-
farenheter och existentiella fragor, och ger upphov till reflektioner som strack-
er sig bortom den aktuella undervisningssituationen. For att fainga detta har
vi valt att studera elevers meningsskapande berattelser och hur de relaterar till
larares undervisningsberittelse. Vi utgar fran en forstéelse av berattelser som
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en betydelsefull form av kommunikation av elevers forstaelse av sig sjdlva och
andra i virlden (Young, 1997).

Syftet med artikeln ar att synliggora gymnasieelevers meningsskapande berit-
telser, s som de framtréder i intervjuer, i relation till lararnas undervisnings-
berittelse i samhillsorienterande &mnen pé ett naturbruksprogram. Fragor
som besvaras ar:

o Vad kannetecknar elevernas berattelser och vilka narrativ kan ur-
skiljas i dessa?

o Vilka narrativ kan urskiljas i lararnas undervisningsberattelse?

o Hur ser relationen ut mellan lararnas undervisningsberittelse och
elevernas meningsskapande berittelser?

o Hur kan narrativ analys bidra till en djupare forstielse av elevers
perspektiv i de samhillsorienterande &mnena?

Utifran socio-narratologisk teori anvander vi begreppet berittelser for indi-
viders berittelser och den analytiska termen narrativ fér narrativa monster
(Frank, 2010). Elevernas berittelser analyseras med avseende pé narrativa
monster och relateras till de narrativa monster som identifieras utifran var re-
konstruktion av lararnas undervisningsberattelse.

Tidigare forskning

Var studie knyter an till forskningsfiltet om berittelsers betydelse for ele-
vers meningsskapande i undervisningssammanhang. Vi forstar berattelser
som nagot som béde uppratthaller raidande forestdllningar om vad som ar ef-
terstravansvirt och utgor ett gott liv, och som kan utmana dominerande f6-
restidllningar och erbjuda alternativ (Deldén & Tornegren, 2020). Inom utbild-
ningsvetenskaplig forskning dr det angelédget att synliggora hur bade radande
forestdllningar och utmaningar mot dessa figurerar i elevers och larares berit-
telser (Blennow & Olson, 2023).
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Ldrares undervisningsberdittelser

Gudmundsdottir (1990) har undersokt skillnader mellan hur erfarna och oer-
farna larare anvinder sina &mnesteoretiska och dmnesdidaktiska kunskaper
for att konstruera en undervisningsberidttelse (eng. curriculum story). Enligt
Gudmundsdottir utgor undervisningsberittelsen en representation av under-
visningens innehall, vilken kommunicerar lararnas holistiska forstéelse av
den aktuella kursen och skapar sammanhang mellan olika delmoment. Erfar-
na ldrare har ofta en narrativt strukturerad komplex undervisningsberittelse,
dér de olika delarna i berdttelsen ar lankade till varandra. En val utvecklad
undervisningsberittelse dr bade sparsam och kraftfull. Genom en férenklad
figur synliggors komplexa sammanhang, och till synes disparata innehéllstra-
dar knyts till den 6vergripande berittelsen (Gudmundsdottir, 1990).

Begreppet undervisningsberittelse har anvints av Olofsson (2010) och
Johansson (2023) dock utan hanvisning till Gudmundsdottir. Hos Olofsson
anvinds begreppet for den narrativa strukturen i larares framstéllning av ett
avgransat historiskt skede. Johansson anvander begreppet for att beteckna den
“samkonstruktion av innehall som uppstar i motet mellan lirare, elever och
amnets texter” (Johansson, 2023, s. 112). I var analys anvdnds begreppet i en-
lighet med Gudmundsdottirs framskrivning.

Tidigare forskning om gymnasieprogrammens kursplaner visar att yrkeselevers
utbildning tenderar att styras mot en mer instrumentell inldrning av nyckel-
kompetenser och fokus pa anstillningsbarhet (Nylund, 2017). Aven andra stu-
dier bekriftar att yrkesutbildningar tenderar att fokusera pa utbildning som
yrkesinriktad trining snarare dn att ge elever mojlighet att utveckla professio-
nellt omdéme genom kreativt och innovativt tinkande (Ohman, 2017).

Denna bild problematiseras i Persson och Bergs (2021) intervjustudie med la-
rare i samhaillsorienterande 4mnen pa yrkesprogram om larares forhallnings-
satt till skolans uppdrag att frimja elevers utveckling till vidsynta och toleran-
ta samhallsmedborgare. Studien visar att lararna ser multiperspektivism som
ett satt att vidga elevernas perspektiv. Vidare har Berg och Persson (2023) i en
intervjustudie undersokt lirares anvindning av historiska narrativ, och hur
dessa anvands for att mota elevers formodade forstéelse av samhallet. Deras
analys visade att lararna tillskrev olika historiska narrativ olika didaktiska
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funktioner: Det utmanande narrativet anvindes for att stora eleverna i deras
forstéelse av samhillet. Det engagerande narrativets funktion var att aktive-
ra och engagera eleverna. Det enande narrativets funktion var att skapa sam-
stimmighet i elevernas omvirldsforstaelse. Det kompletterande narrativet
slutligen anvéindes for att vidga och férdjupa elevernas forstaelse genom att
presentera dem for flera perspektiv.

Elevberiittelser

Pérez Prieto (2006) synliggor i en rapport om fore detta elevers berdttelser om
sin skoltid hur berattelseforskning kan bidra med insikter om hur olika si-
tuationer har upplevts. Genom att ge utrymme for elevers berittelser utifran
vetskapen att undervisning ar del av en komplex vév av individers sociala, eko-
nomiska och kulturella bakgrunder, kan vi fa syn pa elevers meningsskapande
i relation till specifika undervisningssammanhang (Pérez Prieto, 2006).

I en studie av gymnasiepojkars identitetsformering i litteraturundervisning pa
fordonsprogrammet synliggors platsens betydelse for hur pojkarna berittar
om sig sjilva i relation till litteraturen de méter. Platsen ar savil fysisk som so-
cialt konstruerad genom relationer till andra och till andra platser. I pojkarnas
berittelser himtar de niring, kraft och referenser frin sina sociala, kulturella
och materiella livsomstandigheter (Asplund & Pérez Prieto, 2013). Trots olika
skolamnen finns intressanta beroringspunkter med vér studie gillande hur
elever, utifran ett undervisningsinnehall, formar beréttelser i nira relation till
sina livsvarldar, med platsen i centrum.

En narrativ ansats finns aven i Blennow och Olsons (2023) studie dar samhalls-
kunskapsundervisning vid sex gymnasieskolor analyseras. I studien under-
soks vilken repertoar av berattelser som far utrymme i klassrummet (legitima
berittelser), och elevers forsok att skapa mening och handling genom egna
mer personligt fairgade samhailleliga berattelser. Narrativ teori anvinds for att
identifiera amnesberattelsers uppbyggnad och genre, bade i de berattelser som
far plats i undervisningen och i de berittelser som eleverna delar med sig av
under intervjuer. Resultatet visar att inte alla elevberittelser ges utrymme i
undervisningen; berittelserna ges inte mojlighet till ’reality check’ och déri-
genom gar bade larare och elever miste om vérdefulla perspektiv pa sina egna
forestillningar. Aven om elevers och ldrares berittelser ibland rér sig inom
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samma genre ndr inte undervisningsberittelserna alltid fram, dé eleverna
tolkar sina egna berittelser som sanna och de berittelser de moter i under-
visningen som felaktiga eller alltfér enkelspariga. Studien lyfter fram vardet
av narrativ analys av berittelser i och utifran undervisning och efterlyser yt-
terligare forskning som genom narrativ teori synliggér det komplexa motet
mellan olika berittelser i undervisningssituationer och elevers berittelser om
sina moéten med undervisningen. Vér studie ger ett kunskapsbidrag till detta.

Metod och material

Studien genomférdes inom naturbruksprogrammet pa ett yrkesgymnasium i
en mindre ort i Sverige. Tva larare som formade ett duo-lararskap deltog i stu-
dien med en klass bestdende av tjugo elever frin inriktningarna jakt, dventyrs-
turism och fiske. Forskarna foljde integrerad undervisning i amnena historia,
religionskunskap och samhallskunskap. Undervisningen lag schemalagd en
dag i veckan under elevernas sista ldsar. Forskarna genomforde observation-
er av undervisningen pa plats under hela ldasaret, med undantag f6r pande-
miperioden, da den nitbaserade undervisningen observerades. Samtal fordes
kontinuerligt med de deltagande ldrarna bade fore, under och efter studiens
genomforande. Alla tjugo elever tillfragades om deltagande. Tolv svarade ja,
och deltog i intervjuer vid ett flertal tillfallen.

Syftet med observationerna var att identifiera och rekonstruera lirarnas un-
dervisningsberattelse, det vill siga lararnas narrativa konstruktion av kursens
innehall (Gudmundsdottir, 1990). Darfor genomfdrdes observationerna i
en ostrukturerad form med observationsanteckningar utan fasta kategorier
(Bjorndal, 2018). Observationerna genomfordes av en forskare i taget, med ef-
terfoljande reflekterande samtal mellan de bidda forskarna. Observationerna
utgjorde forskarnas forforstaelse infor elevintervjuerna.

Studiens material utgors dven av elevintervjuer. Syftet med intervjuerna var
att fanga och synliggora elevernas meningsskapande berittelser i relation till
de berittelser de motte i undervisningen. Gruppintervjuer genomférdes infor
och mellan de olika undervisningsblocken under projektets inledande delar
for att tillvarata den dynamik som mojliggdrs av gruppintervjuer. Individuella
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intervjuer genomfordes i anslutning till senare moment for att ocksa ge moj-
lighet till individuell fordjupning.

Intervjuerna genomfordes i anslutning till undervisningen i skolans lokaler
utom under pandemin da intervjuer genomfordes pa nitet. Intervjuerna var
tydligt atskilda frdn undervisningssituationen. Eleverna fick information om
att intervjuerna inte var nagon form av “1axforhor”, att lararna inte skulle fa
tillgang till inspelningar och transkriberingar och att lararna inte skulle fa
insyn i de enskilda elevernas utsagor.

Intervjuerna utgick frén ett livsvarldsperspektiv, d4 vi var intresserade av ele-
vernas egna tankar och berittelser. Intervjuaren inledde med négra korta ord
om vad undervisningen haft for tema och inbjod eleverna att dela sina tan-
kar. I gruppintervjuerna uppmuntrades eleverna att samtala med varandra.
De fick ddrmed karaktiren av fokusgruppssamtal dar intervjuaren fungera-
de som moderator, medan elevernas kollektiva meningsskapande utifran un-
dervisningens tema stod i centrum. Gruppintervjuerna erbjéd mojligheter att
studera elevernas meningsskapande i interaktion med varandra (Denscombe,
2018; Kvale & Brinkman, 2014). Totalt genererades elva gruppintervjuer med
sammanlagt tolv elever, och tretton individuella intervjuer med sammanlagt
atta elever. Intervjuerna ar mellan 35 och 70 minuter. De spelades in och tran-
skriberades. Intervjuerna i zoom skedde utan videoinspelning med separat
ljudupptagning.

Projektet har genomgitt etikprovning (Etikprovningsmyndigheten Dnr 2019-
03679). Deltagarna fick muntlig och skriftlig information om studiens syfte
och vad det innebar att delta. De informerades om att de ndrsomhelst kunde
avbryta sitt deltagande. Informerat samtycke gavs skriftligt av alla deltagare
i studien. Konfidentialitet har tillimpats pa sa vis att deltagarnas namn har
kodats och uppgifter som kan roja deltagarnas identitet har i storsta mojligaste
man uteslutits. Inspelningar och transkriberingar férvaras 16senordskyddat
och i enlighet med Hogskolan Dalarnas riktlinjer for hantering av personupp-
gifter.
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Analysmetoder

Vi dr medvetna om att det i klassrummet finns en interaktion mellan lara-
res och elevers olika berittelser (Blennow & Olson, 2023; Johansson, 2023). I
analysen har vi emellertid valt att behandla ldrarnas undervisningsberittelse
och elevernas intervjubaserade berittelser som separata analysobjekt, da vi vill
synliggora de narrativa monster i elevberattelserna som framtriader utanfor
undervisningssituationen, och hur dessa relaterar till narrativen i de berittel-
ser eleverna mott i undervisningen.

Rekonstruktion av Idrarnas undervisningsberdittelse

Ett forsta steg i analysen utgjordes av en rekonstruktion av ldrarnas under-
visningsberittelse utifran vara observationsanteckningar och forskarnas ef-
terfoljande reflekterande samtal. Nir undervisningsperioden narmade sig
slutet framstalldes en schematisk bild som representerade den rekonstruerade
undervisningsberittelsen (Gudmundsdottir, 1990). Denna stimdes av med l4-
rarna och anvandes sedan vid de avslutande individuella elevintervjuerna som
en form av stimulated recall.

Kvalitativ innehdllsanalys av elevintervjuerna

En kvalitativ innehallsanalys av de transkriberade intervjuerna genomférdes
med hjilp av verktyget NVivo. Texterna nérlistes och allt material i texterna
kodades. Analysen startade med kodning utifran de didaktiska frégorna vad,
hur, varfér och vem. Analysen fortskred sedan med induktiv kodning inom
de ovanstaende huvudkoderna, utifran en tematisk tolkning av utsagornas in-
nehéll. De kodade utsagorna utgjordes i manga fall av langa textsjok, da vi vil-
le bevara materialets narrativa struktur, och kunna se interaktionsmoénstren
mellan eleverna, och mellan elever och intervjuare. En del textutdrag forsags
med flera koder. Forst kodades gruppintervjuerna, utifran vilka de flesta ko-
derna genererades, och dérefter de individuella intervjuerna, varefter vi gick
tillbaka till gruppintervjuerna fér komplettering av den forsta kodningen.

Genom den induktiva kodningen framtradde ett monster kopplat till analysen

utifran de didaktiska fragorna. Samma induktivt genererade koder aterfanns
ofta under koderna ’vad’ och ’vemy’. De mest frekventa av dessa var: nu och dd,
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stad och land samt natur, identitet och virderingar. Vi valde da att strukturera
den fortsatta analysen av intervjumaterialet utifran dessa teman.

Narrativ analys

Det finns ett flertal satt att genomfdra narrativ analys (Bamberg, 1997; Frank,
2010; Riessman, 2008). En risk med berittelseforskning ar att forskaren “ska-
par” manniskor genom att kategorisera dem, vilket ofta ar en oundviklig del av
forskningsprocessen; dar forskaren forst genom urval och dérefter via savil
intervjuguider som interaktionen under sjélva intervjusituationen styr éver
vilka berdttelser som mojliggors och vilka som utesluts. Vi dr medvetna om var
egen medskapande roll i elevberittelserna i vart material. Vi har darfor stra-
vat efter att férhélla oss medvetet till i vilken mén beréttelserna relaterar till
forskarnas fragor, till andra elevers utsagor eller till undervisningens innehall
(Karlsson, 2012).

I syfte att respektera och bevara uniciteten i de elevberittelser som skapats och
samtidigt ta tillvara materialets narrativa karaktar valde vi att arbeta med en
form av typologisering av narrativa monster, som anvants av Frank (2010). En
bakomliggande forstaelse av berittelsers funktion ar att berittelserna tolkas
som aktorer. Franks metod gar ut pé att identifiera dterkommande narrativ i
berittelsematerialet som helhet, utan att for den skull identifiera de enskil-
da unika berittelserna med de kategorier som framtréider i typologiseringen.
Tvirtom foreslar Frank att varje unik berattelse i hans studie dr komponerad
genom en vav av minst tre olika centrala berattelser (core narratives), vilka ar
mer eller mindre framtrddande i var och en av de enskilda berittelserna. I var
narrativa analys av lararnas rekonstruerade undervisningsberittelse identi-
fierade vi tre atskilda men sammanvéavda narrativ. Dessa narrativ represen-
terar olika didaktiska funktioner (Berg & Persson, 2023). I analysen av elev-
berittelserna identifierade vi tre andra atskilda men sammanvivda narrativ,
vilka representerar elevernas meningsskapande mot bakgrund av undervis-
ningsberittelsen. Som ett sista led i analysen undersokte vi hur narrativen i
elevberittelserna relaterade till narrativen i lararnas undervisningsberittelse.
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Resultat
Lararnas undervisningsberattelse

Lararnas undervisningsberattelse organiserades kronologiskt, fran jagar- och
samlarsambhillet, via jordbrukssamhallet, till industrialiseringen och dagens
kunskapssamhille. I arbetet med varje epok och 6vergangarna dem emellan
anvindes centrala begrepp sdsom befolkningsstorlek, arbetsférdelning, re-
sursfordelning, ekonomi och handel, maktférdelning, energiforsorjning samt
sociala strukturer. Historiedamnet utgjorde stommen i undervisningsberittel-
sen, och de bada andra 4mnena flitades in. Undervisningen rymde saledes ett
strukturperspektiv, men ocksa ett aktorsperspektiv, dir de huvudsakliga ak-
torerna var de vanliga ménniskorna i flocken, i gruppen, i familjen och senare
i ett alltmer diversifierat samhille.

I lararnas undervisningsberittelse rymdes en forvéintan att eleverna skulle upp-
nd ett utvecklat tinkande dar de skulle se sig sjalva och manniskans nuvaran-
de situation i relation till den samhalleliga berittelsen. Férvantan uttrycktes
explicit i samtal med oss forskare, och mer implicit i undervisningen.

Léirarnas iscensittning av undervisningsberittelsen var bade formedlande och
upplevelsebaserad. I undervisningen om jidgar-samlarsamhaillet fick elever-
na agera i skogen, samla och tillaga mat med primitiva metoder for att dar-
efter reflektera over livsvillkoren f6r détidens ménniskor. Andra inslag var
spel- och dokumentirfilmer. Vid ett tillfille bjods en expert in att berdtta om
héxprocesserna utifran lokalsamhillet. De formedlande inslagen utgjordes av
flitigt forekommande muntliga larargenomgangar. Ingen kurslitteratur fore-
kom, men material frdn internet anvandes for olika uppgifter.

Bilden nedan ér en schematisk rekonstruktion av lararnas undervisningsberit-
telse. Kursen startade med elevernas lirandef6érvintningar (i bildens centrum),
som ldrarna aterkopplade till i samband med den avslutande fordjupnings-
uppgiften. Pilarna visar kronologin undervisningsberattelsen. De centrala be-
greppen for alla epoker (nederst till vinster) aterkom under arbetet och i exa-
minationerna av varje epok.
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Figur 1: Rekonstruktion av ldrarnas undervisningsberdttelse.
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I lararnas undervisningsberittelse har vi identifierat tre narrativa monster:

Det perspektivskiftande narrativet kinnetecknades av en ambition att presen-
tera varlden ur olika perspektiv, med syftet att eleverna skulle kunna se pé sig
sjilva och pa andra ur flera perspektiv. Inom narrativet rymdes bland annat
en multietnisk berittelse om hur dterkommande migrationsvégor alltsedan ja-
gar-samlarsamhallet hade lett till innovation och framsteg. Lararnas strategier
var inriktade pé att exponera eleverna for berittelser med funktionen att ut-
mana elevers forvantade syn pé invandring som ett problem. Lararnas frimsta
strategi for att uppné perspektivskifte hos eleverna var att utmana dem genom
att presentera kompletterande berittelser (Berg & Persson, 2023).

Det civilisationskritiserande narrativet var sarskilt framtradande i undervis-
ningen om industrialiseringen, vastvirldens kolonialisering av dvriga delar av
virlden, det rassegregerade samhillet i USA, virldskrigsepoken och i fragor
om milj6 och héllbarhet kopplade till industrialiseringen. Har aterfann vi be-
rattelser med funktionen att engagera eleverna och utmana deras tankar och
attityder (Berg & Persson, 2023). Detta narrativ var mer framtrddande hos den
ene av ldrarna.

Det virderelativiserande narrativet var mer framtradande hos den andre lira-
ren. Det kidnnetecknades av en ambition att vinda och vrida pa elevers argu-
ment och forestallningar genom ovintade fragor och motberittelser. Den di-
daktiska funktionen var dven for detta narrativ att utmana elevernas tinkande
(Berg & Persson, 2023).

Elevernas meningsskapande berattelser

Vid analysen av elevernas meningsskapande berittelser har vi identifierat tre
aterkommande narrativa monster: ett speglande, ett moraliskt reflekterande
och ett existentiellt reflekterande. Dessa tre narrativ aterkommer i de olika
elevberittelserna, d&ven om vissa monster ar mer framtrddande 4n andra i varje
enskild berittelse. Vi har valt att presentera elevernas meningsskapande berit-
telser utifran dessa narrativ, vilka vi kopplar till narrativen i lararnas under-
visningsberdttelse och till olika teman fran den kvalitativa innehéllsanalysen.
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Det speglande narrativet

I elevberittelserna framtrader en upplevelse av kontinuitet mellan elevernas
egen livsvirld och bade jagar-samlarsamhéllet och jordbrukssamhaillet. Detta
speglande narrativa monster aterfinns hos elever i de olika inriktningarna:

Joel: Alltsa, ndr man dr ute, och sd tinker man att s hdr har folk gjort
i tusentals dr, det dr lite hdftigt, att man fortfarande hdller pd med det,
fast vissa metoder har ju dndrats. Fast det dr dnda samma i grund och
botten, man gar ut for att... ja forséka fa hem ndnting...

Jenny: Ja, jag tinker vil typ samma sak som Joel
I: Att det dr ndgonting som du tinker pd ndr du gar ut och sa?

Jenny: Jamen det har ju varit sa linge, och ens farfar och hans far, och
alla har ju liksom jagat och ... det blir som en del av slikten... (gruppin-
tervju 2019-11-26).

Frida: Alltsd min familj, det dr ju mycket jakt i den. Min pappa har ju
jagat hela sitt liv, och min mamma har vil varit med lite da och dd. Sd
att vi koper ju néstan aldrig kott fran affdren. Om vi képer kott sa koper
vi viltkott fran en annan jigare som vi kdnner. Men... ja vi dr val vildigt
mycket jakt i familjen. Men kanske inte s mycket nu ndr vi inte har nan
hund, men...

Elin: ...men ni gdr ju dven efter /.../ ni dr ju dven som samlarna, ni dr ju
hellre ute och plockar svamp och...

Frida: ja, men inte just svamp, men jag plockar ju mycket hellre bdr édn
att képa dom fran butik, for det dr ju mycket godare att till exempel
plocka hallon och sedan frysa in dom, dn att képa fardigfrysta hallon.

Elin: vi var ju ute och plocka hjortron for typ tvd veckor sedan, si det
haller jag girna pd med.

Sara: Jo, men jag dr ju ocksd ibland ute och plockar och sd. Men jag har
inte haft typ jakt i familjen (gruppintervju 2019-09-03).

I det speglande narrativet framtrader ett monster for kollektivt meningsska-
pande och identitetsformering dér eleverna vaver sina beréttelser tillsammans.
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En elev i gruppen kan paborja en mening, och en annan tar 6ver och fyller i
och avslutar meningen. Detta monster dr sarskilt framtradande i gruppen med
de tre kvinnliga eleverna ovan, men moénstret aterfinns dven i en av de andra
grupperna.

Utéver den starka identifieringen med ménniskorna i jagar-samlarsamhallet
resonerar eleverna dven om skillnader mellan nu och da:
Jenny: det dr ju stor skillnad. Dom hade ju inte béssor som vi har liksom.
I: Na...

Jenny: ...och dom hade inte tillging till bilar. Vi tar ju mycket hjdlp av
bilar och dker ut, men dom vandrade ju...

Joel: ...och vi gor ju ett aktivt val att jaga. Dom var ju tvungen och jaga
for att overleva. Det mdste ju inte vi, for vi ... for vi kan ju ga till affiren
liksom, men vi gor ju ett aktivt val att jaga. Och skulle det skita sig dndd,
da dr det ju bara att dka till affiren. Det kunde inte dom gora. Om dom
misslyckades, sd fick dom ju svilta helt enkelt. Sd dr det ju inte for oss.

Jenny: Men dom tog nog mer vara pd naturen. Alltsd olika vixter och vi
tar ju inte vara pa allt.

Joel: Dom tog ju vara pa allt, dom tog vara pa hela djuret... (gruppinter-
vju 2019-09-01).

Aven gruppen med tre kvinnliga elever resonerar om skillnader mellan nu och
da:
Sara: Man fick vixa upp ganska fort.

I: Man fick bli vuxen gan..., man blev tvungen att hjdlpa till ganska fort
va?

Frida: Mm. Ndr man bérja..., kunde ga och springa riktigt sa kdanns det
som att...

Sara: ...ja men typ...

Frida: ...da fick man bérja hjdlpa till.
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Sara: Hjdlpa mamma laga mat liksom ndr hon haller pa sa far du skala
potatis eller vad man nu gjorde.

Elin: Man lekte alltid med sina syskon tdinker jag. Det var ju typ 6-8
syskon liksom.

I: I bondesamhidillet ja.

Elin: I bondesamhiillet ja. Och da lekte du ju alltid med dina syskon. I
dagens samhiille sd... (gruppintervju 2019-11-26).

Det fanns hos lararna en uttalad ambition att eleverna skulle kunna identi-
fiera sig med méanniskor under jagar-samlarsamhallet och jordbrukssamhal-
let, vilken bland annat kom till uttryck i en upplevelsebaserad undervisning.
I det speglande narrativet kan vi se att elevernas meningsskapande beréattelser
svarar an mot detta. Lararnas undervisningsberattelse erbjod dven ett pers-
pektivskiftande narrativ som innebar att eleverna skulle jamfora var tid med
andra tidsperioder. Vikan se att eleverna resonerar om skillnader i den sociala
organisationen inom familjen, vilket var ett av de teman som ldrarna ville att
eleverna skulle anvinda som redskap for jamforelse. Ettt visst drag av perspek-
tivskifte framtrader hos eleverna da de forsoker se pa sig sjdlva och pa var tid
iljuset av datiden.

Det moraliskt reflekterande narrativet

Jamforelser mellan di och nu aterkommer i elevernas beréttelser. I dessa ater-
finns dven ett moraliskt reflekterande narrativ dér eleverna uttrycker att det
var battre forr kopplat till gemenskap mellan ménniskor, ansvarstagande
inom gruppen och narhet till naturen.

I en gruppintervju uttrycker Sara sina tankar om bristen pa gemenskap mellan
manniskor idag jaimf{ort med da:

Men det liksom kdnns som om det blir lingre distans till varandra [idag],
till medmdnniskor och sd. Det dr liksom svdrt att ta till sig. Man har lik-
som sin egna bubbla. Man ser bara sig sjilv och sina egna behov, och man
kan liksom inte se det fran ett annat perspektiv. Sa man dr ganska ldst i
sitt tdnkande (gruppintervju 2019-10-08).
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I samma gruppintervju reflekterar Elin 6ver ansvarstagande i gruppen i en
jamforelse mellan nu och da:

Alltsd min mamma och pappa har inte curlat liksom inte heller Fridas
mamma och pappa, och sikert inte dina fordldrar heller [till Sara] /.../
liksom att det dr ju en sjdlvklarhet att ndr man kommer hem och sopor-
na dr fulla da gar man ut och tommer dom och sd dr det, det dr inget
tiafs. Om diskmaskinen dr klar da tommer man den. Alla bor ju i samma
hushall. Och jag tror att det var mycket sant som forsiggick pa sdrskilt
jordbrukstiden att man var tvungen att hjdlpas dat for att kunna forsérja
varandra. Det dr liksom, man jobbade som en familj, och det hdller man
pda att tappa i dagens samhidlle (gruppintervju 2019-10-08).

Sara tar ocksa upp tankar om att man méanade om naturen pé ett annat sétt
an idag:

Jag vet inte hur dom tinkte och sa men... Dom var ju mdna om naturen
pd ndgot sitt, jag tdnker att i dagens samhidlle sd sldnger man ju plast och
sant omkring sig. Det skulle ju inte dom kunna. Men dom var mdna om
naturen pd sitt sitt, kanske sd hdr inte sdgade ner ndgot viktigt trid, eller
jag vet inte. Pd ndt sdtt sd var de ju mdna om naturen, [instimmande
hummanden fran gruppen] kanske inte sprutade ut sa mycket kemikalier
ndr dom godslade och sant dir. Jag koper ju hellre ekologiskt in icke-eko-
logiskt (gruppintervju 2019-10-08).

Ett liknande moraliskt reflekterande narrativ over var tids resurssloseri finns
i foljande resonemang:

Jenny: Jamen typ dom hade inte tusen miljarder grejer i hemmen. Dom
hade det dom behovde. Och vi har kanske typ fem skruvmejslar av
samma sort, och ... ja vi har alldeles for mycket fast vi bara anvinder en.

I Sd det dr nanting som var bdttre forr da?

Joel: Ja, jag tror att man uppskattade mer det man hade forut. Och att
man tog hand om det.
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Jenny: Och nu tar man for givet att man far allt och har allt, och att man
kan képa allt, och...

Joel: ...ja precis, och i stdllet for att ta hand om det frdn bérjan, eller
forsoka laga det, sa koper man nytt bara (gruppintervju 2019-10-08).

Ett framtridande gemensamt tema i elevberittelserna ar att livet pa lands-
bygden framstills som det goda livet, dar naturen och ett liv i samklang med
naturen vérderas hogt. Denna forestillning utgor en integrerad del i elevernas
identitetsberdttelser. Landsbygdslivet erbjuder lugn och frihet, och utvecklar
kompetenser som gor det mojligt att klara sig sjélv i en krissituation. Lukas
berittar:

Alltsd jag har ju gjort, jag har vdl alltsa gjort mycket dumbheter, och det
kanske kan va anledningen for att jag vill liksom, jag vill uppleva saker
och det var ddrfor jag kom upp hit, for att alltsd jag vet inte om, hur jag
var om jag hade bott kvar, for jag umgicks ju med jittedaligt folk, om jag
sdger sd. Sa ... jag vill inte leva sd ddr. Och dad tog jag steget sjilv och flytta
hit. /.../ Jag kénner ju att jag inte vill bo i ndn storstad. Jag vill liksom bo
lite sd hdr, avskilt fran storstdderna, for jag tycker det blir for stressigt
och rorigt. Och sd tycker jag att det dr nyttigt just pa den hdr skolan att
man far lira sig liksom att overleva i naturen (individuell intervju med
Lukas, 2020-02-10).

Tva andra elever berittar:

Frida: Ja, alltsd, det dr vil ndgot med det. Nir jag dr ute i skogen sd kdn-
ner jag att jag kommer till ro, ddrfor att jag har varit med sd linge. Och
det har liksom varit att jag gar ut i skogen ndr jag inte mar bra, for att fa
vara sjilv med mina tankar och sd.

Sara: Ja, skogen var ju som sagt en del av livet fran borjan.... (gruppin-
tervju 2019-09-10).

Ytterligare tva elever uttrycker vardet av narheten till naturen:

Kalle: Man lever ndra verkligheten och man vill ha forklaringar till saker.
Det dr inte det hdr trista att man jobbar och sen gir jag hem till min
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betongldgenhet och kollar pd datorn. Utan det hinder massa saker som
du inte kan forklara. Det hander alltid konstant nytt. Saker blir sd enfor-
miga i stider, medan som hir om du dr ute i skogen dd kan det hinda
saker, man hor liksom och man vet liksom inte allt.

v,

Jenny: Alltsd om det hade blivit kris dd tror jag att jag hade flyttat upp till
stugan ddr det inte finns el. Och bott ddr. Och sd har man ju tjdrnen, man
har ju vatten och allting. Och mat kan man ju fixa, det dr bara ut och
skjuta ett djur. Och sen kan man ju plocka svamp och odla potatis. Man
kan ju gora allting (gruppintervju 2019-11-26).

Elevernas moraliskt reflekterande narrativ visar att eleverna svarar an mot la-
rarnas ambitioner. Undervisningen ger eleverna impulser att reflektera 6ver sig
sjalva och sinalivijamforelse med hur de tolkar manniskors livi jagar-samlar-
och jordbrukssamhéllet. Men vi ser att elevernas narrativ har en stark person-
lig utgangspunkt medan lararnas narrativ soker dialog pa en mer samhéllelig
overgripande niva. Eleverna dr néra sig sjalva och ménniskor i datiden som
aktorer medan lararnas narrativ signalerar ett strukturperspektiv.

Kopplat till det moraliskt reflekterande narrativet framtrider temat stad och
landsbygd. Berittelserna utmérks av tydliga positioneringar dar den egna
identiteten kopplad till livet pa landsbygden i férbindelse med naturen stélls
i motsattning till storstadsménniskornas narmast exotifierande perspektiv pa
naturen:

Elin: Det dr ju mer och mer kontorsjobb i storstidderna. Och det dr vil-
digt manga som... "Ah, vad coolt det dr att gd i skogen”. Alltsa det dr ju
manga nu som bara reser inom Sverige, det dr sd mycket mer miljétink.
Som nu pa praktiken: "Ah, sd coolt det dr att paddla hir i skdrgdarden”.
Ja, det dr sa hdr det dr utanfor staderna. Jag tror att alla har ndgot band
med naturen i grund och botten. Men man kanske inte trdiffar pa det lika
mycket som vissa andra gor.

Sara: Men vi lever ju pa naturen.

Frida: Ja, vi skulle inte klara av att leva utan naturen.
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Sara: Nd.

Frida: Det dr ju vara lungor. Vi mdste ju ha ndt som renar luften som vi
andas ut (gruppintervju 2019-09-08).

Samma tema upprepas i en annan gruppintervju, nu dven kopplat till fragan
om politisk makt. Eleverna Kalle och Joel positionerar sig mot "folk som bes-
taimmer som inte dger problemet” och sig sjilva som offer for denna maktut-
Ovning:

Kalle: Sa dr det ju. Alltsd jag forstar... man ser allt pa ett helt annat sditt
dn om man tianker pa dom hir miljomupparna i riksdagen. Dom ser ju
pd naturen pad ett helt annat sitt dn vad jag gor. For det dr det intrycket
man far.

I: Eller dom dr i skogen pad ett annat sitt, en promenad pd sondag eller...

Kalle: Eller ja typ, nu dker vi ut, och gdr den ddr stigen ddr och sen har
vi haft en upplevelse och dker hem till Stockholm igen. Det dr det in-
trycket jag far. Ja men det ldg en plastpdse ddr. Nu mdste vi sitta skatter
pa den.

Joel: Ni men jag tycker att det dr ungefdr samma fraga som den hdr rov-
djurspolitiken. Det dr folk som bestdmmer som inte dger problemet om
man sdger sd. Och det dr dom som har problemet som, ja dels har kvar
problemet och far betala for det ocksa (gruppintervju 2019-12-17).

Kalle aterkommer senare till samma tema:

111

Kalle: Jag dr emot ndr ndan byrdkrat i Stockholm séger dt mig vad jag far
gora och inte. Sdnt gillar jag inte.

I: Beritta, vilka dr byrdkraterna i Stockholm?
Kalle: Ja dom som sitter och bestdmmer.

I: Okej, det dr regeringen och...

Kalle: och riksdagen.

I: Men dven olika myndighetspersoner? Alltsa myndighetsverk?
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Kalle: Ja, men det beror pd vilka. Det dr inte som att jag hatar polisen, jag
har stor respekt for dom. Regeringen har jag ingen respekt for.

I: Vilka dr dom? Vad dr det for slags ménniskor?

Kalle: Ja, men folk som har suttit i skolan en bra massa dr, som inte har
ndan koll pa hur det fungerar och sd sitter dom och bestdmmer och tycker
vad jag ska gora. (individuell intervju Kalle 2020-02-10).

Elevernas berittelser om forhéallandet mellan stad och landsbygd innehaller ett
visst matt av civilisationskritik. Utgangspunkten ar ett demokrati- och ratt-
viseperspektiv dér de vars liv berdrs av en fraga ocksa ska ha inflytande 6ver
besluten. Detta dr ett samhélls- och strukturperspektiv med grund i elevernas
livsvirld som inte introducerats genom undervisningsberittelsen men som
vackts av den. Lararnas civilisationskritiska narrativ 4r mer 6vergripande och
beror exempelvis teman som ménniska och ras. Elevernas mer personligt far-
gade moraliskt reflekterande narrativ interagerar inte med detta tema.

Det existentiellt reflekterande narrativet

Vi har tidigare konstaterat att eleverna ofta intar en gemensam position i for-
héllande till intervjuarens fraga och flitar en gemensam berittelse. Men det
finns ocksé samtal dir eleverna utmanar savil intervjuarens fragestdllning
som varandra. Utmanaren intar rollen som “provokator”, medan de andra ele-
verna antar utmaningen, och soker efter érliga reflekterande svar pa existen-
tiella fragor. Foljande samtal utspelar sig i en grupp bestaende av tre elever. In-
tervjuaren hade initierat samtalet med en fraga kopplad till en tidigare lektion
om ifall kunskap om historien har nagon betydelse for forstaelsen av vilka vi
ar. Direfter fortloper samtalet utan ndmnvéird medverkan av eller positione-
ring gentemot intervjuaren.

Lukas: Da kan man fraga sig hade det da sett bittre ut om vi inte hade
gjort sd eller hade det sett simre ut.
Ville: Ja det dr ju nanting man inte vet heller liksom.

Lukas: Det dir hade varit lite kul att forska i, hur virlden hade sett ut,
om vi gjorde si och sd.
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Joakim: Om vi inte gick over till jordbrukare, till exempel.

Lukas: For att vi vandra ju hela tiden ndr vi var jigare, och ndr vi vart
jordbrukare sd stanna ju folk pd en plats, och vi forokade oss mycket.

Joakim: Ja men vi pratade om det men vi kanske var tvungna till det for
att jagarna hade ihjdl allting som kom i deras vig...

Ville: ...ja, hade inte vi sadlat om och blivit jordbrukare sd hade vi ju inte
existerat, for da hade ju allting liksom, alla djurarter hade ju utrotats.

v,

Ville: Nej men alltsa for att komma tillbaka till fragan sd dr det vil klart
att det dr viktigt att tinka, alltsd titta tillbaka for att se vad man kan
gora annorlunda. Jag menar, om man tittar ganska nira pd historien
och tittar pd typ sa hir andra virldskriget och sen kommer man pa att ja
men det kanske inte dr sd ddr jattesmart att typ bomba jittemycket. Eller
det kanske inte dr jdttesmart att filla tva atombomber pd Japan. Det
kanske vi inte ska géra om igen. Sen sd finns det ju folk som skiter i det
ocksd. Bade USA och Ryssland har ju sina vapenskrammel hela tiden
och det hdller ju pd att bli ett tredje virldskrig. Men, ja. Det dr vil klart
att man mdste anvinda historien lite ibland ocksd for att liksom, jo men
for att forsoka att, vad ska man séga... (gruppintervju 2020-10-08).

v,

Joakim: Det hir var en svdr fraga. Man kan ta upp mot tva olika sdtt.
Det kan ju vara vildigt bra och hjdlpa och sa dir som Ville sdger und-
vika daliga beslut som vi har gjort forut. Men ocksd sd dr det vildigt
onddigt.

Lukas: Ja? Pa vilket sditt da?

Joakim: For att vissa saker ska vi inte behova veta.
Lukas: Och varfor inte da?

Joakim: For att det ska sluta med ddliga resultat.
Lukas: Hur menar du da?

Joakim: Till exempel kdrnkrig.
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Lukas: Sa vi ska liksom bara glomma bort?
Joakim: Exakt.

Lukas: Men da glommer vi ju bort vad som hdnde och di kanske det
hénder igen. Men det finns ju alltid folk som vet hur man gor en kirnva-
penbomb.

Ville: Sd du menar att det finns tvd sidor av myntet? Pd ena sidan dr det
bra med kunskapen sa man kan liksom visa upp att det kanske inte dr
jdttesmart med atombomber till exempel. Men d andra sidan sd finns det
folk som tinker ja men det ddr kan ju vara smart att anvinda ndan gang
(gruppintervju 2020-10-08).

Ovanstdende exempel visar hur eleverna med utgdngspunkt i en viss jargong
dem emellan tar undervisningsberittelsen och intervjuarens fragor som ut-
gangspunkt for att prova standpunkter mot varandra. Vi kan se att ldrarnas
varderelativiserande och perspektivskiftande narrativ har genklang i elever-
nas resonemang och i deras sitt att samtala med varandra. Utdragen visar pa
en vilja hos flera av eleverna att lta sig utmanas av andra elever att sitta sina
asikter pa spel i diskussioner som rymmer saval moraliska som existentiella
dimensioner.

Ett nagot annat satt att uttrycka existentiellt reflekterande tankegangar finns
hos Jenny nér hon resonerar om djurs och méanniskans funktioner i ekosyste-
met:

Hur ska vi gora for att rddda dlgen? Det dr ju ldttare att ha tvd djur [dlg
och varg] for att du ska kunna jamfora vad som blir fordelar for bada.
Och sen sd blir det ju varfor-fragor typ: Varfor tar dom [vargen] hundar
i stdllet for dlg? Jag menar det dr ju samma ras i grund och botten, hund
och varg. Och sen dr det ju vissa individer tar ju inte vargen, dom leker
med den i stillet. Men vissa funkar inte och dd dr det bara att ta bort
den. Men dom dr vil mycket efter svaga och starka djur. Det dr ju som
bjornhonan, hon biter ju ihjdl sina ungar om dom dr for smd. Och det
gOr ju vargen ocksd. Sa dom skoter det ju sjilv bra ocksd, att spara dom
starka individerna. Men sen dr det vil vi mdnniskor, det dr vil vi som
forstor balansen (individuell intervju Jenny 2020-02-10).
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Sammantaget ser vi i detta narrativa monster en potential for utveckling av
omdomesbildning och kritiskt tinkande genom elevernas provande sitt att
stalla olika perspektiv mot varandra.

Sammanfattande diskussion

Syftet med artikeln har varit att synliggora gymnasieelevers meningsskapande
berittelser i relation till lararnas undervisningsberittelse i samhéllsoriente-
rande dmnen pa ett naturbruksprogram.

Undervisningsberittelsen utgor en holistisk representation av undervisnin-
gens innehall, vilken skapar sammanhang mellan olika delmoment i undervis-
ningen (Gudmundsdottir, 1990). I rekonstruktionen av lararnas gemensamma
undervisningsberattelse identifierade vi en genomgéende tematik dir fragor
om olika strukturella faktorer analyserades i forhallande till de tidsperioder
som behandlades, och 6vergiangarna dem emellan.

I analysen av undervisningsberittelsen identifierades tre centrala narrativ. Det
perspektiv-skiftande narrativet kinnetecknades av ambitionen att presentera
varlden ur olika perspektiv. Lararna presenterade kompletterande berittelser
med funktionen att bredda, férdjupa och utmana elevernas forestédllningar.
Inom det civilisationskritiserande narrativet aterfanns berattelser med funk-
tionen att engagera eleverna och utmana deras tankar och attityder i forhél-
lande till ménniskans ibland destruktiva roll genom historien. Det vdrderela-
tiviserande narrativet kinnetecknades av ovintade fragor och motberattelser
for att vanda och vrida pé elevers argument, och utmana deras tinkande (jfr
Berg & Persson, 2023). I samtal med lararna framkom ambitioner att genom
inslag av upplevelsebaserad undervisning skapa forstéelse for de manniskor
som levde under andra tidsepoker, samt skapa utrymme i klassrummet for
reflekterande och argumenterande samtal.

Analysen av elevberittelserna visade att eleverna anvinde sina personliga livs-
berittelser for att orientera sig och skapa mening i forhéllande till undervis-
ningsberittelsens meningserbjudande, savil i gruppintervjuernas kollektiva
meningsskapande processer som i de individuella intervjusituationerna. Tre
centrala narrativ for elevernas meningsskapande identifierades. Det speglan-
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de narrativet kinnetecknades av att eleverna speglade sina tolkningar av un-
dervisningsberittelsens skildring av jagar-samlar- och jordbrukssamhaillet
i sina egna erfarenheter i en nira lokal kontext. Det moraliskt reflekterande
narrativet kinnetecknades av att eleverna gjorde virderande jaimforelser mel-
lan nu och d4, samt mellan stad och landsbygd, dér det datida jagar-samlar-
och jordbrukssamhallet liksom nutidens landsbygd varderades utifran social
samhorighet, samarbete och virnande av naturen. Det existentiellt reflekteran-
de narrativet kinnetecknades av att eleverna utforskade olika stindpunkter re-
laterade till undervisningsberittelsen, och till frigor som denna aktualiserade
utifran deras livsvirld. Samtliga narrativ forekom i olika grad sammanflitade
med varandra i de enskilda elevberittelserna. Dessa narrativa monster visar pa
kollektiva identitetsformerande processer mellan eleverna i relation till deras
reception av lararnas undervisningsberittelse.

I det speglande narrativet svarade elevernas meningsskapande berittelser an
mot lararnas ambition att genom upplevelsebaserad undervisning inspirera
dem att reflektera 6ver hur virlden kunde tett sig for datidens méanniskor. Det
moraliskt reflekterande narrativet synliggjorde att undervisningen gav elever-
na impulser att reflektera 6ver sig sjilva och sina liv i jamforelse med hur de
tolkade méanniskors liv i jagar-samlar- och jordbrukssamhaillet. Trots detta
fanns en diskrepans mellan lararnas perspektivskiftande narrativ, som sokte
dialog p4 en mer samhillelig strukturniva, och elevernas berittelser som rérde
sig pa aktorsnivan, ddr de speglade sina upplevelser mot egna forestallningar
om datidens ménniskor. Eleverna nirmade sig strukturnivan nir de resone-
rade om skillnader i den sociala organisationen inom familjen, en institution
som de kunde relatera till utifran det egna livsvérldsperspektivet.

Elevernas moraliskt reflekterande berittelser om forhallandet mellan stad och
landsbygd priglades av ett civilisationskritiskt patos, ur ett demokrati- och
rattviseperspektiv. Elevberittelserna pekar pa bristen pé inflytande 6ver cent-
ralt fattade beslut med konsekvenser f6r manniskor lokalt. Detta samhalls- och
strukturperspektiv med grund i elevernas livsvarld hade inte initierats genom
undervisningsberattelsen men vickts av deras mote med denna. Lararnas ci-
vilisationskritiska narrativ var dock mer dvergripande med utgangspunkt i
teman sdsom manniska och ras, nagot som inte gav dterklang i elevernas mer
personligt fairgade moraliskt reflekterande narrativ.
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Inom ramen for elevernas existentiellt reflekterande narrativ aterfanns exem-
pel pé agonistiskt meningsskapande samtal mellan eleverna, dir de prévade
att stilla motsatta staindpunkter mot varandra. Har fick lararnas varderelati-
viserande och perspektivskiftande narrativ genklang i elevernas sitt att sam-
tala med varandra och vinda och vrida pa fragor om bland annat kunskapens
varde pa gott och ont.

Resultatet visar pa det som Persson och Berg (2021) lyfter i sin forskning; att det
radande narrativet om elever och larare pa yrkesprogram som ointresserade av
de samhallsvetenskapliga &mnenas bildningsdimension kan problematiseras.
Vart material innehaller inneboende spanningar. Lararnas motivering for va-
len av undervisningsmaterial utgick frdn synen pé yrkeselever som ovana och
ovilliga lasare med bristande intresse for studierna i de gymnasiegemensam-
ma dmnena. Séledes anvindes aldrig gemensamma texter. I elevberittelser-
na ser vi framst dterklang av lararnas muntliga berdttande, och inte av annat
undervisningsmaterial sdsom dokumentir- och spelfilmer. Lararnas val av
undervisningsmaterial kan tolkas i ljuset av den tidigare forskning som visar
att undervisning skiljer sig mellan yrkesprogram och héogskoleférberedande
program (Nylund, 2017; Ohman, 2017). Vi kan emellertid konstatera att bilden
inte 4r entydig. Lararna uttryckte en ambition att medverka till utveckling av
elevers tinkande genom att mojliggora reflekterande samtal utifrdn den mul-
tiperspektivism som dven lararna i Persson och Bergs (2021) studie gav uttryck
fér. Genom narrativen i elevernas berdttelser ser vi ocksé att eleverna hade
ett intresse for att prova olika perspektiv mot varandra. Det fanns saledes en
potential for omdomesbildande samtal i de moraliskt och existentiellt reflekte-
rande narrativen i elevberittelserna. Men trots detta fann vi att reflekterande
samtal i stor utstrackning uteblev i sjalva undervisningssituationerna.

I likhet med Asplund och Pérez Prietos (2013) studie framtrddde platsens be-
tydelse som savil social som geografisk utgangspunkt for elevernas identitets-
formering. Eleverna himtade niring ifran de sociala, kulturella och materiella
omstandigheter som format dem, for att samtala utifrdn undervisningsberit-
telsen. Eleverna anvdnde 4ven sina personliga livsberittelser i samspel med
undervisningsberittelsen for att orientera och positionera sig i forhallande
till andra grupper och individer i dagens samhille. Elevernas positioneringar
kunde ibland verka lasta, sasom ’vi som lever i verkligheten pé landsbygden’,
och ’de i storstaden som fattar beslut om problem som de inte dger’.
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I var studie liksom i Blennow och Olsons (2023) framkommer det att inte alla
elevberattelser fir utrymme i klassrummet. Deras studie visar att endast en
viss repertoar av berattelser framstod som legitima berittelser i ett undervis-
ningssammanhang. Foljden av detta blev att inte alla elevers meningsskapande
berittelser gavs mojlighet till den “reality check” som ligger i ett delande med
andra. I vart material framstér inte elevernas meningsskapande berittelser
som illegitima, men resultatet blir 4nda liknande da inte alla berattelser kom
till uttryck i klassrummet.

Var intervjustudie synliggor hur elever anvinder sina livsvarldsbaserade erfa-
renheter for att orientera sig i forhallande till den undervisningsberittelse de
moter i den samhéllsorienterande undervisningen. Var narrativa analys visar
pé de narrativa monster som kom till anvindning i elevernas meningsskapan-
de berittelser. Analysen visar att eleverna forde reflekterande samtal i interv-
jusituationerna med savil komparativt, som moraliskt och existentiellt fokus
utifran sin reception av lararnas undervisningsberittelse. Samtidigt visar vara
lektionsobservationer att dessa reflekterande samtal séllan infann sig i under-
visningen. Dirigenom gick lararna miste om att fa del av elevernas reception,
och eleverna gick miste om en fortsatt dialog med ldrarna och andra elever.

Hur kan da elevers livsvirldsbaserade berattelser bli en tillgdng i undervisnin-
gen? En nyckel till detta 4r 6kad narrativ medvetenhet hos sévil ldrare som
elever. Viser dirfor ett behov av fler studier som analyserar relationen mellan
elevers och larares narrativa monster, dven i undervisningssituationer. Genom
okad narrativ medvetenhet kan liarare mojliggora for elever och sig sjilva att
fa syn pa de narrativa sammanhang dér elevernas och deras egna berittelser
ingér. En 6kad narrativ medvetenhet kan ocksa skapa forstaelse hos larare och
elever for hur personliga berattelser 4r formade av savil 6vergripande samhél-
leliga berattelser som av andras berittelser i den egna kontexten. Detta skulle
kunna ge ett 6kat handlingsutrymme f6r sévil larare som elever att vilja vilka
berittelser de vill fortsitta att beritta, och vilka de vill frigéra sig ifran (Frank,
2010).
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Abstract

A central part of learning science is learning to use its language fluently. How-
ever, teachers’ awareness of the language of science varies greatly. In this study,
we have analysed coherence of argumentation by inspecting how pre-service
teachers use physics vocabulary in argumentative elements in written reports
(N = 36). We found out that the use of physics vocabulary in argumentative el-
ements was coherent in some reports, while most of the reports ignored either
relevant argumentative elements or physics vocabulary. Still, most pre-service
teachers made progression in their argumentation. The results suggest that
pre-service teachers have implicit knowledge of the language of science, but
more explicit teaching is needed. We conclude that along with the language
awareness it is important that future teachers are competent to support their
students learning the language of science along with content knowledge.
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Introduction

Thinking and communication are intertwined with language and thus lan-
guage is a prerequisite to conceptualization and thinking (Bratkovich, 2018).
People form and convey information through language. Reading, writing, and
talking are forms of expressing and communicating ideas and thoughts. Com-
munication requires mutual understanding of the meaning and use of con-
cepts, and it becomes challenging if concepts are not used normatively right
way (Lemke, 1990; see Mercer, 2009). Therefore, language is a central perspec-
tive to education because teaching and learning happen through language
(Mercer, 2009). Learning to use the language of science intertwines with the
central learning goals in science education, which is highlighted by the remark
that difficulties in learning the language of science are linked with difficulties
in learning science (Wellington & Osborne, 2001). Besides school science, stu-
dents are expected to be able to take part in discussions of science topics in real
life and some of them will pursue a science career, all this demanding under-
standing of scientific content knowledge and how this knowledge is formed
and presented (Bratkovich, 2018).

Students’ ability to communicate knowledge in their own words is wide-
ly used to measure their understanding and learning (see Bratkovich, 2018;
Glynn & Muth, 1994) even though teachers and students rarely notice the
role of language in assessment (see Wellington & Osborne, 2001). Students
need to learn content knowledge and how to read, write and talk about it
(Bratkovich, 2018). Students are asked to show their understanding of a con-
cept by using it correctly in relevant contexts and still, assessment criteria sel-
dom pay attention to the disciplinary specific language of this communication
(Bratkovich, 2018; Stenhouse, 1986). The hidden role of the language of science
continues in teaching as science classes often focus on more non-verbal as-
pects of science communication - equations, graphs, laboratory activities — than
learning how to read, write and discuss science (Bratkovich, 2018; Wellington
& Osborne, 2001). Bratkovich and Paulsen (2020) describe a situation where
a mathematics teacher’s students understand the math’ yet struggle to craft
arguments”. This highlights the teacher’s implicit notion of the role of argu-
mentation and thereby language in learning. In this study, we approach argu-
mentation as the way to communicate and justify complex ideas by using the
language of science.
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Teachers should be aware of the importance of the language of science as they
have corresponding demands on their own language skills: teachers’ own com-
petence has value in teaching only if they can communicate ideas to students
in an understandable way. Teachers represent their own discipline and scientific
community in school and act as language teachers of their subject (Wellington
& Osborne, 2001). The language of science is a significant part of science con-
tent knowledge and pedagogical content knowledge (see Bratkovich, 2018;
Francisco, 2022) and thus, teacher education plays a central role in building
teachers’ competence to support this aspect of the content area teaching. In
such manner also teachers’ language awareness develops since they are better
equipped to formulate their teaching for different learners.

The language of science, its vocabulary and argumentation

Science has its own language with its own vocabulary and ways to use it (see
e.g., Lemke, 1990). Scientific disciplines include language that needs to be
learned to understand their topics (Bratkovich, 2018; Hufferd-Ackles et al.,
2004). Science is done through language in the sense that the language of
science, the knowledge that is described in the language and research activi-
ties to obtain new knowledge are intertwined inseparably (Bratkovich, 2018;
Lemke, 1990; Stenhouse, 1986). Presenting knowledge, passing it on and dis-
cussing it are key activities in research (Stenhouse, 1986) and the language of
science and normative ways of using it in this communication, argumenta-
tion and justifying complex ideas have developed over time as part of science
(Bratkovich & Paulsen, 2020; Bratkovich, 2018). Understanding of different
kinds of scientific arguments, their structure and criteria for validity is a part
of a discipline’s content knowledge and way of thinking (Francisco, 2022; see
also Ayalon & Even, 2014). However, this does not mean that any scientist
knows all there is to learn about argumentation. Rather, scientific discussion
in its many forms is also a tool to develop one’s thinking and argumentation
skills throughout the career. Learning to use the language of science better is a
part of not only learning science but doing it, too.

The concept language of science carries different meanings in the literature. In

this study, we pay special attention to the structural complexity in which the
language of science is used and analysed, and as a synthesis based on literature,
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we suggest four different levels of it. The levels are 1) scientific terms that build
scientific vocabulary, 2) scientific facts and claims, 3) more complex scientific
arguments, and 4) scientific debate and comparison of arguments. In the follow-
ing, we unfold the four levels to some extent.

Level 1: vocabulary. A simple and straightforward way of looking at the lan-
guage of science is to pay attention to its vocabulary: what words are used to
communicate relevant scientific concepts and if they are special terms of the
field of science or commonly used terms with a more precise discipline-specific
definition (e.g., see Vuola & Nousiainen, 2020; Vuola, Nousiainen & Koponen
2023; Wellington & Osborne, 2001; Yun, 2020).

Level 2: sentences. On the second level, the language of science can be seen as
using scientific vocabulary to construct straightforward thoughts—sentences
that describe, for example, scientific facts or claims. This level finds support
from the idea that learning scientific vocabulary includes learning the mean-
ing and use of terms in different contexts (Wellington & Osborne, 2001).

Level 3: arguments. Correct lists of facts are not enough to convey scientific
communication. In the third level to use the language of science argumenta-
tion is used to construct, communicate and justfy more complex ideas (see
Bratkovich & Paulsen, 2020; Schwarz, 2009). At this level, reasoning includes
also vocabulary from everyday language because it is needed to turn detached
facts into a coherent argument (see Bratkovich & Paulsen, 2020). Many re-
searchers (e.g., see Sampson & Clark, 2008; Toulmin, 2003) have studied the
argumentation structure from the perspective of general to field-specific cri-
teria.

Level 4: discussion. The fourth structural level of the language of science is
the level of scientific discussion and debate where arguments are weighed and
compared (e.g., see Bratkovich & Paulsen, 2020; Hufferd-Ackles et al., 2004).
This viewing of arguments at the metalevel requires advanced understanding
of science and its language.

Studies reducing the language of science to just its vocabulary have been crit-
icized to naively dismiss the more comprehensive understanding of the lan-

guage of science (Bratkovich, 2018). Still, this four-level structure of the lan-
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guage of science can be seen as steps of progression and analysing the use of
language at different levels can give us fruitful insights into it.

Teaching and learning the language of science

Students need to learn the language of science to be able to describe their own
understanding, gain insight into others’ ideas and take part in meaningful dis-
cussion. In physics education, many assignments require language skills at the
vocabulary and sentence level - they demand facts and mathematical deriva-
tions but not further verbal explanations (see also Kosko et al., 2014). However,
teaching happens at the discussion level as teacher and students seek mutual
understanding of new knowledge. This requires far more complex language
skills than memorizing new vocabulary or presenting single facts (Bratkovich,
2018; see Bratkovich & Paulsen, 2020; Schwarz, 2009). Teachers challenge
students to use language starting from simpler tasks and developing towards
more complex argument construction and discussion. The opposite order of
learning activities is also used as classroom argumentation supported by the
teacher develops students’ own language skills at every level (Kosko et al., 2014;
Mercer, 2009; see Francisco, 2022; Ayalon & Even, 2014). This highlights that
knowing the language of science and its vocabulary is a crucial part of teachers’
knowledge base.

Teachers’ awareness of the language of science differs, and this also affects
their teaching the language of science which might emerge as more implicit
than explicit. Teachers’ views on teaching the language of science can be any-
thing from versatile to non-existent (Ayalon & Hershkowitz, 2018). Regardless
of teachers’ views, they act as examples for their students and show how the
language of science is used — what kind of vocabulary is needed in the science
classroom, how scientific ideas or questions can be verbalized, which claims
need to be justified and how precisely, and how to seek mutual understanding
(Hufferd-Ackles et al., 2004; see also Ayalon & Even, 2014).

For many teachers, it is unclear what language and argumentation skills exact-
ly mean in their subject (Bratkovich & Paulsen, 2020). This uncertainty may
lead to limited possibilities for both students and teachers to practice the use of
the language of science. Goldman et al. (2016) and Hufferd-Ackles et al. (2004)
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stress the importance of tangible learning goals which reflect the epistemic as-
pect of scientific knowledge (see also Schwarz, 2009). Established disciplinary
practices frame the ways that knowledge is formulated. These practices serve
as frames for argumentation, while leaving room and requiring individuals’
own thinking and emphases in presenting the content (see also Bratkovich &
Paulsen, 2020). Students’ and teachers’ challenges share similar features and
range from the level of scientific vocabulary to scientific discussion and knowl-
edge formation. Teachers have challenges in forming coherent arguments
which reflect the discipline’s conventional ways of presenting knowledge justi-
fying and tying it to relevant contexts (Nousiainen & Vuola, 2023). Such insuf-
ficiently coherent examples used by teachers and the lack of explicit criteria for
sound argumentation leave students guessing what teachers mean when they
ask for explanations (see Ayalon & Even, 2014; Bratkovich & Paulsen, 2020).

Thus, students and teachers need support in their use of the language of
science. The need can be there to some measure even after long-term practice
(Hufferd-Ackles et al., 2004) even though teachers may erroneously assume
that students learn the language of science passively or without the teachers’
support (Kosko et al., 2014; see also Ayalon & Even, 2014). The need for support
is not necessarily a sign of incompetence. Even in communicating new scien-
tific ideas, scientists use peer support (peer review) in building up coherent
argumentation in different forms of scientific discussion.

For teachers, the goals for mastering the language of science are high. Although
increasing awareness of the importance of language in teaching and support-
ing subject teachers’ language skills is challenging (Bratkovich, 2018), it also
offers opportunities in the form of new perspectives. The language of science
offers tools to reflect one’s own content knowledge, its formation and how to
support students’ learning. Understanding the role of language in science can
broaden teachers’ image of their own expertise (Bratkovich & Paulsen, 2020;
see Francisco, 2022; Hufferd-Ackles et al., 2004).

The context of the study

The first step towards understanding pre-service physics teachers’ knowledge
of physics and how they communicate it, previous research has focused on their
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use of scientific vocabulary (Vuola et al., 2023) and argumentative elements
(Nousiainen & Vuola, 2023) in explaining introductory quantum physics
phenomena. Quantum physics is a fruitful context for studying the use of the
language of science because explaining the phenomena thoroughly requires
rich vocabulary and choosing between different interpretations (see Ayene et
al., 2019; Cheong & Song, 2014).

As part of their science education, pre-service physics teachers study classical
physics several years before quantum physics. Both classical physics and mod-
ern quantum physics study the nature of light and matter, but their results and
interpretations are contradictory. When describing quantum phenomena, it is
necessary to use modern physics vocabulary that has been developed in quan-
tum physics research. Due to mutual fundamental research interests and his-
torical background, it is common and useful to use vocabulary that is coming
partly from classical physics. Also, vocabulary related to experimental set-ups
and supplementary, more general physics vocabulary can be relevant. Pre-ser-
vice physics teachers have difficulties in using physics vocabulary consistently:
their use of modern physics vocabulary is not comprehensive enough to cover
enough different perspectives needed for sound reasoning, and some pre-ser-
vice physics teachers rely heavily on vocabulary of classical physics or concrete
experimentation instead (Vuola et al., 2023). The physics contents are reviewed
more broadly in Vuola et al. (2023) and knowing them more specifically is not
needed to understand this study.

Previous research has shown that some pre-service physics teachers can
construct structurally sound arguments, but many have challenges in using
necessary argumentative elements and combining them in a logical manner
(Nousiainen & Vuola, 2023). To analyse physics argumentation, Nousiainen
and Vuola (2023) have introduced four key argumentative elements: back-
ground for the argument including motivation and consensus knowledge
(A1 in what follows, see Table 1), assertion substantiation that can be based
on experimental or theoretical reasoning (A2), inferences from the assertion
substantiation and their meaning (A3), and broader conclusions (A4). These
steps highlight the need for arguing both the core idea of the argument (ele-
ments 2 and 3) and its context (elements 1 and 4). The core of physics argument
is presenting the central claim and justifying it explicitly through experimen-
tal or theoretical reasoning. Without the core, there is really no physics ar-
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gument. How broadly the context of an argument is described can be more
flexible. The context is still needed to underline why the core of an argument
matters and what it means for the bigger picture. Many pre-service teachers’
arguments feature background consensus knowledge in the form of long fact
lists at the expense of describing justification and inferences, which are the
core part of sound physics argumentation (Nousiainen & Vuola, 2023; Vuola &
Nousiainen, 2020; see Bratkovich & Paulsen, 2020).

A good argumentative structure and relevant use of physics vocabulary are
necessary but not sufficient preconditions for a good explanation. Thus, in this
study, we combine these perspectives and look at how the presented physics
vocabulary and argumentative structure relate to each other in pre-service
physics teachers’ explanations.

Research design and sample

The participants of the study were nine pre-service physics teachers in their
third or fourth year of university studies in a large university in Finland. They
had all passed the basic level physics studies, including quantum physics. The
data was collected as a part of a seven-week long, intermediate level physics
teacher preparation course, which focused on physics content knowledge or-
ganization for teaching purposes at upper secondary school level. Our sample
consists of 36 written reports, which the nine pre-service teachers wrote on
four well-known experiments on introductory quantum physics: the photoelec-
tric effect (report 1), the Compton effect (report 2), the double-slit experiment
with single photons (report 3) and the double-slit effect with single electrons
(report 4).

During the course, the pre-service teachers first read a research article on the
experiment as their base material and analyzed its scientific argumentation.
The argumentation analysis task was scaffolded by utilising a graphical tool
(called knowledge justification scheme, Nousiainen, 2017) which guided the
pre-service teachers to find out the most relevant argumentative elements:
what is the purpose of the study, what are the main findings, how the exper-
iment is carried out, what assumptions or idealisation are needed, what are
the main conclusions etc. In the written reports, the pre-service teachers were
asked to describe how the phenomena could be introduced in teaching and
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they were asked to include the most central concepts, phenomena, experi-
ments, models, and theories regarding the task and to offer detailed explana-
tions and justification for the presented physics knowledge. During the course,
pre-service teachers’ got feedback on their argumentation analysis and on
their written reports. This teaching sequence (reading article, analysis of the
article and writing the report) was repeated with all four topics.

Research questions

In this study, we aimed to describe what kind of physics vocabulary pre-service
teachers use in different argumentative elements. Our research questions are

1. How do the use of physics vocabulary and argumentative ele-
ments relate to each other in pre-service teachers’ written reports?

2. What progress can be found in physics argumentation in pre-ser-
vice teachers’ reports?

In an ideal case, the reports are expected to use classical physics vocabulary
(VC) especially in background of the argument (A1). Classical physics vocab-
ulary is necessary in the first task in particular, since the task assumes only
classical physics as background knowledge, and it can also be relevant in lat-
ter tasks and other argumentative elements. Modern physics vocabulary (VM)
is needed at least in A3 (inferences) and A4 (conclusions), since the tasks are
about explaining phenomena in modern physics. The latter tasks can include
modern vocabulary in Al (background) or A2 (assertion) when modern physics
is already presented in the previous tasks. Vocabulary on the main experiment
(VE) is necessary in A2 as all reports involve empirical evidence; it can be
presented also in A3 if inferences are explicitly argued. Supplementary physics
vocabulary (VS) can be found in the reports, although it may not be necessary:
besides general physics terms, vocabulary concerning other phenomena can be
found mainly in Al or A4 as broader context for the task.

Table 1 summarizes the role of different subcategories in an ideal case. A
comprehensive justification in a report should contain all argumentative ele-
ments. The four most relevant subcategories in these reports are experimental
vocabulary in assertion (A2VE) and modern physics in inferences (A3VM)
forming the core of the argument. Classical physics in background (A1VC) and
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modern physics in conclusions (A4VM) describe the relevant context of the
argument. There are many ways of explaining the phenomena, so in addition
to these four most relevant subcategories, different combinations of physics
vocabulary in argumentative elements are possible for sufficient and effective
explanations.

Table 1. The use of physics vocabulary in argumentative elements: predictions
in an ideal report.

VC. Classical VM. Modern VE. Experimental = VS. Supplementary
physics vocabulary  physics vocabulary | vocabulary physics vocabulary
A1. Background = Relevant: Can be relevant Describing the Can be used
for the argument = classical physics  after quantum key experiment throughout
background theory is introduced ' is not needed argumentation but
in the first task in background should not be the
knowledge focus
A2. Assertion Can be relevant: Can be relevant: Relevant:
reflecting the using quantum experimental
phenomenon theory in assertion = assertion
against the classical = substantiation substantiation
physics background
A3. Inferences Relevant: Can be relevant:

quantum physical = tying inferences
interpretation of  implicitly to
the phenomenon  evidence

A4. Conclusions Relevant: broader = Describing the
implications in key experiment
quantum theory is not needed

in broader
conclusions

Based on our previous studies, we assume that pre-service teachers face chal-
lenges in delivering coherent physics argumentation structure (Nousiainen &
Vuola, 2023) or in using relevant physics vocabulary (Vuola et al., 2023). Since
the teaching sequences were developed to scaffold pre-service teachers’ physics
related argumentation, we expect that the argumentation in the reports will
develop in a more coherent direction and we could see progression in the
pre-service teachers’ reports.
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Data analysis

The data analysis used mixed methods: most of the analysis was qualitative
classification but we also calculated the number of the vocabulary classes in
order to better compare the cases. First, we did the argumentation analysis.
Each reports’ argumentative elements A1-A4 were identified by sentence. The
argumentative elements and examples of them in the reports are shown in tab-
le 2. Here we give a short overview of the method (for details, see Nousiainen
& Vuola, 2023).

Table 2. Argumentative elements and their identification in the reports.

Argumentative Description Example sentences

elements

A1.Background = Motivation, Classical physics cannot explain this. Millikan wanted to test

for argument = consensus Einstein’s equation. All bodies emit thermal radiation.

knowledge

A2. Assertion Empirical or Rieckner and Titcomb performed the double-slit experiment
theoretical assertion ~ with single photons. According to de Broglie, matter particles
substantiation have wave nature, and their wavelength can be calculated

using de Broglie’s wavelength law.
A3. Inferences Inferences derived Millikan was able to determine the constant h that appeared

A4. Conclusions

from experiments or
through theory, and
their meaning

The broader
meaning and
implications of the
results

in Einstein’s theory, which he confirmed to be the same as
Planck’s constant previously determined by Planck. The
results are an indication of the wave nature of the electron

The wave model of light must be corrected to a model of
the wave-particle dualism of light. It has properties of both
classical fields and particles, but it is not both at the same
time, but a completely new kind of entity.

Second, we analysed physics vocabularies. Physics terms in each sentence were
identified and then divided into four vocabulary categories described in table
3. Since the reports were written about four different physics phenomena, the
categorization was task dependent. For example, the term “Millikan’s experi-
ment [on photoelectric effect]” was identified as VE in the report on photoelec-
tric effect, but as VS in the subsequent reports.
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Table 3. Vocabulary categories and their identification in the reports.

Vocabulary Description Example terms
category
VC. Classical Terms used in classical physics Classical field, electromagnetic
physics describing field, radiation, energy, wave | radiation, light, the conservation
model and particle model —the key of energy, wavelength, diffraction,
perspectives to the topics of the report spectrum, particle, mass, charge
VM. Modern Quantum mechanics, stochastics, duality, = Wave function, quantum of energy,
physics localization and identification - the key photon, probability, random, wave-

VE. Experimental

VS. Supplementary
physics
vocbulary

perspectives to the topics of the report

Experimental set-ups related to the topics
of the report

Physics vocabulary beyond the
core topics of the report: general
physics terms, the topics of previous

particle duality, particle nature, local,
individual

Double-slit, electroscope, reflector,
detector, voltage, laser, screen

Time, discrete, prediction, hypothesis,
ideal, phenomenon, distribution, law,
model

assignments, further applications

After this, we counted how many times terms from different vocabulary cate-
gories appeared in sentences representing each argumentative element. Each
report was described by a 4x4 matrix: the number of physics terms by argu-
mentative element (A1-A4) and by physics vocabulary (VC, VM, VE, VS§), a
total of 16 subcategories. We compared how different subcategories emerged
in pre-service teachers’ reports. The subcategories A3VM and A2VE form the
core of the argument, as well as A1VC and A4VM offering relevant context as
discussed earlier, as they should be included in all reports as key components
forming a comprehensible argument. To ensure the credibility of the analysis,
20 % of the data was double scored by another expert on physics education. The
interrated agreement between the scorers was 89.2 %, indicating high degree
of agreement.

Results

The data consisted of 36 reports written by nine pre-service physics teachers,
four reports each. In individual reports, the number of physics terms were
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between 53 and 333, an average 134. Seven out of nine pre-service teachers
used the most words in their first report.

Each report was described by a 4x4 matrix showing how many physics terms
each vocabulary category (VC, VM, VE, VS) included in different argumenta-
tive elements (A1-A4) (see Figure 1). In the whole sample, the minimum num-
ber of physics terms in a subcategory was zero, maximum 69, average eight
and median five. There were seven reports with terms in every subcategory,
but it was far more common to have one or more subcategories with no terms.
All reports had distinctly emphasized subcategories and 2-14 subcategories
that were median or under. In most reports, the most emphasized subcategory
had multiple terms compared to the median. Based on this, we decided to use
median 5 to make a distinction between emphasized subcategories (above the
median) and those that were ignored or used very sparingly (zero to median).

Vocabulary categories

First, we focus on the vocabulary categories. The use of a vocabulary category
is seen as consistent if it is found at least in the corresponding relevant sub-
category: classical physics vocabulary (VC) in the background of the argument
Al, modern physics vocabulary VM in inferences A3 and conclusions (in latter
reports possibly in the background A1), and experimental vocabulary in asser-
tion substantiation A2.

Classical physics’ vocabulary VC can be found in every report over median in
one or more subcategories. In 29 reports the use of classical physics vocabulary
(VC) seems consistent: it is featured in the background of the argument A1l
and possibly in broader conclusions A4 connected with the context of the ar-
gument. Some reports use classical vocabulary also in the core of the argument
(A2 and A3) so that a classical physics’ perspective continues throughout the
argument (e.g., see report al in Figure 1). In seven reports, mainly from the
fourth task, the use of classical vocabulary seems more inconsistent: classical
vocabulary is either not used in Al but is brought up in latter argumentative
elements (e.g., see g4 in Figure 1), or it is missing from A2 but can be found in
other argumentative elements.
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at [VC VM VE VS |[a2|VC VM VE VS ||a3[VC VM VE VS |[a4|VC VM VE VS
A|34 1 4 3#||AM|21 5 0 16 ||A1|28 9 1M 12 ||A1|9 7 6 6
A2139 21 20 41 A2|35 7 0 12 |[A2]|12 29 16 3 A2 |13 37 19 4
A3 |43 15 31 31 A3|37 6 8 20 |[A3|7 21 14 7 A3| 9 42 15 9
A8 5 2 4 Ad|8 1M1 7 8 Ad[10 22 1 8 A |7 16 0 5
b1 [VC VM VE VS |[b2 |[VC VM VE VS || b3 |[VC VM VE VS || b4 |VC VM VE VS
Al[15 3 5 16 [[A1|23 1 1 17 ||A1|69 24 2 66 [[A1T|11 3 2 7
A28 1 10 5 A9 1 1 2 A1 6 5 3 A1 1 7 0
A3[45 12 15 20 |[A3|25 4 5 13 ||A3|2 16 11 1 A3 |11 22 21 13
A8 5 2 5 Ad| 6 2 4 4 A2 3 0 3 Ad| 3 10 0 4
c1|[VC VM VE VS || c2|VC VM VE VS [[c3|VC VM VE VS || c4|VC VM VE VS
Al[26 3 3 26 |[A1|12 4 2 5 A7 5 6 0 Al 4 9 4 3
A2140 13 25 30 [[A2|9 O 7 2 A2 4 6 20 0 A2|12 7 9 10
A3|5 3 6 19||A3|4 3 3 6 A3|10 16 13 8 A3[15 36 16 24
M4 5 2 3 Ad|24 4 0 2 A4112 16 10 1 Ad|12 16 0 9
d1[VC VM VE VS |[d2|VC VM VE VS |[d3[VC VM VE VS |[d4|VC VM VE VS
A1[25 10 6 14 [[A1|20 7 1 9 A8 3 3 2 Al]0 0 0 O
A2(16 11 9 12 |[A2|8 6 4 4 A6 3 9 0 A2|19 25 11 12
A3l2 1 0 5 A3[17 6 3 4 A3 8 16 8 5 A3|6 31 21 5
A4 4 1 0 A1 1 0 0 A3 1 1 2 AM|2 2 0 1
el |VC VM VE VS [|e2|VC VM VE VS || e3|VC VM VE VS || e4|VC VM VE VS
A1[39 6 11 36 |[A1|45 11 7 31 A1[36 9 6 35 |[A1|17 156 0 22
A2(19 9 21 12 || A2 |31 5 15 ||A2(2 1 3 1 A2|0 0 0 0
A3[13 3 12 N A3|12 9 2 10 |[A3|2 8 4 3 A3|10 0 0 O
A0 6 0 2 Ad|O 0 0 0 A8 23 8 10||A4|0 5 0 1
f1]VC VM VE VS || f2|VC VM VE VS || f3|VC VM VE VS || f4 |VC VM VE VS
A3 5 0 20 [[A1|T7 1 3 7 A9 1 1 10 (|[AT]|19 10 2 9
A28 2 8 15||A2|16 0 12 6 A2 4 3 13 2 A2|3 1 0 3
A3[29 1 9 20 [[A3|6 3 3 7 A3|[0 4 9 2 A3|5 10 12 6
A3 2 0 2 A0 0 0 0 A3 6 1 2 A3 5 2 4
gt [VC VM VE VS [[g2|VC VM VE VS |[g3[VC VM VE VS |[g4|VC VM VE VS
Al[20 5 6 25 |[A1|9 3 3 8 A7 9 5 4 A4 9 1 0
A2(20 6 32 28 |[A2|18 5 2 9 A213 3 4 1 A2|5 7 5 3
A3|26 3 22 24 ||A3|21 6 4 7 A5 9 2 7 A3|8 12 2 6
A1 2 0 1 A7 9 0 4 A4 5 0 7 A|5 T 2 6
h1 [VC VM VE VS || h2|VC VM VE VS [[h3|VC VM VE VS || h4|VC VM VE VS
Al|21 18 8 53 |[[A1|21 14 2 27 ||A1[15 9 1 12 |[A1|1 6 4 1
A2{0 0 0 0 A7 1 0 8 A2(3 1 4 0 A28 7 3 1
A0 0 0 O A1 6 0 4 A3l 2 4 3 1 A3|9 10 2 6
A3 3 0 2 Ad|O 0 0 0 A0 0 0 O A4 11T
i1 [VC VM VE VS i2 |[VC VM VE VS i3 [VC VM VE VS i4 |[VC VM VE VS
A129 1 7 27 |[A1|29 3 3 18 |[A1|19 8 0 14 |[A1|4 2 0 5
A2|9 3 12 5 A2|0 0 0 0 A2[{0 0 0 0 A2|7 8 3 5
A3[O0 0 0 O A3|10 0 0 O A5 8 7 0 A3|9 16 5 7
A1 2 0 2 A0 0 0 0 A1 3 0 1 A9 8 3 4
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Figure 1. The number of physics terms in different argumentative elements in
pre-service teachers’ reports. The top left corner refers to the pre-service teacher
(a-i) and the assignment (1-4). Argumentative elements A1-A4 are described
in table 2, physics vocabulary categories VC, VM, VE and VS in table 3. Each
number refers to physics terms in the respective subcategory. Subcategories me-
dian (5) or under are marked with lighter grey. The most relevant subcategories
for the argument (described in table 1) are bolded.

Modern physics’ vocabulary VM is used consistently in 10 reports: it is used
(over median) at least in inferences A3 and conclusions A4, possibly also in
background A1l or assertions substantiation A2 (e.g., see g4 in Figure 1). In 15
reports, modern vocabulary VM is well-featured either in A3 or A4, but not
in both. In five reports, modern physics’ vocabulary is not emphasized in any
argumentative element and in six reports it was found only in Al or A2 (e.g.,
see i2 in Figure 1).

Experimental vocabulary VE is used consistently in 18 reports: It can be found
playing a significant role at least in assertion substantiation A2, where it is
necessary, and possibly in background Al or inferences A3, in some cases fol-
lowing throughout to conclusions A4 (e.g., see c3 in Figure 1). In 11 reports,
experimental vocabulary VE is not emphasized at all (e.g., see e4 in Figure 1)
and in seven reports, experimental vocabulary was used in some other argu-
mentative element than A2.

The use of physics supplementary vocabulary VS is more ambiguous to anal-
yse because general physics terms such as “phenomenon” or “time” can be
needed in any argumentative element, and describing for example previous
tasks in background Al or further applications in conclusions A4 can offer
the argument fruitful context and meaning. Still, to follow the assignment,
supplementary physics vocabulary VS should not take the lead. In 24 reports,
supplementary physics vocabulary VS was featured in one-two argumentative
elements, in 10 of them only in Al or A4 (e.g., see b3 in Figure 1). In 11 reports,
supplementary physics’ vocabulary VS was featured in three—four argumen-
tative elements (e.g., see al in Figure 1). However, we found that the reports
featuring VS in two-four argumentative elements also featured vocabulary
categories VC, VM and VE more than reports where VS was featured only in
zero-one argumentative element.
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Argumentative elements

Second, we focus on the pre-service physics teachers’ use of the four argu-
mentative elements. The use of an argumentative element is seen consistent if
it is found at least in the corresponding relevant vocabulary subcategory: the
background of the argument Al with classical physics vocabulary VC, in latter
reports possibly with modern physics vocabulary VM, assertion substantiation
A2 with experimental vocabulary VE, and inferences A3 and conclusions A4
with modern physics vocabulary VM.

In the category Al (background), we expected to find classical physics vocab-
ulary VC, particularly from the first reports, and maybe more of modern
physics vocabulary VM from the latter reports. VC played a central role in 31
reports, often together with other vocabulary categories (e.g., see report e3 in
Figure 1). VM was central in three reports of the last task (and VC was not). In
two reports, neither VC, VM, nor VE was central in describing background Al
(e.g., see d4 in Figure 1).

In the assertion substantiation A2, we expected to find experimental vocabu-
lary VE in particular, and it was greatly present in 18 reports with various com-
binations of the other vocabulary categories. Assertion substantiation played
a central role in 10 reports in their A2 VC (four reports), VM (two reports) or
both VC and VM (four reports), half of the time combined with emphasis on
VS. In eight reports, neither VC, VM, nor VE was central in describing asser-
tion substantiation A2.

In the inferences A3, we expected to find at least modern physics VM, which
was central in 23 reports with combinations of the other vocabulary categories
(e.g., see bl in Figure 1). Seven reports paid more attention to VC, VE, and VS
(e.g., see c2 in Figure 1) and six reports used hardly any physics’ vocabulary
including VS to discuss the inferences A3 (e.g., see il in Figure 1).

In the broader implications A4 we expected modern physics’ vocabulary VM
due to the task, possibly with classical physics VC to reflect the implications in
contrast to the background, or supplementary physics VS in the form of fur-
ther applications. 12 reports met this initial expectation (e.g., see h3 in Figure
1). Five reports had emphasis in other than modern physics’ vocabulary (e.g.,

Crossing over Subject Boundaries towards New Horizons 136



Vuola and Nousiainen

see b2 in Figure 1) and 19 reports did not use any physics vocabulary to discuss
the broader implications A4 (e.g., see d2 in Figure 1).

The core and the context of the argument

As described in the Table 1, we identified four relevant vocabulary subcate-
gories which are necessary for sound physics argumentation in these tasks.
The four argumentative elements, and thus the four relevant subcategories in
them, play different roles in the argument. The core of the argument - the
claim, its empirical or theoretical justification and inferences - is commu-
nicated through at least subcategories A2VE and A3VM. The context of the
argument - the motivation, background knowledge and broader conclusions
- is communicated through at least subcategories A1VC and A4VM. Next, our
analysis focused on whether these, the core and the context of the argument,
were present in the reports.

Five reports had all four relevant vocabulary subcategories over median. The
core subcategories were present in five reports, but they had relevant context
subcategories lacking. Six reports used their terms the other way around: they
had emphasis on the context subcategories as the core subcategories were lack-
ing. In 15 reports both core and context subcategories were partly median or
under. The context subcategories and relevant core subcategories were partly
lacking in five reports.

Pre-service teachers’ progress between the tasks

Second, we studied each pre-service teacher’s four reports and how the use
of the subcategories changed between tasks 1-4. Our analysis reveals that six
out of nine pre-service teachers made progress in their reports. They all had
their most comprehensive vocabulary use in either of the last two reports. We
first discuss the best six cases (a to i in Figure 1). Interestingly, these six cases
split into two very different groups. On one hand, four cases (a to d) succeeded
best in using the relevant four subcategories (see Table 1). They all had two to
three reports where at least the core of the argumentation was over median and
in most of them also the context. On the other hand, two cases (h and i) ex-
pressed only very limited argumentation. They managed to use one or two
relevant subcategories in each report, usually A1VC writing about the classical
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physics in the background of the argument. Experimental vocabulary played
a significant role only in one report. Still, their last reports were noticeably
different from their previous reports: all argumentative elements A1-A4 had
some physics vocabulary (in contrast to ignoring one to three of them altoget-
her). Although they did not necessarily use more physics terms than before,
the use of vocabulary was more consistent. The remaining three pre-service
teachers (cases e, f, and g in Figure 1) prepared alternately limited and more
comprehensive reports. Every other of their reports were lacking in both core
and context subcategories. Their other reports mainly described the context
and only one of their reports had its core subcategories above median.

Discussion and conclusions

In science education, the perspective of language is central to both con-
tent knowledge and teaching science (see Bratkovich, 2018; Mercer, 2009;
Stenhouse, 1986). In this study, we focused on how pre-service physics teachers
use the language of science at vocabulary and argument structure levels. We
analysed nine pre-service physics teachers’ use of vocabulary and argumenta-
tive elements in their four reports on introductory quantum mechanics, a total
of 36 reports. We identified four relevant intersections of physics vocabulary
and argumentative elements (referred to here as relevant subcategories) that
are needed for coherent argumentation in the reports: classical physics vocab-
ulary in the background of the argument, experimental vocabulary in the
experimental assertion substantiation, and modern physics vocabulary both in
the inferences and the broader conclusions.

In research question 1 we asked how the use of physics vocabulary and argu-
mentative elements relate to each other in pre-service teachers’ argumentative
reports. As expected, pre-service teachers used various combinations of physics
vocabulary categories in the argumentative elements, which supports the idea
that the same point can be argued in many ways (Bratkovich & Paulsen, 2020).
From the perspective of the four relevant subcategories, the use of physics vo-
cabulary in argumentative elements was coherent in some reports, while most
reports ignored relevant argumentative elements or relevant physics vocabu-
lary.
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Every report featured at least one of the relevant vocabulary subcategories
and all four of them were featured in five reports. These reports used relevant
physics terms and argumentative elements so that both the core argument and
its context can be well described. The writers of these reports also were among
the ones who made significant progress moving forward in the tasks.

We expected to also see reports that express very few argumentative elements
(Nousiainen & Vuola, 2023) and use classical and experimental vocabulary at
the expense of modern physics vocabulary (Vuola et al., 2023). This was seen
as most reports ignored some of the relevant subcategories and thus, these re-
ports failed to coherently present the core and/or the context of the argument.
Classical physics’ vocabulary was consistently used in most reports, whereas
under a third of the reports used modern physics’ vocabulary consistently.
Half of the reports used experimental vocabulary consistently, while the other
half did not explicitly describe the central experiment, its results, or inferences
to justify the conclusions and thus, failing in argumentation typical of physics.

In research question 2 we asked what progress can be found in physics argu-
mentation in pre-service physics teachers’ reports. Based on our results, most
pre-service teachers made progress in their physics argumentation during the
study and the rest maintained their level. The pre-service teachers’ longest re-
port was typically the first one. This means that as the reports became shorter,
their argumentation became stronger or remained at the same level.

Four pre-service teachers’ argumentation clearly developed during the tasks:
The most successful pre-service teacher presented the core of the argument
well in their first report, the context in the second and both in the last two re-
ports. The next two pre-service teachers were also able to present both core and
context in their last reports. The fourth pre-service teacher was able to express
the core of the argument in the final two reports. These pre-service teachers
showing the most progress also presented the most comprehensive content in
their reports. This is what we expected to see: pre-service teachers succeeding
better in their physics argumentation as the tasks became more familiar and
they received and made use of feedback from the previous tasks.

Three pre-service teachers did not make clear progress: their reports were al-
ternately lacking in both the core and context of the argument or had emphasis
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only on one of the aspects, typically the context. Here we see the difficulties we
were expecting based on previous research: these pre-service teachers seemed
to consistently struggle to pay attention to the core of the argument. The last
two pre-service teachers made progress, but all their reports were still lacking
in both the core and context of the argument. We are glad to monitor at least
some pre-service teachers did progress in their argumentation and vocabu-
laries. However, we also noticed that pre-service teachers have challenges in
delivering coherent argumentation with relevant vocabularies as we expected
based on our previous research (Nousiainen & Vuola, 2023; Vuola et al., 2023).
The result of this study supports the idea that, for pre-service teachers, the
need for argumentation or means to explicate reasoning may stay unclear even
when explanations are directly requested (cf. Ayalon & Even, 2014).

Based on this and previous studies (Nousiainen & Vuola, 2023; Vuola et al.,
2023), pre-service physics teachers have very different ways of using the lan-
guage of science both due to many possible ways of emphasizing content knowl-
edge in an argument and challenges in constructing scientific justifications
that are relevant in physics. However, this case study gives us a promising in-
terpretation of pre-service teachers’ use of the language of science, especial-
ly its vocabulary, and their development than the previous studies where the
perspectives on the language of science were narrower (Nousiainen & Vuola,
2023; Vuola et al., 2023).

It is highly possible that the pre-service teachers practiced scientific argumen-
tation explicitly for the first time in the physics teacher preparation courses
where the data was collected. Even though they had already studied science
for several years including university physics courses, learning the language
of science at this complex level had not happened automatically. Though short
single interventions can raise teachers” awareness of the language of science
and serve as an initial impetus for its development, we call for long-term prac-
tice of language skills in physics education and clearly set learning goals for it
to support both teaching and learning the language of science. In the courses
related to our study, pre-service teachers were scaffolded by being presented
with a general structure of physics argument including the relevant argumen-
tative elements and their connections to each other. Practicing how the general
argumentation structure can be used in different relevant contexts, receiving
feedback on the tasks, discussing, and comparing different ways of arguing the
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same phenomena had a clear effect on pre-service teachers’ language skills.
In the future, it could be fruitful to scale down these argumentation tasks to
a form that could be utilized in physics education as another perspective for
presenting and justifying physics content knowledge. Teachers’ challenges in
scientific argumentation and teaching it can stem from the lack of practice in
argumentation, taking part in scientific discussions or even organizing them
(see Kosko et al., 2014). In addition to increasing pre-service teachers’ opportu-
nities to actively use the language of science and get scaffolding for it, teachers
and pre-service teachers could benefit from peer-support and easily accessible
opportunities to discuss challenges and brainstorm ideas about scientific argu-
mentation and the use of language in their own subject.

Regardless of teachers’ language awareness, they give students examples of
using the language of science all the time in the classroom. Our case study re-
sults show that pre-service teachers have implicit knowledge of the language of
science and can develop their language skills when given the opportunity and
support for it. Language awareness is important in supporting students learn-
ing science content knowledge and the language of science as an intertwined
part of it. This study was carried out in a very specific context (introductory
quantum physics), but the ideas are so general that they are transformable to
other subjects as well. Teaching and learning the language of science is relevant
for cross-curricular education since there are multiple ways to embed these
learning goals to different multidisciplinary contexts.
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