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This doctoral thesis explores student experience of vocational becoming,
particularly the navigational role of feedback in the process for Swedish upper
secondary vocational students. Vocational becoming is explored as conflating
the development of vocational knowing and formation of a vocational identity.
The interest is in the experienced curriculum as emergent and thus
unpredictable, fragile and dependent on feedback in interaction. This
unpredictability is juxtaposed with tensions involved in standardised outcome-
based assessment of vocational knowing and assessment for learning. The thesis
focuses primarily on students attending the Swedish Child and Recreation
Programme, which is chiefly school-based and intended to prepare young
students (16 to 20 years old) for a range of interaction-intensive and people-
centred occupations, e.g., nursery nurse, gym instructor and security officer. It
is based on empirical material consisting of transcripts of focus group
interviews and participant observations of classroom instruction. Four
appended articles illuminate students’ collective vocational becoming in this
context, two of them specifically addressing students’ experience of becoming
prospective security officers.

The analysis reveals difficulties for students to interpret the progression of
their vocational becoming in the framework of standardised outcome-based
assessment and indicates that their experience of vocational becoming for



service work centres on attunement to others, referred to as pedagogising
encountering (i.e., readiness to learn from encounters and subsequently
adjusting to service recipients). Students halfway through their education
showed reluctance to participate in feedback, which is presumed to reflect their
incomplete progression towards becoming a service provider who pedagogises
encountering,

Students’ experienced curriculum of becoming security officers is
investigated in terms of their meaning-making of central concepts (e.g.,
surveillance law), called here vocationalising concepts. Vocational becoming,
based on students managing discontinuities, is investigated as generalising
knowing horizontally between vocational courses in both school- and
workplace-based parts of education. It is suggested that young students develop
a vocational stance, orienting themselves towards occupation-specific values,
e.g., child care and customer care.

Teacher-led and structured feedback that orchestrates self-assessment and
peer feedback with regard to students’ readiness appears beneficial for
vocationalising concepts whereas loosely structured group work mostly offers
opportunities for staging pedagogised encounters in peer groups. In addition to
contributing to a nuanced understanding of the role of feedback-making in
vocational becoming for service work, this thesis contributes to theorisation of
vocational becoming in institutionalised settings.
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1 Introduction

This thesis explores how young people make themselves ready for the world of
work, particularly 16- to 20-year-old students attending the Child & Recreation
Programme in Swedish upper secondary school, where they encounter
institutionalised ways to learn an occupation. However, learning an occupation
is a multifaceted process, as it involves the development of vocational knowing
along with formation of a vocational identity. These two parallel developmental
processes are captured in the thesis by the concept of vocational becoming.
This central concept is thoroughly discussed later, but for now it suffices to say
that an important factor that may stimulate or hinder young people’s vocational
becoming is feedback in interaction with others (Wiliam & Thompson, 2008).
This feedback can serve as a pointer for young people to orient their actions in
directions aligned with requirements for being ready for an occupation and a
job.

After they are 16 years old, substantial numbers of young students in Sweden
and many other countries, set out on prospective vocational careers by
attending vocational programmes. In many ways, participation in vocational
programmes may appear to students as a continuation of the familiar cultural-
historical activity and social practices of “going to school”. In peer groups they
study general school subjects, as well as vocational subjects with varying degrees
of specialisation, and attend work-placements. Thus, they develop vocational
knowing in interaction with teachers and peers in classrooms and workshops,
as well as with others, e.g., staff in workplaces. However, this infusion of
vocational content through (for example) work-placements presents students
with learning opportunities that are in most cases novel to them. Thus, upper
secondary school vocational education and training (USVET) is a distinct
experiential arena for learning an occupation due to this mixture of familiarity
and novelty (Berner, 2010; Dewey, 1916/1999).

A major element of the novelty of these learning opportunities lies in
students’ access to specialised, that is, vocational, knowing. This access is
monitored by teachers and workplace instructors who assess students’ progress
and provide feedback to them (Taras, 2013). However, vocational knowing may
generally appear to students as perplexing and impossible to grasp in ways they
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STUDENT EXPERIENCE OF VOCATIONAL BECOMING

have become accustomed to during their general experience of school-going.
Research shows that vocational knowing that students get access to in
vocational education and training is rich in meanings as it is situated and
codified (Guile & Young, 2003, p. 09), and action-oriented (Heusdens,
Baartman & de Bruijn, 2018). Further, it is developed in alignment with
personal goals and learning trajectories rather than through a given personal fit
(Brockmann, 2012; Klotz, Billett & Winther, 2014; Tanggaard, 2007).
Moreover, vocational knowing is embedded in the use of occupation-specific
tools (Miller, 2011) and social practices with cultural-historical roots that differ
from and extend far beyond school practices. Therefore, occupation-specific
knowing and being may appear to young students as opaque and challenging to
access.

Due to their young age and inexperience, students may reasonably make
only exploratory and tentative in-roads into an occupation. Nevertheless, their
meeting with the world of work marks an important transition into adulthood
(Brockmann, 2010). At this point of their lives they have only just started to
map their futures onto viable occupational paths they still know very little
about. However, students’ limited experience of working life turns the learning
of an occupation into an open-ended and precarious project of self-discovery
involving realisation that their personal goals must be aligned with perceived
occupation-specific expectations and demands. Therefore, when entering upper
secondary vocational education, students are in a position to try out an
occupation in order to see whether they want or are prepared to accept it (with
eagerness or resignation) or reject it. In this respect, initiating vocational
becoming can be a risky project of personal investment in the unknown. The
process described above resembles what Billett (2015a) calls readying oneself for a
prospective but in no way guaranteed or known-in-advance vocational future.

Education confronts young people with certain requirements, for example
for occupational' qualifications. In this way vocational knowing can be defined
in different terms by various stakeholders (Bathmaker, 2013), e.g., school
defines the development of vocational knowing in terms of learning outcomes.
Consequently, students may encounter different and even possibly conflicting
messages regarding legitimate, required vocational knowing. Nonetheless,
greater integration with working life through collaboration with workplaces is

! n this thesis, the terms occupation and occupational refer to factual matters of a job, whereas vocations
denote occupations as careers or callings which are personally meaning-laden (Grubb & Lazerson,
2009, p. 1792).
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INTRODUCTION

advocated in educational governance documents (European Commission,
2015; Virolainen & Persson Thunqvist, 2017). Strengthening ties between
schools and receivers of their students? (Lundahl, Arreman, Lundstrom &
Rénnberg, 2010) may shape the students’ learning in the direction of immediate
usefulness for relevant trades. Such expectations affect assessments of young
students’ vocational knowing, for instance in workplaces and school (Lindberg,
2003). Students need to make sense of and navigate between different sets of
requirements and expectations as these affect the formal acknowledgement of
students’ occupational qualifications, that is, vocational diplomas bestowed on
their graduation from upper secondary school.

The process of learning an occupation proceeds in and through relations
with others in school and in workplaces. As explained later, these relations are
occupation-specific and embedded in ways of “doings” that are often taken for
granted, e.g., in workplaces. However, these ways of doings need to be explicitly
brought to students’ attention through feedback. Thus, students’ process of
readying themselves for a possible vocational future implies exposure to cultural
impact of others through feedback from workplace trainers and vocational
teachers. Feedback directs students’ vocational becoming as pointers to what
students need to know, do and value in relation to occupational standards.
Occupational ways of doings (often sedimented in work routines, norms and
traditions) are novel to students but they offer relatively stable sets of cultural
expectations associated with occupations®. These expectations are made
discernible to young students through curriculums, which make explicit and
organise occupational ways of knowing and doings.

Young students’ learning of an occupation in institutionalised educational
settings is here seen as framed by two dimensions of a curriculum, that is, what
is intended and what is enacted. Such a curriculum may structure students’
experience of readying themselves for work. However, the intended and
enacted dimensions only form a backdrop or “launching pad” for students’
experienced curriculum (Barone, 1980). With this in mind, an emergent view of
the experienced curriculum (Phillips, 1995) is adopted in this thesis. Next, I
highlight some weaknesses regarding a more linear view of curriculum that

2 E.g., presumptive employers are receivers for vocational upper secondary programmes.

3 Ziehe (1986) atgues that adolescence can be viewed as culturally refeased identity construction. Identity
“secking” is embedded in the youth’s self-discovery “what I would like to be for and what I can be for” (Ziehe,
1999, p. 10) with few ready-made patterns available. When traditional structures fail to support youths” quest
for autonomy, vocational education may offer relatively stable scripts to orient themselves towards.
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STUDENT EXPERIENCE OF VOCATIONAL BECOMING

frames student experience of learning an occupation and treats students’
learning experience as a result of implementation of intentions that are set out
to be subsequently enacted. I argue for a need to study young students’
experienced curriculum of vocational becoming as basically ridden with
uncertainties rather than as a straightforward result of an implementation.

1.1 The Intended and Enacted Curriculum

The intended and enacted curriculum differentiates and specifies the knowing
to be assessed in a given context along with general principles and practices for
assessment. These principles and practices reflect dominating policy discourses
and result in students’ achievements or outcomes being measured against
performance-based standards (Allais, 2014). The critical aspect here is that
assessment principally singles out knowledge that is deemed worth knowing so
its assessment has a signal value in society (Lundahl, 20006). Also, standard-
based performance assessment is built on pre-defined learning outcomes, i.e.,
defining and standardising levels of student achievement (Sundberg, 2018).
Educational governance through monitoring learning outcomes implies a shift
in focus from input and learning processes to performance output (Erikson,
2017; Forsberg, Nihlfors, Pettersson, & Skott, 2017), triggering emergence of a
formalised assessment regime characterised by “activities that monitor, value
and judge outcomes” (Forsberg et al., 2017, p. 367, see Hattie, 2012; Lundahl,
2011). These assessment practices involve teaching to meet the assessment
criteria related to syllabi, possibly encouraging a mechanistic approach to
assessment in vocational education. However, such assessment practices may
be carried out, paradoxically, in the name of assessment for learning* (Torrance,
2007). In sum, student experience of learning an occupation may reflect its
direct usefulness for working life but also accommodation to broad school
learning outcome-based discourses and, specifically, normative discourses of
assessment for learning (Ecclestone, 2007).

By attending a vocational programme, students expose themselves to
possibilities of being impacted by education, e.g., through feedback, in ways
that cannot be entirely pre-planned or standardised according to learning
outcome-based assessment regimes (Biesta, 2005; Hjorth Liedman & Liedman,
2008). Several reasons for this have been identified. Firstly, through workplace-
based learning as an integral and constitutive part of their education, students

4 In this thesis, the terms assessment for learning and formative assessment are used interchangeably.
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INTRODUCTION

are introduced to highly situative learning sites with varying “invitational
qualities” for learning (Billett, 2004, p. 121). Accordingly, how students elect to
engage with learning opportunities offered by particular workplaces cannot be
easily foreseen and monitored (Fuller & Unwin, 2004). Secondly, assessment in
vocational education based on performance-based standards with pre-defined
learning outcomes relies on these outcomes being spelt out. However, the drive
towards such a transparency for greater assessment standardisation creates a
dilemma. Accordingly, implementation of transparent, standardised assessment
deprives students of opportunities to establish their own standards for what
counts as good work and measure their own achievements accordingly in the
typically ‘messy’ contexts of workplace-based learning (Boud & Hawke, 2017).
Thus, it may hinder development of the capacity to self-assess in accordance
with occupational standards, which is potentially an important milestone in
students’ experience of learning an occupation. Thirdly, self-assessment
according to viable but emergent self-constructed criteria in this manner would
appear as an end-point rather than a starting point in vocational education.
Therefore, dilemmas arise when the unpredictability of student experience of
learning an occupation is set apart from assessment built on input-output
rationalities and normative discourses of “good” assessment, i.c., assessment
for learning.

These salient dilemmas are contemporaneous articulations of contention
inherent in work as a foundation of educational processes (Labaree 2010;
Olofsson & Panican, 2017; Snedden & Dewey, 1977/1915). This contention
stems from competing views of the goal of education, which may be seen as
narrow, i.e., the acquisition of work skills or, more broadly, as what Vygotskij
figuratively refers to as the substance of education (Lunacarskij, 1981;
Krupskaja, 1985; Vygotskij, 1997/1926, see also Dewey & Dewey, 1915).

To recap, I have attempted to problematise the difficulty in reconciling the
plasticity of students’ experienced curriculum with the intended and enacted
curriculum. This difficulty lies in reconciliation of the open-endedness and self-
discovery elements of the experienced curriculum with the fixed cultural-

historical elements of work requirements (the intended and enacted curriculum)
in USVET.
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STUDENT EXPERIENCE OF VOCATIONAL BECOMING

1.2 Service Work

The historical dependence of vocational education on work as a goal, a means
and a foundation has created unresolved tensions regarding the overall aim and
parity of vocational education and training (Bakhurst, 2011), which are handled
in country-specific ways. Therefore, the space available for students to exercise
agency through their experienced curriculum is shaped by: historically formed
institutional arrangements; social, political and physical factors; and both
cultural and societal sentiments pertinent to vocational education (Billett, 2017,
p. 271).

The type of work of primary interest in this thesis is what Braverman
(1974/1999) calls the fast-growing service sector, where employment is rising
due to social services being transformed into commodity setvices®. Thus,
service needs in new and expanding areas of care, recreation and security “are
channeled through the market” (Braverman, 1974/1999, p. 191) as new
branches and trades of social labour arise. The rise of such new service occupations
(Heinz, 2008) is a response to emerging societal needs for personalised service
but also caters for traditional needs of care and security (nursery nurse, personal
assistant, personal trainer, security officer). These kinds of “modern service
occupations” ate set apart from more traditional notions of clearly demarcated
“templates of skills and work routines” (Heinz, 2008, p. 487).

An important feature of service work is its dependence on utilising one’s
personal resources of “the self”. Thus, the resources, e.g., vocational knowing,
that service work requires cannot be located at a distance from the self, and
students must align personal resources, e.g., communication and rapport-
building habits and skills, with occupational specificities. There may also be a
need for wariness to prevent potential susceptibility to exploitation emerging
through connotations of serving others at one’s expense embedded in the idea
of servio (Latin for I serve), which is a foundation of service-oriented occupations.

These occupations can also be referred to as emotional labour (Grandey,
Diefendorff & Rupp, 2013; Hochschild, 1983/2003) or high-touch (as opposed
to high-tech) jobs (McDowell, 2009). They all require capacities for self-
presentation as well as managing one’s emotions and “harnessing” them, or
putting them to work, in vocational knowing for the purpose of the occupation.
Therefore, vocational knowing for service and interaction-intense occupations
requires social or “soft” skills, which are notoriously difficult to pinpoint and

5> Within the capitalist mode of production.
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INTRODUCTION

assess (Bolton, 2004; Grugulis & Vincent, 2009; Hurrell, Scholarios &
Thompson, 2012; Leidner, 1993; Vincent, 2011).

The Swedish Child & Recreation Programme provides training for
occupations in the service sector that can also be described as somewhat fuzzily
defined and curricularised around a core of relational and supportively
pedagogical functions (Wyszynska Johansson, 2015). Accordingly, pedagogy, in
its eatly roots in child care, and in extension fulfilling its social function of
providing service, explicitly remains a common denominator for the focal
occupations in this thesis, as articulated in educational policy discourse.
Therefore, developing vocational knowing rests upon notions of personal
growth, social skills and communication (Lemar, 2001).

1.3 Students’ Experienced Curriculum of
Vocational Becoming

Students’ encounters with the world of people-centred service work remain a
“practical” matter of experiencing. To capture and examine the idea of
vocational becoming as experiential matter within the framework of upper
secondary vocational education, I apply the concept of experienced curriculum,
as one of the three dimensions of curriculum described by Billett (2006). These
three dimensions (intended, enacted and experienced) are interrelated, but may
empirically appear as relatively autonomous. Thus, the prescriptive contents of
education, e.g., syllabi, do not necessarily cascade into the “rough ground” of
pedagogical practices that students participate in, e.g., assessment. Pedagogical
practice, i.e., what is enacted, and therefore presents students with social
suggestions (Billett, 2011), forms a culturally and historically constructed reality
that may differ from educational governance exercised by school, trades and
industries through discursively articulated intentions.

Interplay between what ought to be and what is enacted creates a space for
student quandaries about what it is experientially like to become a person of
service trades. They wonder what kind and form of knowing is vocationally
legitimate, how it is assessed, and what is expected of them by workplace
trainers, peers and teachers. To find out they must locate learning processes
within relations with more knowledgeable significant others. Therefore, for
reasons explained later, in this thesis I apply Vygotskian theory to explain this
process of vocational becoming in terms of cultural and historical development.
Cultural and historical sediments, e.g., occupational routines students get access
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STUDENT EXPERIENCE OF VOCATIONAL BECOMING

to, provide the raw material for students’ thinking and reasoning as collective
experiencing. Thus, the change from a teenage student to a qualified nursery
nurse or security officer is not only about developing vocational knowing but
also about moulding novel ways to become as a young person on the verge of
adulthood. Thus far I have introduced the central issue of young students’
vocational becoming. Next, I further elaborate on and theorise this concept to
provide a departure point for the thesis and the empirical studies it is based

upon.

1.4 Vocational Becoming

In addition to acquiring occupational qualifications, students’ experienced
curriculum involves their unique ways of responding to education as an
invitation to what might best be described as vocational becoming. This is defined
here as the recursive and simultaneous evolution of two constituent processes:
becoming someone and developing vocational knowing (Beach, 2003). These
processes are interwoven, constitutive of each other (as well as vocational
becoming), and expressed in students’ development of work-related ways to
carry themselves in the world and with others.

Vocational knowing here encompasses learning processes of students
“coming to know in different situations” (Edwards, 2005, p. 59). Broadly, my
understanding of vocational knowing extends beyond a body of occupation-
specific knowledge that students might attain or acquire, or ready-made notions
of competence (and its occupation-specific profiles) to be developed.
Vocational knowing is regarded in this thesis as relational, reflecting the many
ways individuals relate to the world through certain forms of knowledge, e.g.,
procedural or propositional knowledge. These forms of knowledge, e.g.,
attitudes and understandings, are integrated in broader capacities for
discernment of legitimate knowledge (Carlgren, Forsberg & Lindberg, 2009).
Thus, vocational knowing in this thesis refers to how students construct their
experienced curriculum by realising or discerning what knowing (of procedures,
methods, facts, understanding, judgements and sensitivities etc.) has currency
in relation to the world of work for them as upper secondary students.
Therefore, vocational knowing emerges from cultural-historical practices of the
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INTRODUCTION

mind® (Vygotskij, 1987) “at grips with the wotld and evidenced in
accomplishment of action on the world” (Edwards, 2005, p. 59).

My use of the term vocational becoming incorporates what researchers have
also referred to as vocational identity formation (Klotz et al., 2014). Empirically,
both terms entail a conflation of knowing and being. However, I argue that
these two terms have different theoretical underpinnings. Vocational becoming
captures the dialectic of being and non-being (nothing) as a gradual process of
transformation. Thus, becoming is a solution to the containment of opposites
of being and non-being (Vygotskij, 1934)7, and vocational becoming comprises
activities of experiencing rather than a state or condition to be arrived at
(Vasil'juk, 1991). For this reason the vocational becoming concept focuses
attention on mechanisms of such transformation. In the thesis, several such
mechanisms (for instance vocationalising concepts) will be shown to be driven
within #he gone of proxcimal development (ZPD; Vygotskij, 1934). To further contrast
the two terms, vocational becoming and vocational identity formation, the latter
in my view implies a socio-constructionist and sociocultural process towards a
given end-point, that is, achieving a certain identity. Adoption of such a
perspective focuses attention on young students’ construction of vocational
identity approximations during its formation (see Collin, Paloniemi, Virtanen &
Eteldpelto, 2008; Virtanen, Tynjdld & Stenstrom, 2008). Moreover, vocational
identity formation implies an interest in subjective and individual experience
(see Brockmann, 2012), while vocational becoming in this thesis is explicitly
conceptually grounded in collective experience.

Having considered the concept of vocational becoming, I now turn to the
function of feedback-making in mediating vocational becoming. Mediation
refers here to processes of transformation between being and non-being,
beyond a rather instrumental usage of feedback as an enabling/constraining

tool per se.

¢ Or consciousness as a dynamic process that relies on interdependency between thinking and speech
(Dafermos, 2018).

7 In Hegel’s logic, contradiction is a driving principle of change in the world. In his being-nothing-becoming
triad, the thesis (being) appears and generates opposition (antithesis). This opposition of being and nothing is
solved through synthesis (becoming), which is a unity of being and nothing.
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1.5 Mediatory Feedback-Making

Students in upper secondary school are widely accustomed to various school
assessment practices but not to workplace assessment practices, including
feedback. They are routinely subjected to formative comments, evaluations and
grades, spotlighting their achievements or shortcomings in school. Briefly, they
engage in mediatory feedback-making. In this thesis I present some claims made
about feedback as a strategy in the discourse of assessment for learning, and
scrutinise them in relation to my empirical findings in school and workplace
settings. The position on feedback in relation to assessment in the thesis is
based on two insights stressed by Taras (2013). One is that there is a clear
temporal relation between assessment and feedback, as feedback originates
from earlier assessment, the other is that students’ meaning-making while
unpacking (making) feedback is highly important. Hence, feedback generally
functions as a mediatory and a symbolic reay for the assessment as feedback
communicates to students what forms of vocational knowing are worth
cultivating. Therefore, my interest is in feedback-making as primarily verbal
exchange and interaction that students need to make sense of. The study’s
contribution to existing research is in exploration of the adoption of a students’
collective perspective on expetiences of participation in mediatory feedback-
making.

Feedback on vocational becoming is regarded in this thesis as an experiential
matter of being subjected to (acted upon) as well as students’ ways to make
sense of feedback (to act), letting feedback direct their actions. Therefore, in
order to explain feedback as an act of experiencing I utilise the Deweyan
concept of experience as comprising both passive and active elements,
projecting continuously into the future (Dewey 1916/1999, 1938/1946). I also
expand Deweyan understanding of experience as mainly individualistic
enterprise by insights from Vygotskij. I return to Vygotskij’s explanation of the
social and cultural-historical dimensions of experience later. In this thesis,
feedback is problematised as construed and constructed (Billett, 2011) by
students collectively refracting the social situation of development as opposed
to simply reflecting or negotiating suggestions of the social world (Veresov,
2016). In viewing student experience as a unit of personhood and the
environment, it is this prism of a specific and subjective experience® that draws

8 Perieghivanie as a concept for analysis of experience, originally introduced by Vygotskij, is addressed in Chapter
4, Subsection 4.1.
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out developmental qualities of a social situation of learning, e.g., feedback-
making.

Feedback-making in upper secondary vocational school is regarded by
previous authors (Krogstad Svanes & Skagen, 2017), and here, as a central
didactic matter. Feedback-making mediates for students the level of their
achievement in relation to the subject matter as well as all the parties involved
in feedback-making, i.e., peers, teachers and instructors. Thus, mediatory
feedback-making may both enable and constrain the development of vocational
knowing, depending on students’ interpretation of feedback. Hence, students’
ways to handle assessment communicated by feedback vary as it is dependent
on their previous as well as unfolding experiences.

A key part of the theoretical framework here (laid out in more detail in
Chapter 4) is that vocational becoming is an open-ended process of exploration
and self-discovery that relies on cultural-historical guidance, i.c., feedback on
progression by significant others. Feedback-making needs to be navigated as
students constantly (though perhaps implicitly) wonder about their progression
and staying on the right track. These questions and probably even their doubts
about how well they are progressing transcend the present moment, bridging
the past and a fragile vocational future. Students need the raw material of
information to be fed back to make meaning of their progress. In this way
feedback-making enables young students to experience a change, rehearsing
what is viable and how they can reconcile their personal expressions of
individuality with their interpretations of what others expect of them.

In some studies, feedback is advocated as a strategy for formative
assessment (assessment for learning), especially in relation to assessment based
on learning outcomes (Lundahl, 2011). However, these approaches may result
in mechanical ways and technologies to deal with assessment and feedback in
vocational instruction (see Ecclestone, 2007; Jénsson, Lundahl & Holmgren,
2015; Torrance, 2007). From an experienced curriculum perspective, as adopted
in this thesis, it remains an empirical question whether feedback in assessment
regimes “in the name” of assessment for learning may or may not support
students’ vocational becoming. Moreover, little is generally known of students’
experience of assessment (Forsberg & Lindberg, 2010), particularly in initial,
and hence novel and fragile, stages of VET and in relation to people-centred
and somewhat fuzzily demarcated service occupations in chiefly school-based

educational arrangements.
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The main interest in this thesis (and the studies it is based upon) lies in young
students’ vocational becoming as a cultural change or a transformation of ways
of being and knowing, from their perspective. To be able to tap into student
experience of vocational becoming through feedback-making, focus group
interview and observation methodologies were applied.

1.6 Aim and Scope

As already pointed out, young students’ vocational becoming in
institutionalised vocational education in upper secondary school is a relational
project of their construction of an experienced curriculum. The focal interest
in the thesis is the feedback-making through which young students exert their
agency, recognising that their involvement in feedback-making cannot be
determined by any predicted and mechanistic procedures (Krogstad Svanes &
Skagen, 2017).

Framed in this way, the aim is to provide insight into vocational becoming
as students’ response to the invitation provided by upper secondary vocational
education and training (hereafter USVET), which is chiefly school-based
although it has both classroom-based and workplace-based elements.
Therefore, students’ vocational becoming is regarded here as comprising their
emergent and collective actions of trying out desirable, imaginary futures in
people-, or person-centred and interaction-intense service occupations
(hereafter service occupations).

1.7 Research Questions

The thesis addresses two overarching research questions:

1 What articulations of student experience of vocational becoming
can be identified in VET aimed at people-centred service occupations?

2 In what ways does feedback-making shape young students’
vocational becoming?

The thesis consists of a summary and four appended articles (summarised in
Chapter 6) addressing the following more specific questions.

Article 1: How do students experience assessment and feedback from their

vocational teachers and classmates?
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Article 2: How do students express their sense of progress through their
participation in feedback during workplace-based learning?

Article 3: What concepts do students vocationalise, and what are the
contributions of feedback to vocationalising aspects of specialised vocational
knowing?

Article 4: What surveillance law is experientially emergent for upper secondary
students through vocational instruction to become security officers? How does
feedback mediate these students’ understanding of surveillance law? How is
learner readiness with respect to surveillance law expressed in the students’
feedback-making during instruction to become security officers?
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2 Background

2.1 Vocational Education and Training in
Upper Secondary School in Sweden

A large proportion of young students in the age bracket of 16 to 20 years attend
VET’. Approximately a third of the age cohort proceeds to USVET
programmes. This chapter sets student experience of vocational becoming in
the context of an upper secondary level vocational programme, the Child &
Recreation Programme'’, in Sweden. The programme is first introduced with
the help of policy documents by the Swedish National Agency for Education
(Skolverket), then with previous research. As this programme leads to
occupations in the service sector, some selective research on service work is
presented followed by a brief outline of studies on the programme.

Swedish upper secondary school (post-16) education comprises 18 national
programmes: 12 vocational and six intended to prepare students for higher
education'. The 12 vocational programmes are intended to lay foundations for
working life and further vocational education (Skolverket, 2011a), leading
formally to a vocational diploma. In order to obtain such a diploma, students
must obtain passing grades in sufficient stipulated'? courses. A vocational
diploma together with passing grades in courses called Swedish (or Swedish as
a second language 2 and 3) and English 6 provide vocational students with basic
eligibility for higher education. Pass (E-D-C-B-A) or fail (F) grades are awarded
according to knowledge requirements for these courses. In sum, vocational
education in Sweden is formally embedded in a state-regulated school-based
and comprehensive education system (Lundahl et al., 2010; Persson Thunqvist
& Hallgvist, 2015).

% Numbers fluctuate but during the school year 2017/2018 approximately 33 % of young people in
Sweden attended a vocational programme (94 700 individuals) (Skolverket, 2018a), and 36 % in
2016/2017.

10 1n 2016/2017, of a total of 343 911 students, 8 199 were enrolled in the Child & Recreation Programme
(Skolverket, 2017b). In autumn 2017 the number increased to 8 588 (Skolverket, 2018b).

1 There are also five introductory programmes.

12 These include Swedish or Swedish as a second language 1, English 5, Mathematics 1a, foundation
courses of 400 credits and a pass in the diploma project.
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Each programme lasts for three years, and includes nine upper secondary
school foundation subjects!®, programme-specific subjects, programme
specialisation modules, a diploma project and workplace-based learning (so-
called apl), lasting at least 15 weeks'®. During apl students are supervised by an
appointed workplace trainer employed in the workplace and appointed on
suitability grounds rather than formal requirements. Teachers have sole
responsibility for grading students’ efforts, but workplace trainers provide
information on students’ achievements during apl to the teachers, who use it in
grading (Skolverket, 2011b). Apl should be explicitly assessed according to
subject syllabi (Skolverket, 2012a, 2016). Vocational specialisation is therefore
a gradual process, and one of the central goals of vocational education is
“development of a vocational identity”, strengthened by learning in workplaces
(Skolverket, 2012b, p. 22).

2.2 The Child & Recreation Programme:
Origins and Development

A Child & Recreation Programme was first introduced through an upper
secondary school reform of 1992 (Skolverket, 1994). Its origins lay in vocational
education aimed primarily at pedagogy of child care and, to some extent, social
work and training for swimming instructors provided by municipalities
(Skolverket, 1998). The introduction of the Child & Recreation Programme was
intended to provide a workforce to meet the needs of an expanding child care
and leisure service sector. Due to its apparent breadth, this programme was also
described as preparing broadly for work sectors rather than specific occupations
(Osterlind, 2008). The construction of the programme attempted to unite quite
disparate parts of child and youth care, culture and leisure going under what
was (in hindsight) a quite confusing name (Skolverket, 1998). However, despite
the confusion the name has been retained since then. Another intention guiding
construction of the 1992 programme was to bridge the traditionally female
content of care with traditionally male, technical content, e.g., maintenance of
sports facilities. A similar idea guided the latest inclusion of security officer as

13 These are English, history, physical education and health, mathematics, science studies, religion,
social studies and Swedish or Swedish as a second language.

14 School-based apprenticeship education, which is beyond the scope of this thesis, is another
vocational option, in which half the time is workplace-based.
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an occupational outcome of a Child & Recreation Programme (Skolverket,
2012b)".

The current Child & Recreation Programme (Skolverket, 2011a) prepares
and trains for employments within “pedagogical and social vocational areas, or
in the recreational or healthcare sectors, such as child minders'®, bathing or
sports facilities personnel, care taking, or as personal assistants.” (Skolverket,

2012b, p. 16) (see Table 1).

Table 1 Programme Structure

Foundation Programme-  Orientations: Diploma Individual Total
subjects: 600 specific 300 credits project: options: Credits:
credits subjects: 700 100 200 credits 250077
credits credits

- English - Health - Pedagogical
- History - Science work

. studies - Recreation
- Physical & health

education & - Pedagogy

health . - Social work

- Social

- Mathematics studies
- Science - Swedish

studies or

. Swedish
- Religion

asa

- Social second

studies language
- Swedish or

Swedish as

a second

language

Adapted from Skolverket (2012b)

The programme includes three orientations (see Table 2): Pedagogical Work,
Recreation & Health, and Social Work, which further vocational specialisation.
Each programme leads to so-called occupational outcomes, e.g., nursery nurse
(Pedagogical Work), personal trainer (Recreation & Health) and security officer
or personal assistant (Social Work). The Child & Recreation Programme

15> Referred to as the vocational outcome security guard. Here I use the term security officer.
16 In this thesis the term nursery nurse is used rather than child minder.
17 That is teaching hours.
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remains female-dominated'®, but the otientations reflect fine-grain gender
differences. Pedagogical Work attracts the highest numbers of students and is
dominated by female students (although numbers of male students choosing
this option have slightly increased recently), while Recreation & Health attracts

higher proportions of male students (Skolverket, 2018b).

Table 2 Orientations, Subjects, Courses and Vocational Outcomes

Orientations Pedagogical Work Recreation & Social
Health Work
Subjects Pedagogical work Leisure and Social
recreational work
activities
Courses Pedagogical work Swimming and Social
recreational work
facilities
Vocational Nursery nurse, Swimming/sports  Caretaker
outcomes pupils assistant hall staff in support
and
service in
the
functional
impairment
area,
security
officer

Adapted from Skolverket (2012b)

The Child & Recreation Programme is provided in 188 schools nationwide,
it has a moderately large intake of students and is growing in popularity in
comparison with other vocational programmes (Skolverket, 2018b). It largely
attracts students whose parents’ highest educational background is upper
secondary level (Skolverket, 2018b)". The programme’s students obtain lower
grades, on average, than students of all of the other national programmes, both
academic and vocational (Skolverket, 2018b). Nevertheless, a sizeable
proportion of the graduates, more than 19 %, proceed to higher education,
predominantly to become school or pre-school teachers (Skolverket, 2017a).

18 Since 2011/2012 the percentage of women has decreased from 65.2 % to 59.9 % (Skolverket, 2018b).
19 1n year 2017/2018 the percentage of approximately 63 referred to upper secondary level of education.
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Graduates of the programme generally secure employment in education, care
and social setvices (Skolverket, 2017a).

Service work is generally not well remunerated, for example nursery nurse is
one of the occupations with the lowest average monthly salaries according to
Statistics Sweden (Statistiska Centralbyran, 2017). Furthermore, the Child &
Recreation Programme is one of the vocational programmes with a low degree
of establishment in working life after graduation (Skolverket, 20172)%. The lack
of clarity and fuzziness of task descriptions of employments that the
programme leads to are claimed to compound the difficulties with securing
employments for the programme’s graduates, especially as a nursery nurse or
personal trainer (Skolverket, 2017b). However, chances to secure a job are
generally good according to the Swedish Public Employment Service
(Arbetstérmedlingen, 2018; see also Skolverket, 2018b), especially for
temporary positions (Virolainen & Persson Thungvist, 2017) in the social work
and service sector.

In summary, three distinctive features emerge from this presentation of the
Child & Recreation Programme. Firstly, the programme continues to cover
broad and somewhat disparate contents as it provides training for several
occupations in the service sector. Secondly, it mirrors an expansion of the
service sector where new occupations are being added. Thirdly, it may lead to
occupations with fragile opportunities for establishment in working life. These
characteristic features of the programme may have a bearing on students’
vocational becoming. For instance, the apparent incongruity of contents along
with a fuzziness of borders between them may call for a need to find a common
denominator to keep the Child & Recreation Programme together. Addressing
vocational matters under the encompassing umbrella of pedagogy may serve
this purpose.

2.2.1 Vocationalised Pedagogy in New Service
Occupations

Today’s Child & Recreation Programme is, in my view, vaguely described as
intended for students who wish to “work with children, youth or adults in peda-
gogical and social vocational areas, or in the recreational or healthcare sectors”
(Skolverket, 2012b, p. 63). Generally, this work is framed in terms of

20 Only 35 % of those who obtained a vocational diploma in 2014 were established in the labour market in the
following year (Skolverket, 2018b).
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pedagogical encounters® between setvice providers and service recipients.
Thus, the subject Pedagogy as a vocational subject® is curticularised as the
“core” of the Child & Recreation Programme, explicitly crafted for
development of “the ability to meet and pedagogically lead people in different
situations, and create good conditions for people to learn and grow”
(Skolverket, 2012b, p. 63). The four courses® that form the mandatory
conceptual foundations for vocational knowing for prospective nursery nurses,
personal assistants, personal trainers and security officers are thus geared
towards this overall goal of assisting, i.e., serving others to help them “develop”.
Thus, the programme has responded to a need for pedagogical leadership to
engender occupation-specific standards of conduct and demeanour®.
Moreover, pedagogy seems tailored to the programme’s existing emphases on
social skills and psycho-social growth (Lemar, 2001), its traditional orientation
towards child care and the needs of people-centred service work?.

However, the main imperative undergirding the upper secondary school
reform of 2011 was strengthening employability by curricularising clearly
defined vocational outcomes, that is, occupational qualifications. Pedagogy as
“problem-solving” and “preparation for action” were demanded by employers
(Skolverket, n.d.). Before the reform, Pedagogy appeared to cater for these
demands. Thus, Pedagogy as a vocational subject in USVET proved to be
sufficiently malleable to adapt to occupation-specific needs as discursively
articulated by various stakeholders, e.g., representatives of the security industry
(Wyszynska Johansson, 2016) and sports and leisure sector (Dyne, 2017)
(personal communication with Annica Nyman-Alm, May 2017).

21 Before the upper secondary school reform (Gy2011) the Swedish National Agency for Education confirmed
that several vocational courses typically on offer in the Child & Recreation Programme, e.g., communication,
were also popular with students across upper secondary school (Skolverket, 1998) as optional courses. There
was a growing demand, and need to cater, for educational content involving broad issues of pedagogy and
leadership within upper secondary school.

22 It consists of seven courses: Activity leadership, Communication, Learning and development, Human
environments, Children’s learning and growth, Pedagogical theory and practice, Pedagogical leadership.

23 These are: Learning and development, Human environment, Communication and Pedagogical leadership.
24 Therefore, in accordance with these intentions, pedagogy was discursively transformed into a programme-
specific subject and a common denominator for all the occupations that the Child & Recreation Programme
leads to (personal communication with Annica Nyman-Alm, May 2017).

25 Another intention guiding the reform of 2011 was to strengthen the scientific base of vocational
programmes. Pedagogy as a vocational subject anchored in cross-disciplinary science of pedagogy offered an
advantage in this regard.
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Through its adaptivity and malleability, Pedagogy as an USVET subject may
reflect the needs of service work as well as its intangible results. It is sometimes
claimed that service work produces immaterial results. However, the intangible
results of service work are products of material work, including work on
refining properties of relations and recipients. So, in service work and its
intangible results (care, protection, assistance etc.) work is refined because utility
is placed in this work corresponding to a human need a certain service is to
fulfil (Kotarbinski, 1982). In the next section, service work as dependent on the
interrelation between the service giver and the service recipient is outlined,
based on selected literature. This interrelation can be potentially framed as
pedagogised, as it can be assisting and supportive.

2.3 What is New Service Work?

Jobs in care (e.g., personal assistant), child care (e.g., nursery nurse), social care
(e.g., security officer) and leisure (e.g., sports instructor or personal trainer) can
all be described as high-touch (McDowell, 2009), interactive service work
(Leidner, 1993) and thoroughfare/transit jobs (Ulfsdotter Etiksson & Flisbick,
2011). They all typically involve people (children, customers, offenders and
disabled or eldetly service recipients) as “raw material” of both the work process
and the work product (Leidner, 1993), making the dynamic of labour
unpredictable as it relies on “the three-way relationship” (Leidner, 1993, p. 133)
between employers, service givers and recipients.

Service workers have to skilfully manage alignhment between interests and
intentions that may both converge and diverge, often in momentarily close
(even intimate) personal service exchange with others. Service tasks have also
been described as involving minimal decision-making, leading to routinisation
of work with people, particularly in highly regimented retail settings (Leidner,
1993). In these retail trade contexts, e.g., fast food retail chains, efforts to
standardise procedures offer protection from occupational hazards (e.g., insult
or other degrading treatment) but also contribute to the instrumentalisation of
relations between workers and others (Leidner, 1993). The security officer
uniform may act as a boundary maker between the private self and the
occupational role (Ulfsdotter Eriksson & Flisback, 2011). Service workers
typically “need to work on themselves to do their jobs well” (Leidner, 1993, p.
178), transforming attitudes, body movement, intonation and emotions
(Hochschild, 1983/2003). Customer interaction, which uses and thrives on
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emotion work (Hochschild, 1983/2003), can nevertheless be experienced as
rewarding, particularly when it is apparently integrated with a broad profile of
competence, expertise and knowledgeability (Brockmann, 2013). For example,
being customer-friendly may instil a sense of pride, purpose and autonomy,
especially when a salesperson experiences work as a complete sale activity
(Musaeus, 2002; Reegard, 2015).

Social skills required in interactive service work remain salient yet difficult
to pinpoint (Leidner, 1993). Service work providers need to pay attention to
(“read” and anticipate) service recipients’ interactive clues and respond to them
appropriately, modulating their own mood, demeanour and personal
articulations. However, sensitivity to others may not be recognised as an
occupational skill and reduced to a personality trait or general “likability”.

In service occupations, workers apply various strategies for coping with
unpredictability and negative stereotyping by the general public connected with
people-centred tasks. Apart from already mentioned routinisation (Leidner,
1993), workers may identify themselves with a brand and a company’s
manifested values or claim moral superiority and social responsibility
(Ulfsdotter Eriksson & Flisbdck, 2011). By refraining from intervening and
reframing degrading behaviour that stems from the need for subordination,
security officers may reclaim occupational self-worth. They also develop
occupational cultures that preserve a sense of self-dignity, normalising taint they
routinely deal with along with idealised societal expectations (Hansen
Lofstrand, Loftus & Loader, 2016). It may well be that by transforming
pedagogy into a vocational subject, efforts can be made to counterbalance the
alienating instrumentalisation of social relations and work on the self that are
inherent elements of service work. Reframing occupational hazards and social
taint involved in service work in terms of pedagogical encounter may also
neutralise possible negative connotations. Thus, Pedagogy as a vocational
subject in the Child & Recreation Programme offers a ready-made form and
content for the imperative of catering to the needs of person-centred new
service occupations. From a comparative perspective on vocational education
and training, soft skills of attending to customer care may be taught as
incorporated with a comprehensive model of competence or reduced to a set
of discrete procedural skills taught on the job (Brockmann, 2013).

As already mentioned, Pedagogy as a vocational subject in the Child &
Recreation Programme has been curricularised, forming an axis around which

vocational knowing, geared towards interaction-intensive service jobs, is
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discursively organised. However, vocational knowing for some occupations in
the programme has stronger roots in (child) pedagogy, e.g., nursery nurse or
swimming instructor, than the newer ones, e.g., security officer or personal
trainer. Therefore, Pedagogy as a vocational subject must be moulded to fit
needs of recently added occupational outcomes of the Child & Recreation
Programme. The expansion of the service sector to encompass new types of
service (e.g., personal trainer and security officer) are responses to societal
changes. Identity construction, emerging as a central theme in the western
industrialised wozld, requires constant purchase of services and a careful
combination of them as identity construction building blocks (Allvin, 2006).
However, all service work carries potential connotations of servility and
submissiveness of sale of oneself (Gorz, 2001, p. 56-63). This pervading threat
can be dealt with by various measures, e.g., efforts to distance oneself from the
actual service work being carried out (see above) and by efforts to
professionalise service occupations through education.

In sum, vocational becoming for people-centred service work is often
examined in terms of socialisation into patterns of being that are valued in
communities of practice. Furthermore, when applying critical theories, this type
of work is described in terms of deskilling, alienation and exploitation of
petsonhood (Braverman, 1974/1999). This thesis highlights instead the role of
conceptualised knowing for vocational becoming. As shown later, exposure to
a certain vocational content, such as surveillance law, assists young students in
their transformation to become prospective security officers. This brief outline
places service work as contested and drawing on soft personal resources.
Therefore, it can also be claimed that vocational knowing is steeped in
relational, common sense layman culture (Steinnes, 2014), which indirectly
raises questions about the foundations of its specialisation. Clearly, students
who have just begun to form a vocational identity need to become sensitised to
conflicting interests and expectations from the public, employers and service
recipients. These dilemmas will inevitably influence students’ experienced
curriculum of vocational becoming, possibly infusing education and training
with conflicting messages. These messages may, for instance, highlight efforts
by stakeholders to counterbalance social taint by a sense of moral superiority,
expertise and personal accountability.
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2.4 Research on the Child & Recreation
Programme

In this section, some research on the Child & Recreation Programme is briefly
and selectively outlined. Generally, the research singles out this programme as
targeting/attracting and appealing to pupils from lower socio-economic strata
(Ambjornsson, 2004). Moreover, several studies have shown how schooling, in
this and other programmes, contributes to reproducing social inequalities, e.g.,
by assessment and teaching practices (Hjelmér, 2012; Korp, 2006; Norlund,
2009) as well as gendered identity construction (Ambjornsson, 2004). The views
of vocational teachers as well as workplace supervisors and trainers on their
instruction and guidance have also been scrutinised (Dyne, 2017; Lemar, 2001;
Mirtensson & Andersson, 2018).

Lemar®* (2001) contends that students attending this programme are
subjected to instruction that is weakly classified, i.e., the boundaries between
subjects, private/public and teacher/student ate blurred. Personal relations on
different levels (group and individual) are conflated with the goals, contents,
methods and assessment in accordance with the programme’s goal to ensure
that students know themselves and understand others to prepare them generally
for work with people. Teachers act as role models, developing a generalist
pedagogical competence to cater for shifting needs of the highly heterogeneous
student population. Negotiating group processes in the spirit of shared
responsibility and mutual respect, conflict management, maintaining rapport
and camaraderie based on care for the individual student all mark teacher
practices in the Child & Recreation Programme. Teachers apply explicit rules
and specifications for handling group processes to structure what may be
described as predominantly invisible pedagogy (Lemar, 2001). Hjelmér (2012)
has studied the enacted curriculum of education for and in democracy in
relation to how students in a Child & Recreation Programme exercise their
agency. Applying Bernsteinian theory, she finds a care-centred pedagogic code
that students maintain together with their teachers, enabling students to
negotiate requirements and downsize demands in a programme whose focus
Hjelmér describes as blurred, that is, neither devoted to employability nor
further studies. She also observes that instruction in a Child & Recreation
Programme is regulated by course goals and grading criteria, but students seem

26 She studied Child and Recreation teachers’ identity as vocational teachers in a transition from rule-steering
to goal-steering education governance, using a largely Bernsteinian theoretical framework.
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preoccupied with writing down the ‘right” answers*’. Drawing on critical theory
research of vocational education, Hjelmér contends that students in a Child &
Recreation Programme are deprived of learning opportunities, thus reinforcing
a low societal position. A licentiate thesis by Dyne (2017) is of interest here as
it describes how the newly introduced occupational outcome of Personal
Trainer (cf. Security Officer), takes form in collaboration between working life
and school. Examining this collaboration in one school, she argues that students
are provided limited access to the whole array of personal trainer occupation-
specific tasks, and in extension meeting the formal requirements of certification
as personal trainers. This is despite vocational teachers’ attempts to tailor the
instruction to the interests of service and sale espoused by the recreation and
wellness industry. In sum, students’ identity formation as prospective personal
trainers may be threatened or curtailed by salient difficulties with obtaining
formal qualifications.

To recap, the Child & Recreation Programme comes across in research as
firmly grounded in theoretical knowing pertaining to human relations
(pedagogy, psychology and sociology) rather than occupational practice, which
appears diverse and disparate. This may make the programme appear fuzzy or
perhaps even quasi-vocational.

27 Her focus is however not on vocational subjects.
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3 Literature Review

This chapter presents previous research on three areas of interest in the thesis:
vocational becoming, experienced curriculum and feedback. The procedures
and search strategies applied in the review, and its boundaries, are also outlined.
Details of the literature search are provided in Appendix A.

The three areas of interest (vocational becoming, experienced curriculum
and feedback) are far from unambiguous as these phenomena can be “brought
to surface” through various expressions and they have diverse aspects with
vague boundaries (cf. Levinsson & Preitz, 2017, p. 213). For example, feedback
can be studied both as information and as interaction. Therefore, this literature
review is not intended to provide an exhaustive account but rather to arrange a
meaningful configuration of previous results in relation to my open-ended
qualitative research questions. The aim is to provide an account of how results
of previous research operationalised theoretical concepts relevant to the two
research questions (Levinsson & Preitz, 2017). This approach, inspired by
configurative tradition, explains why some studies in this literature review

receive more attention than others.

3.1 Procedures and Search Strategies

Relevant literature was sought®

using data search engines, predominantly
Supersok®, Eric Ebsco (including Education Research Complete) and Google
Scholar. For Swedish research (books and dissertations) the databases included
Libris and Swepub. For Notrdic (but not Finnish) research, Nora Open Access
Database and the Danish National Research Database. Finnish research is
highly relevant because there are some similarities between Finnish and Swedish

school-based upper secondary education, with a common cultural (Nordic)

28 The last round of literature search was carried out at the turn of April and May 2018.
2 Supersck is a search engine covering most of the collection and databases available at Gothenburg
University library (post-1976). My search was systematically expanded by including material outside
of the library collection, narrowing to the pedagogy discipline and with preference for newer material.
My occasional expansion of selected discipline to other disciplines, e.g., anthropology and language
studies (combined in Supersok with literature studies), did not yield additional sources.
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context. Finnish research was therefore accessed through English language
media whenever possible.

In addition, through my participation in the Research School in the
Pedagogy of Vocational Subjects (Wyszynska Johansson, 2015) I have acquired
broad familiarity with research on VET and assessment. This familiarity
facilitated alternative ways for manual source retrieval sustained over a
prolonged period of time. Apart from the advantage of building a solid
understanding of research areas, this enables iterative searches and their
continual revision. The reference literature accessed through database searches
or other means, e.g., participation in academic conferences, often led to
additional sources that were retrieved manually and scrutinised in a snowball
manner.

Handbooks were also consulted, as they generally provide a state-of-the-art
research overview of a specific field, e.g., VET, or specific educational
phenomenon, e.g., assessment, in a given period of time. Older handbooks (see
Appendix A) helped me to map the three areas of interest here onto early
research in VET in its early days (1982; 1996). For instance, references to so-
called periodic feedback (1982) helped me to position feedback in relation to
formative feedback (2010a) (see Appendix A), and link research on these
phenomena with general issues of assessment in VET (Ecclestone, 2010b, pp.
337-341). In order to place studies on experienced curriculum in a broader
curriculum research, a total of five chapters in two handbooks (2008b; 2015)
were consulted (see Appendix A).

My literature search was supplemented by consultation of databases of two
specific journals (Iocations & Learning and Journal of 1V ocational Education and
Training) of particular relevance according to their declared scope and breadth
of scientific interests?. Following these additional searches, I am confident that
I have not missed any key articles, but of course I cannot be certain of this.

Due to my prior general acquaintance with VET research, I could restrict all
database searches to scholarly and peer-reviewed material without a severe risk

30 Vocations and Learning: Studies in Vocational and Professional Education is described as an international
forum for papers covering the broad field of vocational learning. Established in 2008 and published
by Springer Netherlands its coverage includes issues of curriculum and pedagogy, the role and nature
of knowledge in vocational learning as well as analyses of instruction. Journal of V'ocational Education
and Training, published by Taylor & Francis, covers (in addition to this broad field) issues of critical
discussion of policy and practice, specifically including assessment. This journal was established in
1948 as The VVocational Aspect of Edncation (up to 1995).
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of missing relevant material. The searches also covered dissertations (mainly
doctoral theses, but relevant Swedish licentiate dissertations were also
consulted). Two research schools (the Research School on Vocational
Pedagogy and the Research School in the Pedagogy of Vocational Subjects)
have produced a number of highly relevant sources of information in the
context of the Swedish system of vocational education?.

As my research questions concern meaning-making of experience, the
relevance of previous research results depends on how their subjects interpreted
their experiences rather than their unequivocal relation to these experiences.
Therefore, the sources deemed to be of interest were restricted to studies that
applied (wholly or largely) qualitative methodology. This section concludes by
presenting the search strategies together with the exclusion criteria (Table 3).
Searches were carried out using word strings in English, Swedish and selectively
Polish.

31 These schools were established in collaboration between six universities with the specific aim to
amend the lack of research on Swedish VET. Students’ conceptions of aspects of vocational
programmes were one of the focal research interests (Lindberg, 2016). The two schools have resulted
in a total of seven doctoral theses and 13 licentiate theses, including Wyszynska Johansson (2015).
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Table 3 Search Strategies

General Search Term Specific Search Word String Exclusion Criteria
Vocational identity formation ~ Vocational identity Adult occupational identity
Yrkesidentitet formation/development In-service education
Tozsamos$¢ zawodowa Occupational identity Higher education

formation/development
Feedback Feedback, formative Domain specific studies:
Aterkoppling assessment, assessment for career guidance, language,
Informacja zwrotna learning, vocational education  computer technology

and training, apprentice®,

student* experience*32 Compulsory school

Higher education

Experienced curriculum Experienced curriculum Young children
Curriculum-as-experienced Domain specific: computer
Curriculum of experience technology, academic
Curriculum-as-lived subjects

3.2 Boundaries of the Literature Overview

Although research on the three areas of interest is vast, cutting across education
systems and working life, studies on relevant phenomena in upper secondary
VET contexts are rare. Generally, despite applying various filters, e.g., no
literature on adults, online learning or higher education, my strategic search
results still returned sources that were deemed to be cleatly irrelevant, e.g.,
studies on teacher training. Some conceptual difficulties also arose. For
instance, adolescents’ vocational becoming can be researched using the concept
of identity formation derived from the construct of identity as a content,
process ot structure (Porfeli, Lee & Vondracek, 2013). Studies on identity as a
(psychosocial) composite construct or generally a structure, or a result of
psychological and psychodynamic processes (e.g., Erikson, Marcia) are
excluded here. Studies on (adult) occupational identity, that is, identity derived
from participating in occupations through remunerative employment, are also
not considered (Kirpal, 2004), along with studies on adult learners in working
life or in-service education. Regarding research on experienced curriculum,
studies focused on young children were excluded. In literature, feedback and
assessment often overlap or subsume each other (cf. Forsberg & Lindberg,
2010). Domain-specific studies on feedback, e.g., career guidance, language

32 By using truncated words (student* experience*) I intended to find literature on feedback from
vatious perspectives, both collective and individual students’ perspectives.
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teaching or natural sciences as well as studies with higher education settings
(e.g., medicine or computer technology) are not included in this review.
Regarding research on the three areas of interest here, country-specific
contexts of vocational education must be carefully considered (Esping-
Andersen, 1990). In several countries, occupations are largely learnt in school
(Finland, France, and Sweden) or workplaces (USA, UK). In others it is bound
with apprenticeship and may involve a combination of vocational learning in
school and professional training in a company (the “dual system”, as
implemented in Germany, Austria, Denmark, and Switzerland). There is also a
mixed model (the Netherlands) (Sappa & Aprea, 2014). Clearly, each model of
initial vocational education offers profoundly different opportunities for young
people to shape vocational identities through feedback (see Brockmann &
Lautrie, 2016). Moreover, different models of vocational didactics (Gessler &
Moreno Herrera, 2015) inevitably mould young people’s experiences of
vocational becoming. Studies of chiefly school-based initial vocational
education and training are of primary interest here, although studies of
apprenticeship are included when deemed relevant, e.g., by contributing to
research on student experience of learning in workplaces. The three literature
reviews that follow are similarly structured as to account for specific literature
search methods, general features of research field concerned, a review of

selected sources, and final short recaps.

3.3 Research on Vocational Becoming

To search for relevant literature on vocational becoming I used the Boolean
string “vocational identity OR occupational identity formation”. This string
captures both aspects of vocational becoming, i.e., learning an occupation in
conjunction with a transformation of being. Searches with this phrase in the
keyword position together with “vocational education and training” and in
combination with “young people* expetience™” yielded 668 hits*. All the hits
were screened by title and published source, e.g., type of journal for relevance,
resulting in approximately 20 sources. These sources were further screened by
abstract.

I conclude that vocational identity formation is generally treated as an
interplay of two main elements, structure and agency, allocating varying relative

3 Using Supersok, additional Ebsco and Google Scholar searches confirmed the results.
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importance to them. Therefore, different approaches to learning an occupation
provide differing perspectives for empirical studies of vocational identity
formation. Several strands can be discerned. A review by Schaap, Baartman and
de Bruijn (2012) identified vocational identity formation as one of six themes®
for structuring student experience during school- and workplace-based VET.
In a handbook of technical and vocational education and training, Rauner and
Maclean (2008) argue that learning an occupation has a socialisation effect
leading to a similar habitus with people sharing patterns of thinking and acting
in the wortld. In a review of literature guiding workplace learning in VET,
Mikkonen, Pylvis, Rintala, Nokelainen and Postareff (2017) contend that
instructional situations in workplaces may facilitate identity transformation.
However, in a review of literature on workplace learning, Tynjild (2013) argues
that vocational identity formation is related to agency, that is, how individuals
exercise their agency modifies their identity.

Successful vocational identity formation is about students converging their
personal interests with “imagined future identities” that vocational education
offers, according to Helms Jorgensen (2013, p. 1606). In a similar vein, Phillips
underscores that vocational identity formation appears for young people as
essentially “a quest to achieve an adequate vocational identity to sustain them
in a working world as a young adult” (1995, p. 6). Studying vocational becoming
as a quest for subjective meanings requires methodologies that allow
interpretation by actors involved, e.g., interviews and field studies.

3.3.1 General Features

Vocational identity formation begins in VET (Virtanen et al., 2008) as both its
key aspect and an outcome, as robust vocational identity seems a prerequisite
for workforces “to plan, execute, and monitor their work activities
autonomously”, according to Klotz et al. (2014, p. 1). Apart from exposure to
work experience in workplaces, vocational identity formation is also dependent
on a fit between personal interests and “consent to engage fully in the process
of occupational preparation” (Klotz et al.,, 2014, p. 17). This claim brings
student agency to the fore.

Several strands can be differentiated from the brief introduction to research
on vocational identity formation presented above, based on different

34 The other themes describing students’ learning processes are related to expertise and knowledge
development, learning styles, knowledge integration and motivation for learning.
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metaphors for vocational becoming, e.g., boundary crossing. Presenting
research on vocational identity formation as separate clusters of literature is, of
course, an essential simplification and empirical research often applies several
metaphors for learning (Sfard, 1998). In the following overview of previous
research, I consider results of empirical studies from several previously
identified perspectives (Mikkonen et al., 2017; Rauner & Maclean, 2008; Schaap
etal.,, 2012; Tynjild, 2013). These are treatment of vocational becoming in terms
of boundary crossing, participation, transfer, and habitus. I also supplement the
four strands of research with a proposed fifth metaphor, generalisation of
knowing, to place the studies this thesis is based upon in relation to previous
research.

3.3.2 Vocational Becoming through Boundary
Crossing

Boundary-crossing is triggered by the need to reconcile conflicting demands
(e.g., arising from school and work-based practices) to develop a vocational
identity (Akkerman & Bakker, 2011; Bronkhorst & Akkerman, 2016). However,
boundary crossing may also be extended to other and wider kinds of
discontinuities that individuals may encounter, such as “non-sameness” and
thus potentially dissonance, and ways they handle associated difficulties
(Akkerman & Bakker, 2011; Bronkhorst & Akkerman, 2016). Ways that
individuals exert their agency reconciling these discontinuities and barriers for
learning are highlighted in research rooted in a boundary-crossing perspective
(Akkerman & Bakker, 2012; Brockmann, 2010; Tanggaard, 2007).

In a Dutch study of “identity-related challenge of students’ boundary
crossing”, Akkerman and Bakker (2012, p. 153) identified epistemic
requirements that hindered students’ movement between school (on release
days) and work (in laboratories) to fully capitalise on learning for vocational
becoming. They had to align knowing that was technology-heavy, protocolled
in scripts and socially distributed, acquired from laboratory workplaces, to
starkly individual presentational school performances. These presentational
school performances were assisted by teachers asking controlling questions.
Teachers’ questions were reportedly of “why”” character, tailored to “follow the
standardized lines of disciplinary reasoning” (Akkerman & Bakker, 2012, p.
160), rendering vocational knowing in workplaces invisible in the format of
presentational school performances.
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Tanggaard (2007) investigated how electro-mechanical engineering
apprentices experienced vocational education in the Danish dual model. She
found that vocational becoming emerged from the students’ participation
across the school and work contexts, and thus was a case of boundary-crossing
between bounded cultural practices. This continuous crisscrossing required
their investment in membership of various communities of practice, balancing
conflicting demands of legitimacy and strangeness in peer and adult groups.

A study of a motor vehicle maintenance class in an English further education
college, by Brockmann (2010), illustrates how formation of a vocational identity
(in this case as a car mechanic) is intertwined with (social) learner identity
formation. The two processes are frequently treated as bounded and distinct in
institutionalised discourses in vocational education (Brockmann, 2012;
Brockmann & Laurie, 2016; Korp, 2011, 2012; Tanggaard, 2007). Monitored
students seemed to comply with these pedagogical discourses, reinforcing a
learner/wortker dichotomy (Brockmann, 2012; see also Korp, 2011). However,
their learner biographies provide evidence of sophisticated choices of advanced
learning opportunities that they actively sought (Brockmann, 2010; see also
Korp, 2011, 2012). Therefore, the kind of activities they elected to engage with

2

“posits them as experts in their own right” whereas “’being talked at”” seemed
to extinguish their interest (Brockmann, 2010, p. 67).

Students’ experiences of becoming a carpenter in a Danish vocational school
context are examined by Vestergaard Louw (2013), who highlights their relative
lack of general familiarity with carpentry as an area of work. This unfamiliarity
reportedly contributed to social processes of inclusion, exclusion or even
estrangement of young students during vocational courses in the school
workshop (Vestergaard Louw, 2012). The carpenters-to-be heavily relied on
support from their teachers for inclusion. Sometimes, however, typically in
assessment situations in the workshop, teachers withdrew their visible support,
leaving students to their own devices to manifest their knowing for teachers to
assess. These sudden switches or discontinuities between a direct and indirect
teacher approach resulted in uncertainty for students, leading to disengagement,
which may naturally impede progress in vocational becoming.

Students’ experience of discontinuity between school- and workplace-based
assessments influences their vocational becoming, according to a focus group-
based study by Sandal, Smith & Wangensteen (2014). Their investigation is
particularly relevant here as it shares the Nordic cultural context of people-
centred work (care) and concerns initial stages of vocational becoming through
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assessment. A key finding is that students tried to bridge school discourses of
learning goals with workplace discourses centred on the immediacy of tasks and
shared meanings that these tasks produced for students who were exploring
possible future careers. Students reported varying degrees of autonomy in
workplaces, and associated passivity or engagement, which often depended on
the subjectively matching between expectations of the student and workplace
personnel regarding suitable tasks. The above survey of empirical studies shows
the usefulness of the boundary-crossing metaphor when exploring issues of
student agency in vocational becoming.

3.3.3 Vocational Becoming through Participation in
Communities of Practice

The starting point of this research strand is in situative practices of socialising
patterns of legitimate but peripheral participation (Lave & Wenger, 1991) in
communities of practice, notably in workplaces (Chan, 2013a, 2013b; Pang,
2015). However, master-apprentice patterns of learning through participation
can also be activated in school-based contexts of vocational education (Korp,
2011, 2012; Vestergaard Louw, 2013).

Vocational becoming in the light of participation in workplaces takes place
along the trajectory from proximal participation through an initial stage of
belonging to a workplace (Chan, 2013a, 2013b; Pang, 2015). In a Danish study
of retail apprentices, Museaus (2002) found that a first step for prospective
salespersons was to pick up certain clues to align themselves towards, e.g.,
striving to act in a happy and out-going fashion, while maintaining an overview
of the store. Through this active process of alignment they gradually developed
appreciation for certain values, e.g., high fashion, which they interpreted as
representative of a store and those who worked there, putting personal tastes
aside. Thus, their vocational becoming was about representing, communicating
with customers and trading with them immaterial values and lifestyles
commodified in sales (clothing) items. However, re-moulding into a self-
confident, self-reliant and persuasive salesperson in work and outside of work
was not the only crucial identified element of vocational becoming. To become
a salesperson the young people also reportedly had to develop a capacity to
juggle and integrate discrete operations into a meaningful whole of a task to be
automatised as a complete flow of integrated actions (e.g., selling an expensive
garment) (Musaeus, 2002; cf. Brockmann, 2013). Thus, vocational becoming
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and in relation to legitimacy of knowing across vocational courses. However,
these discontinuities may appear as subtle instances of non-sameness.

- Thirdly, vocational becoming that emerges through students’ adoption of
an initial vocational stance as an extension and refinement of the
pedagogised encounter.

The following subsections discuss and elaborate these three articulations in

relation to previous research.

7.1.1 Vocational Becoming as Pedagogising
Encountering

Service work emerges for students as a matter of encountering people built on
adjustment to others in occupation-specific contexts. However, this adjustment
is not commonsensical but represents multifaceted vocational knowing,
possibly rooted in the vocational subject of pedagogy (see Subsection 2.2.1),
i.e., a programme-specific subject. Therefore, students’ experienced curriculum
of vocational becoming materialises through pedagogising encounters, resulting in
production of human pedagogised encounters. As students in the course of
vocational becoming practice how to pedagogise occupation-specific
encountering, they align themselves with the value of attunement to the needs
of others.

The goal of such pedagogised encounters centres on influencing and
affecting others in various ways, e.g., by modifying behaviours. This
pedagogised encountering appears quite divergent, e.g., between security
officers and offenders, nursery nurses and children, or personal trainers and
customers. Hach kind of such an encounter requires relational capacity to read
others and conform to expectations in sometimes unpredictable situations. For
prospective personal trainers and security officers (Articles 2, 3 and 4),
customer care and sale of lifestyles and security services (Allvin, 2006; Gorz,
2001) morph with pedagogised encounter. Viewing sales as complete cycles of
sales actions, from making the right first impression (Article 2) to managing and
capitalising public trust as an asset (Articles 3 and 4), has been shown to
enhance an experience of vocational becoming in the context of training for
retail (Brockmann, 2013; Musaeus, 2002; Reegird, 2015 ). The limited data
acquired in the studies this thesis is based upon do not allow further inspection
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of sales primarily framed as pedagogised encounters and in relation to new
service occupations, but this could open up other lines of enquiry.

In summary, students exercise an approach of attunement in assessment
situations and in workplaces (Articles 1, 2 and 4) through tailoring pedagogised
encounters, reading social clues and cues, paying attention to social dynamics
and adjusting accordingly. I therefore argue that a discourse of meeting others
correctly in occupation-specific encountering resembles what Lemar (2001)
describes as a general pedagogical approach, forming here a backdrop for
students’ experienced curriculum of vocational becoming. Hence further
vocational specialisation for service work is fitted in and made coexistent with
such a general frame of meeting others appropriately, that is, employing
attunement to others through pedagogising encountering.

Subsequently, students’ experienced curriculum of vocational becoming
highlights sensitivity and receptiveness for social signals, e.g., during workplace-
based parts of education (Article 2). The students’ accounts reported here are
in line with previous research on the use of learning strategies such as tailoring
questions (Ferm et al., 2018). However, students tailoring questions acquires
new meanings here as it concerns students’ efforts to sustain a good relationship
with others in workplaces in the light of pedagogising encountering (Article 2).
On similar premises, claiming and assuming responsibility for work tasks in
workplaces (Musaeus, 2002; Pang, 2015; Reegird, 2015) have wider
implications for students whose main concern seems to be their capacity for
attunement and mutual adjustment to others. Students’ resourcefulness to make
themselves useful as opposed to a burden in workplaces (Ferm et al., 2018) can
also be seen in the light of this developing capacity for attunement (Article 2).
The participating students told stories of how they tried to make themselves
useful to workplaces, of alienation and taking up the challenge of proving
themselves fit for the job. Their testimonies generally confirm previous research
(Conway & Foskey, 2015; Bakkevig et al., 2015; Pang, 2015; Sandal et al., 2014;
Wegener, 2014), additionally displaying how students acknowledge the risks,
uncertainties and responsibilities of the service provider inherent in
pedagogising encountering.

The observed and reported pedagogised encounters had vague contours and
could not be easily pinned down (Articles 1, 2 and 3). Students’ experienced
curriculum of vocational becoming appeared (for example) in the Diploma
project as elusive work on pedagogising encountering, fuzzily demarcated from
commonsensical knowing (Article 3). In comparison, the base for knowing or
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the content of this programme according to Lemar (2001) seems indistinct®
(blurred) in outline. In her description of the instruction content and vocational
pedagogy, work on the self is blurred with work on others with an explicit aim
to develop a capacity for applying a general pedagogical approach. Thus, the
lack of demarcation between the objective and subjective may contribute to
perceptions of vocational knowing for service work in instruction as broad and
disparate (Lemar, 2001) or even foggy (Hjelmér, 2012). At the programme’s
inception in upper secondary school in the 1990s, psychology, sociology,
communication, pedagogical leadership and health pedagogy formed the
backbone of an earlier version of the Child & Recreation Programme. This
multi-disciplinary knowing foundation had to be interpreted by teachers in
relation to occupation-specific knowing for work in nurseries, schools, after-
school programmes and leisure centres. The overall aim of the Child &
Recreation Programme was for students to develop a “pedagogical approach”
to apply in “socio-pedagogical activities and recreation”, according to Lemar
(2001, p. 212). As Lemar’s concern was not with students but with their
teachers, her study provides no indications of how vocational pedagogy affected
students’ experience of vocational becoming as leaders with a pedagogical
approach. However, this thesis and the appended papers show that students’
experienced curriculum of vocational becoming can accommodate the
inevitable fuzziness of pedagogising encountering.

Pedagogising encountering seems difficult to capture through disciplined
vocational knowing, e.g., framed in the vocational subject of pedagogy. This
observation could potentially be extended to other emerging templates for
service occupations. The conceptualised knowing required for service work is
difficult to pinpoint (Dewey & Dewey, 1915; Krupskaja, 1985; Lunacarskij,
1981; Vygotskij, 1997/1926). Hence, students participating in the Diploma
project drew on commonsensical understanding of team work in their
vocational becoming. In their efforts to devise a written safety and security plan
no utilisation of any theoretical insights into group work, from (for example)
pedagogy as a vocational subject, was detected. It is even doubtful if such
insights could have enriched their immediate task at hand or their lived
experience of, e.g., chairing a group work session. This lived through experience
of frequently unruly peer collaboration was a feature of their vocational

69 Content related to recreation was especially criticised for its weak theoretical anchorage in leisure science
(Lemar, 2001).
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becoming during the Diploma project. Tentatively, however, discipline-related
insights, e.g., from the vocational subject pedagogy, could have enriched
students’ personalised work of the self and on the self.

7.1.2 Vocational Becoming as Students Managing
Discontinuities

The difference in feedback-making between school- and workplace-based parts
of education presents a type of discontinuity for students (Articles 1 and 2). The
participating students’ talk indicates that their experienced curriculum of
vocational becoming arose between two porously rather than sharply bordered
learning contexts of school and workplaces, such as nurseries and pre-schools,
security companies and gyms. Students referred to scarcity or vagueness of
feedback in both school and work contexts (Articles 1 and 2), in accordance
with previous findings in people-centred VET (Bakkevig Dagsland et al., 2015).
Tentatively, the variety and abundance of feedback in workplaces, perhaps
more salient in other settings, e.g., machine-centred (Berner, 2009; Korp, 2012),
may not be recognised by students. They need to treat the knowing that
tfeedback refers to as specialised, which emerges in this thesis as a central feature
of students’ experience of vocational becoming. Therefore, students’ growing
sensitivity to their knowing as specialised in itself appears to be a central
expression of their vocational becoming. This finding is a further development
in line with Sandal et al. (2014) and Wegener (2014).

Boundaries within schools (Akkerman and Bakker, 2011) are another type
of discontinuity addressed in Articles 3 and 4. For example, the participating
prospective security officers crossed a porously defined boundary between
vocational subjects: the Diploma project and training package (Article 3). These
two seemingly similar and advanced courses share a focus on students’ ability
to perform recurrent work tasks and highly occupation-specific vocational
knowing. I argue that these coutses, appatently geared towards similar goals™,
presented an epistemic discontinuity to students. Such a discontinuity reflects
what knowing is assessed as legitimate in cultural-historical formations of
school and work/industry (cf. Akkerman & Bakker, 2012).

I contend that students reconciled and bridged such epistemic discontinuity
arising from two different experiences, as teenage students-in-school-group-
work (the Diploma project) and prospective-“modern”-security-officers (the

70 Although a Diploma project is also aligned with the Child & Recreation Programme’s broader diploma goals.
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training package). Becoming a modern security officer (a combination of a
ninja, janitor, negotiator, technician and whistleblower) as rehearsed by students
in the training package, is claimed to be set apart from the mode of being a
responsible teenage student, practicing pedagogised encounters in group work
in the Diploma project (Article 3). This non-sameness of experience, which is
due to differing emphases in instruction as students live through them, means
that students need to re-adjust according to how they interpret the social
situation of the instruction, in a similar vein to what Vygotskij
(1933/1934/2001) refers to as the social situation of development (Article 4).
Therefore, students handle this epistemic discontinuity by what I call here
generalising vocational knowing horizontally between vocational courses
(Article 3), constructing two differing sets of associations (Beach, 2003).

Students get plenty of opportunities in the training package to form rich
associations (cf. Bijlsma et al., 2016; Heusdens et al., 2016). In the Diploma
project these opportunities seemed more restricted, possibly due to instruction
being student-led, less structured and less scaffolded (cf. Vestergaard Louw,
2013). As students moved across the two vocational courses (the training
package and Diploma project), they seemed to grasp conceptualised vocational
knowing such as surveillance law in different experiential frameworks (Article
4). When they approached surveillance law from the perspective of an agile
ninja entering a confined space, they could use surveillance law in manifold
ways, e.g., as a means of self-protection (Articles 3 and 4). In contrast, in the
Diploma project, students and teachers collectively emptied surveillance law of
its specific occupational meanings, transforming it into a vehicle for practicing
quite generic (pedagogised) social skills for school peer group work (Article 3).
Therefore, students contributed to generalising surveillance law by flattening its
meanings, approaching the subject in the Diploma project as generally
commonsensical and everyday knowing (Articles 3 and 4). Such students’
commonsensical approach to vocational knowing, particulatly in relation to
child care, has been previously identified as an obstacle or vocational threshold
that students must cross (Steinnes, 2014; Wyszynska Johansson, 2015).

To recap, students’ experienced curriculum of vocational becoming, as
observed and recorded in studies reported in this thesis, appears to be
punctuated by blurred discontinuities. However, discontinuities may not
necessarily be obstacles (Akkerman & Bakker, 2011). The epistemic
discontinuity presented above offered students opportunities for generalising
knowing how to attune to others in pedagogised encounters. Thus, epistemic
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discontinuity enables two expressions of vocational becoming, that is, the
pedagogised encounter and the vocational stance, run in parallel, fertilising each
other. In the following subsection, what I mean by students developing a
vocational stance is explained.

7.1.3 Vocational Becoming as Adopting a Vocational
Stance

The pedagogised encounter forms a platform from which students develop an
initial vocational stance, oriented towards aligning their personal and teenage
resources with vocationally relevant sense-giving fields of child care or
customer care (Articles 2, 3 and 4). Thus, stance encompasses for students
occupation-specific ways to carry themselves in the world as integrative
(emotionally, mentally and bodily) modes of being (Article 4). Therefore,
adopting such an initial vocational stance entails a need for students to
transform themselves (cf. Beach, 2003). Prospective security officers go
through such a transformation as they ready themselves for dealing with risk
and uncertainty by crossing certain thresholds (Vaughan, 2017; Articles 3 and
4). Those I observed and interviewed realised the importance of correctly
dressing (in uniform) as an example of a gateway to becoming a security officer
(Article 3) (Ulfsdotter Eriksson & Flisbick, 2011). This vocational stance was
facilitated by social recognition from significant others, i.e., instructors (Nielsen,
2008), in a widely recognised master-apprentice configuration (Chan, 2013a,
2013b; Korp, 2012; Articles 3 and 4).

The adoption of a vocational stance is supported by vocationalising
concepts (Article 3). I contend that vocationalising concepts express
generalising knowing horizontally and vertically. Prospective security officers
vocationalise concepts building on a constant movement between the opposites
of generalisation and particularisation. This horizontal movement is possible as
emerging (vocationalised) concepts feed upon the strengths and weaknesses of
each other, extending each other in accordance with the principle of the ZPD
(Vygotskij, 1934). The thinness of abstraction is filled with the empirical
thickness of teenage experience (as a filtering prism of periezhivanie) (Article
4), whereas this empirical experience transforms into handy models for
vocational actions, such as inflicting restraint. Prospective security officers
transform the everydayness of certain words, e.g., “anomaly” into useful
shortcuts for action, whereas the “uniform” condenses and contains for them
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conflicting symbolic meanings. This horizontal movement of generalising
knowing in the development of a vocational stance is accompanied by the
verticality of students’ crossing vocational thresholds. These vocational
thresholds include care, which may be both child- and customer-oriented
(Articles 2, 3 and 4). Crossing these thresholds creates vertical surges that move
the horizontal process of generalisation to a higher level in a spiralling
movement, directed both inwards™ and outwards™, which relies on a group’s
expansion of learner readiness (Article 4).

7.2 Contribution of Feedback-Making

Addressing the second research question (In what ways does the contribution of
feedback-making shape young students’ vocational becoming?), two aspects are discussed:

- First, the adequacy and usefulness of feedback for students’ experienced
curriculum of vocational becoming.

- Second, students’ readiness for reciprocity of feedback-making as a marker
of their experienced curriculum of vocational becoming,

7.2.1 Students Handling Adequacy and Usefulness of
Feedback for Their Experienced Curriculum of
Vocational Becoming

The students struggled to reconcile what they interpreted as a progression of
legitimate vocational knowing and standard-based assessment. Those who were
halfway through their education (Articles 1 and 2) associated feedback with
knowledge requirements that they utilised for guidance and self-coaching
towards the attainment of desired grades. The link between feedback and its
summative function of communicating grades seemed difficult to untie,
resulting in them placing feedback in the teacher’s authority, as frequently
previously reported (Gyllander Torkildsen & Ericson, 2016; Havnes et al., 2012;
Peterson & Irving, 2008). However, the student experience of feedback as grade
justification recorded here was closely tied to a dominance of teacherly scripts
of knowledge requirements in students’ accounts (Article 1). They claimed that
they tried to decode and dutifully comply with the formulaic/mechanical

71 Expansion of learner readiness furthers vocationalising concepts
72 Vocationalising concepts lead to expansion of learner readiness
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feedback centred on the three quality standards for written achievements. They
also claimed to spend considerable time on, firstly, unpacking the three quality
criteria for written assignments (writing in basic terms [6versiktligt], in a well-
grounded way [utfStligt], and in a well-grounded and balanced way [[utf6rligt
and nyanserat]), and then mapping their progression of vocational becoming
onto these descriptors.

In this manner, the three knowledge criteria became for students, as they
saw it, the guiding posts or, in the terminology of Hattie and Timperley (2007),
both feedback and feedforward in coaching towards desired grades
(Brockmann, 2012; Ecclestone, 2007; Jénsson et al., 2015; Torrance, 2007). 1
suggest that students may participate in such a “discourse of terminological
standardisation” (Sundberg, 2018, p. 130), but the standards are made visible to
them only pro forma (Article 1). In this light, the students’ experienced
curriculum of vocational becoming was shaped by conforming to regimes of
assessment based on performance standards of learning outcomes related to
declarative knowledge, poorly fitted with student self-recognition of
progression (Article 2). There are previously reported difficulties in fitting
school standard-based assessment (Sundberg, 2018) with assessment in
workplaces from a students’ perspective (Sandal et al., 2014). I argue that such
formulaic feedback appears instrumentalised from a students’ perspective and
may be of quite restricted value for their ability to self-assess their progression
of vocational becoming (Articles 1 and 2), which has reported importance for
vocational learning (Boud & Hawke, 2017).

According to advocates of assessment for learning (Assessment Reform
Group, 2002; Lundahl, 2011) “better” learning is promoted by assessment
regimes based on learning outcomes, with transparent grading criteria, and
alignment between goals, outcomes, assessment and feedback. However, in the
Child & Recreation Programme the fuzzy but flexible contents, methods and
assessment are conflated with a clear goal of relational competence (Lemar,
2001) in what are here referred to as pedagogised encounters. Furthermore, a
key feature of assessment regimes based on learning outcomes is transparency,
which not only overlooks salient qualities that student participants in my studies
referred to as “daring to try” or “ingrowing” but also may formalise, thus
trivialising them (Article 2).

Feedback in the training package did not appear to share deficiencies
recorded in a previous study (Havnes et al., 2012). Instruction in the package
(Articles 3 and 4) was tightly monitored with an explicit goal of alignment with
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certain sense-giving fields, and feedback appeared orchestrated to support these
alighment processes. Instructor-led feedback-making, facilitating both self- and
peer-feedback, assisted the expansion of learner readiness, while propelling
students to adopt a vocational stance. For example, students oriented
themselves towards surveillance law as a sense-giving field, when they
deliberated (through interaction with instructors’ feedback) whether abstaining
from action may be the right way to act in a hypothetical situation (Article 4).

Returning to the issue of discontinuity between school and workplace
feedback-making, inconspicuous feedback in workplaces poses challenges for
students (Article 2). Nevertheless, reading non-verbal clues and cues may
provide for some of them a powerful means to shape their vocational becoming
for service work, as illustrated by the recordings of prospective personal trainers
presented in Article 2. However, my perception was that the kind of service
work that students in this study accessed and subsequently reflected on may
offer intangible feedback that generally poses difficulties for students to unpack.
The kinds of service work tasks they were able to try may offer no salient
artefacts to gather round for collective investigation, as they may (for instance)
in a workshop (Berner, 2009; Korp, 2012; Vestergaard Louw, 2013). Instead,
students had to handle the intangibility of feedback on their own (Article 2),
which has previously reported inadequacy (Wegener, 2014).

7.2.2 Vocational Becoming as Expanding Readiness
for Reciprocity in Feedback-Making

The observed reluctance of students halfway through their education to
participate in feedback (Articles 1 & 2) is in line with previous research (Havnes
et al,, 2012; Peterson & Irving, 2008; Wyszynska Johansson, 2015). However,
in the light of vocational becoming through pedagogised encountering, their
reluctance is understandable because they acknowledge feedback as an intricate
social process dependent on reciprocity and attunement to others (Articles 1
and 2; Hochschild, 1983/2003; Leidner, 1993; McDowell, 2009). In studies
reported in Articles 1-3, students gave accounts of adjusting to others, building
on the reciprocity inherent in feedback. Notably, the students were aware that
feedback must be handled with care, to prevent it from adversely interfering
with social relations, e.g., through interpretation of feedback as encroachment
on peers’ private territory or teachers’ authority (Article 1). This appeared to be
a feature of the students’ expanding learner readiness for service work in initial
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stages of their vocational becoming. Thus, their acknowledgement of feedback
as part of pedagogised encountering may have been a first step towards
becoming ready for service work (Article 1).

This skill to manage feedback-making from a service provider’s vocational
stance must be developed from students’ current level of learner readiness for
service work. However, as shown in Article 1, students’ learner readiness for
feedback-making as a vocational skill varies. Some students relate to feedback-
making as recipients only, rejecting efforts to make them participate in
assessment and generally framing assessment as the teacher’s business. Others
may acknowledge that feedback-making is an intricate matter of the need to
attune to others but they do not know how to engage in feedback-making in
classroom settings (Article 1) or find it difficult to exploit in workplace-based
settings (Article 2). Tentatively, students halfway through education may already
acknowledge the complexity of feedback-making as part of their vocational
becoming, but do not yet feel ready to handle it in interaction (Article 1). This
may be especially likely if their experience of feedback is closely tied, if not
confined, to summative assessment. However, the participating future security
officers (Articles 3 and 4) appeared keen to engage in feedback as a reciprocal
matter of interaction, revolving around tightly aligned occupation-specific
contents. My conclusion is that their readiness to engage in peer feedback and
self-assessment reflected expansion of their learner readiness for reciprocity of
service work as pedagogised encountering. Next, the findings of the empirical
studies are juxtaposed with typical features of the Child & Recreation
Programme, then some implications of the findings for vocational pedagogy

are discussed.

7.3 Vocational Pedagogy for Fuzzy or Flexible
Vocational Becoming

With eatlier descriptions of the Child & Recreation Programme as disparate and
focused on the people-centred and relational (Lemar, 2001) I argue that this
programme provides fuzziness that enables smooth accommodation of
emerging, intangible rather than hard and fast templates for service work. The
expansion of the Child & Recreation Programme has resulted in its branching
out into several (including some recently established) trades. This expansion
and specialisation reflect the programme’s cultural-historical embeddedness
(for example) accommodating societal changes such as expansion and
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development of the welfare state. Hence, the students’ experienced curriculum
of vocational becoming is embedded in and responsive to the emergent patterns
of service occupations (Heinz, 2008). This responsivity allows gradual build-up
and refinement of students’ reciprocity in feedback-making as occupational
ways of knowing and doing (Articles 1-4).

These recently emerging patterns include “human touch” centredness and a
palpable focus on direct customer satisfaction. Such templates evolve from
communities of practice, whose cultural-historical practices shape vocational
conceptualised knowing (Articles 3 and 4). For instance, training to become a
security officer has evolved from a rudimentary and on-the-job character. This
kind of training, initially only targeting males, has emphasised the need to
handle and maintain public trust as the security industry’s main asset, and the
legitimacy base for the security industry. This evolving, and thus fuzzy, quality
of vocational knowing that students develop in the Child & Recreation
Programme has been dealt with so far by collecting these emergent templates
under the umbrella of a general pedagogical approach (Lemar, 2001) or what I
call pedagogising encountering. In terms of enacted curriculum, framing
vocational knowing as pedagogising encountering offers an elastic discursive
means for handling this seemingly disparateness of occupations focused on
care, support and customer satisfaction™.

The focal training package and the Diploma project offered students
different opportunities for vocational becoming through distinct ways of
enacting feedback. Tightly regulated and instructor-led instruction allowed and
encouraged feedback-making as an integrative vocational skill, but as a side
effect rather than a specific learning outcome. Students were frequently
facilitated by instructors to practice self- and peer-assessment. Feedback
acknowledged and addressed students as prospective security officers, whereas
the Diploma project reinforced their position as pupils in student-led school
group work. In the former, feedback closely monitored students’ progress with
rich opportunities for peer-feedback, which together both supported and
challenged the group’s current state of learner readiness. In the latter, feedback
arose randomly and may have failed to challenge the students’ current state of
learner readiness as it eventually became an exercise in generic social skills for
school group work. Moreover, students sometimes create for themselves

73 These values are here acknowledged as gendered (Ambjérnsson, 2004), but are not further explored from
such a perspective here.
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pockets of comfort zones offered by group work to retire to (Ecclestone, 2007;
Hjelmér, 2012; Rosvall et al., 2017).

The studies confirm general tendencies to reduce feedback to: grade
coaching, formulaic terminology to support criteria compliance (Ecclestone,
2007; Jonsson et al., 2015; Shuichi, 2016; Torrance, 2007), and/or pseudo-
formative techniques (Hirsh & Lindberg, 2015; Wyszynska Johansson, 2015).
Between feedback that students experience as mechanical (report in a well-
grounded way etc.) and feedback that they may reject as trivial (you ‘re doing well),
students seem to be presented with few models for engaging in feedback for
self-assessment. I argue therefore that students seem to be left to their own
devices without really knowing what aspects of performance qualities deserve
attention. This leaves students in a difficult position regarding the value of
feedback-making for vocational becoming for service work. On the one hand,
they may be learner ready to handle assessment related to interaction-intensive
service work sensibly and responsibly. On the other hand, when the “why” and
“because of” issues regarding feedback are not explicitly dealt with, students
may be deprived of feedback practice, resulting in dismissiveness towards
student-led assessment. Therefore, they may lack the required vocabulary for
grading their quality of performance and describing progression beyond
commonsensical or scripted feedback in ways that are attuned to others.

7.4 Further Research

The thesis contributes to several lines of research and indicates several gaps in
research on vocational becoming. Firstly, the vocational becoming encapsulated
in generalising knowing needs further attention. Secondly, students’
experienced curriculum of vocational becoming provides a vantage point for
curriculum studies. Thirdly, the findings presented in the thesis have several
implications for vocational pedagogy. I attend to each of these research gaps of
relevance to USVET in the following text.

When young students with a limited range of life experience generalise
knowing across contexts within school, e.g., in various vocational subjects, and
in workplaces they start to differentiate knowing beyond a theory/practice
dichotomy. This capacity to set apart everyday and commonsensical knowing
from specialised (vocational) knowing marks their vocational becoming. Here
vocational knowing for service work emerges for students as a multifaceted
kind of knowing. The codified generalised knowing that students develop
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through vocationalising concepts reciprocally influences their vocational
becoming and can be applied to other vocational programmes. The power of
feedback claimed in this thesis lies in its ability to move between the conceptual
and particular, scaffolded by teacher-led instruction. Therefore, more research
is needed on how feedback can facilitate such movement in developing
vocational knowing oriented towards social skills that so far have apparently
been quite elusive and context-bound. This process of gradual differentiation
of knowing may pose difficulties for students to whom vocational knowing for
service work may appear fuzzily demarcated from non-specialised knowing.
More research is thus needed into feedback on social skills that avoids recourse
to exclusively either layman’s or abstract vocabularies.

The thesis also contributes to curriculum studies in two respects: by
illuminating one of the three curriculum dimensions and aspects related to
assessment. The findings indicate a need for further research on students’
experienced curriculum as an emergent curriculum dimension in its own right
rather than as a result of implementation. Further studies on the emergence of
students’ experienced curriculum of vocational becoming may provide an
account that highlights (and enhances) the roles of student agency in
generalising knowing, and assessment of vocational knowing. Empirical studies
of students’ experienced curriculum may address emancipatory issues of
students’ voices as important stakeholders in vocational becoming.

Regarding vocational pedagogy, a robust finding of the studies supports
previous research on the significance of teacher-led feedback as a facilitator of
students’ vocational becoming. Previous research has shown that students’ and
teachers’ feedback literacy may be low, and there may be discrepancies between
the two groups’ views on its utility. Also evidenced is a feedback-making divide
between school and workplace. Hence there is a need for teachers to support
students to manage feedback-making across these contexts. In the Swedish
context, vocational teachers are often employed on the basis of their prior work
experience as no additional form of accreditation, e.g., a teaching qualification,
is formally required (SOU, 2017:51). Employers are free to offer employment
to whoever they deem suitable, prioritising for instance prospective candidates
who have large contact networks with stakeholders in recipient industries
(Skolverket, 2014) rather than merits in vocational pedagogy. Such teachers may
have little understanding of ways to structure the experience of vocational
becoming for students.
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The findings also point to a need for further research on didactic design that
vocational teachers apply, thereby influencing opportunities for more
structured vocational becoming. In the training package, students related to
surveillance law as a catalyst for specific vocational actions, sharpening students’
awareness of surveillance law as both codified and situated. However, the group
work in the Diploma project did not appear to be explicitly undergirded by the
need for students to develop a relationship polytechnically (Dewey & Dewey,
1915) or a “theoretically-constructed-world” (Guile & Young, 2003, p. 78) and
feedback-making by teachers and peers appeared to mirror this ad hoc and
random quality of their collective feedback-making. Specifically, the studies
indicate a need for more research on the role of feedback-making in students’
opportunities to develop conceptualised vocational knowing and assist their
vocational becoming,.

The upper secondary school reform of 2011 was based on the assumption
that workplace-based education will somewhat automatically strengthen
vocational becoming through intensified contacts with, and sheer exposure to,
working life. A recently introduced 100-credit Diploma project is a prime
example of a drive to increase the students” employability upon graduation. A
Diploma project is steered towards a programme-specific, but quite generally
articulated goals and simultaneously geared towards the performance of
occupation-specific work tasks. Successfully combining such prescribed
generality and specificity seems a daunting task for the teacher. The thesis
therefore points to a need to further investigate different didactic designs for
Diploma projects, which apart from its cleatly vocational character of a final
qualification is also a formal requirement for the students to obtain eligibility
for basic higher education.

7.5 Limitations

Finally, I comment on some limitations of my studies in the light of previous
research. As I have explored students’ experienced curriculum of vocational
becoming in interaction (particularly feedback), the quality and breadth of the
results were partially dependent on my ability to capture, record and analyse
student interaction. During the course of the research my skills in interviewing
young people have admittedly grown. In Study Two I could attend to student
interaction with greater confidence that I would not “miss anything” than I
could in Study One, although of course it is always impossible to be certain that
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nothing has been missed. Hence, my self-imposed need to monitor and steer
the students’ interaction lessened, allowing their interaction to guide the course
of the interviews to a greater extent. In my observations I closely followed the
students’ shifts of interest and focus, often between school and leisure-related
matters. However, loosely structuring observations increases the likeliness of
failure to detect and report all relevant interactions, thus increasing research
bias, as described in detail together with my efforts to alleviate the risks in
Section 5.9. More structured observation protocols with pre-specified types of
interaction might have yielded different data. In addition, shorter focus group
interviews on two occasions each, e.g., one at the beginning and one at the end
of the study periods, would have enabled a comparison of students’
expectations upon entry and final outcomes. Moreover, following through with
students who for various reasons opted out from participation in instruction
would have vyielded complementary and certainly more conflictual
interpretations of vocational becoming.

Other methodological limitations are also discussed in detail in Chapter 5
and are not further considered here. However, other important limitations lie
in the heavily constrained settings of the empirical studies. As also detailed in
Chapter 5, I observed and interviewed VET students of two Child & Recreation
Programme classes in two Swedish schools (one chosen as an example of “best
practice” and one a convenience sample). Thus, at best they captured snap-
shot views of students training for fragmentary sections of the whole range of
service occupations. Moreover, my interest and attention did not equally cover
students training for all the occupations that the programme leads to. For
example, vocational becoming as security officers is addressed in greater depth
than in other relevant occupations, student experience of becoming personal
assistants is not well illuminated here by my choice of illustrating excerpts™,
and some occupational trajectories are not considered at all except in the most
general terms.

Clearly, these limitations strongly limit opportunities for generalisation of
the results, but they increased opportunities to obtain rich insights regarding
the focal settings. Despite the above limitations, and identified needs for further
research, the thesis firmly puts student experience of vocational becoming

74 Social work attracts generally fewer students, despite good prospect for employment. However, some
students particularly of the Pedagogical Work orientation, may reconsider these opportunities later (Skolverket,

2018b).
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centre stage. By investigating the experienced curriculum of vocational
becoming, the thesis also contributes to a more refined conceptual
understanding of educational processes of feedback-making that form students’

occupational ways of knowing and doings.
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8 Swedish Summary

Eleverfarenhet av ”yrkespersonsblivande” 1
gymnasial yrkesutbildning: att navigera med
hjalp av dterkoppling

Introduktion

Denna avhandling handlar om vad jag pa svenska har kommit att bendmna yr-
kespersonsblivande hos gymnasieelever. Med yrkespersonsblivande som ett
centralt tema ansluter jag mig till studier av hur méinniskor formas (becoming) i
olika utbildningssammanhang (Beach, 1999, 2003). Detta innefattar hir en
sammanflitning av utveckling av yrkeskunskaper och yrkesidentitet. Min ut-
gangspunkt dr att elevers yrkespersonsblivande ir ett vanskligt projekt dir de
unga provar sig fram till en méjlig men inte bestimd yrkesbana. Jag utgar fran
att elever skapar mening av och genom erfarenhet (student excperience of vocational
becoming)™. Deras meningsskapande sker genom att préva hur vil deras person-
liga uttryck, t ex deras sitt att framtrida och interagera, sammanfaller med vad
de tolkar som bedémningskrav fran yrkeslirare, handledare pa arbetsplatsen
och klasskamrater. Yrkespersonsblivande framstir siledes som elevers sonde-
rande och forberedande infér en moijlig forindring till att bli “nagon annan”
och f6r att kunna nagot annat. Jag har riktat uppmirksamhet mot interaktions-
intensiva och minniskocentrerade serviceyrken (Heinz, 2008): personlig tri-
nare, personlig assistent, barnskotare och viktare inom gymnasieskolans barn-
och fritidsprogram.

En utgangspunkt i denna avhandling ir elevers deltagande i vad som hir
kallas feedback-making (Taras, 2013) (gérande av aterkoppling, min 6versittning.)
1 yrkesutbildningssammanhang nir de konstruerar sin sa kallade genomlevda
liroplan, grundad i praktisk erfarenhet. Elevers genomlevda liroplan refererar
till vad Billett bendmner som #he excperienced curriculum. Den genomlevda liropla-
nen utgdr en av liroplansbegreppets tre dtskilda dimensioner (Billett, 2002),

75 Med andra ord ska eleverfarenhet forstas i avhandlingen som en ontologisk kategori. For att
kontrastera antyder termen elevers erfarenheter en epistemologisk kategori dir erfarenhet forstis som
négot elever har, upplever, férhaller sig till och méjligen lir av.
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dvs. den avsedda, den iscensatta och den genomlevda. Den genomlevda liro-
planen handlar siledes om elevers konstruktion av en specifik dimension av
liroplanen, och aktiviteten att leva igenom den eller med Vygotskijs begrepp
erfara den (Vygotskij, 1933/1934/2001).

Syftet med denna studie dr en fordjupad forstielse for unga elevers agens i
yrkespersonsblivandet under den tid som de genomfdr sin gymnasieutbildning.
Studien har genomférts med elever i1 en sa kallad skolbaserad yrkesutbildning
och tva 6vergripande fragor besvaras: 1) Vilka uttryck for elevers erfarenhet av
yrkespersonsblivande kan urskiljas i yrkesutbildning riktad mot méinniskocen-
trerade serviceyrken? 2) Hur bidrar aterkopplingsprocesser till att forma unga
elevers yrkespersonsblivande?

Avhandlingen dr en sammanliggningsavhandling med fyra artiklar och en
syntetiserande kappa. I kappan knyter jag ihop de frigor som tillsammans bely-
ser elevers yrkespersonsblivande. Nedan listas de fyra artiklarnas specifika
forskningsfragor som tillsammans avser att besvara de tva évergripande forsk-
ningsfragorna. Artikel 1: Vilka dr elevers erfarenheter av bedémning och ater-
koppling fran lirare och kamrater? Artikel 2: Hur uttrycker elever sin sjalvupp-
levda progression genom den dterkoppling de édr delaktiga i under arbetsplats-
torlagt lirande? Artikel 3: Vilka yrkesmissiga begrepp konstruerar elever? Hur
bidrar daterkoppling till att konstruera yrkesmissiga begrepp for specialiserat yr-
keskunnande? Artikel 4: Vad framtrider som bevakningsjuridik i undervisning
t6r gymnasieelever som utbildas f6r att bli viktare? Hur medierar dterkoppling
elevers forstaelse av bevakningsjuridik? Hur uttrycks elevers beredvillighet till
deltagande i dterkopplingsinteraktion angiende bevakningsjuridik?

Bakgrund

Cirka en tredjedel av svenska ungdomar i aldrarna 16 upp till 20 ar befann sig
lasaret 2017/2018 i ett av de tolv nationella tredriga yrkesprogrammen som le-
der till en yrkesexamen. Utbildningen innehaller bade yrkesimnen och gemen-
samma gymnasieimnen. Yrkesspecialiseringen sker gradvis och under savil
skolbaserat som arbetsplatsforlagt lirande. Enligt gymnasiereformen, Gymna-
sieskola 2011 (Gy2011) syftar yrkesexamen till anstillningsbarhet bl. a. genom
utveckling av en yrkesidentitet (Skolverket, 2012b). Barn- och fritidsprogram-
met (BF), som inférdes 1992, har genom aren expanderat till att idag omfatta
tre inriktningar: pedagogiskt arbete, socialt arbete samt fritid och halsa. Pro-
grammet utbildar f6r minniskocentrerade serviceyrken: barnskotare (pedago-
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giskt arbete), personlig assistent och viktare (socialt arbete) och simhallsperso-
nal samt gyminstruktdr (fritid och hilsa). BF dr kvinnodominerat (ca 60 %)
(Skolverket, 2018b) och andelen elever som fortsitter att lisa vidare pa
hoégskolan dr relativt stort (ca 19 %) (Skolverket, 2017a). Arbetsutsikter f6r de
yrken som BF leder till ir goda, i synnerhet fér temporira anstillningar (Arbets-
féormedlingen, 2018; Skolverket, 2018b). Programmet kan betraktas som inne-
hallsmissigt brett men ocksd spretigt. Med Gy2011, inrittades pedagogik som
ett nytt yrkesimne, vilket priglar innehéllet i hela programmet.

Ett pedagogiskt ledarskap £6r att méta och leda minniskor i varierande ald-
rar utgor programmets nav. Tillkomsten av nya interaktionsintensiva och min-
niskocentrerade serviceyrken stiller krav pa elevers sociala firdigheter. Sidana
firdigheter har visat sig svara att bedéma (Bolton, 2004; Grugulis & Vincent,
2009; Hurrell m fl., 2012; Leidner, 1993; Vincent, 2011). Programmet har be-
skrivits som utvecklandet av en generell pedagogisk kompetens dir mal och
metod sammanflitas fOr att elever ska utveckla en sidan kompetens genom ar-
bete med sig sjilv som resurs (Lemar, 2001).

Da flertalet forildrar till elever i barn- och fritidsprogrammet har en relativ
lig utbildningsbakgrund (Skolverket, 2018b) har programmet studerats frin
olika ojimlikhetsperspektiv, féretridesvis om hur undervisning aterskapar olika
aspekter av ojamlikhet. Till exempel kan ett alltfor stort fokus pa arbete med
elevers vilbefinnande eller vad Lemar refererar till som omsorgsfillan (Lemar,
2001, s. 181), inskrinka undervisningens virde fOr deras framtida karridr
(Hjelmér, 2012). Undervisningen i BF har i tidigare studier beskrivits sd som att
den kinnetecknas av en sd kallad osynlig pedagogik dir innehéllet ofta 4r vad
som benimns som svagt klassificerat och dir elevens arbete med sin personliga
utveckling i olika gruppkonstellationer betonas (LLemar, 2001). Barn- och fritids-
programmet framstar 1 Lemars studie som “teoretiskt” sa till vida att det frimst
ir inriktat mot kunnande inom tvirvetenskapliga discipliner som pedagogik och
sociologi snarare 4n mot det yrkesspecifika kunnandet. Gymnasiereformens in-
tentioner med att fordjupa yrkesspecialisering inom BF har i Dynes studie
(Dyne, 2017) visat sig svara att genomfora i relation till den nyinrittade yrkes-
utgangen personlig trinare.

Minniskocentrerade serviceyrken dr avhingiga av servicegivarens férmaga
att avldsa servicemottagarens behov och att direfter anpassa sitt yrkesmaissiga
handlande (McDowell, 2009). I servicearbete dr manskliga relationer bade en
process och en produkt dir relationer mellan samtliga parter (servicemottagare,
servicegivare och arbetsgivare) dr centrala och behoéver balanseras (Leidner,
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1993; Ulfsdotter Eriksson & Flisbick, 2011). Servicearbete har dven beskrivits
i termer av laga kvalifikationer och ldgt socialt anseende samt som

kinslomassigt krivande och dirmed dven verka tirande (Hansen Lofstrand
m fl., 2016; Hochschild, 1983/2003).

Kunskapsoversikt

I kunskapsoversikten presenteras litteratur inom tre intresseomraden, yrkesi-
dentitetsutveckling, den genomlevda liroplanen och aterkoppling. Syftet med
oversikten dr att relatera studiens tva 6vergripande fragor till tidigare relevant
forskning. S6kningar genomférdes mestadels 1 Supersok, som dr Goteborgs
universitets databas, och Eric Ebsco inklusive Education Research Complete
samt i Google Scholar. I kunskapsoversikten refereras endast till vetenskaplig
litteratur (peer-reviewed), svensk, nordisk och internationell, inklusive avhand-
lingar och licentiatuppsatser frin tvd svenska forskarskolor inom yrkesdidaktik
samt yrkesimnenas didaktik. Foljande engelska sokord anvindes:
vocational/occupational identity formation (yrkesidentitet), feedback (atet-
koppling) samt experienced curriculum. Dessa nyckelord kombinerades i s6k-
ningen med: formative assessment, vocational education and training, student*
experience*.

For att knyta an till denna studies kvalitativa ansats édr kvalitativ forskning
som anvinder intervju- och observationsmetodologier av intresse. Tidigare
forskning om yrkesidentitetsutveckling representeras genom fem litteraturklus-
ter. Dessa dr 1) studier som inspireras av metaforen om boundary-crossing
(grinséverskridande, min Sversittning) (se t ex Tanggaard, 2007) 2) deltagande
1 praktikgemenskaper (Lave & Wenger, 1991) 3) transfer (se t ex Aarkrog, 2005)
4) utveckling av yrkeshabitus (Colley m fl., 2003) samt 5) generalisering av kun-
skap (se t ex Beach, 2003).

Studier av yrkesidentitetsutveckling i skolbaserad yrkesutbildning ir fa. Aven
empiriska studier av den genomlevda liroplanen ir sillsynta 1 yrkesutbildnings-
sammanhang. Mer teoretiskt inriktad forskning om den genomlevda liroplanen
betonar samstimmigt en inbyged of6rutsigbarhet 1 liroplansbegreppet
(Barone, 1980; Phillips, 1995; Schwab, 1978).

Forskning om édterkoppling utgar ofta ifran hur information hanteras enligt
input- och outputparadigmet (Derry, 2013). I forskningen om formativ bedém-
ning eller beddmning f6r lirande (Assessment Reform Group, 2002) tillskrivs
aterkoppling ett virde som stdd for elevers lirande. Studier visar dock att im-
plementering och iscensittning av formativ bedémning ar svar (se t ex Jonsson
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m fl., 2015; Shuichi, 2016). Det rider ocksd brist pa studier som tar
elevperspektiv pa bedomningspraktik i yrkesutbildningar. Avhandlingens kun-
skapsoversikt om dterkoppling struktureras utifrin tre teman: elevperspektiv pa
aterkoppling; elevdeltagande 1 dterkoppling samt sitt att genomfdra
aterkoppling pa. Overlag visar kunskapsoversikten att elever knyter
aterkoppling till lirarens summativa beddmning och att aterkoppling kan anta
mekaniska former for att guida elever mot 6nskade betyg genom att uppftylla pa
férhand bestimda kriterier (Havnes m fl., 2012). Studier i lirandekontexter pa
arbetsplatser visar att aterkoppling bygger pa ett skapande av en gemensam f61-
staelse av betydelser i relation till skiftande arbetsuppgifter och mingden ater-
kopplingskillor (Sandal m fl., 2014; Tanggaard & FElmholdt, 2008).
Aterkoppling i yrkesutbildningssammanhang beskrivs 4ven som rik pa
interaktion (Berner, 2009; Korp, 2012; Vestergaard Louw, 2013) med elever
som aktiva deltagare (Gifvels, 2016; Ohman, 2017). Diremot visar nigra stu-
dier av yrkesutbildning att bedomning och aterkoppling inte utmanar elever till-
rickligt och att undervisningen styrs av bedémningskriterier i en guidning mot
onskade betyg (Rosvall m fl., 2017; Hjelmér, 2012).

Kunskapsoversiktens samtliga tre delar bildar en bakgrund till undersék-
ningens tva 6vergripande forskningsfragor. Dessa tva forskningsfragor pekar ut
behovet av att studera interaktion. Denna interaktion dr dock alltid inbdddad 1
relationer som dr kulturhistoriskt formade. Det dr dirfor av vikt att studera hur
den interaktion som elever dr inbegripna i kan bidra till deras yrkespersonsbli-
vande. Fokus riktas mot elevers genomlevda liroplan som formar deras yrkes-
personsblivande med hjilp av deltagande i aterkoppling. Denna dimension av
liroplansbegreppet handlar hir om elevers kunskapsarbete, nirmare bestimt
hur elever generaliserar olika slags kunnande och hur generaliseringen framstar
i ett dialektiskt forhallande till konkretisering. Bada processerna dr avhingiga av
aterkoppling for att méjliggdra elevers meningsskapande.

Teoretiska aspekter

For att forsta elevers konstruerande av deras genomlevda liroplan anvinds hir
Deweys teorier om erfarenhet, vilka kan férstas som ett kontinuum
innehéllande bide det aktiva och det passiva elementet (1916/1999, 1938/1946;
Dewey & Deen, 2012). Tillsammans med Vygotskijs senare teorier om erfaren-
het som periezhivanie (nepexusanue) (Vygotskij, 1933/1934/2001) bildar dessa
ett ramverk f6r avhandlingens analytiska begrepp. Erfarenhet som periezhivanie
ir avhingigt av den sociala situationen for lirande, vilken i sin tur skiftar med

137



STUDENT EXPERIENCE OF VOCATIONAL

subjektens seende. Annorlunda uttryckt betonar perieghivanie’ hur individer ge-
nom sitt subjektiva sitt att betrakta situationer (likt ett filter eller ljusbrytning) i
sjdlva verket skapar sociala situationer for lirande och hur dessa situationer dter-
verkar pa subjektens sitt att forhalla sig till det som pagar. Likt Vygotskij ser jag
saledes elevers erfarenhet av yrkespersonsblivande som ett vixelspel mellan den
sociala situationen av lirande och det subjektiva filtret som bdde konstituerar
och fingar upp de potentiella mdjligheterna till att ldra. Fran Vygotskij himtas
ocksé idén om hur spraket hjilper individer att orientera sig mot 6vergripande
meningsbirande filt, vilka Roth och Jornet refererar till som sense-giving fields
(2017).

Avhandlingens tvd huvudbegrepp dr den genomlevda liroplanen (Billett,
2002; 2006) och gorande av aterkoppling, vilka ytterligare kompletteras med tva
underbegtrepp, vocationalising concepts (yrkesgérande av begrepp, min dversittning
till svenska) samt beredvillighet (learner readiness, min Sversittning till svenska)
(Billett, 2015). Vygotskijs birande idé om den proximala utvecklingszonen
(1934) har ocksa bidragit till min f6rstielse av gbrande av aterkoppling.

Metod

For studien har etnografiskt inspirerade metoder anvints i syfte att rekonstruera
yrkespersonsblivande fran ett elevperspektiv. Tva undersokningar har genom-
forts, vilka refereras till som undersékning 1 (2012-2013) och undersékning 2
(2016). Studien bygger pa fokusgruppintervjuer (undersékning 1) samt fokus-
gruppintervjuer tillsammans med deltagande observation (undersékning 2).
Empirin bestar av 18 fokusgruppintervjuer som har transkriberats med totalt
92 elever i arskurs tva och tre, samt filtanteckningar fran ca 90 timmars klass-
rumsobservationer i tva skolor. I studien deltog sammantaget 104 elever, de
flesta 1 arskurs tva, 71 flickor och 33 pojkar fran totalt 12 skolor. Studien har en
progression mellan undersékning 1 och undersékning 2. Inledningsvis riktas
forskningsintresset mot elevernas erfarenhet av hur yrkeskunnande bedéms nir
de genomfért halva sin utbildning 1 BF (Wyszynska Johansson, 2015). Denna
forskningsproblematik om bedémning av yrkeskunnande férdjupades sedan i
undersokning 2. Fokus skiftade dé till att undersdka hur eleverna genom go-
rande av aterkoppling konstruerar sin genomlevda liroplan i specialiseringen till
blivande viktare. Samtliga fokusgruppintervjuer genomférdes med hjilp av en

76 Begreppet it svart att Gversitta utan att det tappar delar av sin betydelse.
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tankekarta (Thomsson, 2010) for att frimja elevernas delaktighet. De delta-
gande observationerna har varit 16st strukturerade med uppmarksamhet pa ele-
vernas engagemang i uppgifter, uppgifters inbaddning i ett specialiserat yrkes-
kunnande samt uppgifters legitimering som form av kunnande. Filtanteck-
ningar har kompletterats med transkriberade ljudinspelningar av undervisnings-
situationer. Elevgrupperna i undersokning 1 och undersékning 2 skiljer sig at
med avseende pa forutsittningar for deras blivande som yrkespersoner. I den
forsta undersékningen ar eleverna halvvigs i sin utbildning och programmets
bredd dr av intresse medan i den senare undersékningen dr det elevernas speci-
fika blivande som viktare som genomlyses. Deltagande observationer har ut-
forts 1 tva typer av undervisning, kursen Gymnasiearbete 100 poing samt ett
utbildningspaket i regi av Bevakningsbranschens Yrkes- och Arbetsmilj6-
nimnd, vilket motsvarar programférdjupningspaketet Bevakning och sikerhet
300 poing for yrkesutgangen viktare (Skolverket, 2012b).

Metodkombinationen — av ~ fokusgruppintervjuer ~ och  deltagande
observationer har gett empiri for att studera elevernas yrkespersonsblivande i
och genom deras genomlevda liroplan. Validitetsproblematiken som behandlas
i relation till metoden inkluderar svarigheter i samband med 1) observation i
hart strukturerad klassrumsundervisning gentemot elevledda grupparbeten 2)
att fa djup i fokusgruppintervjuer 3) min fortrogenhet med filtet 4) positiv sned-
vridning av resultat i relation till elevgruppen.

Genom analysen av producerad data 1 undersékning 1 konstruerade jag te-
man for elevers kollektiva och mangréstade dialog (Bachtin, 1986; Markova
m fl., 2007; Wertsch, 1992). Analysen genomfdrdes med hjilp av mjukvaran £6r
kvalitativa analyser NVivo 10. For analys av data i undersékning 2 har genom-
gdende sd kallade derived notes anvints (Yin, 2015) for att bearbeta bade det
transkriberade materialet och filtanteckningarna och for att konstruera tenta-
tiva, datandra teman. Dessa teman har pd nytt anvints for analys av hur elevut-
sagor och elevinteraktion 1 undervisningen och i samtal speglades 1 varandra.

Studien foljer Vetenskapsradets rekommendationer for forskning om unga
6ver 15 ar (Vetenskapsradet, 2011, 2017). Samtyckeskrav, muntligt och skrift-
ligt, har uppfyllts. Kraven pd konfidentialitet under samtliga faser av undersék-
ningen och skyddad férvaring av data har ocksa tillgodosetts genom en ldst och
16senordsskyddad forvaring pa institutionen. Att omvandla elevers utsagor och
handlingar, som sker i en vardaglig kontext av undervisningsrelaterad
interaktion i skolmilj6 till en akademisk text, kriver varsamhet. Denna varsam-
het handlar om att pa ett trovirdigt, killtroget och respektfullt sitt omvandla
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de ungas genomlevda erfarenhet till en skriftlig text som riktar sig till en hetero-

gen publik.

Resultat

Studiens resultat som belyser elevers yrkespersonsblivande presenteras genom
en inbyggd progression i de analytiska begrepp som anvinds. Tvd huvudbe-
grepp, den genomlevda liroplanen och gérande av dterkoppling, kompletteras
successivt med tvd underbegrepp, yrkesgorande av begrepp i artikel 3 och be-
redvillighet i artikel 4.

I den forsta artikeln” undersoks elevers erfarenhet av yrkeslirares bedém-
ningspraktik 1 barn- och fritidsprogrammets klassrum. Denna artikel introduce-
rar vad jag kommit att bendmna gérande av dterkoppling och har ett starkt fo-
kus pa elevers meningsskapande.

Studien bygger pa 13 transkriberade fokusgruppintervjuer med sammanta-
get 70 elever i drskurs tva pa tio skolor 1 vistra Sverige. I likhet med tidigare
forskning uppger eleverna, som vid tillfillet f6r undersékningen var halvvigs
genom sin utbildning, lirares dterkoppling som vag och endast inriktad pa re-
sultat, dvs. summativ.

Enligt eleverna reduceras ofta bedémningen av yrkeskunnande till deklarativ
kunskap 1 skrift dir kunskapskraven i dmnesplanernas trestegs-progression
framtrider som tydligast: dversiktligt, utforligt samt utforligt och nyanserat. Trots att
eleverna utbildas till att bli pedagogiska ledare uppger de att de far fa tillfillen
att trina sin férmaga att hantera kamratbedémning (Topping, 2009, 2010) och
att engageras 1 att forse kamrater med dterkoppling i klassrummet, dven om de
uppger att de ibland initierar feedbacksutbyten utanfor klassrummet. I linje med
tidigare studier framstar ofta eleverna som skeptiska till ett storre deltagande i
aterkopplingsprocesser tillsammans med kamrater eftersom de mestadels f61-
knippar aterkoppling med lirares arbete. Eleverna som befinner sig halvvigs i
sin utbildning f6r serviceyrken borjar uppskatta och se vidden av den émsesi-
dighet i relationer och interaktion som finns inbyged i gérande av aterkoppling
frin ettt  servicegivare/servicetagare  perspektiv. Denna  servicegi-
vare/servicetagare relation som eleverna dr i fird med att utveckla och behovet
av att bygea in stodjande strukturer for elevaktivt gérande av aterkoppling kri-

77 Wyszynska Johansson, M., & Henning Loeb, 1. (2015). Yrkeselevers erfarenheter om bedémning
och aterkoppling. Kritiska réster frin Barn- och Fritidsprogrammet. Forskning om undervisning och
larande, 14, 6-23.
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ver didaktisk skicklighet hos yrkesldrare. Utan lirares hjilp far eleverna svarig-
heter att 6verskrida rollen som endast passiva mottagare av aterkoppling, vilket
kan hindra deras utveckling mot att bli pedagogiska ledare som en viktig aspekt
av yrkespersonsblivandet.

Den andra artikeln undersoker elevers genomlevda liroplan som uppstar i
skdrningspunkten mellan tvd dimensioner av arbetsplatsens liroplan (Billett,
2002, 20006), den avsedda och den iscensatta™. Den genomlevda liroplanen stu-
deras som ett handlingsutrymme for elevers agensutévning i relation till den
arbetsplatstérlagda delen av deras utbildning.

Artikeln bygger pa 13 fokusgruppintervjuer med 70 elever som befinner sig
halvvigs genom sin utbildning. Utgingspunkten f6r analysen av den genom-
levda liroplanen ér forstaelse for den diskontinuitet i bedémningspraktiker som
elever kan tinkas uppleva nir de far tillgang till lirande pa arbetsplatsen (Kvale,
2008; Tanggaard, 2000; Tanggaard & Elmholdt, 2008). Resultaten bekriftar ti-
digare forskning. Eleverna uttrycker behov av verbal bekriftelse fran sina hand-
ledare angiende sin progression, t ex en férindring de sjilva anser att de ge-
nomgar och sjilvbedémer. Deras sjilvbedémda progression verkar relatera till
6ppna personliga mal som t ex mod att vaga kliva ur en tonarsroll i vuxna ar-
betslivssammanhang. Aven mer subtil och icke-verbal dterkoppling vars bety-
delse eleverna sjilva tolkar i relation till en arbetsplats, t ex bland gyminstrukts-
rer pa en triningsanliggning, formar deras yrkespersonsblivande. I linje med
tidigare forskning uppger eleverna att de balanserar mellan vad de tror arbets-
platsen kriver och att de férsoker visa sin limplighet for yrket, t ex genom att
visa sig som resurs for arbetsplatsen.

Artikeln argumenterar for att elevers upplevelse och forstielse av
progression, som en foljd av sjilvbedémning, grundas pa en inifran-relation till
en yrkesspecifik yrkespraxis snarare dn de av skolan preciserade kunskapskra-
ven. I utvecklandet av denna inifran-relation till yrkespraxis orienterar sig ele-
verna genom gorande av dterkoppling mot vissa for yrket centrala virden, t ex
omsorg om barn eller omsorg om kund. Omsorg om kund kristalliseras for
eleverna som handhavande av forsiljning. I den genomlevda liroplanen 6ppnas
ett utrymme for sjalvbedomning, vilket kan resultera i att elever trinar problem-
16sning, radighet och modet att vaga. Denna artikel argumenterar siledes for ett
generdsare forhallningssitt till beddmning av elevers yrkeskunnande under ar-
betsplatsforlagt lirande.

78 Accepterad for publicering i ett temanummer av Nordic Journal of Vocational Education and Training.
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I den tredje artikeln™ studeras elevers yrkespersonsblivande i yrkesutgingen
viktare.  Viktarspecifikt  yrkespersonsblivande  framstir som  tdtt
sammankopplat med utveckling av begreppsmissigt yrkeskunnande eller vad
jag bendmner yrkesgbrande av begrepp. I artikeln visar jag hur yrkesgbérande av
begrepp sker genom kollektivt resonerande (jfr Brandom, 2000) i ett gemen-
samt skapat och uppritthillet kommunikationsutrymme (space of reasons, min
Oversittning till svenska.).

Empirin bestar av fem fokusgruppintervjuer och ca 90 timmars deltagande
observation av klassrumsundervisning med sammanlagt 34 elever i arskurs tva
och tre 1 barn- och fritidsprogrammet i tva skolor. Observationerna genomfor-
des under tva kurser, kursen Gymnasiearbete 100 podng och kursen Bevakning
och sikerhet 300 poing, som kan beskrivas som ett utbildningspaket i bevak-
ningsbranschens regi.

Artikeln belyser hur elevernas utveckling av begreppsmassigt yrkeskunnande
sker i en stindig pendelrorelse mellan olika grader av generalisering. Denna
dialektiska rérelse f6r utvidgning av elevers begreppsmissiga kunnande pendlar
fran det konkreta och det personliga till det mer allmidnna och ater till det per-
sonliga och genomlevda. Artikeln argumenterar for att elevernas yrkesgérande
av begrepp sker i enlighet med principen f6r den proximala utvecklingszonen
som en drivande mekanism (Vygotskij, 1934). Tva fragor besvaras: 1) Vilka be-
grepp konstrueras som yrkesmaissiga av elever? 2) Hur bidrar aterkoppling i yr-
kesgorande av begrepp for ett specialiserat yrkeskunnande?

Resultatet visar att eleverna konstruerar fem yrkesmassiga och begreppsliga
omriden. Eleverna, genom att fylla vardagliga och vilbekanta termer med nya
yrkesspecifika innebérder, 1) omvandlar innebérden av avvikelse 2) 7fullbor-
dar” viktaruniform 3) trinar ansvarsutkrivande 4) orienterar sig mot det mo-
derna viktaridealet 5) f6r tillbaka yrkesmassiga och viktarspecifika begrepp till
att fungera som redskap fOr trining av sociala firdigheter i ett typiskt
skolgruppsarbete. Genom att instruktérerna i utbildningspaketet iscensitter
bade sjalvbedémning och kamratbedémning inbjuds eleverna till yrkesgérande
av begrepp. Studien visar hur instruktérsledd undervisning, inbiddad i yrkes-
praxis och rik i begreppsmassigt kunnande, tenderar att forse eleverna med fler-
tal mojligheter till yrkesgérande av begrepp. I Gymnasiearbete 100p tunnas
diremot det begreppsmissiga och yrkesspecifika innehallet ut. Grupparbetet

7 Wyszynska Johansson, M., Wirvik, G.-B. & Choy, S. (2018). Vocationalising specialized concepts:
Appropriating meanings through feedback [Yrkesgérande av begrepp: att skapa mening genom édterkoppling]
Vocations and Learning, doi 10.1007/s12186-018-9204-4
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kvarstannar dd i sociala firdigheter av allmidn karaktir. Under sadana
grupparbeten hanterar eleverna specialiserat yrkeskunnande endast utifran var-
dagskunskaper. Artikeln argumenterar saledes att Gymnasiearbete 100p forstér-
ker elevernas identitet som socialt ansvarsfulla och flexibla elever, studiekamra-
ter i oférutsigbara situationer under ett grupparbete. Vidare pekar artikeln pa
vikten for yrkeslirare att dels i stunden skapa, dels uppritthalla ett kollektivt
kommunikationsutrymme for att elever ska kunna dra nytta av aterkoppling i
syfte att utveckla ett begreppsmissigt yrkeskunnande som stodjer deras yrkes-
personsblivande.

I den fjirde artikeln® undersoks hur elever tillsammans utvidgar sin bered-
villighet (fearner readiness, min Gversittning till svenska.) f6r bevakningsjuridik.
Bevakningsjuridik i kontexten av ett branschdrivet utbildningspaket for viktare,
fullt integrerat med barn- och fritidsprogrammet, kan f6r gymnasieungdomar
med begrinsad livserfarenhet framsta som ett timligen frimmande yrkeskun-
skapsomrade. Féljande tre fragor behandlas 1 artikeln: 1) Vad f6r slags bevak-
ningsjuridik framtrider f6r unga elever i undervisningen for att bli viktare? 2)
Hur stéder gérande av aterkoppling elevers forstdelse f6r bevakningsjuridik? 3)
Hur uttrycks elevers beredvillighet f6r bevakningsjuridik genom deras gérande
av dterkoppling 1 undervisningen f6r att bli viktare?

Artikeln bygger pa fem fokusgruppintervjuer med elever fran arskurs tva
och tre i barn- och fritidsprogrammet i tva skolor och ca 90 timmars deltagande
observationer av klassrumsundervisning. Illustrerande empiriska exempel r6r
undervisning i regi av Bevakningsbranschens Yrkes- och Arbetsmiljénimnd
med tio av de sammanlagt 34 eleverna i en av skolorna.

I denna artikel visas hur eleverna tillsammans viver en beskrivning av sina
anstringningar att linka med och orientera sig mot bevakningsjuridik som ett
yrkesspecifikt betydelsebarande filt (Roth & Jornet, 2017). Elevernas expande-
rande beredvillighet f6r bevakningsjuridik framstar hir som en viktig markor
tor deras viktarblivande. Artikeln redogor f6r hur bevakningsjuridiken integre-
ras med elevernas personliga uttryck for viktarblivandet, och som utokar deras
repertoar av handlingar i form av nya och integrativa, dvs. affektiva-kroppsliga-
intellektuella, sitt att vara. Aven omvint och for att forsta hur elevernas nya
handlingsmoénster dterspeglar deras stindigt utvidgande beredvillighet f6r be-
vakningsjuridiken, anvinds Vygotskijs begrepp periezhivanie (mepexuBanue)
(1933/1934/2001). Elevernas nya handlingsménster trider transaktivt fram i en

80 Manuskript inskickat fér publicering.
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vixelverkan mellan deras erfarenheter (som periezhivanie) och den sociala
situationen av lirande (Vygotskij, 1933/1934,/2001).

For det forsta visar resultatet att bevakningsjuridik i undervisningen fylls
med innebérder som innefattar ett stindigt pagdende samspel mellan fyra
aspekter. De fyra aspekterna av bevakningsjuridik dr 1) férankring 1 vardaglig
forstaelse av rittvisa 2) bas for handlingsplaner 3) frihet att bade initiera eller
avsta fran handlingar 4) viktares utokade lagliga skydd under givna férhallan-
den. For det andra bygger instruktérsledd aterkoppling pa ett erkinnande av
elevernas vardagliga fOrstielse av bevakningsjuridik samtidigt som den stéder
expansionen av deras beredvillighet for bevakningsjuridik i riktning mot mer
yrkesspecifikt kunnande. For det tredje inbjuder instruktérsledd dterkoppling
elever till sjdlv- och kamratbedémning och dirigenom deltar eleverna aktivt i
gorande av aterkoppling.

De nya betydelserna av bevakningsjuridik som eleverna utvecklar under ett
kort tidsspann leder till att de utvecklar en yrkesmissig positionering, (vocational
stance, min Oversittning till svenska) som grundas i en kollektiv expansion av
beredvillighet fo6r bevakningsjuridik. Grunden fér den yrkesmissiga
positioneringen eller hallningen verkar vara 1) medvetenhet av behovet att
handha viktares bemyndigande som yrkesperson 2) medvetenhet om yrkes-
missiga grinser gentemot narliggande praktikgemenskaper 3) medvetenhet om
bevakningsjuridik som schema f6r handlingar.

Artikeln dr ett bidrag till det yrkesdidaktiska faltet genom att erbjuda en mer
nyanserad forstielse av unga elevers yrkespersonsblivande dir instruktorsledd
undervisning dels bekriftar, dels utmanar elevers aktuella och visade
beredvillighet f6r konceptuellt svara aspekter av yrkeskunnande. Artikeln be-
handlar dven vikten och behovet av ett lirarlett gérande av aterkoppling for att
stodja genom att utmana denna beredvillighet.

Diskussion

Resultaten och analyserna visar hur interaktion, kommunikation, empati och
personlig utveckling kinnetecknar yrkespersonsblivande for elever i barn- och
fritidsprogrammet. For eleverna forefaller férmagan att bemota andra “ritt”
som centralt i programmet, som idag dr explicit inriktat mot yrkesspecialisering
och anstillningsbarhet. Detta relationella arbete genomsyrar yrkespersonsbli-
vande i de tre ganska disparata inriktningarna: pedagogiskt arbete, socialt arbete
samt fritid och hilsa. Yrkeskunnande for servicearbetet tonar for eleverna fram
som inbaddat i signifikanta virden som omsorg, lyhordhet och anpassning till
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andras behov samt kundndjdhet. Yrkeskunnande f6r servicearbetet, som
undervisningens innehall, férvandlar servicearbetet till pedagogiserade méten
(pedagogised encounter, min Gversittning till svenska) i varierande sammanhang,
t ex i forskolan, pa en triningsanliggning eller 1 ett bevakningsbolag.
Yrkespersonsblivande fér personliga trinare och viktare i undersékningen ge-
nomsyras av saluférande av tjanst. Saluférandet av tjdnst formas om till ett pe-
dagogiserat méte dir omsorg om kund i olika faser av forsiljning dr centralt.

Yrkesblivandets progression kan beskrivas med start i pedagogiserade mo-
ten som plattform for fortsatt yrkesmissig positionering. Denna positionering
inbegriper en omfattande forvandling pa flera plan (jfr Beach, 1999) och en
orientering mot meningsbirande filt av omsorg om barn och omsorg om kund.
Yrkesmissig positionering stods av yrkesgérande av begrepp (artikel 3 & 4) och
kan med hjilp av Beach (2003) beskrivas som generalisering av yrkeskunnande.
Yrkesmissig positionering sker ddrfér horisontellt, driven av yrkesgérande av
begrepp tvirs 6ver de tva olika kontexterna av Gymnasiearbete 100p och vik-
tarutbildningspaketet. Samtidigt sker positioneringen vertikalt eftersom yrkes-
gorande av begrepp ocksd inbegriper sdrskilt meningsbirande yrkesmissiga
trosklar (vocational thresholds) (Vaughan, 2017) (artikel 3 & 4).

Genom en gradvis positionering kan eleverna generalisera kunnande tvirs
over olika kontexter, t ex i viktarutbildningspaketet och i Gymnasiearbete 100p.
Elevernas yrkespersonsblivande utifrin den genomlevda liroplanen tonar fram
som en horisontell rérelse (Beach, 1999, 2003) av linkning med och orientering
mot centrala aspekter av servicearbetet, samtidigt som programmets typiska fo-
kus pa mjuka virden, diskursivt framstillda som generellt pedagogiska (artikel
3) bibehills. For att tala med Beach (2003) konstruerar eleverna tva system av
associationer nir de generaliserar yrkeskunnande. Exempelvis generaliseras be-
vakningsjuridiken pa ett rikare och mer mangfacetterat sitt i viktarutbildnings-
paketet jaimfort med 1 Gymnasiearbete 100p (jfr Bijlsma m fl., 2016; Heusdens
m fl., 2016). Nir generalisering av yrkeskunnande i det senare fallet toms pé
yrkesmassigt innehall, begrinsas grupparbetets potential for trining av pedago-
giserade moéten. Tidigare forskning har visat pa samma tendenser (Steinnes,
2014; Wyszynska Johansson, 2015). I Gymnasiearbete 100p, ett elevlett grupp-
arbete som 4r mer fristdende fran lirares stéd, och som har en mindre grad av
stodjande strukturer (scaffolding) (jfr Vestergaard Louw, 2013), verkar det som
att gbrande av dterkoppling erbjuder mindre hjalp for generalisering av kunskap
utanfér den specifika och mestadels skriftlica uppgiften. Min slutsats dr att de
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generella kunskaperna om t ex grupprocesser tydligare behover knytas an till ett
yrkesspecifikt innehall (artikel 3).

Yrkespersonsblivande tonar fram som ett handhavande av otydliga diskon-
tinuiteter da eleverna hanterar olikheter av olika slag, t ex i gbrande av aterkopp-
ling 1 skola respektive arbetsplats eller inom olika kurser. Eleverna upplever
skillnader i gérande av dterkoppling i skolan och pé arbetsplatsen som en subtil
och vag diskontinuitet, i synnerhet jimfért med gérande av aterkoppling i ting-
centrerade yrkesutbildningar (Berner, 2009; Korp, 2012; Vestergaard Louw,
2013). Denna diskontinuitet kan forstis i ljuset av att eleverna bdde i skolan och
pa arbetsplatser dr sysselsatta med att iscensitta pedagogiserade méten. I denna
diskontinuitet, som eleverna har att hantera, finns en inbyggd vaghet och som
bidrar till deras svérigheter att urskilja yrkeskunnande som specialiserat. I under-
s6kningen framstar dirfér elevernas urskiljande av sitt eget yrkeskunnande som
ett specialiserat och pedagogiserat mote som en viktig markor £6r yrkespersons-
blivande (Sandal m fl., 2014).

Gorande av aterkoppling framhiver i samtliga artiklar olika kunskaper som
legitima och kan dirfér med hjilp av tidigare forskning beskrivas som en episte-
misk diskontinuitet. I artikel tre och fyra undersoks en epistemisk diskontinuitet
mellan tva nirliggande yrkeskurser, Gymnasiearbete 100p och viktarutbild-
ningspaketet. Eleverna forenar och Gverbrygger pa egen hand tva handlings-
monster 1 savil Gymnasiearbete 100p som i viktarutbildningspaketet. Det ena
handlar om att pa ett ansvarsfullt sitt genomféra ett typiskt grupparbete med
studiekamrater och det andra handlar om att utveckla en yrkesmissig
positionering som blivande viktare. Eleverna driver saledes fram sitt
yrkespersonsblivande genom att Gverbrygga dessa distinkta men 4nda subtilt
atskilda sdtt att vara pd snarare dn att tilligna sig ett specifikt kunskapsstoff.

Instruktorsledd aterkoppling i viktarutbildningspaketet befrimjar stindigt
béde sjilv- och kamratbedémning och assisterar dirigenom eleverna i yrkesgo-
rande av begrepp (artikel 3 & 4). Genom det kollektiva yrkesgérandet av be-
grepp positionerar sig eleverna yrkesmissigt. Denna positionering paminner om
vad Beach besktiver som livstériandrande (consegential transition) (1999, 2003) och
observeras nir eleverna t ex ir redo att hantera “fullbordandet av viktaruni-
form” (artikel 3) mot bakgrund av sin expanderande beredvillighet for bevak-
ningsjuridik (artikel 4).

I linje med tidigare forskning férknippar dven eleverna i denna studie éter-
koppling med lirares summativa bedémning nir de befinner sig halvvigs ge-
nom sin utbildning. Halvvigs i sin utbildning ir eleverna mycket upptagna av
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att begripliggora relationen mellan kunskapskraven och lirandemalen och vad
de upplever som progression i sitt lirande. Eleverna forséker foga in sin
vixande forstaelse for det specifika yrkeskunnandet i de firdiga och ganska me-
kaniska formerna f&r att kommunicera beddmning genom kunskapskraven (atr-
tikel 1 & 2). I linje med tidigare forskning, deltar eleverna i en ganska ytlig kun-
skapsstandardisering som inte nédvindigtvis gagnar deras yrkespersonsbli-
vande (Sundberg, 2018) utan istillet guidar dem mot 6nskade betyg, vilket har
uppmirksammats tidigare (Brockmann, 2012; Ecclestone, 2007; Torrance,
2007).

Gorande av aterkoppling, i kontrast till endast passivt mottagande, blir
ddremot en del av elevers blivande som servicegivare dir férmagan att ldsa av
servicetagarens behov dr centralt. I linje med tidigare studier visas dven hir hur
beroende eleverna ir av lirares hjilp for att utveckla denna insikt men dven for
att praktisera elevledda bedémningsformer, t ex sjalvbedémning och kamratbe-
démning. Elevernas férmaga att kunna se gorande av aterkoppling som en del
av att vixa in i yrkesrollen sker ddremot fran deras varierande utgangsligen.
Elevernas beredvillighet £6r att engageras 1 aterkoppling samspelar med deras
vixande forstaelse fo6r 6msesidighet som inbyged i servicearbete.

Elevernas upplevda liroplan forefaller inbdddad 1 kulturhistoriskt framvixta
formationer av  serviceyrken, vilka kidnnetecknas av  fokus pi
kundtillfredsstillelse i interaktion genom manskligt méte. Barn- och fritidspro-
grammet har visat sig svara vil mot framvixten av nya interaktionsintensiva
serviceyrken genom att samla det yrkeskunnande som krivs f6r dem kring en
generell pedagogisk kompetens (Lemar, 2001). Den genomlevda liroplanen i
denna studie formas saledes av trining i pedagogiserade moten utifran yrkes-
specialisering men dven tvirs 6ver yrkeskurser dir yrkeskunnande generaliseras
genom yrkesgérande av begrepp.

Intentionerna med Gy2011 har varit att intensifiera samarbetet med avni-
mare. Gymnasiearbete 100p utgdr ett exempel pa detta samarbete. I relation till
elevers anstillningsbarhet som ir gymnasiereformens yttersta mal, dr yrkesspe-
cialiserade kurser, t ex Gymnasiearbete 100 poidng, intressanta i ssmmanhanget.
Denna kurs erbjuder méjligheter f6r elever att visa bade bredd men framfdrallt
djup 1 sitt kunnande nir de férvintas utféra de vanligt férekommande arbets-
uppgifterna. Denna studie visar hur svar kombinationen av bade bredd och yr-
kesmassigt djup kan vara att dstadkomma i relation till yrkeskunnande for ser-
vicearbete.
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Denna studie r6r fragor om hur yrkeslirare pa bista sitt kan stodja elevers
utveckling av ett specialiserat begreppsmaissigt yrkeskunnande. Hir visas hur
beroende elever kan vara av ldrares hjilp for att utveckla ett sidant lirande och
att kamrater inte alltid kan utmana varandra tillrickligt, inte heller i utbildningar
som behandlar pedagogiskt ledarskap. Elevernas yrkespersonsblivande framstar
dirfér som beroende av lirarledd aterkoppling. Aterkopplingen stimulerar ele-
vernas rorelse mellan begreppsliggérande av kunnande f6r servicearbetet hori-
sontellt tvirs Gver olika kontexter och konkretisering, inbiddad i deras vardags-
forstaelse (jfr Bijlsma m fl., 2016; Heusdens m fl., 2016). I likhet med Steinness
(2014) och Sandal m fl. (2014), behover eleverna lirares hjilp med att engageras
i aterkoppling bortom vardagsforstaelser eller enbart fran arbetslivet himtade
betydelser av servicearbete. Dirfér bidrar denna studie till en djupare forstielse
av hur feedback literacy (aterkopplingslitteracitet, min oversittning till svenska.)
utgor en viktig del av yrkeslirares didaktiska kompetens. Detta bidrag kan ses i
ljuset av att yrkeslirare dr undantagna kravet pa lirarlegitimation samt att yrkes-
lirarexamen inte krivs for att fa en anstillning. Avsaknaden av lirarexamen kan
innebira att yrkesldrares stottning med aterkoppling 1 undervisningen endast
modelleras enligt aterkoppling pa arbetsplatser, nagot som lirare kanske kinner
mest fortrogenhet med. Det kan ocksa finnas en risk for att lirare forbiser moj-
ligheter att strukturera elevers yrkespersonsblivande didaktiskt (jfr de Bruijn,
2012) med aterkoppling som ett didaktiskt redskap.

Studiens resultat kan ses i ljuset av tva begrinsningar. For det fOrsta vittnar
studien om hur de valda metoderna, dvs. intervju och observation, ytterst dr
beroende av forskarens hantverksmissiga skicklighet och sikerhet 6ver tid. For
det andra begrinsas definitionen av minniskocentrerat och interaktionsinten-
sivt servicearbete till ndgra yrkesomraden. Trots begrinsningarna bidrar denna
studie till en teoretiskt grundad diskussion om hur elever formas till
yrkespersoner genom aterkoppling.
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Appendix A

List of handbooks in chronological order

The following handbooks were consulted for a broad overview of the three areas of interest,
i.e., vocational identity formation, the experienced curriculum and feedback.

1.
2.
3.

10.

Blank, W.E. (1982). Handbook for developing competency-based training programs.
Funnell, R. (ed.) (1996). A handbook for research in adult and vocational education.
Rauner, F., Maclean, R. & Boreham, N.C. (eds.) (2008a). Handbook of technical and
vocational education and training research.

Connelly, F.M., He, M.F. & Phillion, J. (eds.) (2008b). The SAGE handbook of
curriculum and instruction.

Maclean, R. & Wilson, D. (2009). International handbook of education for the
changing world of work: Bridging academic and vocational learning.

Andrade, H.L. & Cizek, G.J. (eds.) (2010a). Handbook of formative assessment.
Peterson, P.L., Baker, E.L. & McGaw, B. (eds.) (2010b). International encyclopedia
of education.

Malloch, M., Cairns, L., Evans, K. & O’Conner, B. (eds.). (2011). The SAGE
handbook of workplace learning.

Walsh, W.B. & Savickas, M. L. & Hartung, P. J. (eds.) (2013). Handbook of
vocational psychology: Theory, research, and practice.

Wyse, D., Hayward, L. & Pandya, J.Z. (eds.) (2015). The SAGE handbook of
curriculum, pedagogy and assessment.



Appendix B

Letter to the Security Industry and Working Environment Committee

Martina Wyszynska Johansson
Institutionen for pedagogik och specialpedagogik
Goteborgs universitet

martina.wyszynska.johansson@gu.se

15 oktober 2015

Hej!

Jag heter Martina Wyszynska Johansson och dr doktorand vid institutionen for pedagogik och
specialpedagogik pa Goteborgs universitet. Mina studier &r inriktade mot elevers utveckling
mot examensmalen pa Barn- och fritidsprogrammet. Jag har ett sirskilt intresse for yrkesut-
géngen viktare eftersom detta dr en ny utbildning i programmet. Vilka kunskaper tycker ele-
verna att de har utvecklat under sin utbildning? Vilka kunskaper anser eleverna &r mest an-
véndbara for att fa arbeta inom bevakningsverksamheterna? Hur tycker de att deras kunskaper
har utvecklats under utbildningen: genom ldromedel, skolundervisning, instruktioner pé ar-
betsplatsen, genom rad och aterkoppling frén handledare och andra? Detta ar frdgor som in-
tresserar mig!

For att utforska sadana fragor &r jag beroende av och mycket tacksam for er hjélp. Jag skulle
behova hjilp med att fa triaffa sex till sju Barn- och fritidselever i arskurs 3 som gor sin prak-
tik inom en bevakningsverksamhet i véstra Sverige, t ex i X. Jag hoppas att det 4r mojligt for
mig att “skugga” dessa elever, vilket betyder att man f6ljer dem under praktiken pa
arbetsplatsen. Rent konkret skulle det innebéra att jag foljer eleverna under ca 10 dagar
utspritt ver en period pa nagra manader. Jag dnskar dven att fa intervjua eleverna pa
arbetsplatsen och fa ta del av den skriftliga information som eleverna kommer i kontakt med.
Skriftlig dokumentation av detta slag hjalper mig att skaffa mig en 6verblick och en forstaelse
for den bransch Barn- och fritidselever utbildas for.

Den studie som jag ska genomfora &r viktig for att den avser att ge inblick i elevers erfaren-
heter och deras perspektiv. Resultaten och slutsatserna forvéntas bidra till en utveckling och
forbattring av utbildning mot véktare och bevakningsverksamheter. Jag hoppas att jag kan fa
stdlla nagra fragor till er om branschen for att fa en bild av den och om det finns skriftlig
information jag kan fa ta del av ar jag mycket tacksam for.

Vid fragor tveka inte att ringa mig pa 0XX XXXXXXX.
Med vénliga hélsningar

Martina Wyszynska Johansson



Appendix C
Letter to the headteacher and teachers in School A
Martina Wyszynska Johansson
Goteborgs Universitet
Institutionen for pedagogik och specialpedagogik
Box 100
405 30 GOTEBORG
Tel: 031-786 22 51

Mail: martina.wyszynska.johansson@gu.se

Till skolledningen och léirare vid Skola A

Forfragan om deltagande vid lektioner i Barn och fritidsprogrammets yrkeskurser for
viiktare

Jag heter Martina Wyszynska Johansson. Min forfraga till er handlar om méjligheten att fa
delta vid undervisningen av yrkesdmnen som riktas till yrkesutgadngen viktare pa Barn och
Fritidsprogrammet vid Skola A. Sjélv har jag min bakgrund som yrkesldrare pd Barn och
Fritidsprogrammet men sedan nagra &r tillbaka dr jag doktorand vid Institutionen for
pedagogik och specialpedagogik, Goteborgs Universitet. Handledare &r docent Gun-Britt
Wirvik och docent Ingrid Henning Loeb.

Efter att ha skrivit en licentiatuppsats med titeln "Gymnasieungdomars erfarenheter av hur
yrkesldrande beddoms” fortsétter jag mina doktorandstudier. Syftet med min studie &r att
undersoka hur yrkeselever formas till yrkesutdvare. I denna process dr beddmning av
relevanta yrkeskunskaper ett redskap for att elever ska kunna lyckas. Jag vill ocksa veta vilka
yrkeskunskaper som elever virdesatter mest och varfor de sitter virde pa just de
yrkeskunskaperna. Hur yrkeselever ser pa sin process att formas till yrkesperson forskas
mycket litet om. Mitt ténkta bidrag, med er hjilp, kan férhoppningsvis lyfta fram
elevperspektiv pa yrkesutbildning i Sverige och pa sé vis bidra till att utveckla
yrkesutbildningar att mer svara mot yrkeselevernas behov. Dérfor ber jag om ert samtycke till
att f4 nérvara vid lektioner pd BF under vérterminen 2016.

Undersokningens uppléigg Eleverna kommer att informeras om studiens syfte och hur
studiens material hanteras, bade muntligt och skriftligt. Eleverna lamnar skriftligt sitt
samtycke att delta och deltagandet i studien sker frivilligt. Om nagon, undervisande person
eller elev, vill avbryta fortsatt medverkan kan denna person gora det utan att ange en
anledning. Alla elever maste aktivt uttrycka sitt samtycke till att delta och om ndgon elev inte
vill att det han eller hon séger ska anvindas i studien utelamnar jag detta helt i materialet och
den studie som grundas p& materialet.

Min undersdkning innebér att jag dr ndrvarande i klassrummet under tiden d& BF-elever
arskurs 2 eller 3 genomgér sina yrkesfordjupningskurser inom yrkesutgédngen véktare. Jag ar
medveten om att dessa kurser genomfors av Bevakningsbranschens Yrkes- och
Arbetsmiljondmnd eller BY A. Vid flertalet tillfdllen har jag varit i kontakt med BY A:s
representant X som hénvisade mig till att ta kontakt med lérare vid skola A, vilket jag gjorde.



Forutom att féra anteckningar dnskar jag att gora vissa ljudupptagningar, men da i
samforstand med den som undervisar. Jag skulle ocksé vilja f& mojlighet att samtala med
grupper av elever i anslutning till lektionerna.

All insamlat material kommer att avidentifieras och behandlas pé ett konfidentiellt sétt, vilket
betyder att allt material bearbetas, analyseras och redovisas sa att ingen enskild person kan
kénnas igen. Under arbetet kommer allt insamlat material forvaras inlést pa institutionen. Om
det ar mojligt skulle jag vilja pdborja mina observationer v. 10 eller v. 11. Jag kommer inom
kort att kontakta er och svarar gérna pa alla frigor och funderingar om studien. Ni kan nd mig
via mail eller telefon.

Med vinliga hélsningar

Martina Wyszynska Johansson



Appendix D
Letter to the headteacher and teachers in School B
Martina Wyszynska Johansson
Goteborgs Universitet
Institutionen for pedagogik och specialpedagogik
Box 100
405 30 GOTEBORG
Tel: 031-786 22 51

Mail: martina.wyszynska.johansson@gu.se

Till skolledningen och léirare vid Skola B

Forfragan om deltagande vid lektioner i Barn och fritidsprogrammets yrkeskurser for
viiktare

Jag heter Martina Wyszynska Johansson. Min forfraga till er handlar om méjligheten att fa
delta vid undervisningen av yrkesdmnen som riktas till yrkesutgadngen viktare pa Barn och
Fritidsprogrammet. Sjélv har jag min bakgrund som yrkesldrare pd Barn och
Fritidsprogrammet men sedan nagra &r tillbaka dr jag doktorand vid Institutionen for
pedagogik och specialpedagogik, Goteborgs Universitet. Handledare &r docent Gun-Britt
Wirvik och docent Ingrid Henning Loeb.

Efter att ha skrivit en licentiatuppsats med titeln "Gymnasieungdomars erfarenheter av hur
yrkesldrande bedoms” fortsétter jag mina doktorandstudier. Syftet med min studie &r att
undersoka hur yrkeselever formas till yrkesutdvare. I denna process dr beddmning av
relevanta yrkeskunskaper ett redskap for att elever ska kunna lyckas. Jag vill ocksa veta vilka
yrkeskunskaper som elever virdesatter mest och varfor de sitter virde pa just de
yrkeskunskaperna. Hur yrkeselever ser pa sin process att formas till yrkesperson forskas
mycket litet om. Mitt ténkta bidrag, med er hjilp, kan férhoppningsvis lyfta fram
elevperspektiv pa yrkesutbildning i Sverige och pa sé vis bidra till att utveckla
yrkesutbildningar att mer svara mot yrkeselevernas behov. Dérfor ber jag om ert samtycke till
att f4 nérvara vid lektioner pd BF under vérterminen 2016.

Undersokningens uppléigg Eleverna kommer att informeras om studiens syfte och hur
studiens material hanteras, bade muntligt och skriftligt. Eleverna lamnar skriftligt sitt
samtycke att delta och deltagandet i studien sker frivilligt. Om nagon, undervisande person
eller elev, vill avbryta fortsatt medverkan kan denna person gora det utan att ange en
anledning. Alla elever maste aktivt uttrycka sitt samtycke till att delta och om ndgon elev inte
vill att det han eller hon séger ska anvindas i studien utelamnar jag detta helt i materialet och
den studie som grundas p& materialet.

Min undersdkning innebér att jag dr ndrvarande i klassrummet under tiden d& BF-elever
arskurs 2 eller 3 genomgér sina yrkesfordjupningskurser inom yrkesutgédngen véktare. Jag ar
medveten om att dessa kurser genomfors i samarbete med Bevakningsbranschens Yrkes- och
Arbetsmiljondmnd (BYA), som jag har varit i kontakt med tidigare. Férutom att fora
anteckningar onskar jag att gora vissa ljudupptagningar, men da i samforstand med den som



undervisar. Jag skulle ocksé vilja f& mojlighet att samtala med grupper av elever i anslutning
till lektionerna.

All insamlat material kommer att avidentifieras och behandlas pa ett konfidentiellt sétt, vilket
betyder att allt material bearbetas, analyseras och redovisas s att ingen enskild person kan
kénnas igen. Under arbetet kommer allt insamlat material férvaras inlast pa institutionen. Jag
kommer inom kort att kontakta er och svarar gédrna pa alla frdgor och funderingar om studien.
Ni kan nd mig via mail eller telefon.

Med vinliga hélsningar

Martina Wyszynska Johansson



Appendix E
Consent form
Martina Wyszynska Johansson
Goteborgs Universitet
Institutionen for pedagogik och specialpedagogik
Box 100
405 30 GOTEBORG
Tel: 031-786 22 51

Mail: martina.wyszynska.johansson@gu.se

Till eleverna pa Barn och fritidsprogrammet vid X

Mitt namn dr Martina Wyszynska Johansson och jag édr doktorand vid Goteborgs Universitet,
Institutionen for pedagogik och specialpedagogik. Min forskning handlar om hur elever pd BF
utvecklar sina yrkeskunskaper. Syftet med min studie ar att ta reda pé hur elever sjilva tycker
att de gradvis blir bittre forberedda infér kommande yrkesliv. Vilka yrkeskunskaper
vérdesitter eleverna bést och varfor?

Skolledningen och ldrare har gett sitt godkénnande till att jag far vara med pa BF-lektionerna.
Nu vill jag frdga dig om ditt medgivande till att jag far ndrvara pa dina BF-lektioner. For att
uppfylla mitt syfte med studien kommer jag att nirvara vid lektionerna, gora anteckningar och
ibland prata med elever om det som kan ha dykt upp pé lektionerna. Vissa samtal kommer att
ljudinspelas och detta kommer att ske 6ppet.

All information kommer att behandlar konfidentiellt. Detta betyder att alla svar kommer att
avanonymiseras och senare redovisas pa ett sddant sétt att ingen enskild person kommer att
kunna kéinnas igen. All information kommer endast att anvéndas for studiens syfte. Under
arbetet kommer all information forvaras inlast pa institutionen. Att du deltar &r helt frivilligt.
Vill du inte att det du sidger under lektionen ska kunna finnas med i avhandlingen och i
underlaget for avhandlingen, kryssar du bara i svarstalongen nedan. Du ér helt fri att niar som
helst avbryta deltagande utan att behdva sdga varfor. Jag, undertecknad, ir ansvarig for denna
undersokning och mina handledare dr docent Gun-Britt Warvik och docent Ingrid Henning
Loeb.

Har du nagra funderingar och tankar, kontakta mig pa mail eller telefon.
Med vinliga hélsningar

Martina Wyszynska Johansson

031-786 2251

martina.wyszynska.johansson@gu.se

Samtyckesblankett



m] Ja, jag samtycker till att delta. Jag har fatt informationen om studiens syfte, hur
undersdkningen kommer att gé till och hur allt material kommer att hanteras sa
att ingen enskild person kommer att kunna identifieras. Jag har ocksé fétt
mojlighet att stilla fragor.

o Nej, jag vill inte delta.

Namn: .........ooooiiiiiiinn. .,

KIass: ..ooviiiiiiii,

Skola: ....oovviiiii





