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5 Authentic Learning Situations 

During the school year 2011/12, a foreign language teacher with a great interest in social media 
taught two classes twice a week at a high school: a vocational class in English and a Spanish 
class in academic studies. Here, the digitally literate teacher decided to create curriculum-based 
classes organized around the use of social media, implying an attempt to decouple from a print 
technology that has defined the identities of the teaching profession for decades, the textbook. 
This involved motivating her students to learn a foreign language by using social relations and 
information derived from the World Wide Web as a source of knowledge. This also entailed 
using social media throughout the school year in her two classes. The teacher called this 
learning design authentic learning situations, which is the dissertation’s second local model. 
The model is outlined in this chapter and examined by using a bottom-up perspective, 
illustrating how use of social media is embedded and socially constituted into an educational 
context. This means that the chapter’s case story focuses on the practice of the dissertation’s 
second actor, a digitally literate female teacher working part-time in foreign language teaching 
at the high school I call the Alfa Organization. 

The above argument is covered over the chapter’s six parts. The first part recaps the model’s 
core idea. The model is connected to a practice perspective on use of technologies in 
organizations, which is also combined with perspectives on how professional practitioners 
create knowledge and understanding by reflection on their actions and experiences. The second 
part accounts for the case story’s contextual background. I try to situate the teacher’s practice 
by identifying how her learning design partially contradicts institutional views and use of ICT 
among teachers. The third part narrates the teacher’s professional background and her teaching 
practice. The fourth part examines the design behind authentic learning situations. The fifth part 
looks at the implementation and enacting and her experience of her learning design. The latter 
is empirically illustrated by narrating how and what happened in her two classes, on a monthly 
basis, from August 2011 to March 2012. I examine the succession of particular themes and 
activities that dominated her classes. The last part summarizes the chapter. 

5.1 Part I: Orlikowski’s technology-in-practice and Schön’s reflection-on-action 

To understand authentic learning situations theoretically, I attempt to apply and expand on 
Orlikowski’s work. I link authentic learning situations to parts of Orlikowski’s concept of 
technology-in-practice (2000).10 Over the years, Orlikowski conceptualized a practice lens to 
understand the use of technology in organizations. The practice perspective emerged as a 
response to theoretical limitations seen in earlier structurational models of technology used in 
organization studies (Barley, 1986; DeSanctis & Poole, 1994; Orlikowski, 1992; Orlikowski & 
Robey, 1991; Poole & DeSanctis, 1990, 1992; Walsham, 1993). The academic debate in 
organization studies centers on scholarly differences on how to frame the capacities of social 
structures embedded in users’ interactions with technologies. This appears to be enabled by a 
“duality of technology” (Orlikowski, 1992), which suggests, on the one hand, that humans 
create social structures based on their use and interpretation of technologies, while on the other 
hand, these are later institutionalized by recurrent human action. This view means that inscribed 
into material artifacts we find immaterial rules and resources that can shape how humans 
interact with technologies. 

                                                 
10 The model’s research perspective is accounted for in Chapter 3.  
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Early structurational models portrayed norms, values, and resources as embodied in 
technologies, but were criticized for putting focus on few stable technology structures as the 
analytical premise. This was epitomized under the “appropriation perspective” (DeSanctis & 
Poole, 1994), which assumed that when people use technologies they select and position 
themselves according to an appropriated technology structure. The appropriation perspective 
assumed that technologies are seldom neutral and that each has a cultural belief system attached 
to it. The appropriation perspective made it possible for researchers to establish whether users 
accepted the intention of a technology and to predict outcomes on organizational performance. 

 

Orlikowski saw the above research perspective as problematic. She later wrote that:  

My colleagues and I discovered, not only could we not guarantee a perfect translation of requirements 
specification to running code, we had no control over whether and how others would use the technology 
that we had built (both in the short term and over time), and we certainly had no way of knowing or 
anticipating the range of possible unintended consequences that might attend a technology’s use in practice 
and over time. (Feldman & Orlikowski, 2011:1246). 

Instead, Orlikowski argued for a different view, which rested on moving the research focus to 
enactment over appropriation. Researchers could focus on emergent than rather embodied 
social structures linked to use of technologies. This meant analyzing human action and 
investigating how this enacts with emergent structures by recurrent and ongoing interaction 
with technologies. To expand her argument, Orlikowski turned to Giddens’s (1984) 
structuration theory and suggested the concept of technology-in-practice (Orlikowski, 2000), 
which is loosely defined as the sets of rules and resources that are (re)constituted in people’s 

Figure 5.1 Enactment of structures of practice: Orlikowski’s adaption of Giddens’s framework 
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recurrent engagement with technologies. In Giddens’s (1979; 1984) outline (Figure 5.1), social 
structure is also defined as the set of enacted rules and resources, part of a social system that 
renders social action and consists of three dimensions or modalities: facilities, norms, and 
interpretive schemes. Giddens suggested that when humans enter a situation, they will use 
previous knowledge of an action or situation, the facilities open to them, and the norms that 
inform their ongoing practices, and apply these elements to structure their social actions. And 
when performing actions recurrently, rules and resources structure their actions.  

 

 

While Giddens outlined a sociological framework for addressing the dynamics constituting 
society at large, Orlikowski adopted Giddens’s three modalities directly to manage her practice 
lens (as shown in Figure 5.2). Orlikowski (2000) maintained that when people use a technology, 
the same dynamics as outlined by Giddens apply. First, when a member of an organization 
enters a situation and uses a technology, for example, he or she can draw on the ideas ascribed 
onto the material properties making up the technological artifact, like intentions imprinted by 
technology designers and prior users’ interactions. This entails compliance with Giddens’s 
modality of “facilities”. Second, Orlikowski argued that members of an organization can use 
their prior skills, power, knowledge, assumptions, and expectations about a technology and its 
use. This involves including Giddens’s modality “norms”. Third, Orlikowski argued that 
members would pay attention to their knowledge of and experiences with the institutional 
contexts in which they interact and the social and cultural aspects linked to them. Such points 
meant to include Giddens’ modality of “interpretive schemes”. And as Orlikowski later 
concluded: “In this way, people’s use of technology becomes structured by these experiences, 
knowledge, meanings, habits, power relations, norms, and the technological artifacts at hand” 

Figure 5.2. Orlikowski’s adaption of Giddens to technology-in-practice. 
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(2000:410). This analytical replication meant that in the same way as Giddens wrote about the 
constituting societal dynamics of social structure and structuration processes, Orlikowski 
applied the same idea to express her technology-in-practice, which she also saw to be a type of 
social structure. Orlikowski stressed that these are not “out there”, but are virtual, emergent 
from people’s use and part of recurrent production by everyday action manifesting in situations.  

Orlikowski’s (2000) practice lens involved directing a clearer research focus on patterns and 
conditions that become routines as a consequence of recursive user engagement with 
technologies in situations and organizational contexts, potentially how they constitute, change, 
are reproduced, and are reinforced or institutionalized. This should be taken into account, as 
organizational members’ use of technology is often recurrent, Orlikowski claimed. Orlikowski 
acknowledged that technology habits can take different directions and are temporary, situative, 
and contextually dependent. They can be enacted in different ways and there is no clear 
certainty to what end. For example, technology-in-practice can be institutionalized and become 
part of a shared use, applying only to a limited number of people in a department. 
Organizational members can enact and draw on a number of technologies-in-practice, which 
not necessary overlap with each other. Here, Orlikowski stressed the importance of the fact that 
there are other social systems in organizations that have their own social structures, like 
hierarchical structures within a bureaucracy (as shown in Figure 5.2). Their governing 
conditions can influence how people enact and use a technology, although Orlikowski chose 
not to include them further into her framework. Similarly, Orlikowski recognized that 
organizational members can modify their technology habits, which can lead to reinforcement 
or transformations of them. As an extension of the latter point, Orlikowski argued that 
transformations in technologies-in-practice can happen due to a number of factors. Users can 
experience changes in awareness, knowledge, power, motivations, time, circumstances, and the 
material properties of a technology, implying that actors can change their uses intentionally and 
one can encounter cases where humans enact a multiple and contradictory set of structures.  

Orlikowski’s practice lens proposed that emergent structures in technology use are constituted 
and reconstituted through social practices, allowing researchers now to predict “unintended 
consequences” on organizational performance better. Orlikowski exemplified her practice lens 
by analyzing the enactment of technology practices by following the implementation of a 
technology intended for collaborative used by various user-groups across different 
organizations, the groupware Lotus Notes. This allowed Orlikowski to examine how a single 
technology was used by different actors in three different organizations. Based on her analysis, 
Orlikowski (2000) identified six enactments of technology-in-practice (1) limited-use 
technology-in-practice, (2) collaboration technology-in-practice, (3) individual-productivity 
technology-in-practice, (4) collective problem-solving technology-in-practice, (5) process-
support technology-in-practice, and (6) improvisation technology-in-practice. Within each of 
these, different conditions, actions, and consequences were identified, by devoting attention to 
particular recursive patterns.  

Considering one of them as a point in case, limited-use technology-in-practice, this was 
identified among consultants working in a multinational company. Orlikowski wrote that:  

The most common technology-in-practice I observed in the consulting group involved limited use of Notes, 
and was enacted by consultants at all levels of the firm. Such use of Notes was minimal, even perfunctory, 
and involved opening electronic mail folders a few times a week, rarely, if ever, sending a message, and 
only occasionally accessing a discussion database to examine activity in it. (2000:415).  
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Rather, Orlikowski gives three reasons to why the consultants’ use of Notes was limited. First, 
they perceived that Notes could only be used for information transfer, rather than being an 
effective tool applied to manage their relationships with clients. Moreover, the consultants had 
poor training and little understanding of the technical features embedded in Notes. Second, 
Orlikowski observed that the consultants worked continuously with the company’s time-based 
billing structure, which meant that time spent on learning to use Notes could not be invoiced to 
someone, an action that would contradict the common work practice of a consultant. Third, for 
a consultant to use Notes for collaboration would also undermine his or her social status and 
relationships in a competitive corporate culture, which honored competition and individual 
performance. Collaboration was seen as counter-productive as it could undermine personal 
career advancement. In sum, Orlikowski shows that the consultants drew on rules and resources 
from other social structures – the properties of a corporation’s governing structures – in their 
recurrent use and engagement with Notes, causing rejection of a technology intended to enhance 
their performance.  

Orlikowski (2000) made other interesting observations where the enactment of improvisation 
technology-in-practice is of interest to my case story. This seems to be an expansion of 
Orlikowski’s (1996) situated change perspective. This work showed use of Notes in different 
organizational contexts and illustrates how users unexpectedly reinvent and create new work 
routines as a consequence of recursive engagement around a technology, work routines that 
contributed to structural organizational change within a department where Notes was 
implemented. To capture this aspect, Orlikowski used her practice lens and focused on 
emergent structures that transpired as an outcome of the use of technology. This enabled her to 
frame the dynamics on how unintended consequences of technology use unfolded. Stating that, 
however, involved seeing organizational change differently. Earlier technology perspectives on 
organizational change (see: Blau et al., 1976; Burns & Stalker, 1961; Lewin, 1951), for 
example, framed organizational change based on an assumption of stability, not unpredicted 
conditions that might arise from change processes themselves. Orlikowski argued that previous 
perspectives on technology-based organizational change had shortcomings. They projected an 
assumption that plans for organizational change are implemented and managed by 
organizational members with the intention of having a deliberate strategy rooted in a prior plan, 
which are assumed to lead to a transformation of organization structures. This was problematic; 
Orlikowski argued instead that previous approaches did not adequately account for how 
unplanned patterns of organizing can arise from emergent change, which is the reality and 
conditions for the organizing principles of today’s organizations. They are now based on 
flexibility and self-organization more than routinization, standardization and automation. 

Instead, Orlikowski argued that organizational change and change processes needed a different 
take. This required an analysis of enactment and being “grounded in the ongoing practices of 
organizational actors, and emerges out of their (tacit and not so tacit) accommodations to and 
experiments with the everyday contingencies, breakdowns, exceptions, opportunities, and 
unintended consequences that they encounter.” (1996:64). Orlikowski, who was inspired by 
Weick’s (1993b) concept of improvisational metaphor, claimed that this meant challenging the 
view that organizational change is the result of a planned and gradual process managed by 
someone, but seeing it as an “ongoing improvisation enacted by organizational actors trying to 
make sense of and act coherently in the world” (1996:64). This entailed linking ongoing 
improvisation to situated actions, which Orlikowski elaborated in relation to Escher’s (1986) 
metamorphoses. Orlikowski came to view change processes in terms of a series of ongoing and 
situated accommodations, adaptations, and alterations – sufficient modifications could be 
enacted over time where change could be achieved. This involved downplaying the assumption 
of prior staging of change, but looking at recurrent and reciprocal variations of practice over 
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time where variations are ongoing and there is no beginning or end in a change process. 
Orlikowski argued that this approach underscored that organizational change is rooted in action, 
not stability, allowing the possibility to analyze the ways change processes are enacted. 
Orlikowski maintained that this would be constituted by the ongoing agency of members of an 
organization, where actions taken by members reproduce existing organizational properties or 
alteration of them as part of everyday life. 

To show the above argument, Orlikowski (1996) turned her attention to follow the 
implementation process of Notes and an Incident Tracking Support System (ITSS) technology 
in a Customer Support Department (CSD), which Orlikowski tracked over two years. 
Orlikowski paid attention to recursive practices that followed as an unintended consequence of 
the fact that specialists began collaborating on customer incidents logged in the ITSS. The 
initial intention was to log customer incidents directly into the ITSS, while the specialists had 
customers on the phone. But the specialists wrote them down on paper first and later typed them 
up to describe their personal experiences on the incidents they had worked on. And this detail 
would make a difference, as the logged incidents turned into an unexpected reusable resource. 
Detailed descriptions created a transparent database track-record system, which other 
specialists started using to troubleshoot incidents. Moreover, Orlikowski pinpoints that this 
reinvented the meaning of the ITSS, as managers started using it as a learning tool to train 
newly-hired specialists. During the course of the implementation process, such actions created 
recursive patterns or new work routines emerging from practice, which among other things 
contributed to changing the organizing practices and structures of the entire department, in 
effect leading to the institutionalization of new organizing structures. Orlikowski identified 
several changes, which included changing the texture of work, nature of knowledge, patterns 
of interaction, distribution of work, forms of accountability and control, and mechanisms of 
coordination. Orlikowski underscores that many of these changes were not planned in advance 
or predicted by the implementation team. Moreover, the changes were not caused by the 
technology itself, but rather enabled by it. Changes in the organizing practices in the CSD work 
place were caused by how the specialists responded “artfully to unanticipated problems and 
unexpected opportunities that arose in their work” (Orlikowski, 2000:419). Instead, it revealed 
an innovative way of working performed by all members of the CSD. Some of the changes 
were deliberate and intended, others were emergent and unanticipated. But the most important 
lesson is how an informal practice changed an overall work practice in the CSD, as the 
specialists began to work more collaboratively, a factor that was enabled by a departmental 
work culture that was learning orientated, team based, and cooperative. These were produced 
by forms of enactment and improvisation and emerged from a structuration process.  

It is along these analytical lines that I attempt to apply Orlikowski’s work. An authentic learning 
situation can be seen as an enactment of a social structure I call “reflective technology-in-
practice”. This represents a structured and controlled improvisation and experimentation with 
new ways to use social media in education, which is characterized by how the female teacher 
in this study uses retrospection and reflects on her own actions and practice “to engage in a 
process of continuous learning”, to use Schön’s (1983) words. I state this as it seems to be 
formed between certain re-constituting dynamics, which are motivated by an actor’s decision 
to perform a “trial-and-error-practice” with social media. This has some aspects, which share 
analytical lines with a social structure and agency matter. First, the teacher regularly tests out 
educational social media and designs on her classes, which happens in action. Second, she 
reflects on her enacted experiences on what “worked”, as an attempt to adjust herself to a 
recursive pattern to achieve a long-term goal she sets, which deals with improving learning. All 
this is ongoing, but takes place in a different organizational context than that described by 
Orlikowski; while Notes was implemented by an organizational authority, my case story deals 
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with the opposite. Relative flexibility and autonomy permits a teacher to “select”, “import”, or 
“shop” a variety social media applications. These are reused and reinterpreted to fit educational 
designs she regards as necessary, but are also combined and draw on personal experiences and 
institutional conditions. Behind authentic learning situations, the teacher can design her own 
“reflective-technology-in-practice”, but also implement it, enact it, and experience it through 
her practice, which in essence means that the teacher can stage her actions and investigate how 
that enacts with emergent patterns through recurrent and ongoing interaction with an 
educational technology-based design she created. In this way, I try to extend Orlikowski’s 
framework by analytically grasping how an actor organizes and designs an emergent technology 
structure (a technology-in-practice, to use Orlikowski’s own words), but equally to understand 
what happens when that same actor attempts to implement, enact and manage its ongoing 
actions in the context in which she regularly interacts. This can allow us to understand the 
dynamics and outcomes of how a structuration process unfolds and is organized.  

5.2 Part II: Social media at the margins of institutional educational ICT practices 

To contextualize how the teacher’s practice can contradict but be mutually shaped by social 
orders, we can view briefly this in light of certain top-down technology discourses. There is a 
tradition of investing in ICT and digital competence in the Norwegian K-12 education system, 
which follows as the result of the educational reform “Knowledge Promotion” from 2006 and 
the creation of a “fifth-key digital competence”. The goal has been to enable future generations 
to participate in the knowledge society, where technology plays an important role (Erstad & 
Hauge, 2011). In the wake of it, various actors have pinpointed inconsistencies between top-
level visions for learning and the realities faced in the classroom. Erstad (2007) argued that 
future research needs to go hand-in-hand with the conditions created by new technologies in 
the classroom. Almås and Krumsvik (2007) observed that Norwegian teachers apply traditional 
ways of teaching. Adoption of ICT is assumed to be low and slow. Almås and Krumsvik argued 
that the content in subjects and pedagogical practices develop into distinct fields, such that “too 
often these components live their own, separate lives, distinct from each other, in which 
pedagogical input comes from the educational field, while content knowledge is tied to a 
different subject” (2007:480). Haugsbakk (2011) called for another direction, proposing that 
teachers should be reintroduced as the main actor in the classroom, as too much focus on student 
perspectives and new ICT can outweigh the pedagogical craft. A significant challenge troubling 
educators is the institutional gap between preparing and educating future teachers with the right 
digital professional competence to meet the demands of working in an expected technology-
rich environment. Reports have attempted to forecast specific technologies that are expected to 
dominate schools. The report “Technology Outlook for Norwegian Schools 2013–2018” 
suggested that 12 technologies will influence the teacher’s work day, including social media 
(Johnson, Adams Becker, Cummins, & Estrada, 2013). This is contradicted by reports showing 
a mismatch between the digital competence newly educated teachers have acquired from 
attending teacher education and the reality of the use technology they face in the classroom 
(Gudmundsdottir, Loftsgarden, & Ottestad, 2014). Other reports indicate that many teacher 
education courses lack coherent study programs in digital competence and ICT (Hatlevik et al., 
2013). This reconfirms that a gap between theory and practice seen in the education of 
professionals is valid within the ICT and digital competence area, causing researchers to point 
out that future professional teacher competence should be adapted to accommodate a deep 
understanding of technology, knowledge of students’ learning processes, and an understanding 
of the specific disciplinary practices and features characterizing individual school subjects 
(Lund, Furberg, Bakken, & Engelien, 2014). Others question if the education system is resilient 
to change and the adoption of social media services (Krokan, 2012).  
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The Norwegian Center for ICT in Education monitors the conditions for digital literacies and 
use of ICT among teachers and students. The report from 2013 shows contradictory findings, 
which express themselves along digital divides and user patterns (Hatlevik et al., 2013). A few 
of these can be identified as follows. First, the report indicates that the students who perform 
well in school are those who are most likely to be regular ICT users and to have a high degree 
of digital competence. Second, there had a drop in education-related use of ICT. Until 2011, 
ICT use in various subjects had seen an increase, but there was a slight reduction from 2011 to 
2013. Third, findings demonstrate that computers are somewhat “untouched” in the lower 
levels. Students in seventh and ninth grade use ICT less than their peers in high schools. It is 
estimated that among students in the seventh grade, about 45 percent use a computer for only 
one hour a week, while among students in the ninth grade, 43.5 percent use a computer for 
between one and three hours per week. Among their peers in the high school, the numbers are 
significantly higher; 45 percent are estimated to use ICT for more than 10 hours a week. This 
gap is connected to the fact that the country’s high schools have distributed an institutionalized 
laptop to each student. The schools at the lower educational levels are not included in this 
initiative. Fourth, Hatlevik et al. argue that the Internet itself is seldom the preferred source of 
knowledge, as teachers use issued digital resources or learning material made by book 
publishers. It is pointed out that teachers still cling to the supreme position of the textbook as 
part of an ICT-based educational design. This means that many teachers work within a print-
technology based framework.  

The Monitor survey (Hatlevik et al., 2013) portrays a boundary between “ICT” and “social 
media”. From one perspective, working with “ICT” implies organizing practice around trusted 
online material produced by book publishers, online encyclopedias, and the textbook, while 
“social media” seems to belong to the leisure sphere, used for youth online socializing. The 
report gives little insight into how teachers use social media. Instead, it devotes attention to 
reporting student use. We learn that students use social media to listen to music and to chat with 
friends on chat software. It is no surprise that Facebook is popular; more than 95 percent of the 
students reported having an account. Students seldom engage in public online spheres, but read 
and like updates and enjoy watching published pictures. Few students said they wrote status 
updates or posted photos. Just 7–10 percent use Facebook to do school assignments. In sum, 
the Monitor survey labels social media as a source for potential disturbance, associated with 
cyber-bulling, and occasionally a constructive influence on learning outcomes. The report gives 
support to the latter assertion by referring to research, which has substantiated little connection 
between use of social media and positive learning outcomes on student performance (Junco & 
Cotten, 2012; Kirschner & Karpinski, 2010).  

In sum, one can argue that the position of social media is formed against crossing dominating 
technology discourses. We see that top-down initiatives and technology link this to “ICT in 
education” and “digital competence”. This communicates inconsistencies on low goal 
accomplishment within several fields, reflecting that the organizational apparatus intended to 
support and educate teachers to work digitally, is mal-equipped to meet ongoing and changing 
technology developments. We can also see that bottom-up experiences show that many teachers 
have positive attitudes toward ICT, but organize their practices around trusted online material 
produced by publishers, online encyclopedias, and the textbook. Such opposing trajectories 
show potential gaps between intent and practice, where actors seem to create their own 
independent satellite systems that seldom orbit each other cohesively. Consequently, social 
media is ascribed the role of belonging to the leisure sphere and is used for socializing. This 
implies that it is perhaps uncommon to come across teachers who decouple from institutional 
practices and deliberately choose to organize their practice around use of social media services 
and information derived from the World Wide Web. Teachers can do it on paper, as long as this 
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aligns with the curriculum in the subject in which they teach. Norwegian teachers have a relative 
degree of autonomy to organize their practice, a point shown in research on work conditions 
among teachers (Bungum, Dahl, Gullikstad, Hugaas Molden, & Rasmussen, 2002; 
Haugsbakken & Mordal, 2009). 

5.3 Part III: The digitally literate teacher 

The teacher is a female teacher educator. She works primarily as an Associate Professor in 
foreign language didactics at a teacher education department at university level. Her main 
expertise is foreign languages. She holds a university degree and specializes in English, 
Spanish, and French. She has years of experience as a teacher and has worked at different high 
schools. Middle-manager positions are also on her CV. She has a professional network, 
allowing development of competences. She has published in peer-reviewed academic journals, 
contributed book chapters, and written research reports on issues connected to language 
training, didactic, and pedagogical matters. 

The teacher can be described as an early adopter (Rogers, 2003), a term used about actors who 
are quick to adopt new technologies. This is reflected in her high degree of cosmopolitan capital 
and interest in using new web technologies. She is not trained as a computer scientist, but for 
several years worked with ICT or digital technologies. Her technology interests and competence 
is part of an established work practice. She said that she “had not taken a single course in 
computers”, but acquired competence as a technology user by carrying out systematic self-
organized learning activities and by participating in professional ICT work. This implied that 
this interest was a type of autodidactic practice, where she herself had to take the initiative to 
gain and maintain knowledge. There was a lot of “learning-by-self-doing”. This meant that she 
had to rely on multiple resources to develop her competence, which is an ongoing process and 
spread against several knowledge horizons. This was necessary as the relevant institutional 
knowledge and resources, like academic research knowledge on ICT in teacher education, was 
assumed to be “behind” the latest technology horizon and the practice situation in the education 
system. This experience gap involved a deficit, meaning that she looked to resources beyond 
her own turf. This included activities like reading learning and computer education journals; 
attending technology conferences; registering with web services; working on ICT research 
projects; writing academic research papers; and engaging with peers. 

Within the larger technology discourses on ICT in education the teacher had found a niche. She 
professionally identified herself as working with “social web” and “social media literacies”. 
She spoke about the importance of connecting, being self-organized, and addressing research 
and learning theories that related to social media, like the new learning theory of connectivism 
and Massive Open Online Course. This implied not limiting her interest in technology to an 
“ICT in education” or “digital competence” paradigm. The social web implied working with 
social media in different ways. This involved using and knowing about blogging, YouTube, 
SNSs, microblogging communities, online gaming, and wikis, for example, tools offering 
possibilities to enhance reading and writing skills. But it also required understanding of their 
wider implications for practice and the social. The social web meant favoring engagement in 
the set of social relations that connect people through the World Wide Web. Moreover, social 
media and the Internet offer access to information and resources, which can be used to promote 
learning in education and to work digitally. There are other sides too; for instance, the social 
web can give a more realistic presentation of reality and that can be realized through retrieving 
information and creating user-generated content to gain knowledge. The social web can be used 
to enhance learning, either for informal or formal purposes. The teacher often used the terms 
“Web 2.0” and “nodes in network” to describe how, beyond the user interface of social media, 
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there is an adoption of the cultural logics and practices that govern the network society. 
Stressing these, she communicated a substantial difference. She seldom used online material 
produced by book publishers or textbooks, for example, but favored social media services.  

This teacher is an innovator, but operating at the forefront of technology, or at the margins of 
institutional practices, has both advantages and pitfalls. Although outgoing and seeking new 
professional connections, she perceived herself as being in a minority. She described her 
interest as a type of “lone wolf life”. She had few colleagues with whom to discuss her 
technology interests professionally. The challenge she saw ahead was genuinely to distinguish 
between the great variety of social media applications, ideas, belief systems, visions, 
contradictory research results, etc., on what had impact or could enhance learning, due to the 
ambiguity or biased presumptions that such were inclined to make. Her experience proved that 
it can be challenging to transfer formal research, academic knowledge or skills directly to her 
practice. To counter that, she had taken it upon herself to perform testing of social media in her 
own teaching practice, involving the creation of a “digital sandbox” where she could 
systematically experiment with social media to improve learning and perform curriculum-based 
learning activities. Central to it was combining her theoretical and research insights from 
scientific journals on learning by self-study in her practice-based professional setting and 
learning from that by continuous reflection, where she consciously looked back on what she 
had enacted, to enhance professional development, improve her understanding, and draw up 
new knowledge. She attempted to stage this by performing a “trial-and-error-regime”, where 
she tested out educational social media and designs on her classes and reflected on the enacted 
experiences as to what “worked” in light of the reading of theory, as an attempt to adjust herself 
to a recursive pattern to achieve a long-term goal she had set, of creating a social media learning 
design to learn foreign languages. To perform this theory orientated reflective practice, she held 
a part-time job as foreign language teacher at a nearby high school. This allowed her to have 
one foot in the K-12 system and another in higher education, allowing her to circulate between 
theory and practice. 

5.3.1 The part-time job as foreign language teacher at the high school 

The teacher worked part-time at a high school, which I have called the Alfa Organization.11 The 
teacher was used to teaching classes in foreign languages in academic and vocational studies. 
For the school year of 2011/12, she was assigned two classes. The first class is referred to as 
the English class and consisted of 15 male students, who were studying to become carpenters. 
They attended the construction program in the school’s vocational studies stream. The same 
class attended lessons in other subjects throughout the week, hence the students knew each 
other well. The students were in their last year at school, many turned 18 during the time of my 
data collection. They were completing the first part of their vocational training which was to be 
followed by two years in apprenticeship training. The second class is referred to as the Spanish 
class. It consisted of 17 students in the academic stream with an even distribution between the 
sexes, consisting of eight male and nine female students, aged 16 or 17. They were in their first 
year at high school and were following a three-year progression. The Spanish class was made 
up specifically for this subject, students worked in different classes for other subjects.  

 

                                                 
11 For a more detailed description of the high school, see Chapter 4, subsection. 4.3.1. 
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Table 5.1 Teacher’s weekly work schedule. 

 Monday Tuesday Wednesday Thursday Friday 

1.    Spanish  

2.    Spanish  

3.   Spanish   

4.   Spanish   

 MIDDAY BREAK 

5.      

6.      

7.   English   

8.   English   

The teacher’s work schedule was organized around attending the school twice a week. The 
English class was held once a week, on Wednesdays, for two school hours, lasting 45 minutes 
each, from 13.55 to 15.35, with a five-minute break. The Spanish class was held on Wednesdays 
from 9.50 to 11.35 and Thursdays from 8.15 to 10.00. The teacher thus taught six hours of 
classes each week. Meetings, preparation, and post-work were additional to this. Her work 
schedule is displayed in Table 5.1.  

The teacher’s two classes had contrasting approaches to studying a foreign language, creating 
different conditions as to how receptive the students were to learning English and Spanish, 
respectively. Language training is compulsory in both vocational and academic studies, but 
with a different status in each. The students in vocational or academic studies entered class with 
different motivations for learning and prior knowledge of the language. The vocational students 
were digitally literate but many had achieved low standards in formal literacy in their education. 
Some were assumed to be at risk of dropping out of education. Over the last few decades, 
experience has shown that many students who start vocational studies tend not to complete it. 
Nationally it is estimated that 70 percent of students who start a high school study program 
finish it after five years of study (Markussen & Seland, 2012). The introduction of academic 
subjects like math, English, social science, and various educational reforms, may be the reason 
why adolescents do not complete their high school studies. These factors were assumed to play 
a role in how motivated the vocational students were to learn English.  

Foreign language training has a different role in the academic studies program. It is compulsory, 
but students can specialize in different languages. All students must choose a third language, in 
addition to Norwegian and English. French, Spanish, and German, are the most common. In 
some cases, students can also study Russian or Chinese. Students can start studying a second 
foreign language at junior high school level and continue with it when they start their high 
school education. In that case, they study it for two years, not three. If they choose not to start 
at junior high school, they have to start as beginners with a new foreign language when they 
start their first year in high school. This choice involves reading the subject for three years. The 
students in the Spanish class had not previously studied Spanish and they started in a basic 
introductory class.  

 

 



114 
 

5.4 Part IV: Designing and organizing authentic learning situations 

Authentic learning situations is an educational design to learn a foreign language by using social 
media. In a way, it consists of “importing” and “shopping” various free and available low 
threshold social media services to an organization’s territory and using them to construct and 
organize learners’ paths that fit a work practice/process.  

The teacher’s previous experience of combining her theoretical and research insight from 
research and development in a teaching context with a practice-based setting, and to learn from 
that by reflection, forms its basis. Theoretically, the model is organized around certain learning 
theories. On the one hand, the design draws on principles from Lave and Wenger’s (1991) 
situated learning, which claims that learning takes place in the same context in which it is used. 
Central to it, however, is that learning should be seen not only as transferring abstract and 
decontextualized knowledge from one individual to another, but is realized as part of a social 
process where knowledge is co-constructed from social interaction and collaboration. Learning 
is embedded within activity, context, and culture, and is rather unintentional and deliberate. 
This means that knowledge requires to be presented in authentic contexts, settings, and 
situations that lead to knowledge production. On the other hand, the model draws on principles 
from the new learning theory, connectivism (Siemens, 2005), foremost the ideas of self-
organization and of creating connections between sources of information to gain knowledge. 
Siemens argued that the digital age is characterized by chaos and complexity, which sets new 
conditions for how information is organized and how the educator should work and learners 
learn. Information and knowledge is assumed to be distributed and connected in the individual 
and in nodes, as we live in a network society. The goal of the teacher’s work is to teach the 
students to learn to activate pre-established connections between pieces of nodes, by involving 
technical skills and critical thinking to judge the quality of a work process. This should take 
place under a condition of self-organizing and using strategies, which is imperative to develop 
into a capacity to “form connections between sources of information, and thereby create useful 
information patterns” from random initial conditions (Siemens, 2005). In other words, when a 
student works independently and manages the making of connections between pieces of 
information to understand a concept, learning takes place. The teacher tried creating and staging 
such a blended classroom-based learning environment.  

The idea behind the model becomes clearer when it is seen in light of how teachers are assumed 
to organize their practices. This follows other organizing principles and designs, which are 
based on transferring abstract and decontextualized knowledge from one individual to another, 
foremost from the teacher and textbook to the student. The teacher explained that many teachers 
organized their practices around a form of self-invented script, which they learn after several 
years of teaching. This is not set at the beginning of their careers. A teacher will early on test 
different learning designs and strategies which he or she has acquired from university studies. 
At that stage, they will be in an “idealist mode” and shun the textbook. But they soon discover 
that certain practices work better than others. They see that organizing classes around the 
textbook “works” and, if it does, why not stick to it? The textbook has strengths: it offers 
standardization and linearity to knowledge and reality; it allows teachers a degree of premise 
control over the class; and is non-disruptive. The textbook avoids the equivocal nature of new 
technologies, thereby diminishing complexity and smoothing the learning process for educator 
and learner. The latter is perhaps illustrated when a teacher enacts with the textbook across 
repeated situations and creates learning paths /strategies from it. Teachers must plan and 
organize classes over an academic year, implying the creation of a long-term process. This 
involves planning and organizing based on the content and progression of the textbook. This 
may be a favored way to work. For the teacher, it is a design that simplifies the learning process 
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and brings tangible results, as it can give evidence that learning occurs. This can become 
important when assessment is up for review. Students will know what is expected from them 
and can coordinate their personal learning strategies accordingly. Students know what is to be 
learned, what can be memorized and reproduced. This involves the recognition of very familiar 
ways of arranging practice. Teachers give short texts to read with written assignments or one 
finds classes where teachers lecture and have discussions in class. This was not an unusual sight 
at the new school building. Teachers often stood in front of the blackboard and lectured, while 
the students sat and looked the other way. Her colleagues were assumed to design classes 
around the textbook and the blackboard. The same applied for learning strategies. The laptop 
had a minor role. Many teachers used YouTube or PowerPoint, implying that a common 
practice at the school was organized around socialization into a print-text culture. Our teacher 
would view this as a behavioristic inspired practice.  

5.4.1 Decoupling from the textbook and reconnecting to social media 

The application of authentic learning situations is to draw up another learning path. To describe 
it at its simplest, the aim is to downplay the role of the textbook and create lessons based on 
topics that are conceived as relevant to students, enabling a learning situation where the teacher 
and her students can enter the classroom only with their laptops, to engage with social media 
and the Internet. This principle represents a decoupling from a textbook-based classroom 
design. Knowledge is created, not by transferring and reproduction of information from one 
source to another, but by active co-creation between the teacher and students from non-
institutional sources formed from social interaction. Arguably it represents decoupling from the 
dominating logics of an institutional practice, and challenging the supremacy of the textbook, 
which is expressed in a battle between “print” and “digital”. This implies an element of belief 
in the type of technology that most suitably represents “reality” and “the authentic”, the formal 
knowledge embedded in the textbook or information found on the Internet.  

There are various motives, values, and beliefs at play. First, the teacher challenged the 
textbook’s supremacy. This was due to a professional disagreement. Textbooks are sometimes 
authored by peers who may lack competence in certain areas. Textbooks should ideally be based 
on research, be written by academics, and have a full reference system – which would enable 
the reader to consult the facts – features they lack in the K-12 system. This criticism is not 
uncommon and textbooks are subject to review. But in reality, this is a critique of the quality 
of the textbook that it does not always hold water and is suited to the importance of contexts. 
Second, there is a belief on what type of knowledge embedded in the technology renders our 
perception of reality. The textbook is not necessarily the right one, as conditions in society 
change and classroom contexts have to be taken into account. The textbook portrays a “sterile” 
side, which is more in tune with the institution’s perception of what is “right”, it is one-sided 
and top-down. Third, to counter that, the teacher relied upon social media and the Internet as 
an alternative. In a sense, she chose a different ontology, which portrays reality as flexible and 
ongoing. This is to embrace aspects that bring the learner closer to situations that reflect the 
reality of a young person’s life. Moreover, it aligns to the expectations and life that awaits them 
after high school. The textbook can seldom offer this aspect. The Internet gives a much more 
authentic approach to reality. The students interact on the Internet every day, so why not use 
it? It meets the students on their own turf. Adopting to the Internet pertains to enabling 
empowering of the students, as critical thinking and self-regulated learning are to be an essential 
competence that the student will experience later in life. Working with the web is implied to be 
more aligned with the overall intention of the K-12 system, to prepare students and give 
competences that can be used later in life and to fulfill an intention for studying in a life-long 
learning perspective. 
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On the other hand, decoupling from the textbook and reconnecting to a social media learning 
environment is an ideal. Using the teaching profession’s autonomy and flexibility to define 
local work with the curriculum is an intended and partial decoupling. In reality, it represents 
organizing oneself in parallel and in relation to the textbook. The textbook did play a role in 
lesson planning, as the teacher followed the progression and structure of the textbook. This was 
relevant in both the Spanish and the English classes, as we will see later on. So there are 
elements of being bounded by a textbook practice. But swapping does pose challenges. A 
teacher can lose the ordering quality of the textbook. Other factors play a role. One has to be 
up-to-date on new technologies; to expect that they can break down; that using them is in itself 
a learning process; the communication power of social media becomes part of classroom 
practice; there is a transparency challenging the notion of trust, perception of audience, public 
spheres, privacy, etc. This means that decoupling and reconnecting to social media not only 
represent working and being organized differently, but it is a tampering with, perhaps a 
rearranging of, an established way of working or organizing learning processes. The most 
drastic change is the introduction of new technological frames and logics, foremost the new 
communication paradigm of the Internet. This design now embeds and allows multiple users to 
contribute and receive information and suspends the artificial boundary between information 
and communication tools. Furthermore, one can decouple from the textbook’s stability and 
linearity to reconnect to social media’s participative dynamic interactivity. To manage this 
change, the teacher had developed personal strategies to help her, which played a role in 
designing and organizing her practice. I outline the strategies in the following sections. 

Strategy 1: The choice, use, and designing of a social media tool kit 

The first strategy deals with engaging with social media or the technology itself. This needs to 
be managed as part of an ongoing process, as the technology landscape changes quickly. This 
entails coping with many different challenges. One needs to distinguish what is “new” from 
“old”; to know what is qualitatively a good web technology that can enhance learning. Besides, 
there are significant commercial interests that demand to be considered. Relying on researchers’ 
evaluation of them is seldom enough, as their knowledge horizon is seen to be behind the 
development of technologies. Therefore, the best way to stay up-to-date on “what is going on” 
with new “tech things” is to engage with the technology itself, thereby reflecting and learning 
their qualities by personal testing and debunking:  

I: I try all the tools I come across, I don’t spend much time on them. Since I have 
this experience, there is a threshold for adopting the tools. I have gone astray. 
Some programs I still can spend a lot of time to familiarize with. Then it’s worth 
it, as it is much easier to compare what you get from the different applications. 

The teacher’s experiences are several. She had an “antenna” placed in the social media 
landscape, acting as an instrument for quick monitoring and testing on whether she should adopt 
or reject the tools. New social media services were often referred to as “tools”. She tested a 
wide range of them, everything from individual to collaborative tools. Pedagogical social media 
software was seen to differ in quality, for example. But she had developed a high rejection rate 
and did not spend much time on testing everything she came across. Her experience taught her 
that many “new services” communicated the same organizing principle or intention, just with 
different labels. If something passed her filter, it would be tested in class. This could last for a 
shorter or longer period. Her criteria for adoption was often referred to as whether a social 
medium “worked”, implying that if her students liked using it and felt comfortable, it could 
serve a purpose. This experience gave clear ideas on teaching, enabling her to establish if the 
“new” social media software had the qualities she was looking for. 



117 
 

Table 5.2 The teacher’s social media tool kit. 

Linearity Participative Interactive Dynamic Interactivity 

Textbook 

Blog 
Wiki 

YouTube 
GoAnimate 
PowerPoint 

News Web Pages 
Language Gaming Applications 

Over the years, she had developed a social media kit, if you like. This is displayed in Table 5.2. 
We can see how this differs from a textbook. While the textbook communicates linearity, social 
media has other embedded ideas, based on a participative interactive and dynamic interactivity. 
While her colleagues were assumed to use PowerPoint and YouTube as supplements to the 
textbook and school LMS, her tool kit consisted of Web 2.0 applications, mainly blogs, wikis 
and YouTube, in addition to supplementary web services. Each of them had their original 
embedded intentions, but was re-scripted to fit her design.  

 

 

The teacher’s redefinition of Wikispaces, which she had used since 2009, is one example. 
Wikispaces is an open source educational software. It follows the same ideas as any wiki, 
allowing users to add, modify, or delete its content using a simplified mark-up language. 
Wikispaces is a collaborative tool, allowing individual contributions. Users can edit a page, 
which can be created around a topic. Wikis serve different purposes, like knowledge 
management and creating online communities. The teacher re-scripted the use of wikis. She 
took on the role of publisher and employed wikis for individual purposes, but used them as her 
classes progressed throughout the school year. This meant that wikis had a contextual meaning 
and were supplemented with new information, as the students worked on specific topics. Hence, 
the use of wikis was not static, but changed and was created continuously as the teacher and her 
students worked together on topics. The wiki was an organizer, acting as a resource guide and 
class digital bulletin board. The wiki gave the students an overview for the school year ahead, 
with the material to be covered. It explained what the students were to study; what was to be 
expected from them; and assignments. The wiki worked as a means to operationalize and 
document the curriculum, showing the subject’s synopsis with learning goals and objectives. 

Figure 5.3 Wiki used by teacher in English class.
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The wiki acted as a teacher-instructed pathway to the web and had links, vocabulary, and 
suggestions for reading material. Two wikis were created by the teacher, one for each class. An 
example is displayed in Figure 5.3. 

Another example is blogging, which she had used since 2008/09. A blog is the oldest of all Web 
2.0 technologies and is an online diary, which today displays content in a reversed chronological 
order. Until some years ago, blogs were usually the work of a single individual, occasionally, a 
small group. They were themed around a single subject. This has changed, so that some have 
classified it as similar to a SNS. In the public sphere, a blog displays the work of one individual, 
implying a type of individualization, allowing construction and managing of online social 
identities. The teacher viewed it differently:  

I: Blog or wiki, for me they have different intentions. Blog is more suited for 
reflexive writing, where you can write a little every day. This is because of the 
structure. Wikis are more logically structured, like a book, with theme and 
content. When I use blogs, I use it in initial training, where they write very little. 
After one year, purely structural, I think it is appropriate to move to a wiki, if 
you think about blog and wiki as something of the same.  

Blogs were redefined as a “student online workbook”, used for training in writing of texts, 
created to practice reflective writing. The students were supposed to blog on a regular basis. 
All were expected to create a blog and publish on it. Blogging would be the equivalent of 
submitting a piece of schoolwork in written and oral form. The teacher did not exercise strict 
rules when students were supposed to publish. This could be an assignment they were working 
on in class or a piece of homework. An example of a student blog is displayed in Figure 5.4.   

 

 

The teacher used a variety of audio-visual media. They included on-line gaming, video 
animation software and YouTube videos. Audio-visual content and media refers to a digital 
technology, having both sound and visual components that can be used and shared among users. 
YouTube was a favorite. YouTube also serves as an example on how the intention of a 
technology is reshaped to a learning design, which extends into a physical space, the classroom. 
YouTube videos had positive affordances, as they could stage a learning process. The strength 
lies in that it connects with the social world of the students. The teacher argued that YouTube 
videos could trigger and organize classroom discussions to produce reflective knowledge:  

Figure 5.4 A student blog in the Spanish class. 
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I:  YouTube works everywhere, but it works in a context. When you teach 
something, when you want your students to understand concepts, you can use 
YouTube to visualize knowledge. If you have sound and picture, you use both 
brain hemispheres and you activate a larger area. And that leads to learning. 
There are scientific arguments for YouTube works. I think people are beginning 
to understand that, it is more than just video clips with music. There are so many 
good things on YouTube … There are many teachers who don’t know that 
YouTube is more than just music and entertainment. There are very few who 
know about the opportunities available, when it comes to documentaries, 
tutorials, lectures, which can allow you to become updated by listening to a good 
lecture lasting 20 minutes or so. 

 

In sum, the teacher’s use and testing of various social media had allowed her to create a “social 
media tool kit” which would constitute the base for a classroom practice. This is illustrated in 
Figure 5.5. The differences between organizing a class based on the textbook and on social 
media can be many. One is the rearranging of the cognitive principles of how a learning process 
is expected to be organized and unfold. A textbook approach is based on linearity and stability. 
Knowledge is assumed to be formed around transfer of knowledge from a source to another. 
Embedding Web 2.0 applications into the equation is somehow to symbolically switch off the 
supremacy of the textbook. Placing social media in the driver seat is to stress a participatory 
interactive and dynamic interactivity-based approach. New logics and conditions are 
introduced. Learning is to transpire from social interaction, embedded in the Internet. This 
means to suspend the safety and trust offered by the textbook and open a gateway to an external 
environment, making the condition for learning transparent. Web 2.0 links the educator and 
learner to multiple open-ended ongoing contexts, not by reproduction and memorizing of 
printed knowledge. The learner is challenged toward collaborating, to engage with information 
from multiple sources, to critically evaluate the information at hand, and to publish content, 
becoming prosumers rather than consumers. This implies that the students are now faced with 
entering a regime intended to make them self-organized and to tackle the complexities of the 
Web, allowing students to engage in a process they can influence, but also giving them the 
opportunity to influence their own development. 

Figure 5.5 Teacher’s organizing of class and use of social media. 
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Strategy 2: Embedding a strategy for learning to create knowledge 

The second strategy deals with creating an idea and having a set of approaches on how learning 
should be performed and carried out in the classroom setting based on social media and the 
Internet, as the teacher has decoupled and reconnected to another communication paradigm. 
This is needed so that she has a perception on how to perform, manage, and enact her role as 
teacher, when the students work under changed and different conditions. This is required as the 
knowledge production setting is now focused on emerging from social interaction embedded 
in technology rather than being knowledge directly transferred from a textbook. Her experience 
taught her that letting the students “free on the Internet” and hoping that they followed her 
instructions, would seldom pay off. Googling information with no intent in mind rarely 
contributed to the student’s learning. This meant that using social media for learning purposes 
requires some degree of teacher instruction. The teacher needed to have a pedagogical approach 
to cope with the participative interactive and dynamic interactivity of social media.  

A way to illustrate this difference, for example, is to compare how a teacher would be expected 
to instruct his or her students when using “institutional technology”. If a teacher used a book 
publisher’s online material, an online encyclopedia, or a LMS, for example, this would be seen 
as a behavioristic or instrumental learning approach. The teacher would see this as a confined 
learning environment, a “bubble” she aimed to “pop”:  

I:  For me, the textbook is made for school. It’s not designed for reality. It’s a 
protective small bubble. What happens when you go on the Internet and nobody 
is protecting you, because you did not learn to operate on the Internet in school? 
Where are you going to learn this? Reality is protected on the LMS. 

Social media invites engagement, implying a suspension of the safe haven that an education 
system offers to its students. She needs to adjust to this changed condition. Opening up to the 
Internet can constitute risks and dilemmas. Transferring responsibilities and trust to students 
means that they can use it differently, like spending time on SNSs for social purposes. The 
teacher had to create a flexible and active teacher management style, where, on the one hand, 
she supports and invites the students to process the information they engage with, while on the 
other hand, this requires a type of awareness on how much premise control is needed in the 
classroom setting. That she needs to have a variable and pragmatic teaching style adapted to 
the learning situations became clear when she was asked about where she positions herself in 
relation to the three larger learning theories: behaviorism, cognitivism, and constructivism. The 
transcript below, for example, is taken from an interview just after she finished a learning 
activity in her English class, and illustrates that there are no fixed or set boundaries: 

R:  In terms of learning theories, the three directions, where would you place what 
you are doing? 

I: I move between them. The first part is student driven. They will come to the 
table with their thoughts and ideas. If I do not get a response, that’s what I get. 
Sometimes it’s the news, sometimes it’s not. Today, I instructed more than I 
needed. There was no special thing that happened last week. It should basically 
be student driven. That is cognitive learning theory. When they discuss a bit, 
then we are in the social constructivism. Because I can say that is the way it is, 
yes, it is like that and they accept it for what it is, because I have talked with 
another about it and he thought it was straightforward news. Part two, if I am to 
give information about such a thing, for example, the grammar section, it’s a 
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knowledge dissemination. Dissemination is behaviorism. The last part is the 
more individualized. I mix everything. 

R: I was wondering where you place yourself? 
I:  I don’t want to label myself. In comparison to other teachers, I am probably more 

towards the social constructionist. I think that the students should be able to 
decide content [and] theme.   

The teacher’s learning strategies appeared to be formed around the principles of 
democratization and empowerment of the students. Classes were supposed to be theory-
informative orientated, where knowledge is to be created by critical reflection between her and 
the students, forming a critical literacy. An important principle was the use of multiple sources 
to inform, create, share, store, and interact, to gain insights. The base would come from open 
and problem-solving tasks and shared reflection on the basis of students’ previous knowledge 
and available information. Classes were intended to focus on reading and writing literacies. She 
also tried to shape the individual students through the attribution of attitudes and value to their 
thinking and actions. She described each student’s knowledge as acquired through a complex 
network of personal stimulation, prejudices, opinions, self-corrugations, and exaggerations. She 
used her students’ learning processes to gather data for formative assessment. 

 

Consequently, behind authentic learning situations we can create a model for knowledge 
building. This is attempted displayed in Figure 5.6. Knowledge building occurs on the premise 
that the student is assumed to be part of an interconnected node in his or her network. As a 
node, the student has possibilities to interact, choose, and navigate among a wide range of 
connections linked to the web. These can lead to information and resources, which can be 
searched and retrieved. This happens in a process characterized by social interaction between 
actors. But searching and retrieving information gain little purpose, something that stages what 
role she takes in the student’s node. The teacher’s role is to give them concepts to explore. 
Based on exploring by systematic, explorative, and critical reflection of those, information turns 
to knowledge, where students see connections between the pieces they have interacted with. 
When this happens, learning is believed to take place. Connecting pieces of information could 
lead the student to realize a larger picture, the essential context. These are related to social 
situations in which they interact. This turns into a process, based on challenging the assumptions 

Figure 5.6 Model for knowledge building. 
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that students have about reality, foremost by teaching them to ask questions on what lies beyond 
a larger picture. By asking students “why”, “where” and “how”, this would be part of a type of 
scaffolding strategy, where the students’ knowledge would be extended.  

This is about setting the student in the center. Moreover, it is about how the teacher can teach 
the students to gain knowledge, not motivated by direct transferring of knowledge, but by the 
students partially building it, from their own thinking, by performing searching and retrieving 
strategies, which turn information into knowledge, a competence believed to be important in 
the future. The textbook offers only a few paths to that. The social web involves interaction with 
multiple changing sources. One needs modeling strategies that pay attention to evaluate the 
quality of the information; how they perform their search strategies; how they retrieve 
information; to what extent they can connect pieces of information and see the differences 
between them; if they can expand on previous knowledge, etc. All of this means to operate 
beyond “cut-and-paste” practices. This implies stressing the importance of reflection, where 
knowledge is created in a two-way dialogue. Further, this entailed engagement with 
understanding the meaning of user-generated content and embracing chaos and complexity,  

The flipside is that such ideas need to be embodied and enacted against written practices too, 
in order to work with writing literacies. Beyond engaging, the teacher intended to teach her 
students to turn their knowledge production into text, which was not to be performed on a piece 
of paper, but by publishing online. This is to challenge the students by changing their roles and 
relations to a technology. The students were assumed to have a “read-only” or “Web 1.0” 
approach. This was a misplaced frame, which did not align with social media’s participative 
interactive and dynamic logic. The students were assumed to interact with a print-frame, which 
is to be passively orientated toward a technology that constituted around active sharing and 
collaboration. This involved motivating the students to change their role from passive 
consumers to active prosumers of digital content, aligning to the logics and premises of Web 
2.0 interaction, meaning a read-and-write approach.   

Strategy 3: Embedding the competence goals from the curriculum 

Although the social media tool kit and the concept for creating knowledge are in place, the third 
strategy deals with operationalizing the learning goals from the curriculum. The overall 
objective is to learn a foreign language, English and Spanish, the content of the knowledge 
production process to come. These are governed by the national curriculum, which is a common 
program of study in schools that is designed to ensure nationwide uniformity of content and 
standards in education. This means that it is not the contents of any particular textbook that 
defines what a student is to learn, but the learning goals from the curriculum. The curriculum 
explains content, organization, activities, and the number of hours to be devoted to any given 
subject. It states a series of overall learning objectives and there is many competence aims. 
These are organized around each subject and spread across the K-12 system. They have a set 
of competence goals, which are distinct learning goals for students. 

Recent educational reforms have led to an increased focus on goal thinking. This has involved 
more management and organization of the competence and learning goals. This relates to 
assumed forces of decentralization, where responsibilities have been “pushed down” the 
education hierarchy to reduce centralization and empower teachers. These initiatives have been 
completed to fulfill ideas of increased teacher autonomy and flexibilities, to make greater space 
for exercising teacher professionalism.  
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A significant change connects to the fact that new curriculums have been designed and new 
criteria based curriculums introduced, which have created new challenges for teachers. While 
earlier curriculums were detailed, this is now reversed. They have been simplified, causing 
concern. Certain voices criticize the curriculum for being too general and ambiguous. This has 
created a perception among teachers that it is challenging to operationalize to fit local practice. 
Countering that, seminars and workshops have been organized across the country to train 
teachers on how to adapt national competence goals to local ones. These have been organized 
to give teachers “hands-on-experience” and “how-to-do-it-in-practice”. This puts more 
workload on the teacher to engage with the logics of the goal-thinking management apparatus. 
This can give the teacher more choices and create greater awareness of the objective behind 
learning, but also imposes a logic where he or she must learn and adopt a practice or script that 
is based on interpreting and operationalizing the curriculum.  

This entails that there is an increased individual responsibility to make sense of and create 
meaningful learning activities, which eventually becomes the enacted content of the subject that 
a teacher teaches. In many cases, teachers are presumed to be solving this by merging the new 
competence goals with continuing to use the textbook and the practice they have always used. 
This means that the content, progression, and structure of the textbook will often form the 
overall structuring principle for how classes are organized and enacted in practice. Following 
it can bring certain benefits. The knowledge is framed as “non-negotiable” and one has a fixed 
way of knowing how and what the student should learn, representing the mentioned 
behavioristic approach. The content of the textbook is what is to be learned, forming the base 
for the reproduction of knowledge. “This is the content, learn it”, as the teacher sometimes 
remarked. Many teachers will perhaps prefer it, as it is a routine that can be repeated making 
the workday less complicated. Students will maybe agree, as they know what is expected from 
them. This can therefore act as a “cookbook” to solve the challenges associated with 
operationalizing the learning goals in the new curriculum:  

I:  If you ask another teacher, he or she will search through the chapters. I do not 
work with the textbook, but with topics. I have a series of topics and I will use 
the textbook as support. Many teachers have chapters 1, 2, 3, 4 before Christmas, 
and 4, 5 and 6, after in their work plans. 

R:  Is it common in school? 
I: Yes, very common. Teachers are very tied to textbooks.  

Decoupling from the textbook and reconnecting to the Internet and social media represents 
another approach to operationalizing, demanding other strategies. The teacher organized this 
around self-designed themes, which are sometimes based on the chapters in the textbook. But 
learning how to perform it well appears to require pre-defined knowledge and practical know-
how. The teacher had acquired this over the years, through her professional work; she had 
various positions in local committees working with downscaling the national curriculum to 
local learning goals and had been a member of task groups that created national curriculums in 
foreign language. This enabled her to see and crack “the code”, to see the pattern behind the 
reforms:   

I: Once you understand how the curriculum is structured, it is easy to 
operationalize it. Then you know the meaning of written literacy, what is the oral 
literacy. You can then define the literacy theoretically. It is not that difficult to 
create criteria that hold a standard. If you have not thought about it, then it is 
very difficult. 
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Based on this, the teacher defined personal criteria on how to perform the operationalizing 
process in practice. This gave clarity and a starting point. The recipe for successful 
operationalizing starts with what a teacher relates this to; his or her professional knowledge of 
the subject; professional insight on language and language development; and understanding that 
learning goals are adaptable and flexible. This can ease the challenging work ahead:  

I:  You have a number of goals set by the Udir.12 It is my job, to know what is 
demanded by the different ones. That is what characterizes goal 
accomplishment. Udir has problems with defining assessment criteria on 
national levels. They talk about doing, but they have not done it yet. That is my 
job as a teacher. My job as a teacher is to go into the subject and I must define 
it, because each subject has its own structure. Language training is characterized 
by written production, spoken interaction, which is dialogue, oral production, 
which is presentation, and reading and listening, which are the five skills, that 
are to be defined each on their own level, in a taxonomic ladder.  

The teacher’s point is that the competence goals are neither complete nor specific. They lack 
ingredients, which she has to add and perform, by use of her professional expertise in foreign 
language training. For example, in the same way that a baker needs practical and professional 
know-how and insights on various ingredients and recipes to make the perfect bread, the similar 
idea applies. The operationalizing must be based on professional insights on language 
development and learning. These conditions are seldom stated in the curriculum, merely 
assumed. Omitting these conditions will make it challenging for a teacher to know whether 
language training sessions succeed or fail. This means that when making learning activities, 
you need to consider that competence goals are not only defined by their literate value, but by 
the five basic features that define language training.  

This is often solved by using the textbook. The content of the textbook in foreign language 
training is structured to follow the idea of language progression, differentiated to fit the 
learning level of the student. This is displayed in the textbook’s structuring of its chapters. 
Textbooks in basic training in Spanish, for example, start with basic introduction and progress 
to other themes, to learn numbers, pronunciation, letters, before addressing the conjugation of 
verbs. Teachers, who organize classes accordingly to the chapters, will work according to an 
academic print culture and be bound to grammar. You can expect that students would work and 
learn to write and structure a text, perform assignments, and listened to a tape-recorder to get 
to know the sounds of the language. Focusing on self-scripted themes over the textbook’s 
chapter, on the other hand, poses challenges, but also enables adaptions. But one is somehow 
bounded by the textbook. You cannot “switch it off”, as the mentioned language progression 
is imperative safeguarding to anyone wanting to learn a foreign language. Instead, one can give 
it another role. While most teachers would use the social web as a supplement, why not do the 
same thing? The teacher attempted to do this by using it as a supportive instrument, not as the 
“main text”, but planning her classes around it. Doing so has implications, however.  

The teacher had to perform a review. At the beginning of the school year, she examined the 
textbook. She said to herself, “This is what the students have to learn, this is what is 
compulsory”. Having established that, she could focus on other content she evaluated to be 
important for the student to learn. As teacher, she had a degree of autonomy which allowed her 
to do that. As an alternative, she would focus on themes, acting as a foundation for her classes 
throughout the year. How these were organized was not always pre-set. She used the idea of 

                                                 
12 The Norwegian Directorate for Education and Training. 
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student democratization, and asked what they wanted to learn. The actual concretization of the 
learning activities would be done in collaboration with her students, as far this was possible. 
Rather than imposing learning goals on the students, this was co-created with them. This meant 
that social media took another role. Instead of having learning activities tied to the textbook, 
one could use the possibilities embedded in social media, which bring up the relevance of 
authentic learning situations. Social media based learning activities would allow the students to 
work with “real-time matters”. For example, rather than reading a dialogue in Spanish from the 
textbook, why not engage and talk with Spanish people on the Internet? Such a practical 
learning experience could prove to have high learning value. 

The flipside to this is that our teacher needs a strategy on how to perform the operationalizing. 
Goals have to be managed, organized, and translated into the tangible, which in most cases deal 
with creating meaningful learning activities. Over the years, she had developed a strategy to 
deal with that, which aimed at ensuring three aspects: to translate the learning goals from the 
curriculum into her subjects; to embed the social web to work digitally; and to use information 
from the Internet to form knowledge. Her script is displayed as a model in Table 5.3. This 
follows a downscaling pattern or “staircase logic”. For example, when a learning goal is 
formulated on a national level, it is perceived as ambiguous. The task ahead is to reformulate 
it, to make it tangible, making it less ambiguous in a local context. This is reinterpreted on a 
local level. When they have been operationalized into this level, they must be reorganized, into 
different categories, long-term goal, a short-term goal, and on a class-to-class level, where the 
latter has to be managed further, requiring to be adaptable.  

Table 5.3 Model for operationalization of competence goals. 

Competence and learning goals not only require managing from a national to a local practice, 
but have to be managed and organized across the year too, ideally in a dialogue with the 
students. To realize that, the teacher developed four approaches, which implied that learning 
goals are not fixed from the start and have to be part of a flexible regime and process.  

First, she would start with what she called “the intended learning result”, implying that the 
learning outcome of her classes had to be projected before the learning process itself started. 
The teacher had to create a temporary path to learning. One challenge, however, was having an 
idea of a learning situation that linked her ideas and background in English to the students’ 
choice of study program:  

I:  When you set the learning goals, for example, being able to talk about a 
functionalist house, it has a number of criteria. What do you need to master in 
order to be able to talk about a functionalist house? You create a checklist and it 
is also the assessment criteria, if the student has reached his goal. To get good 
criteria, then you need to know something about functionalist houses. I know 

Stages in operationalization 
National curriculum     

 Local learning goals    

  Long 
term goals for class   

   Short term goals  

    From 
class to class 
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almost nothing about functionalist houses. I just guessed, but I was not far off. I 
just used common sense. Actually, this should be done by a building and 
construction teacher.  

The second approach consists of explaining the expectations of the assessment criteria of the 
“intended learning result” to the student. The aim is to ensure that students understand what 
they are going to learn, although it is difficult to be 100 percent certain if they grasp it. This 
work had to be done, as it is a formal direction from the national educational authorities. But 
how it is performed rests on the will and choice of the teacher. The teacher in this study saw 
explaining the expectation of the intended learning result as a complex process that did not stop 
at the beginning of the school year, but had to be completed throughout. Here, the long-term 
and short-term are explained and embedded into the learning process. The long-term goals are 
often explained first, while the short-term goals are those that are discussed with the students, 
often at two- or three-week intervals. But student empowerment and democratization are 
difficult in practice. When asked what they wanted to learn, students are divided. Some are 
receptive, while others are indifferent. Others could state it is the teacher’s responsibilities to 
define the learning objectives, not them. This shows that goal-thinking itself is not a static 
enterprise, but constitutes part of a flexible adaptable and enforced regime. 

The third approach consists of the teacher mapping her students’ levels prior to the start of 
classes. This was essential. It played a crucial role in determining what type of learning result 
could realistically be achieved from the “intended learning results”. This could determine the 
level in her classes. If this was not evaluated, the conditions for learning would not be fruitful. 
Essentially, coming to class and setting high requirements for learning meant that only a few 
would learn and the vast majority would fail. Hence, one has to adapt learning objectives to the 
level of the students, so that all had the possibility of enhancing their language skills: 

I:  I can’t do anything until I see the class. Where are they? Like in the English class 
in vocational studies, I must start at their language level. I can’t demand anything 
more than that. 

She mapped the students’ skills just after classes started by inspecting their work. Their text 
production gave insights on where to start. This is not always straightforward, as their ambition 
and motivation were also relevant. This was a challenge in the vocational class: 

I:  It is their ambition. I can motivate them for higher aspirations, but I must also be 
realistic and see it in relation to what they wish to achieve. If you have any 
subjects, they are predominantly interested in construction subjects. There they 
hopefully perform better. And then there are some subjects that are “So, I only 
have to complete it”. And English is one of those subjects. 

R:  So it has become a straitjacket for something they just are forced through? 
I:  Yes, that’s one of the biggest problems in the education system. 

The fourth approach consists of a continuous management and maintenance of a dialogue with 
each student. This involves short individual meetings between the teacher and each student, 
where they discuss the student’s progression and learning. The teacher asks the student what 
his or her goal is and what he or she needs help with to improve. Such meetings are also an 
opportunity to sense to what extent the learning goals have been achieved:  
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I:  It is three to four weeks between my topics. Then I think, what is the next topic? 
Now it is gastronomy or food, something like that. What is interesting for 
students? Yes, it is go to a restaurant. I think that a restaurant visit, it is oral. How 
can I get to do it, or simulate it? I can’t take them all to a restaurant. We could 
not do that. We can simulate a restaurant visit. There are many ways to do it. Or, 
I ask them to go to GoAnimate, create or select characters there, phrase, 
restaurant, and then read the dialogue. 

Strategy 4: Designing meaningful learning activities  

The fourth strategy consists of designing meaningful learning activities. The learning goals are 
governing abstractions giving directions on what to be taught, but they do not appear to state 
how and what type of learning activities are to be staged in the classroom. This job belongs to 
the teacher. The challenge is making them align with the learning goals and embed with use of 
social media, where the learning situation allows it. In this study, the teacher’s main goal was 
to create learning activities that reflected situations or experiences the students would meet in 
their ordinary life, happening beyond the gates of the high school. English and Spanish were 
adapted to fit to future work and education. This meant focusing on adopting and creating 
situations where the students would be most likely to apply the language. In the English class, 
the use of English was designed around learning activities making it relevant to the working 
day of a carpenter. The Spanish class followed the same idea. 

Certain factors need to be considered, however, including students’ prior knowledge of the 
language, their motivation, and expectations. This applied when setting the level of the learning 
activities. The students in the English class were assumed to speak the language well, while in 
the other class, the students had not been exposed to a Romance language and culture in formal 
education. In the English class, one could expect a high degree of student engagement, while it 
might play out differently in the Spanish class. Here, learning activities would focus on 
acquiring the language’s formal aspects, like grammar, simple vocabulary, knowing how to talk 
about your family background, etc., meaning that the students would follow the standardized 
language progression for learning a foreign language.  

Apprehending how the teacher created the learning activities, we can look at the 
competence/learning goals from the curriculum in English and Spanish. Considering English, 
these were legitimized from a subcurriculum having its own code, “ENG1Z05, Engelsk, Vg1 
studieforberedende og Vg2 yrkesfaglige utdanningsprogram”. The competence goals are 
divided into three themes: language learning, communication, and culture, society and 
literature. Under the theme language learning, the goal of the course is to enable the student 
to: 

1. utilize and evaluate different situations, approaches and strategies for learning English  
2. describe and assess the impact of various linguistic expressions  
3. consider and comment on their own progress in learning English  
4. use a wide range of digital and other means, including monolingual dictionaries, in an 

independent way 

The goals for learning in the theme communication state that a student should be able to:   
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1. understand and use a wide general vocabulary and academic vocabulary related to a 
given study program  

2. understand oral and written presentations on general topics and on technical topics 
related to their own study program 

3. express themselves in a written and orally nuanced and precise manner, with flow and 
context 

4. select and use appropriate reading and listening strategies to locate information in oral 
and written texts 

5. select and use appropriate written and oral strategies adapted to the purpose, situation 
and genre 

6. take the initiative to begin, end, and keep a conversation going 
7. reading texts in different genres and with different purposes 
8. write formal and informal texts with good structure and context based on personal and 

social issues 
9. read and write texts with ties to a given education 
10. select and use content from various sources independently, critically and responsibly 
11. use technical and mathematical information in communication 
12. produce complex texts in digital media 
13. choose a specialization course within their education program and present this 

Under the theme culture, society and literature, the competence goals state that the student 
should be able to:  

1. discuss the social and cultural conditions, social conditions and values in several 
English-speaking countries  

2. present and discuss international news and current events  
3. account for the use of English as an international language of the world  
4. discuss English language texts, from a variety of genres like poetry, short story, novel, 

film and plays from different parts of the world and eras  
5. discuss literature by and about indigenous peoples in the English-speaking world 

These learning/competence goals were translated and organized into what the teacher defined 
as projects and work plans. These were available on the class wiki site, and represented her way 
to work with themes. As well as general information on the wiki site, the project and work plans 
indicated the learning material to be covered across the year. These varied in depth and 
organization. Some lasted for a single class session, while others included teachers from other 
subjects, lasting for several weeks. Let us look at a couple of examples. 

The theme “project” is a large learning activity, intended to last several weeks. It included 
significant organization. It was a cross-disciplinary assignment between three different subjects 
the students studied: Norwegian, English and construction. Consequently, the teacher 
collaborated with two colleagues, a Norwegian teacher and a teacher in construction. The 
learning activity coordinated and integrated competence goals across three subcurriculums. The 
students were to learn about two types of houses, commonly built across the country, so-called 
funkis houses and passive houses. The idea was to deep-dive into learning more about 
architecture, especially about how to build them and what makes them special to the 
environment. The students were to research, write texts, and present it orally by use of 
professional expressions in Norwegian and English. They could either work by themselves or 
in groups. The students could use digital tool after their own choosing.  
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Table 5.4 Excerpt from planned learning activities in the English class. 

Designed learning activities 
Period Work plan/Project Social media software 

Second half 
2011 

Safety, tools Blog posts, the web 

English measurement systems Online game Software 

In the news  
bbc.co.uk, Al Jazeera English, CNN, NBC, 

Euronews, Norwaypost.no, Orange, 
Theforeigner.no, Facebook, Twitter 

First half of 2012 

Funkis houses PowerPoint, the web 

In the news 
bbc.co.uk, Al Jazeera English, CNN, NBC, 

Euronews, Norwaypost.no, Orange, 
Theforeigner.no, Facebook, Twitter 

Indigenous people in New Zealand,  
Sports in Australia  YouTube, movie, the web 

“Work plans” were smaller learning activities. The teacher had divided them into following a 
sequential order, like “work plan 1, 2, 3, 4”. These varied in size and organization. The teacher 
planned to cover distinct themes related to carpentry. This included knowing how to describe 
safety regulations; to name common carpentry tools in English; and to understand the English 
measurement system,13 like knowing the difference between an inch and a foot, etc. Others 
included learning more about literature and how to address social issues in literature and film. 
This theme was organized around post-colonial issues, like understanding how indigenous 
peoples struggle with aspects of the modern world, illustrated through the experience of the 
Māori. The teacher intended to use a variety of digital tools, like online games and general use 
of the Web. The students were also assigned to write short texts, based on the themes they 
covered, submitted as blog posts.  

The teacher designed a large repetitive learning activity called “in the news”. This was a 
complex undertaking, organized as a type of class news session. The students were to browse 
the media landscape for news for 15 minutes and update themselves on what had happened. 
The students and teacher would together examine the news stories and critically establish the 
larger context behind them, by asking a series of questions on whys and whats. This was 
designed to exercise critical literacy, and embodied her goal to teach the students to see 
connections between the dots of unexplained pieces of information they interacted with. An 
excerpt of the planned learning activities is displayed in Table 5.4.  

In the Spanish class, the teacher also followed the same idea. The competence goals/learning 
goals were legitimized from a sub curriculum with its own code, PSP1-01, which also follows 
the three-fold division: language learning, communication, and culture, society and literature. 
Under the theme language learning, the goal of the program is enabling the student to: 

1. utilize their own experiences with language learning in the learning of a new language  
2. examine similarities and differences between the mother tongue and the new language 

and use this in their own language learning  
3. use digital tools and other means  
4. describe and assess their own efforts to learn a new language 

                                                 
13 Also called the “imperial measurement system”. 
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The goals for learning in the theme communication states that a student should be able to:   

1. use the language and alphabet characters  
2. find relevant information and understand the main points in written and oral authentic 

texts of different genres  
3. participate in simple, spontaneous conversation  
4. present various topics orally  
5. express their own opinions and feelings  
6. understand and use numbers in practical situations  
7. communicate with understandable pronunciation  
8. understand and use a vocabulary that covers everyday situations  
9. use basic language structures and forms of cohesion  
10. use the language so it can be used to some extent in various communication situations  
11. write texts that narrate, describe, or inform  
12. use listening, speaking, reading and writing strategies adapted to its purpose  
13. use communication technology to collaborate and interact with authentic language 

Under the theme culture, society and literature, the competence goals state that the student 
should be able to:  

1. talk about daily life, people and current events in the language area and in Norway  
2. compare some aspects of the traditions, customs and ways of life in the language area 

and in Norway  
3. conversation about language and aspects of geography in language area  
4. express experiences related to a language area’s culture 

The learning/competence goals are translated and reorganized into themes, which were 
available on the class wiki. The use of themes followed another concept, involving being 
organized around the progression of small activities, lasting from one class to another. These 
were carefully planned. The learning activities were not organized as large projects, for 
example. 

Table 5.5 Excerpt from planned learning activities in the Spanish class. 

Designed learning activities 

Period Theme Software used 

Second half 
 of 2011 

Basic introduction of yourself in Spanish,  
age, family background, etc. Blog and YouTube 

Dialogue, address someone they do not know, talk about 
life and the weather, etc. Blog and YouTube 

Contemporary society, culture and tradition Blog , PP, the web 

First half of 
2012 

Spanish geography Blog , PP 

Musical expressions YouTube 

Engagements with written texts Blog 

The teacher divided the learning material into themes following a sequential ordering, like 
“theme 1, 2, 3, 4, 5” etc. The students were to cover seven to eight themes throughout the year, 
some in the fall of 2011, while the rest were to be part of the syllabus till the summer break. 
The themes dealt with basic issues around introduction to the Spanish language. The students 
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were to learn how to introduce themselves, tell their age and explain family background, how 
to conduct a dialogue in Spanish, address somebody whom they do not know, talk about life in 
general and the weather, and be able to decide something. The students were also to learn about 
contemporary Spanish society, culture, traditions, and geography. Some themes explored the 
cultural meaning behind the language. Such themes were organized around small learning 
activities, where the students browsed the web for information and made PowerPoint 
presentations and published their assignments on their blogs. Many classes used YouTube 
videos extensively. An excerpt of the planned learning activities is displayed in Table 5.5.  

In sum, the data analysis has attempted to contextualize how the teacher organized and designed 
a blended learning environment, called authentic learning situation, which I suggest can be 
underpinned by a “reflective-technology-in-practice”. This can be seen as a socially constructed 
technology structure. In essence, it is an organized projected script. The attributes 
characterizing it are how the teacher uses, redefines, and reframes various network technologies 
in new ways, perhaps creating an emergent technology structure to work with foreign language 
training in an educational context. We see little trace of an ICT technology “pushed down” in 
the school hierarchy requiring adoption. We have learned that the teacher is motivated by 
creating a textbook-free classroom environment. The teacher has relative autonomy and 
flexibility to do so, which is enforced by setting up a technology-rich environment, where she 
“imports” or “shops” a variety of social media services onto the organization’s turf. Moreover, 
she organizes her design in relation to them. But realizing it demands a partial decoupling from 
institutionalized practices and reconnecting to the learning environment she constructs, which 
is based on her continuous reflection as a professional. This requires managing a set of 
additional strategies. First, one must engage with the technology and establish what social 
media technologies fit the intended practice. Second, engaging this way involves having defined 
learning strategies, as one has introduced new logics, frameworks, and conditions as premises 
in the learning process. Third, one is also challenged with embedding and administering 
competence goals and learning goals, due to the fact that a knowledge production process is to 
take place. And fourth, one needs to design meaningful learning activities and to coordinate 
them across an academic year. 

5.5 Part V: Enacting authentic learning situations 

This section focuses on the experiences from the implementation of authentic learning situation 
in the teacher’s classes. My goal is to analyze the teacher’s enactment with her model, assumed 
to emerge from situations in the classroom. I examine distinct learning activities and themes, 
which came to dominate her practice. I pinpoint recurring and constituting patterns, which can 
be recursive or have the potential to become routinized.14 I try to frame that by use of a 
processual perspective, to display distinct elements in the phases in a structuration process of 
new technologies in an educational context. To narrate this, my analysis is constructed around 
a linear storytelling, starting with how the teacher’s classes unfolded, based on a month-to-
month progression. This begins with August/September 2011 and ends with March 2012. The 
account is descriptive because I believe it is a rather simple way of grasping the nuances 
manifesting in processes, but also it allows us to understand potential changes that might take 
place in them.  

The two first months are called the “introduction phase”. This period shows the strategies the 
teacher used to introduce her students to work digitally, how she established classroom presence 
and connected with her students, and introduction to the first learning activities. The third month 
                                                 
14 The ways I have coded are outlined in sub-section 2.4 in Chapter 2. 
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is called “challenges in stabilization”. This month demonstrates the practical challenges the 
teacher met when attempting to work with classroom culture and motivating her students to use 
social media tools and to participate in her learning activities. The fourth month is called 
“unexpected enabler of audio-visuality”, which is a period displaying that certain social media 
services can have a positive and unexpected influence on classroom practice. The fifth month 
is called “the halfway assessment”, which is the teacher’s evaluation of a semester with two 
classes. Here, she evaluates how the students accepted working with social media in foreign 
language training. The sixth month is called the “turning point and standardization”. This month 
shows her experiences with how her classes and learning design have become socially accepted 
among her students, but reveals that she is faced with motivating her students to engage with 
her learning activities. The seventh month is called “collaboration and self-organization” and 
shows that her model has become more routinized, allowing her to work with examining the 
meaning of students’ capacity to collaborate and be self-organized. The eighth month is called 
“assessment” and focuses on the learning results she has achieved after eight months of 
teaching.  

August/September 2011: The introduction phase  

The first time I accompany the teacher, we meet in the teachers’ lounge at the high school, a 
Wednesday in the middle of August 2011. The two-month summer break is over. I have arrived 
10 minutes prior to the start of classes. She offers me a cup of filtered Friele coffee, the 
standardized cultural beverage that so many Norwegians consume at coffee breaks. We fast-
drink it. She arrived an hour earlier and has planned her classes at her desk. She is eager to 
discuss her design, which is so common among her peers. Teachers continuously evaluate their 
practices, look after their students, are accommodating, and are expected to be sociable. They 
work with navigating through the complexities of social relations and human emotions. They 
share and give much of themselves. She is no exception, is talkative and expects comments. I 
try to come up with something intelligent, but I mumble in my efforts to give her advice. It is 
difficult, although I have worked as a teacher and have researched the K-12 system from behind 
a research desk. I do not know what to respond. I hesitate, but it later becomes obvious. I lack 
the in-depth knowledge and experience of practicing as a teacher in a classroom.  

There is slight excitement, as she has not yet met her vocational students in the English class. 
She knows almost nothing about them, besides their names. They are 15 male students, no 
females. She appears curious and is very keen to figure out how to approach them. Teaching 
vocational classes is assumed to be challenging, especially in the compulsory academic 
subjects, like Norwegian, math, and English. The teacher has concerns, as it can set premise on 
how receptive and motivated the students are to learn. She has previous experiences, which are 
mixed. Soon our expectations become a reality, as we set course for the classroom, which is 
located downstairs. We pace down the stairways. At the end of the corridor, there is a group of 
males, who either sit or stand. They talk aloud and stare at us. We stare back, while we pass 
them. The teacher unlocks the door, while she makes small talk with them. We all enter the 
classroom. There is a typical classroom sense to it. Chairs and tables are spread out in some 
random order, a typical sign that the classroom has been used earlier the same day. The English 
class is the two last hours of the school day. We enter at around two o’clock. The class lasts 
two hours, until about 15.30. The students sit down and open their laptops. There is a mobile 
socket distributer with attached small wheels, standing in the middle of the classroom. The 
students use it to power their laptops. The teacher introduces herself and me to the students. 
The students do the same. The teacher explains the objectives of her class and that they will 
work digitally. From such a spatial recurring context, her local model will be enacted the next 
year to learn English and Spanish by use of social media.  
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Different learning activities are scheduled for August and September. All the students are going 
to blog regularly about their assignments. The students in the English class are going to 
introduce themselves and write posts about topics related to working in carpentry. The students 
in the other class are going to do the same and perform grammatical exercises and write simple 
dialogues. The English class is to start with the learning activity In the News. 

Building an image of the students and creating a positive learning environment 

A month into the school year, the teacher is faced with a distinct pattern of classroom 
management. This expresses itself in different ways like getting to know the students, 
performing the role as teacher, and practicing affirmative teaching. But one stands over all 
others, creating a positive learning environment. To accomplish this, she attempts to enact 
strategies that emphasize motivation and mutual respect between the students and herself. She 
wants to guide them toward success, by helping them to see how their efforts can pay off in the 
classroom. But to do so, the students must be able to feel safe, which can enable trust. There 
must be a positive feel. And when that occurs, they will be more receptive to learning. Ideally, 
a positive learning environment will transform a classroom into a community of self-organized 
students. Her task ahead is to socially invest in ties and manage them accordingly. If this is not 
set, it makes little sense working with social media. In fact, it is imperative.  

But the teacher’s efforts are contradicted, as she learns that the classes are poles apart. The 
Spanish class is seen as “silent”. She can invite engagement, but seldom gets replies. The class 
culture is interpreted to be formed by a youth conformist uniform, where she believes it is taboo 
to stand out. She senses that bullying is an issue, lurking in the background, something that can 
work against the positive learning environment she wants to create. She will address it by 
organizing a class session. The conditions in the English class are different, perceived as 
“challenging”. She has to overcome low student motivation and language level. The students 
master English orally, but struggle to write it properly. She sees it as her objective to help them, 
to teach them to write and structure texts in English. At the end of the year, this is what it will 
be all about, a full day exam, where they will have to write long texts. But some of the male 
students have managed to gain a degree of premise control, these she is getting to know:  

R: How would you summarize today’s class? 
I: Today? It goes. If I think about my previous experiences I’ve had in vocational 

classes consisting of 30 students, it’s stated that they don’t like the subject. But 
there is no one who says that the subject is hopeless and is negative to the subject. 
In that regard, I think that’s positive. At the same time, there is gradual learning. 
There are some who submit, they have an ownership to what they do. But, I 
struggle with that “quartet”. If they haven’t been there, it would have been a 
completely different class. I go around, somewhat, angry, like a bad-tempered 
woman. I don’t really want to be like that. 

I:  I guess you’ve been in similar situations before. How have you solved it? 
R:  The starting point is my personality. It goes to a certain point and then I get really 

angry. I can’t get really angry yet, from what I usually can be. When it gets to 
that level, I can get really hard. Afterwards, they were quiet, but I don’t manage 
to create an atmosphere, where they contribute to learning and want to talk. Then 
it gets hard. I see that those three, or four, he was the fourth one, he has not been 
exempted yet, he will not be there. His motivation is zero. He’s just storage. He 
has completed a course in English before and has finished it. So, he just sits 
there. It is also a bad factor. It is the school's responsibility, but they haven’t 
organized it yet. Until he gets an answer, he just has to remain here. The other 
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three students struggle. As we talked about earlier, they are students who failed 
in English. 

R: But when you've been in these situations before, what have you done? 
I: I have several options. I can enter class and be angry. It's not my personality. It’s 

not particularly nice for them, nor for me. That’s not what I want. There is 
another possibility. I can break off. Take them out of class. I can go to the Head 
Master. That’s a person who comes, if we consider it necessary. I can contact 
their main teacher and say that he/she will come to my class and talk. That’s the 
way we work together on the students. But that gets a little drastic. 

R:  They're almost 18 years, adults? 
I: Yes, they are. When I go to class, I expect they are there to learn something. But 

they are still juvenile. They see this as something mandatory, not because it’s 
something they have chosen by themselves. 

R: You are powerless in all this? 
I: Partially. I can do something. But it’s very difficult to get what I want, because 

I want to treat them as adults, by having a positive attitude. I do not want to bring 
in sanctions, which they perceive as “the teacher gets mad, the teacher punishes”. 
I don’t want that. I would like to work with them, before I make contact with 
their parents, etc. I have many opportunities. 

R: How common is it in high schools? 
I:  Fairly common. According to the regulations of the Education Act, we can 

contact the parent. There’s something called “cooperation with the home”. This 
will be done when they are under 18. It’s properly authorized, in terms of the 
legal framework. Some parents react to that, but when you start talking to them 
and say that you want your son to do their best. I want us to work together on 
this. They don’t experience it as a complaint on them as parents. It’s possible to 
talk to them and get help. 

This transcript is an indicator of what is to come, but will later diminish as things settle. She 
will be involved in a “symbolic power play” where a couple of the male students attempt to 
push her personal boundaries. It is not about losing face or control. The students, perceived as 
the “quartet”, take a dominating role, making their contributions contradictory. They create 
noise by random shouting and tossing ironical and sarcastic comments with little interest in 
creating a reflective conversation, but some of this is a response to her invitation to participate. 
She engages back in a new way, since the misbehavior works against the goal of creating a 
positive learning environment. She approaches this by speaking to them individually. They step 
outside the classroom, where she and the students can talk with no interference. Now, they are 
different persons. She has good conversations with them and learns about their motivation and 
how she can help them. Many struggle with writing English properly. And this is where she 
establishes that they need assistance. But when they return to class, they slip back to the 
character they just left. She assumes that this is a reflection of personal insecurity and a bullying 
issue. She also believes that many students put on a tough character or remain silent to avoid 
exposure to vulnerability. She starts working with that.   

Decoupling and reconnecting to the appropriate technological frame 

The flipside to the above is that a rich technology environment can enable and inhibit action, 
as it somehow influences the premises. The school’s wi-fi network is sometimes inoperative 
and web pages take too long uploading. Another problem can be that the teacher and the 
students can bring with them different expectations and social media behavior to class. From 
the teacher’s perspective, it is difficult to ascertain what the student is actually doing behind 
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their screen. The only thing observable is the laptop lid and a blue illuminated face, but they 
are engaged in socializing. Although Facebook is blocked, the students circumvent it. In the 
Spanish class, the students discreetly chat with friends on Skype or text an SMS, while this is 
overt among their older peers in the English class. In many situations, they deliberately game 
during class, where a motorcycle and a ski-jumping game are the favorites. In a way, this 
behavior should work to the teacher’s advantage, as they should meet on the same turf, a teacher 
interested in social media connecting to students experienced in technology. They could share 
the same “technological frame”, but in that case, she sees it otherwise:  

I:  Use games? That’s the challenge. If I run a blueprint that is very educational, the 
quality and motivation will decline. It can turn into a fake copy, compared to 
how they usually play. Some items are there. I can’t use World of Warcraft. It's 
bad use of time. If they spend 15 hours at home and I use 20 min, then it becomes 
too small. It is something they do at home anyway. It has to be a supplement, 
compared to those types of games. But then there are the games that are made 
for education. It is possible to try it. When you say to take games into class, do 
you think the original game they play or educational game? 

R:  I think, use of resources. They represent a resource, whether it is good or bad. 
I:  It’s a good resource. But I think with that particular resource, they manage and 

make use of it outside the school. It is also a way of being self-organized. I think 
that I will not give more of the same. They manage that themselves. 

The transcript identifies an important theme; inviting and motivating the students to be inspired 
to work under a different technological frame, the participatory culture of the web. But 
experience tells her that students are passive consumers and accustomed to a print approach or 
Web 1.0 frame. They are socially disciplined into abiding the logics of the textbook’s stability 
and linearity. They are in “read-only” rather than in a “read-and-write” modus. If they are in a 
Web 2.0 frame, they relate it to social and leisure activities. Furthermore, it is associated to be 
part of the private sphere and performed in social networks where the people interacting’ know 
each other well. To have a successful educational use of social media, you have to decouple 
and reconnect its embedded context or situation on how it is normally used. In the case of 
gaming, this can be adapted, but one needs to managed its meaning and extended spatial 
context. Gaming is usually part of a time-consuming context lasting for hours, and includes 
collaboration and participative immersion in a virtual story where the gamer is a character 
within an imagined setting. But it belongs to the leisure sphere. When used in an educational 
setting, conditions change and another logic sets in. Lessons are shorter and one is confronted 
with processing information and experiences intended to lead to formal knowledge. One needs 
to satisfy another type of performance. To use gaming in an educational setting means to work 
with social media under a different technology frame, which is seen as demanding to achieve:  

I:  Yes, that is the question. What is the framework for understanding “school” and 
what is the understanding for gaming, which in a way belongs to the leisure 
sphere? I think that it belongs to that domain. You make it into an educational 
domain. You can use a game for learning, but they are not interested anymore.  

R: Have you asked why it is so? 
I: No, it’s not school, it’s not leisure. It’s defined by the school context. So we 

can’t game. But I can use the game mindset, on the other hand. My conclusion 
is that when run a language game, the quality is less than what they are used to. 
It’s too bad quality. And then there’s something schoolish in those games. It’s 
not the same thrill. It’s not school, but hobby and interests. There’s something 
about the setting there. 
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Despite such challenges, the use of social media brings surprises in the form of what takes place 
in small situations in the classroom. Many are staged by the teacher’s activities. Others connect 
to initiatives the students carry out themselves. They often tend to have recurring attributes, but 
manifest differently. YouTube videos will serve as an unexpected trigger that motivates 
students to pursue clues, either as part of informal or formal learning activities. YouTube videos 
will prove to be valuable, as an enabler that motivates students to retrieve and reflect on user-
generated audio-visual content by themselves. Moreover, beyond the teacher’s control and 
thought, the students relate the content they have just retrieved to their own experiences, which 
happens as part of curriculum based-learning activities. YouTube videos will evoke 
engagement and reflection. YouTube’s capacity depends upon its ability to ignite ideas, develop 
concept understanding and concept formation and contextualize experiences. YouTube content 
will prove to be more than just passive consumption for entertainment purposes, but to be an 
instigator to spur discussions. This will emerge as an unexpected benefit, perhaps creating a 
technology frame that renders the participatory culture of the web. On the other hand, social 
media will tend to transfuse with social practice and create odd situations:  

I:  One of the students is different than in the start. He’s no longer interested in 
making noise together with the others. At the end of day, it turned out that he has 
written quite a lot, while he was “gaming”. I have cracked the code on him, as 
long as he stands it. Sometimes he’ll take a 10 minute break. And, then he just 
slips just out of character. But the last time he had a positive contribution. I have 
gone further with him, but he slips out sometimes.  

The transcript is about a male student in the English class. Typically, is how a schoolwork 
activity is mixed with a leisure sphere activity, taking place in the middle of the classroom. 
Many male students work this way. Gaming will act as a type of “escape break”, where they 
move back and forth between learning activities. In the Spanish class, this was also visible, but 
performed more discreetly, as they chatted with friends on Skype. 

A learning activity: “What’s in the news?” 

In the News is an important self-designed learning activity the teacher attempts to introduce and 
institute for the year to come. It is aimed at challenging the students’ assumptions on reality. 
She wants to explore concepts by critical thinking and make the male students in the English 
class see patterns behind the information they traverse each day. Practically, it is organized as 
a dialogue-based news round. The teacher and the students engage in structured discussions, 
formed around the latest headlines from the Norwegian and English news services. They take 
on different roles, the teacher as the moderator, the students as co-participants. She plans to 
have it at the start of every class and is scheduled to last 10 to 15 minutes. The news round 
follows a procedure. First, the students are given five minutes to browse and retrieve news 
stories by themselves. The teacher suggests web sites they can visit. This would be done in 
silence. Second, they would engage in discussion. Sometimes the students would be asked to 
read aloud the retrieved stories. These were intended to be discussed in front of the class in 
English, so that they could practice the language orally. Other times she would encourage them 
to perform “share-among-peers”, where they first talked in groups before presenting their 
conclusions to the rest of the class. The teacher challenged the students to go beyond the news, 
by asking them to focus on three questions beginning with “w”: “what”, “where”, and “why”. 
The aim was to encourage them to understand the importance of the context behind the news, 
enabling them to connect pieces of information to see a larger picture. To what extent she 
perceived that students engaged in this, however, would be evaluated by the quality of the 
discussions. She uses the term “reflection” as a parameter to establish the success of a session.  
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During the first month, the students carry out the instructions. They browse and retrieve stories. 
But they merely read out loud what they find, rather than engaging in a reflective discussion 
stating their own opinions or reflecting a will to be keen to learn more about the context. The 
students address the news in their mother tongue, in some cases in English. The teacher speaks 
back in English as much as she can. She tries to tempt them to reflect and speculate in the 
important “why” behind the news. She sometimes gets an answer, but realizes that it will take 
some time to establish it as a regular practice:  

I: I think that the news round is going well. I think I manage to give them a general 
education, so it goes in the right direction. If they get small drops for a whole 
year, it will add a whole so that this becomes a basis to stay updated on the news, 
like adults. That's what I want. News is also one of the most important learning 
objectives. I feel that they think it’s ok. 

The teacher realizes that creating a structured news round is contradicted by various factors, 
which can work against the goal of creating reflective students that question social conditions. 
First, low motivation and incidents of student behavior disrupt the exercise. She senses that 
some students are not interested in contributing, as bullying is believed to be a concern 
preventing the realization of a positive session. This influences engagement. Second, she is self-
critical of her own performance as moderator. She discovers that the students have challenges 
in connecting the news to a larger picture and lack depth. She expects quick answers and sees 
that she has to take a slower approach when asking questions. She realizes that the students 
have challenges in “decoding” the information and reflecting upon it. Third, she realizes that 
students are reluctant to share knowledge. The male students are not used to practicing a “think, 
peer-share” approach, where they discuss the news among themselves first, before addressing 
their thoughts to the rest, something she observes in her other class:  

I: In my Spanish class, it’s like “think, peer-share”. I ask a question. They think 
about it and share and share it in class. Two working together and we'll get the 
whole class at the end. You know what I mean?  I ask a question, “What’s in the 
news?" I ask them to read first. It is the silent period. And then I ask them to 
share with the person and what you have found. And then we take it in class. In 
that group, I think I never manage to get two students to speak English together. 
I highly doubt it. But if I lead the discussion, so I get them to speak English. I’ll 
try that next time, to take it down, spend more time on reflection. Maybe it helps. 
But the pace is all part of the control in the class there. 

Making prosumers: getting on with blogging 

Another self-designed learning activity is introducing the students to blogging. The students are 
to blog regularly to enhance their writing skills and perform reflective writing. The students are 
to blog in English and Spanish throughout the year and publish their assignments as blog posts. 
Her motivation is to turn them into content producers of digital items. She wants to teach them 
to engage and share, so that they can relate and participate in a community of practice. Doing 
so involves changing their technology frame, from a Web 1.0 or print approach to a Web 2.0 
regime. Her experience tells her they are passive consumers of online content. She wants to 
motivate them to becoming active prosumers, changing them from web readers to digital 
writers. But getting there requires patience and is a time-consuming process, involving 
repeating the same practice over and over again:  
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I: My goal is that they should be able to structure a text, to structure information 
from the Web into their own thoughts in a text. We must do that a thousand 
times. The first assignment was the “hammer”. Now, they are to blog about a 
person they admire. Then, they are going to write first and then talk about it 
afterwards. But then the question remains, do they dare going up there, and talk 
about it in front of class? Some will do it. 

Blogging has been successful in her previous vocational and academic classes. The students are 
first skeptical, but go along with it. To blog is a barrier for anyone who interacts online. She is 
aware that blogging suspends anonymity. The challenge is to motivate her students to publish 
their assignments on an individualized platform. To publish one’s own thoughts bears little risk, 
but your schoolwork is something different. What you publish becomes visible to an unknown 
audience. There are risks with blogging. Digital content can be abused. A solution to this 
challenge is to practice self-censorship, where you avoid participation. The students can use 
this strategy and refuse to blog, which she is starting to experience: 

I: Yes, especially those who haven’t submitted. One student says he has written 
the text, but hasn’t submitted it yet. Why will he not submit? One of those 
students, I believe, has been told to “keep quiet”. I think many teachers have said 
that to him, experiencing it all the time. It's no wonder he hasn’t learned and it 
does not help him. I don’t know what to do with him. I think that he has been 
shouted at so many times. And that is not my way to go about it. I try with 
respect. Each time he contributes with something, I give positive feedback. One 
can’t focus on the negative, but one has to build up the positive, his self-esteem 
and respect. 

Table 5.6 Excerpt of blog entries in the English class, August and September 2011. 

Student 
Month and number of blog entries 

Aug. 11 Sep. 11 
S1 2 1 
S2 2 - 
S3 1 2 
S4 2 2 
S5 - - 
S6 - - 
S7 - - 
S8 - - 
S9 - - 

S10 - - 
S11 - - 
S12 - - 
S13 - - 
S14 - - 
S15 - - 

The teacher is confronted with motivating students who have poor learning experiences in 
English from their previous schooling. Some are “failed students” and their learning 
experiences fall in her lap, influencing the blog project. She has to readdress her learning 
strategies and learns that other male students are not submitting their work. The blog project 
has had difficult start; 11 of the 15 students have opposed it and refuse to blog. Only four 
students have created blogs and only three of the four students have published entries. They 
blog in secrecy and anonymously and use false IDs. The teacher has permitted them to do so. 
The students who do not blog can submit either by written text or on the school’s LMS. The 
blog posts cover topics explored in class. The posts are about presenting themselves, a text 
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about safety in the workshop, and an essential tool that every carpenter uses, the hammer. There 
are no comments on the blogs, besides ironical comments. A student writes for example: “Yo, 
just chillin at school :)”, which is responded with: “nice man, nice, im just crackin! : )”. This is 
situation is new to the teacher. She has never experienced that students, in either vocational or 
academic studies, have opposed blogging. Blogging will surface as an issue in the next months. 
An excerpt of the blog entries is displayed in Table 5.6.  

In the Spanish class, the blog project is up and running: 16 of the 17 students have created one 
each and post entries. A female student publishes all assignments on a wiki. All the students 
blog under their own full names. Some students were skeptical, but soon realized that very few 
will ever read their entries. Two months into the school year, they have published small 
assignments. These are introduction of yourself, a short story about your family, simple 
conjugation of important verbs, vocabulary, etc. You can observe that students differ in how 
much they publish. There are seldom signs of any commenting on each other’s blogs. 
Commenting happens in front of the screen, where students make simple evaluations. Things 
are going well and the teacher is content. An excerpt of blog entries is displayed in Table 5.7. 

Table 5.7 Excerpt of blog entries in the Spanish class, August and September 2011. 

Student 
Month and number of blog entries 

Aug. 11 Sep. 11 
S1 1 9 
S2 3 7 
S3 2 7 
S4 2 4 
S5 - 4 
S6 2 5 
S7 2 3 
S8 2 2 
S9 Published on wiki 

S10 - 1 
S11 - 3 
S12 - 2 
S13 - 3 
S14 - 1 
S15 2 7 
S16 1 3 
S17 2 1 

Framing initial recursive patterns 

Two months into the school year, we learn about particular themes. The students respond 
differently to her model, meaning the development of two dissimilar learning environments. 
The design is up and running in the Spanish class, but struggles in getting a foothold in the 
English class. We learn that managing social relations between the teacher and students is 
important. To create trust in ties and have a positive classroom atmosphere is imperative. Her 
reflections from successes and non-successes on recent events develop into a source on how 
she works. She is keen to exchange opinions about her actions and learn from them, so that this 
emerges into a factor on how she organizes her work. Here, she concentrates and speculates in 
what “worked” and “didn’t work”. She is not afraid to fail, but likes challenges and to push 
herself. She is keen to know how she can improve and deal with various issues, as she will have 
to face them on a weekly base until the Christmas holiday sets in.  

The term “reflection” is continuously used in my interviews. It surfaces as a source to establish 
patterns and make sense of what is going on. The teacher is interested in getting her students to 
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use the same capacity. By reflecting on her practice, this establishes how to engage and motivate 
the students in the English class. Here, the challenge is to overcome low student motivation, 
which can jeopardize her design. She considers various strategies to overcome low student 
engagement. One consists of reseating them and giving them permanent seats. Another is to 
talk with colleagues and learn from them. She also considers introducing other web tools fitted 
to the work of the carpenter. She has had experiences in using the 3D modeling computer 
program SketchUp, which is commonly used for architectural and interior design. Perhaps that 
will work. Another is to use the discussion forum painterforum.com or multiple choice 
software, but she concludes that they are incompatible and afraid that the students will find 
them tedious. There are also contradictions with the male students, which she finds hard to 
grasp. Many are well versed in English. Many of them are used to gaming and have learned a 
substantial vocabulary, but few are interested in showing it when they work in groups or stand 
in front of class. When she asks them to read a passage from the textbook, some always 
volunteer. She perceives them as self-organized and independent, but they appear not to want 
to show it, something she observes in the other class:  

I:  These are self-organized tasks, because they are individually designed. It’s a 
completely different starting point in the Spanish class. There I have students 
with a different starting point. Here are the tasks and you yourself choose what 
you want to do. The goal is not to do the tasks, but to say, “Now, I have learned 
it by doing this assignment”. They work independently. They choose the task 
and then I can talk with them afterwards. So, they have a completely different 
drive and there is enough motivation wanting to learn the subject, partly. I think 
that some the students in the English class can do the same.  

This brings up a rather thorny issue, returning to work under a textbook learning design. This 
means to organize classes by reading from the textbook and doing assignments. In effect, this 
would mean abandoning her social media practice. She does not want it, but it emerges as a 
condition she might have to face. Her experience tells that when teachers struggle with student 
misbehavior, they often turn to the textbook and a behavioristic learning approach. The 
textbook gives control over the premises. This implies that working with a learning social media 
design suits highly self-organized and independent students. But if they are not created, this has 
to be realized so:   

I:  In the beginning, most teachers will probably use a behavioristic approach, so 
they feel that they have control. Once you start letting the control go over to the 
students, it means that one must have very clear direction and framework. They 
must be laid before the student is given the responsibility to be independent. It 
takes more experience to make it go well. You may well give them a project 
assignment, but it only turns into chaos. And many have experienced that. To 
make it work, this requires a lot of experience, control and structuring in 
advance, reordering and understanding of what the context the student interact 
and belong to.  

October 2011: The challenges in stabilizing 

The teacher has planned certain learning activities in October. The students in the Spanish class 
are to learn how to present their closest kin. In the other class, she continues with the news 
session, but decides to start a new assignment, a project. The students are to make a short video 
about a topic related to carpentry.  
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The continuing work with creating a positive learning environment 

The teacher continues addressing the work of creating a positive learning environment. The 
bullying issue in the Spanish class is attended to. She organizes a class session and senses it 
pays off and the classroom environment improves. In the English class, the same is detected:   

I:  Since we started, I would say that the classroom atmosphere has improved. I feel 
it’s more comfortable to be in class. And it was also the case, the last time. I’ve 
managed to work my way up, to make a better classroom practice.  

But the students divide themselves into two factions. This is observable when classes start, as 
the same students tend to seat themselves accordingly. They find an available table located at 
the rear of the classroom and sit along the right and left side of the walls. This makes work 
challenging. She wants to bond with them and thinks she is starting to “crack the code on 
behavior”. The students hide behind a mask of low self-confidence and use noise to conceal it:  

I: This escape into the computer, I think it is because of that they do not feel very 
safe, considering the subject and other aspects. Yelling is not the way to go.  

She wants to practice affirmative teaching, which means having a positive approach. The 
students must be motivated, not being reminded of previous mistakes, but that they can reach a 
goal in collaboration with her. This means she deliberately omits negative feedback and ignores 
correction of grammatical errors. Performing it will have opposite effect and is a strategy to 
work against them. She senses it pays off, as some of the male students with low language skills 
lower their guard and submit their assignments:   

I: They begin to see that there’s nothing dangerous about submitting, you will not 
be hammered. You don’t get negative feedback on what you write, but 
constructive criticism. 

She works with small issues. This is about finding openings, which is intended to make the 
students more receptive to accept her help. It is a social role play. She works on an advanced 
level, requiring the development of strategies based on reordering, intervention, and helping. 
These have multiple meanings and connect to the need for premise control and to make the 
learning goals tangible. She works across two axes. The first targets the students individually, 
while the second aims at getting them to work together. Individual conversations are carried 
out in private spaces, in the corridor, an unused classroom. The conversations allow her to talk 
to them one-to-one. The students show a different side. They lower their guard and talk openly. 
This is a way to approach students who misbehave. She maps how she can help them. Individual 
tutoring is used extensively and seen as a success.  

The video project and the challenges with collaboration  

The teacher starts a new assignment in the English class. It is organized as group work and is a 
project. The students are going to make a short video, about a topic related to carpentry. The 
students can make a video on a topic they choose themselves. The project is intended to last for 
three weeks. The end result is to be a short video, which is to be presented for the rest of the 
class. The video has to be in English. The students use video cameras on their smart phones and 
open source editing software to cut the raw footage into a video. Prior to making it, the students 
have to write a project plan for production and submit it for approval. The teacher has not set 
any restrictions on whom the students can work with. The video project is a test to find out how 
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well they master collaborative learning. She is interested in establishing to what extent the 
students can receive instructions, find a common goal, implement it, without her intervening 
and giving them too much direction. This is seen as an essential competence in work life and is 
imperative in order to work with social media. 

The project becomes a challenge when first presented. The students connect with familiar ties. 
The quiet students form a group, the quartet as another, and the rest join a third one. The first 
task is to come up with a plan on how they are going to make their video. I am present in one 
of the groups. The teacher helps another. The groups work differently. One group manages to 
produce a plan at the end of the first lesson, while the two others are not working appropriately. 
The one I am present in is unstructured, but the group work forms a process. First, the students 
only partially seem to understand the instructions. The teacher has explained them two or three 
times, only a few feet away from where they sit. They are distracted by their own small-talking. 
They hesitate and lack the initiative on how to organize their work. It is difficult to get started. 
They are inside a “resistant bubble”, which fails to detect her instructions. They are more 
interested in cracking jokes. In the second phase, they do not manage to come up with a decision 
on what to do. They stall, but have been given absolute freedom to do whatever they want to 
do. Ideas are lacking. They make small talk and show little willingness to initiate the 
assignment. It is a third stage. One student, who dominates the group, attempts to exercise 
authority over the others. There are signs of negotiations on how to “outsource” the assignment, 
where a student is trying to delegate all work and responsibility onto another student to produce 
the plan. Another student tries to come up with suggestions, but is overruled. Discussions arise 
and each student tells the other to keep quiet. No plan is produced after the first lesson. It is an 
easy task and should not take many minutes to complete. 

In the course of the video project, however, all groups eventually produce a plan. However, 
they all choose to do exactly the same – conduct an interview with one of their teachers in a 
subject in vocational studies. In the next lessons, the groups write an interview guide. They get 
advice on interesting angles and set off to find their interview subject. The videos are quickly 
edited. At the last week, they are all screened for the rest of the class. There is a group discussion 
and the project is concluded. For the teacher, the project has been part of her “trial-and-error” 
practice:  

I:  Now, I try it out with this project. It’s trial and error. I’m not afraid to fail and 
it’s a normal class. One of the students, who sits there, thinks it’s great to make 
a video. His group has been allowed to do it. He thinks it’s fun and says he’s 
good at it. But how he’s motivated, just by sitting there with the pencil and the 
sheet, I sometimes get completely frustrated by it. 

The reflection is part of a larger theme dominating the English class, the lack of student 
motivation. This is a condition she strives to obtain, being part of the larger plan to create the 
positive learning atmosphere. She uses the terms “intrinsic and extrinsic motivation” to 
conceptualize if she is on her way to realize it. The result from the video-project is no surprise, 
as she perceived the work of the students to be more motivated by duty (“like-getting-the-job-
done”) than enjoying doing it to learn English. She knows that teachers struggle with getting 
students to collaborate and it takes time to make them self-organized. But when motivation is 
lacking, it is demanding to encourage students to carry out instructions and deliver their 
assignments. The video-project shows various sides on being the chief moderator of such an 
activity. She cannot intervene too much, as this would contradict the purpose of making the 
students see the value of working with others. They have to experience it from their own actions, 
implying that she has to hold back and not instruct too much. On the other hand, when 
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overseeing group work, students differ in how well they manage it. Some students carry out 
their work promptly, usually this is the proficient students. They turn goals into finished 
assignments. Students with low motivation can easily become distracted, as they can use the 
freedom embedded in collaboration, to engage in activities that are not relevant for the task at 
hand. This implies risks and dilemma in transferring responsibilities to students in collaborative 
learning activities. In some cases, this can drain teachers of their energy:  

I:  There are those who need to have a teacher glued on them. You have to sit with 
them, otherwise nothing happens. 

The video-project confirms that collaboration requires she should intervene and build up 
students who can fall out from this type of schoolwork. She is therefore confronted with doing 
a lot of “pushing” on them. She has to be proactive and stimulate their motivation and not give 
up, in order to produce a norm, a learning culture that stimulates sharing, interaction and 
participation. She has to work with the students’ social skills and competence in classroom, as 
it turns into an imperative prerequisite to interact online:  

I:  I think that it’s important, when you consider social web, to work socially, to get 
close relationships. It helps to build confidence and master feelings, when you 
get it confirmed. If I say that the whole class did a great job, then nobody would 
accept it. If I say, “Look at this, look what you achieved”, it is pretty obvious. 

The news getting out of control 

The news round is up and running. The session starts at the beginning of most classes, lasting 
10 to 15 minutes. The session shapes a routine. The teacher asks the students to browse 
suggested web pages, like the BBC and Norwegian online new sites. They spend some minutes 
doing that, before she asks them about their search results. Sometimes the students are reluctant 
to address them. They focus on reading aloud the headlines and the lead paragraphs. If a story 
is read out aloud, it is often said to have been “taken”, another student is then asked to tell about 
a different story, reflecting little motivation to deep-dive into exploring a concept in detail. 
Establishing a structured discussion in English is challenging. The teacher has to motivate them 
to get it going. She attempts to challenge them to speculate on “what is the story behind the 
news”, if they know the important context in which the news is an integrated part. She can meet 
with silence, but one or two students regularly respond with short sentences, often in Norwegian 
than in English. Such patterns confirm her suspicion. The students can retrieve information, but 
they need help to contextualize it:  

I: I know that. I know that info retrieval requires background knowledge and 
vocabulary. They have enough vocabulary to understand a text, but they have no 
background knowledge needed to read between the lines. And that’s what I try 
to give them, the reflection. Instead of giving them the answer first, they read it, 
I try to run it the other way, to motivate them so that they want to go back and 
find out what caused it all. 

The session goes well, but it can have the potential to get out of hand, and one does. The students 
are asked to browse the news landscape. Their attention turns to a theme given wide press 
coverage. The press has focused on a series of sexual assaults against adolescent Norwegian 
females, happening in Oslo. The media implies that perpetrators are Afghan asylum-seekers. 
Semi-urban vigilante grassroots movements have formed. Street protests are organized and 
rallied social debate. Young females are advised not to go home alone, but be accompanied by 
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friends. The media forms a national discourse on immigration, having underpinnings of 
xenophobia. This creates the view that public spaces are unsafe. The subject is on everybody’s 
lips. The students address it and the news round turns quickly into a value debate. The teacher 
first approves, but changes her position as she realizes that many comments have latent 
xenophobic remarks to make. They contain prejudices and stereotypical ideas of immigrants. 
The session divides the class. The quieter part sit on one side and the quartet on the other. The 
latter dominates and engages in a tense debate with the teacher. While she first had a moderating 
tone in English, she swaps to Norwegian. The session gets one-tracked and she feels completed 
to intervene. The condition deteriorates, as one of the students is Afghan. There is an intense 
argument with frequent interruptions:  

I: It got completely side-tracked with all these comments, which I feel have to be 
argued against. They are completely horrible many of them… You get the 10 
seconds to sell your idea. If you have not sold them within 10 seconds, then it is 
not interested.  

After the news, she wants to establish what took place and her performance. She explains that 
previous value debates had positive outcomes. Students are curious and start reflecting. They 
process the information and explore concepts from various sides. Such learning activities have 
benefits, but also risks. Value-driven class debates can involve transferring responsibilities and 
the teacher can lose premise control. Polarized views can dominate, implying that the students 
seldom deep-dive into the context behind the news, but merely skim the headlines and give in 
to stereotypical ideas, categorizations, emotions, and institutionalized myths and beliefs. This 
overtakes at the expense of nuances and depth. But the session reconfirms a previous 
experience, that students are skilled at retrieving information and have effective search 
strategies, but they lack the ability to connect pieces of information to a larger picture. This 
surfaces as evident, when students lack basic geographical knowledge on issues most would 
take for granted, like placing the location of Kabul in Africa. The outcome contradicts her 
objective that students can adopt new knowledge through reflection, as they appear to have 
challenges in “decoding” and interpreting the news they traverse. They take the news stories 
for granted. Instead, polarization leads to her having to defend certain students and take sides, 
causing conflict. She interprets some students’ comments as somewhat irresponsible, lacking 
boundaries, leading her to conclude that:  

I:   The reflection is gone. I clearly did not get on with it that today.  

The consequence is re-planning. She considers scrapping the news round, but concludes she 
likes it. This leads to realizing the challenges with working digitally. It demands having a 
clearer focus on performance in class. She considers if she has to take a more active role in 
choosing the digital content for the students. She even contemplates skipping digital items, and 
rather talks about using passages from the textbook as a source for reflection. But she questions 
if the learning activity is too complex. She thinks she demands too much of the students. It is 
the lack of reflection that makes her conclude this. Many students manage to refer to what they 
read, but cannot reflect on what they refer to. When many cannot reflect, they conceal 
themselves behind silence or making noise in class. She is at a crossroads. She even considers 
giving in and returning to use the textbook: 

I:  I want the students to go online and be able to see into things, read, learn, and 
reflect on that. There’s nobody coming and distributing texts to them later in life. 
To me, this is more realistic that way. It is perhaps a step too far. 
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The refuseniks of blogging 

The flipside to the news round is blogging. The teacher starts harvesting experiences, which are 
dual. Blogging in the Spanish class resumes and the students continue to blog, but there are 
only one to two entries on record in October. Many students have written a short text in Spanish 
and published it. There is another reality in the English class. Here, some students have refused 
to blog since August. Until now, only four students have made blog entries, while the others 
have been encouraged to submit on paper or on the school’s LMS. The teacher struggles with 
receiving enough submissions, which are essential for grading. The situation deteriorates. The 
teacher is on the verge of writing individual letters on non-completion to many of the male 
students. She temporarily suspends the blog project.  

The male students’ refusal to blog was explored in my interviews. The students expressed 
skepticism. The main theme prevailing over others is the transparency of blogging, making it 
incompatible with the students’ view on learning. Blogging is too public: 

It's exactly the same as posting your homework in the cafeteria. It's something you 
don’t do… I feel that homework is something a teacher should see and evaluate, and 
that not everybody can just read and watch… It's not a big deal that others can see it, 
but it's the principle, it is only the teacher who really should see your homework… You 
don’t go around asking, “What do you think about this?”  

She said that all the tasks we were supposed to do, we could have done on Fronter 
(LMS). It is so much easier. There it is a place for all your homework, instead of 
uploading and such clever stuff. I don’t have any blog. It's not happening. I made one, 
but I did not post anything on it. 

Fronter is an educational tool, blog is not. Blogging is for those who like to publish 
their life for the entire world. One should not publish your homework on a blog. It 
does not belong there. 

The students did not want to show their foreign language skills to an unknown audience. This 
unknown audience could abuse them in a form of online bullying. Publishing is associated with 
little sense of place. To be sovereign within their own turf, the students adopt a conformist 
strategy. They seek refuge where they can find trust, which oddly enough returns to symbols of 
the education system, like arguing that the teacher is the only one who should evaluate your 
schoolwork and a LMS is the acceptable place to submit, sites where anonymity and privacy 
can be preserved. Another aspect is the gendered public perception of blogging, which is 
reflected in the adolescent youth culture practice of “pink blogging”. Indeterminate’ of its 
nature, it can be seen as an individualized adult consumer culture lifestyle, dedicated to 
experimentation with feminine practices. This is seen with skepticism and challenges the 
identity of young males:  

I do not really see the point. It is only an egocentric side of yourself…. Why should 
people care, I’m wearing this today, post photos of your pants bought at Wagner and 
shoes I bought some other place. Why should people care about it? Why should I do 
that? I think that people really do not care about what people wear each day. 

I think it is silly to tell about your private life. I'm at the café with the girls… No, 
blogging is embarrassing. A guy should not blog. 
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Framing recursive patterns; between Web 1.0 and Web 2.0? 

Three months into the school year patterns are now recursive and some conditions develop into 
routines. October shows the challenge in stabilizing the structuring and organizing of the 
teacher’s model after its introduction. This turns out differently in both classes and expresses 
itself in relation to some distinct sub-themes.  

First, we observe how differently the two classes adopt and respond to the learning design. One 
can identify the emergence of two different learning environments. It works well in the Spanish 
class, while in the English class it is otherwise as the teacher encounters skepticism toward the 
use of technology. The blog project is tentatively suspended.  

Second, we learn that in order to work and interact “online”, considerable personal resources 
have to be socially invested in “off-line” ties. In a sense, the teacher has to “invest” or 
“capitalize” a large volume of social capital to work with her design. It has to be produced, 
instituted, and managed continuously and is a foundation that has to be “built” and laid down 
in the classroom setting. This is apparent in how the teacher works “behind the screen”. She 
has to motivate and bond with each student and the classes as a whole, and enact a positive 
learning strategy and teaching practice, all essential elements to create the positive learning 
environment.  

Third, how digital are the students and where are they on the scale between Web 1.0 and Web 
2.0? The students differ. In the Spanish class, the students are motivated to learn a language, 
they work independently and show an ability to be self-organized. The students achieve 
concrete results from the learning process. Here, the teacher can give individual supervision to 
each student. All the students have access to each other’s blogs and they comment on them 
behind the screen. They are not afraid to publish their assignments. There is learning taking 
place from social interaction, both in front of the screen and online. They work more with the 
technology frame the teacher sees as Web 2.0 or the social web. In the English class, there is 
another framing. Students are more orientated toward a Web 1.0 frame or print approach, 
implying a loyalty to the institutionalized practices of the textbook. The learning activities show 
that the male students are good at searching for and retrieving information, but lack the ability 
to link the information to a larger context. They are seen to be self-organized, but are not willing 
to show that ability and they prefer to work individually. These insights will lead to changes in 
how the teacher organizes and enacts her learning design the next month. 

November 2011: The unexpected enabler of audio-visuality 

In November, certain learning activities are scheduled. The students in the Spanish class are to 
learn more about prepositions, important verbs, the hours of the day, how to ask questions, 
make decisions and talk about the weather. The English class continues with the news round. 
The teacher decides to introduce the students to gaming software. 

The role of gender performance and the learning atmosphere 

Recent activities have a negative impact on the English class. The teacher has a good 
relationship with the students, but incidents of misbehavior make it challenging to initiate and 
continue stable learning activities. She is focused on how to regain premise control. She 
suspects a latent pattern, as she assumes some students show the same behavior in other classes:  
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I: I went home and thought about the last lesson. It's all about controlling these 
elements. I contacted their main teacher. I got an idea of how they worked in 
other classes. They see exactly the same. There is a kind of pattern. It's easier to 
do assignments in vocational, because they do not see English as important. They 
think they know English. They have nothing against English, but they view it 
not as important to learn. It is a bit peripheral. 

The status of the subject and lack of motivation to learn it resurface as themes. But there is now 
a gender code, which is interpreted to her disadvantage. Male colleagues are assumed to have 
a different position and communicate differently, a masculine code she lacks:  

I: It confirms my assumption. Meanwhile, the other teachers are male. They have 
an easier life than females, when dealing with some students. They address them 
in a more masculine way and control them in other ways than we do. I have 
talked to others about it. And then I change my method. For example, that of 
using the digital at the start the class. Working digitally requires self-discipline. 
If you are going to read a newspaper, it requires self-discipline. 

Gender performance is on display in the classroom. In one session, some students perceived as 
those who misbehave are absent, which dramatically changes the classroom atmosphere:  

R: Four of the students are not present today. 
I: Two students change. The two others are just “followers”. 
R:  In my head, it’s a small group of students, who have so much to say. What do 

you think about that? 
I:  As you can see, they spoil everything. I think that’s my job to control them, but 

I also see that I can’t do it. When I use the academic way, “Listen son, you cannot 
say it like that”, it doesn’t work. What I have to do is just say, “Shut up”. I just 
have to use that kind of language. I did it partially last time. And it worked.  

R:   But one or two students have serious consequences on your teachings. 
I: It’s really too bad that it’s like that. But that’s what teachers have to work with 

today. I don’t think people realize how difficult a single student can be. When I 
think about it, there are many reasons. There are many who have diagnoses, who 
are quite restless and unable to sit still. That has consequences on the learning 
for other students. It’s clear that it’s so in my class. It has impact on the learning 
of the others. It’s not a good thing in the long run, that we get this kind of 
grouping. What I think is that there are no consequences for showing that kind 
of behavior. One can just continue like that, you get called to the Head Master 
and then you come back. The teachers get angry and then you come back again. 
Nothing happens. There are no consequences. The way they look at it, is that as 
long as they are within the limits, they manage to get a final grade. Because it’s 
like that. We have no way of sanctioning, other than to tell them to behave like 
adults. If I do it twice a week, then it's microscopic what I manage accomplishing 
in the long run. 

Reordering the news, beyond information retrieval and filling context gaps 

The news round is reorganized and the teacher concentrates on teaching strategies. Instead of 
the students exploring the media landscape for news stories, she gives them a printed text that 
they are to read first and then answer questions by working in groups. She chooses for them 
and also dictates which students are to work together. This is necessary. The previous sessions 
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show that the students lack the essential self-organizing ability. She is not allowed to finish her 
“point A” to get to “point B”. Frequent interruptions create a feeling that she is not allowed to 
explain the context behind the news. The students occasionally carry out her instructions, 
making it challenging to create space for reflection and concept-exploring. She sees it as 
demanding to give individual responsibility. To counter it, she instructs them through a print 
approach. This gives premise control over the learning process, creating a paradoxical result; 
to work digitally in an educational context, a textbook approach is used:  

I: In that sense, you can say that reading a single text, to do an assignment on the 
Web, requires self-discipline. It requires that you know what to do, and you have 
a goal, and see how you can accomplish the task that is there. And you evaluate 
it after you’ve done it. But this is a process that must be learned. That is what 
I’m doing here, putting more focus on it. I’m going back to the web, but now I 
run this through a print press approach. And they’re going to have to work. 
Eventually, I will return to the web. Then it’s going to be very clear 
requirements. Then it is not just reading a headline, when we go through the 
news. They must be able to apply these concepts later. It becomes part of the 
assessment criteria. In that sense it’s education to be online. This is a kind of 
Web 1.0, which I am doing, being able to read things. I want to get up on the 
social web, or Web 2.0, but with this crowd. I have to trust them, so that they do 
not do harm to others. 

The teacher sees limitations in her model. There are different technological frames. She wants 
to work where learning is characterized by educator teacher and learner co-producing 
knowledge. But she is cased in another, a Web 1.0 frame, where the news session can be an 
extended textbook into the digital. To bring her students up to the Web 2.0 frame requires other 
abilities, like language skill-set and contextual knowledge, etc. But she is obstructed by the 
professional subject she teaches, foreign language:  

I:  Yes. The challenge is getting social web to work in foreign language training. If 
you have an imaginary and real user, you must distinguish between the two. 
What we are trying in foreign language training is to find a real user, that you 
contact someone. Even if you do it digitally, then you have a real receiver, which 
you define. It can be a footballer, but you have a receiver that student really sees. 
This may help to make it more personal, what they write and what they do not 
write, things that are not socially acceptable. I have taken the students on the 
forum for painters, for example. There they read the discussions by other 
painters, who have specific issues, how do they fix this corner, when it is so and 
so. There I asked my students to write something. I did this a few years ago. The 
students went on the forum and got response. But such requires self-discipline.  

To be motivated to enter a participative culture the students need to know how to engage with 
it. Moreover, they need to know the potential knowledge it offers. They need to know the 
strategies to deal with it, which involves constructing an awareness of whom an online peer is 
and the community that one wishes to engage with. This condition has to be created in the 
classroom, so that the students will perceive it as meaningful to enter the digital landscape. This 
means an emphasis on collaborative learning:  
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I:  You have seen how some the groups worked. Some groups work well with a text 
and that part works. I’m on my way to get collaboration to work. But you see 
that it’s the group that’s the challenge. It’s not that they don’t want to, but 
together they become a bit hopeless. Some of the students can’t sit together. I 
think I’ll re-seat them next time. I had to give up the blog project. I have wanted 
to work more digitally. The news and the internet. I’m going to continue with it. 
I could always have wished that they could have posted the videos, if it had been 
really good, so could this have been posted on YouTube. I don’t not know if 
their teachers think this is ok. I do not know if I should do it.  

This involves a focus on teaching strategies. Her experience from the news round tells that the 
students seldom work beyond information retrieval. They accept the news reports as they are. 
They lack a willingness to decode the contexts behind the news and approach the dots of 
connections, which can lead to understanding a larger picture. There is a “context gap” required 
to be filled. She takes a proactive role and attempts to break down the learning process into 
units. One of these is to explain to them what questions a reader should ask when interpreting 
a web text, a strategy that can help validating the reality presented on the web: 

I: I think that they understood the deal with the inverted pyramid and the questions. 
The next time, I bring up an article, I ask “who”, “what” and “when”. And then 
I use the terms that I introduced today, just flip the image. And next time, I will 
allow them to go out on the web again. Then they have to write it down. I have 
to structure it this way, so that they don’t only read the headline but reflect more. 

A pre-skill required to engage with a participative web culture is contextual pre-knowledge. 
The students lack the ability to connect pieces of information to established knowledge. The 
students are socialized into the reality portrayed by the textbook, which they appear unwilling 
to challenge or interpret. The students can retrieve, but difficulty arises when they are to 
interpret and rebuild one with their own opinions:   

I: 50 per cent of reading a text is background knowledge. If you don’t know it, you 
can’t read between the lines. They are talking about young people today, they 
are on the Internet. But the people who address that matter, have gone through 
the traditional knowledge required to interact on the Web. They have the 
background knowledge to be able to go in and assess which pages are ok and 
what is nonsense. If you haven’t gone through it, if you think that the Second 
World War was from 70 to 73, then you have no background knowledge to assess 
whether this text is good or bad. When you learn from the Internet, you have to 
go through many pages, as you say, it is good, that one I’m going to focus on. 
You must have the knowledge to choose. That’s where I think we overestimate 
some of today's youth. I disagree with part of those optimists saying that this is 
where the students are so clever. They are very naive. You can sell them anything 
and they will believe you. 

The experience in the Spanish class turns out differently. There, the language may be a barrier, 
but she has managed to create an acceptance of participation: 

I:  There I have the language as a limitation. Most students today, in the other class, 
I teach the first hour, we use some music and YouTube videos. We talk a bit, 
teach a little, while in the second hour, I sit with each student and work with 
them. They use digital sites that are designed for language learning. They choose 
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a task and perform as many as they can. That’s a bit behaviorist, but they get 
feedback. It’s those kind of tasks. But yet they are self-organized, about 90 
percent, but there are some who are there and just game. If they are there, it’s 
there for a short period and then they come back again. It’s not total flow. They 
know why they do the tasks, because they must learn one thing. And they know 
that an assignment is skill training, that volume counts. But they are very aware 
of what they are learning. It’s not the Internet, but Web 2.0 in a way because it’s 
interactive. They also go to each other’s blogs and see what the others have 
written, they give each other feedback. They do it in front of the screen, they 
don’t write on the blogs. They say nothing about the grammar mistakes in blogs. 
On a blog, one only talks about the content. Not that you have three typos. It’s 
wrong, but you also have the access. You have access to what each other have 
written. 

R:  The trust you give them to work, it works? 
I: It works. I explained it today. I stand behind and push them forward in their 

learning. It’s you who must know where you are going. My job is to help you. 
I’m not one who’s doing the job of forcing it down your throat. I've managed to 
create an atmosphere there. I got it from the start, new subjects, new school, great 
opportunities. It’s a very cozy class. But I have the same type of guys there too. 
A few. They are creative, but smart. They work while being creative. There is 
progress nonetheless. It costs nothing to ask for help.  

Entering the audio-visual sphere of YouTubing  

Figure 5.7 The mental nodes of two male vocational students in the English class. 

 

The teacher challenges the assumption that today’s youth are “digital natives”, based on her 
past experiences. Her frame is shaped by a Web 2.0 educational approach, where learning is 
assumed to be formed by using ties and web resources. Moreover, she strives to create the 
conditions for enabling a participative and collaborative learning culture, where sharing and 
creation of user-generated content play an important role. Her students approach social media 
from a Web 1.0 frame, where they are into a “read-only” rather than a “read-write-and-
participative” frame. They approach social media from an educational textbook approach. She 
wants to motivate them to work beyond retrieving and passive consumption of media texts, to 
become online publishers. There is a gap to be filled. This pattern is reflected in my interviews 
with the students. Only four of the 26 students reported having produced and published user-
generated content, which was often related to their hobbies. A vocational student had published 
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YouTube videos. Three female students in academic studies blogged regularly. Very few 
responded to their entries. Few students were active online contributors, but predominantly used 
social media for passive socializing. 

In the English class, the teacher wanted to illustrate this. She asked the students to draw mental 
nodes of how they interacted online. Two are displayed in Figure 5.7 and show that their user 
patterns differ in complexity. Many interact between Web 1.0 and Web 2.0 sites. Some students 
visit many sites, as many as 15, while others are content with four or five. The students divided 
their use between visiting sites under editorial control and SNSs, which they used every day. 
As I showed in the previous chapter, the students used YouTube for informal learning. Here, 
the students made connections between pieces of information to create an understanding of a 
concept, a self-organized learning practice that happens without any instruction from an 
educational authority. But the students only perform it on activities that interest them. In a 
formal learning setting, the reality can be different.  

 

Until now, the teacher had mainly used YouTube in the Spanish class. YouTube videos are only 
viewed for two to five minutes, to expose the students to the language and as an introduction to 
a theme they are working on. This involves YouTube videos being enacted and embedded into 
larger learning activities. The teacher has positive experiences with this. The situation is 
different in the English class, however. Learning activities have been enacted and organized 
around a principle of working with interpreting web texts beyond information retrieval. The 
challenge has been to create conditions for reflection. Strangely enough, during several classes, 
some students spontaneously decide to retrieve YouTube videos and talk about them in front of 
the screen or in groups. Some other patterns are contradictory, in terms of being motivated to 
learn and practice English. Some students, who are skeptical about learning the language, 
retrieve YouTube videos and watch English-language TV programs during class breaks.  

At other times, when the vocational students were talking to the teacher about a topic they had 
impulsively decided to retrieve YouTube videos to illustrate a point in a discussion. Once, they 
were talking about bullying. A student searched for the 40-second viral video of an Australian 
student slamming his tormentor in the ground fighting back against bullying, the Casey Heynes 
case from 2011, shown in Figure 5.8. Such cases proved that YouTube videos can spur 
engagement:  

Figure 5.8 A retrieved YouTube video creating discussion among students on bullying. 
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I: It works everywhere, but it works as part of a context. When you teach 
something, you want your students to understand concepts, to visualize 
knowledge. When you use sound and image, you activate both parts of your 
brain, a larger field. And that leads to more learning. There are arguments for 
that it works. People think that YouTube only contains music and entertainment, 
but there is a lot of good material there. 

 

The other side to YouTube is gaming. The teacher organizes a lesson in the English class where 
she uses gaming to perform a goal-orientated learning activity that relates to the working day 
of a carpenter. Some students are absent. It is unclear why, but it means that only between seven 
and ten students are present. The remaining students are to learn about the imperial 
measurement system. To fulfill this learning goal, she uses an educational game, The 
Carpenters Cut. The aim is to cut timber into given sizes, which means to practice mathematical 
skills with practical know-how. The lesson only lasted for an hour, but many students were 
“immersed” into it: 

I: You saw it today, when I gave them that little touch of an educational game. This 
was about cutting timber without having to do much of it. The idea is that it 
should be cut in the best way. You saw how they were “inside the machine”. 
They continued to play with it after we should’ve moved on. And it was a very 
simple game. You can only imagine how it is, when they play World of Warcraft, 
where they have all the graphics and other possibilities, for example. 

The teacher has had different experiences with gaming; there are benefits and barriers. There is 
a reality that shapes the life of the student. She has met students whom she would judge to  have 
a “gaming addiction”. Once she had a student who gamed continuously, in class and during 
midday breaks. Later she never saw him again, which led her to conclude that he did not pass 
his subject. She believes that many students get so immersed in gaming that it has consequences 
for their education. She compares gaming to being engulfed into a soap opera. There is a 
continuous story that seldom ends. They can sit up all night and get little sleep. When they are 
at school, they are so tired that they fail to learn. Gaming in an educational setting pertains a 
different setting. The conditions change as learning is about work, to drill one’s skill-set, and 

Figure 5.9 An educational game introduced to the students, The Carpenters Cut. 
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attain educational values, but also the content of the games has to be linked to reflection and 
the theme in which the subject is taught in. From the teacher’s perspective, introducing and 
organizing classes around games requires management by the teacher when enacted in class: 

I:  It’s the intrinsic motivation that governs gaming. If they had gamed just to learn 
English, it would have not been a problem. They would have done it 
immediately. Most of them. What do they learn then? It’s this educational thing. 

She acknowledges that the English skill of today’s youth is high:  

I:  I see that students learn a lot of English just by gaming. There’s no a doubt about 
that. There are those who develop the language, which is amazing, a very 
advanced English level. You see it by the way they construct sentences, the 
complexity in the sentences, vocabulary, which they have acquired from gaming. 
That means they read instructions, manuals, like in World of Warcraft. If you 
start reading them, they are rather heavy. They learn much English that way. 
They chat too. There we find students who really learn. But they spend some 
hours there too. That has an effect on language learning, that’s very clear… And 
the language surrounds them constantly. The English they learn in school is only 
a small part of what they learn totally. They learn by watching CSI, that whole 
package there. That is what contributes to their English skill. That’s why they’re 
so good.  

She has previous experience with students who take it a step further, those who live and enact 
with the stories embedded in games. They are mastering the capacity to link and see connections 
between language, genres of literature, language and mediums:  

I:  I have examples of students who really shine. There are two groups. Those who 
are into gaming, they read the back story. And you have those who are into the 
Lord of The Rings, which is focused on science fiction. They read very digital. 
They engage into those reading circles. They’re excellent in English, but they 
are fused into it.  

Framing recursive patterns 

Four months into the school year patterns are now recursive. We observe certain reversed and 
surprising conditions, developing into routines. November is characterized by breaches, in the 
structuring and organizing of her model.  

First, we learn that her model is enacted and instituted differently in the two classes. Things are 
going well in the Spanish class. Here, the students work and there is a stable learning 
environment. In the English class, the learning environment appears to fluctuate, and gender 
performance arises as a theme. The teacher also experience differences in how the students 
work. In the Spanish class, she can work and spend time with each student, as they are self-
organized and complete their assignments. This is more challenging to accomplish in the 
English class, however, where she struggles with getting the students to submit work.  

Second, the greatest breach is how the teacher is forced to return to working under a textbook 
regime in the English class. In some lessons, she abandons working digitally and just uses the 
textbook. There are limitations in her model, which are due not only to student misbehavior, 
but also that foreign language and critical reflection requires previous contextual knowledge.  
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Third, the use of audio-visual social media proves to be the start of a successful user practice, 
especially the use of YouTube videos. Audio-visual content can have a triggering effect, which 
is seen as positive for the learning process, something that applies for both classes.  

December 2011: The halfway assessment 

In December, the teacher focuses on preparing her students for their mid-term exam. The 
scheduled learning activities from November are prolonged, but the teacher wants to reflect on 
her accomplishments.  

The work of creating a positive learning environment 

At the beginning of the school year, the teacher saw it as important to create a positive learning 
environment. This was a foundation to work digitally. But she quickly established her classes 
were poles apart. The Spanish class was framed as “silent” and the English class as 
“challenging”, implying that both were governed by a youth conformist culture. She concluded 
that this could potentially have a negative influence. Addressing this involved social investment 
in ties and having good relationships with her students. The work has paid off: 

I:  When I say that I work with the classroom environment, that’s where I started. 
What I want to achieve, I’ve achieved in the other class. There I’ve created a 
relaxed relationship with the students, where trial and error is okay. That’s the 
goal of the , to lower the threshold so that you can make a bit of a fool of yourself. 
If we know each other, you will not be mean with me. It’s as simple as that. It’s 
the first thing that you need to get right in a new class. I’ve succeeded in the 
Spanish class, where I have students from five different classes who meet. They 
were in the start terrified at exposing themselves, to be able to do anything, but 
now they don’t think that someone else will be mean to them. But they’re still 
afraid. I’ve managed to break that down. I’ve got them to collaborate digitally 
and face-to-face, in such a good setting. That’s when learning happens, I think, 
when they get there. But in the other class, I’ve worked very hard to achieve it, 
to create a positive setting. I think I’ve gained acceptance that it is ok to be in 
class and to ask, stuff like that.  

There are other aspects and personal costs in creating a positive learning environment. The 
teacher has worked to establish the acceptance of a class sharing culture, where opinions and 
experiences can be exchanged freely between educator and learners. This has sometimes 
“worked”, while in other cases it has been hampered by conditions beyond her control, requiring 
intervention. Above all, she has perceived there is bullying between students and student 
misbehavior, factors that create a code of student conduct setting a degree of premise control. 
This caused a feeling of non-continuity, a sense of conformity, producing many situations 
where students do not want to stand out, having an effect on their engagement. When that 
happens, it becomes difficult to share. This has influenced the teacher’s performance of her role 
and been a condition requiring management of relations and navigating between social codes: 

I:  I have a code, the school has a context. They have to deal with it. My job as a 
teacher is not to go into that bullying code, which they have. I want to break it. 
My job is to get them to go between different codes. I’m trying to exclude that 
code and include them in the other. 
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Certain students have pushed her personal boundaries, a feature that has been observable in the 
English class. This has involved showing a different side of herself, which in reality is to create 
a social character of herself that she seldom feels comfortable with. She had to become “a strict 
teacher”:  

I:  What I have to do then is to take that and challenge their values. I’ve tried to do 
this through dialogue. But it did not pay off so well. And then I turned. I used 
the familiar tactic and was strict, send letters home, the formal way. They then 
realized it. It worked and they understood there is a boundary. They still want to 
be in the system, the school system, they want to go through it.  

She senses that the positive learning environment has allowed students to bond in the English 
class. There is the creation of small networks happening in front of her. She has seen many 
small situations, where students who have not usually helped each other, have started to do so: 

I:  An episode may illustrate it. A student said that he did not understand some 
words in a text they were reading. Another student knew them and grinned 
because the other didn’t understand them. But the student repeated that he didn’t 
understand the words. Then, I saw that the relationship between them changed. 
The student took on the role to help the other. And the next time, they were 
reading a text, he asked, “Are there any words that you do not understand?” That, 
I think was pretty good. I’ve seen this in several contexts, that he has established 
a position in relation to the other, “I'll help you, when you need help 
understanding words”. In that way, they have created a network. So you have 
small examples, there and then.  

The reflection on the news round 

The news round is an important learning activity and had several intentions. She wanted to 
enable her students to evaluate and discuss issues happening in society at large; to teach them 
personalized strategies to examine the context behind the news; to make them see connections 
between the dots of information they traverse in the language; to motivate them to reflect on 
digital content beyond retrieving it, and to practice the language orally, skills that they can use 
to write texts. The teacher concludes that the situation is different than from the onset:  

I: If I think professionally, I have consistently tried to use the main language as 
much as possible, even though there was almost no one who wanted to speak 
English initially. If I’m to summarize my impression, we used some Norwegian 
occasionally, but in conversations with students today, for example, they were 
more willing to speak English. That has turned. There is no threshold for talking, 
really. I think they’re not scared any more. I’ve got an atmosphere where it’s 
okay to speak English. If they don’t get it, they speak Norwegian. I have 
accomplished that. If I insist, they swap to English, without any problems.  

There are nuances suggesting that the news round has had an impact. This surfaces in individual 
conversations with the students. Some students are willingly to go behind the news and relate 
isolated stories to a larger picture. They are making connections and starting to fill in the blanks 
to reduce contextual knowledge gaps: 
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I: I hope I have managed to motivate them there. My intention was to motivate 
them to take greater interest in what is happening online and go a little bit in 
depth, go behind the headlines and between the lines, not just the headlines, but 
go a little further. There was an example today on this mob boss, where they 
reflected a little more than they had been able to at the beginning. And it was a 
little more structured. I think that I have given them that, in terms of strategies.  
I have given them a strategy for reading.  

She is uncertain to what extent they understand the meaning of the reading strategies she gave 
them at the beginning of the semester, like the inverted pyramid. She senses that they are slowly 
learning to get answers to the critical questions, which are vital to ask when surfing the media 
landscape. The vocational students can put their finger on “what” the news is about and “when” 
it happened, but they struggle with pointing out “why” certain news stories get more attention 
than others do. The latter point is difficult to answer, even for experts, implying that she cannot 
require the students to show expert skills on social issues. There are several cases where she 
and the students deconstruct media texts and jointly explore them in a step-by-step manner, 
something that leads to discovery:   

I:  We started to explore and go backward. We linked a media text to their work 
situation and the labor market. And then, “Oh yes! It is linked together.” That 
was one example. They start seeing a larger picture.  

This means that the news round is a reminder of practicing recurring processual learning 
activities. You cannot perform it once and believe it leads to learning. In contrast, it must be 
performed repeatedly. This demands seeding an understanding that the student needs to know 
that, behind every digital item, there is a sender with an intention. Any information source 
should be evaluated as valid, reliable, or relevant, an understanding that the teacher must create 
and make visible:  

I:  When a teacher chooses media texts in the classroom, there is a process taking 
place there. I have to highlight that process, show it, so that students are able to 
apply that process. There is a search process in the same way as reading process 
is a process. Browsing the web to find an article you want to work with, that is 
part of knowledge, a skill that must be practiced. It must be taught. Before you 
have some clue in which the context is a part of, if one reads about Afghanistan, 
for example, then you have to know a little about it. 

This means to teach the students to be aware of the quality of the information they interact with:  

I:  How do you find quality on the Internet? That is something that students have to 
learn. We need to structure that mindset. What do you think? Therefore, you 
need to check that out. Many teachers do not get assistance on how to teach that 
process there. You do it yourself, but from doing it yourself, implicitly, you are 
able to present that clearly, to what you think, what you do, how to build up that 
competence, that is rather difficult.  

She concludes that several students have managed to take a step further. Many students show 
the ability to take a media text, reflect upon it and give it depth. This is related to how the 
students perform and have developed their search strategies, but also how they present their 
stories and from what sources they are retrieved. And most crucial, there is reflection:  
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I:  Today, I asked them to read an article. If I compare it with how they worked in 
August, I think there’s a completely different quality. It is more reflection. They 
manage to choose an article. That is the first factor. They are not only just 
browsing and never stop. Everyone has a story and now it is based on interest. 
Some months ago, it was not like that. They are able to visit sites and find 
information in English. They know where to go and they came back with 
different types of media texts. They have reached a level where they are able to 
take out information from a text.  

The dual experience on making prosumers 

Blogging turned out differently in both classes. In the Spanish class, the students have 
continuously published their assignments, although Table 5.8 shows differences in numbers of 
entries. Some students have been productive and made entries from August to December. 

Table 5.8 Excerpt of blog entries in the Spanish class, August to December 2011. 

Student 
Month and number of blog entries 

Aug.11 Sep.11 Oct. 11 Nov. 11 Dec. 11 Sum 
S1 1 9 1 2 - 13 
S2 3 7 - - - 10 
S3 2 7 1 4 - 14 
S4 2 4 1 1 - 8 
S5 - 4 - 2 - 6 
S6 2 5 1 1 - 9 
S7 2 3 1 3 - 9 
S8 2 2 2 1 - 7 
S9 Published on wiki - 

S10 - 1 - - - 1 
S11 - 3 - - - 3 
S12 - 2 - 1 - 3 
S13 - 3 1 1 - 5 
S14 - 1 - 3 - 4 
S15 2 7 - - 1 10 
S16 1 3 1 1 - 6 
S17 2 1 1 3 - 7 

The flipside to the success in the Spanish class has been the setback in the English class:  

I: I abandoned the blog project’. It didn’t work. 
R: Why? Why didn’t it work? 
I: Because the students have an inner self-policing, I would say, going on this with 

bullying. They don’t expose themselves online, because they become vulnerable. 
A student said it clearly. He said that “if I post anything on my blog and someone 
else sees what I’ve written, and see that I don’t write proper English, others will 
link to it”. If they get hold of your blog, and link it to Facebook, they’re bullied. 
That was their conclusion. It’s about the fear of exposing themselves, the fear of 
being exposed. 

R: How does it express itself, how do you see that? 
I: Comments in blog entries. One who’s naïve posts something: he or she has done 

something, thinking about something, a video, a statement, and that sort of stuff, 
will create feedback. And when that starts, the misery comes with it.  

The teacher has used blogs and wikis since 2007. Previous students have never rejected the use 
of them, but they have been skeptical. Nor have previous classes in vocational learning rejected 
blogging. This is the first time and it was a surprise:  
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I:  I’ve had several classes in vocational studies. We have made blogs for the last 
four years. I think that was the first time. I’ve never had that kind of reaction.  

R:  Is this unique to this class? Or is this part of a larger context? 
I: I think it is unique for this class. The thing that this class does not have in 

common with other classes is inner self-policing. It’s a harsher climate, which 
easily can turn into bullying. I believe that is what they are most afraid of. I don’t 
think they are afraid to put things on the web, but there is certainly some that can 
exploit it. 

The teacher meets an impasse. Social media possesses an underrated power, which rebounds 
back on her classes. The male students belong to a trend, adolescents who have tested social 
media with positive or negative outcomes. They have learned, implying that they most likely 
will not engage into the same matter twice. Motivating them to blog becomes difficult:  

I: Many are naïve and don’t realize the power of social media. It can turn back 
again on those who say something. I think they have learned. And after one or 
two times, it ends with that. This group has tried it.  

R:  Is this something you have experienced in recent years? 
I:  Yes. The student group is changing. That you’re seeing in the vocational class, 

I think, this reservation to blog, has something to do with their past experiences. 
When they expose themselves online, they see it can turn back on you. You can’t 
take it back. Therefore, they fight back, because they don’t want to expose 
themselves. This is the first year I’ve seen this. I’ve never had students who 
didn’t want to blog. 

R:  Is this the first time in a vocational study program? 
I:   Yes, it’s the first time. I think it’s a trend. The first time, you don’t understand 

what and where you’re going. Now you know what a blog is. They know what 
it might lead to. You can be famous or be hung out. They are more experienced 
than those who have used it in previous years. When it has something to do with 
the blog, so it has something to do with self-confidence and your willingness to 
expose yourself. If you think that what you’ve posted is ok, it’s nothing to be 
afraid of. If you don’t have that understanding, things can be used against you. 
And that’s what I think is happening in the vocational class.  

Blogging in the Spanish class paints another reality. There blogging is successfully adopted, 
implying no resistance among the students. The students are self-organized and carry out tasks:  

R:   In the Spanish class, have you met resistance there? 
I:  No. Not verbally, not at all. They see that it doesn’t cost anything to post things. 

They publish notes from grammar exercises and vocabulary, it comes out the 
right way. But when they publish a full text, it goes a little slower. 

R:  Do you have a quality assurance before it is published? 
I:  No. It’s no learning behind. They publish first ... and I sit down with the student 

and look at the text, and then they go back and correct it. It can happen in any 
order, or in a different order. I’m looking at it first, it depends on when. 

R:  They don’t come to you first and then they publish it? 
R:   Not at all. It’s an important point, I think. This allows you to learn, and it is a 

process. And the option you have with blogging is that you can go back and 
change things, once you have learned more.  
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Blogging works. The students even publish unfinished material, in a foreign language they are 
just starting to learn. There is low cost and little risk in publishing. In interviews, the students 
admitted being skeptical, but soon realized that few would ever read their blogs, besides 
themselves and their teacher. They rarely commented on each other’s blogs. If they did, these 
were mostly supportive comments. They evaluated each other’s work, but this happened off-
screen in groups in the classroom. The students varied in how productive they were and how 
often the updated their blogs:   

I: In the Spanish class, it works well. But some are not so good at putting out 
everything they’ve written. They have a number of texts they have been working 
on, in a Word document, for example, which they later put out. I don’t know 
why. It has never been the case before, as I’ve managed to motivated them to 
add more text.  

In the English class, the blog refusal had an impact on the planning of classes and text 
production. The teacher needed submissions for mid-term grading. The original plan was to use 
the blog entries as documentation for assessment. Instead, she returned to paper-based 
submission, but struggled with getting the male students to submit work. She had to take drastic 
measures, during the course of the fall semester. Letters of concern were sent to their parents, 
explaining that the students were in a position of not getting a pass grade. This resulted in 
submission of work, but text production was still low. She needed them to give feedback and 
have a foundation for final grading. These conditions involved changes in the assessment of 
student work. Commenting on grammatical errors was overlooked. The focus had been on 
teaching how to write a structured text, containing introductions, main part, and conclusion. 
She is positive, as some of the male students have showed a will to change their writing habits:  

I:  Regarding the written production, after I sent the letters, I’ve received many 
assignments. The students carried out that part. They have work and are going 
to write it at home. And that they have not completed, they have submitted later. 
There has been a certain text production, but it’s not much. There has to be a 
minimum, so I can give them feedback and look at text structure. That’s what 
I’ve worked on. I have not looked at words, spelling errors. I have overlooked 
sentence structure. I’ve only looked at text structure, how a text is built, with 
paragraphs, introduction and conclusion. Now, I just have to see how it will go 
at the mid-term, if they have understood it. But the last time, they were able to 
write their own news story, a paragraph came, and that structure you find in news 
article, the inverted pyramid, it came by itself, in a way. So, I’ve managed to get 
them on a path, teaching them how to structure a text. 

January 2012: The turning point and standardization 

A new school building has recently been constructed at the high school, which is located next 
to the old one. The two school buildings are different in design. The old school building was 
“closed”, consisting of long corridors and closed classrooms. You could never see what was 
going on in the classrooms. The new school building is the stark opposite, constructed to be 
transparent. The architects have literally cut an “open street” through the structure, allowing 
many open spaces. There is much sense of “air”. Instead of walls and long corridors separating 
the classrooms, windows are everywhere, making it possible to see all ongoing classes. Even 
small seminar rooms have windows, meaning that it is impossible not to catch eye contact with 
someone when strolling around the premises. All the new classrooms have smart boards, 
speakers, and digital projectors. Wi-fi is also included. In January 2012, all move into it. 
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The first month in a new year means new learning activities and fresh material to be covered. 
The English class starts working with a new theme, indigenous people in Australia and New 
Zealand. The Spanish class continues with learning more about Spanish culture and geography. 
The students are to write a short text in Spanish, about themselves and hold small dialogues in 
their groups and in front of the class. The teacher returns the students’ mid-term exams, leading 
to discussion on their first grade. 

The positive learning environment and the two tacit classes 

There is a fresh start with a set of new rules. All the teachers and the school’s management have 
agreed to enforce new policies on student conduct, which have been co-authored with the 
student council. It is not permitted to drink or to wear scarves, jackets and hats in class. Smoking 
has to be done outside the schoolyard, no snuff is permitted either:  

R:  What do you think about the first lesson?  
I:  The first thing I noted was the students’ behavior. The Spanish class was quiet. 

I had to loosen [them] up a bit. They were more eager to join at the end of the 
class, in terms of listening. My first meeting with the vocational class, was that 
I saw them walking around in the hallways. And their teacher told them that they 
couldn’t stay there, but that they had to go down in the main hall. It was strange. 
They were very curious on how the new school looks. I didn’t see it as very 
negative. They went around, looking at what was happening. 

R: What do the teachers think about moving into a new building? 
I: They were very skeptical that it should be so open. That’s what people are talking 

about. It has to do with traditions. Classrooms have always been closed, apart 
from the open schools. It is mostly in the secondary schools, and perhaps at the 
primary level, it has been open. None of the teachers who work here, have much 
experience with that. It’s perceived as too open, as windows allow you to see 
straight into their classes. That makes them a bit insecure. 

R: What do you think about that? 
I:  I find it exciting. The rooms and the environment reflect the work we do. People 

will be affected. When it looks okay around you, people will react to it.  

The teacher is optimistic. New policies and buildings can set better standards. In the old 
building, colleagues experienced that students were disorganized. Snuff mucus and leftovers 
tended to be spread out everywhere and students wore jackets and hats. The teachers addressed 
the matter repeatedly, which proved to have little effect. A new school setting can change this. 
But some students attempt to oppose the new student rules already the first day, when they enter 
the classroom. After some discussion, they comply. The new student rules are contradicted by 
other teachers. They let their student leave classes before it finishes, causing visible student 
traffic in the open hallways. This creates noise and she stops her classes.  

There are pros and cons of having a transparent school building. A teacher’s practice is now 
open to inspection from outsiders, which can create unease. Many teachers are accustomed to 
a hermetically closed setting, which has offered little clues to what and how they teach. Teachers 
like discussing practice, but are seldom in each other classes to see what their actually 
colleagues do. That too changes, involving a breach in established traditions. 

The new school setting appears to influence the teacher’s classes. Her students are silent. 
Students can sometimes be too disengaged. This means that the “unwritten” classroom culture 
among her students in her to two classes comes closer to the surface:  
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I: In a way, you feel a bit more free when you have a vocational class. You get the 
truth very overtly, while in general studies it is much more a social play. It is 
about treating the student’s mask. They are unsecure, but show it in a different 
way. In vocational, it’s not to show that you do well at school, but that you should 
do as little as possible. If you’re a bully, you don’t need to show that they are 
poor in English. I would probably say that my class is quite open, compared to 
other classes in academic studies. 

She knows her students better, but experiences a boundary, but it is difficult to know where it 
lies in the landscape. She senses a “resistance” among her students. She believes that many 
students have the potential to do well in school, but are reluctant to show it. The student youth 
conformist class culture governs and she assumes that it is taboo to have ambitions. You might 
be viewed as a “school nerd” and be stigmatized. This means that the students do not do any 
more than they have to, which is somehow reflected digitally. Male students are reluctant to 
engage, an aspect that was not the case a couple of years ago:  

I:  A class I had a couple of years ago was less restrictive. They published 
everything. It was a super nice group. It may well be that from 2008 to 2011 
youth has had some experiences, which are negative in relation to posting. You 
get negative feedback. You become more restrained. It may well be that it is a 
consequence of that. You should not disregard it. They see the consequences of 
posting, the negative and the positive. They might be a little smarter that way. 

The teacher now has individual conversations with each student. She practices affirmative 
teaching, as she has more material to discuss. She gives them feedback on their mid-term results 
and discusses grading: 

I: I have nice conversations. They probably thought that I was going to point my 
finger or something. But it was not like that. I talked with a student. I looked at 
his mid-term and the work he has done. He lacked some assignments. I told him 
what was good. He can verbally express himself. And I asked which grade he 
thought he deserved. He said he was satisfied, if he got a 4. I said that you have 
to work a bit more to get it. I said I would give him a 3. Do you think it’s fair? 
Yes, he said. And then I explained him that what he had to do to get there. There 
has to be some work, submissions, in order to improve.  

The individual conversations allow her to perform an authentic assessment and evaluate 
learning progression, both of individual students and of the classes at large. The conversations 
can turn into an arena of social negotiation, where she and the student know each other’s 
“bargaining chips” and performance. They enter the conversations with different interests and 
motives where the aim is to settle an irreconcilable decision. She wishes to motivate her students 
to learn more about a language, while the student can be more interested in knowing what they 
need to do in order to get the grade they want. This turns into a dilemma, reflecting whether 
focus in the learning process is about learning a new language or how to perform to get a top 
grade and get an early start for a good career. Even top students in her Spanish class can use 
this negotiative strategy, as they sometimes ask directly how much they need to perform to get 
top marks. Often they seem not to be motivated to perform beyond that particular boundary. 

 



162 
 

The conversations permit the teacher to assess the learning progress of students who she senses 
have advanced. Certain male students in the English class are satisfied with their performance 
and have experienced improvement in their language skills. This shows when she looks at how 
they write texts. The structure in their submitted work is better than just a couple of months 
ago. But she struggles with getting them to write proper and qualitatively good texts. The 
content is not at the level she expects and too often the texts are short: 

I:  Once, in a vocational mid-term exam, the assignment was “a bad day at work”. 
And then it said you had to link it to the workshop, or “your vocational training”. 
So, you have to ask, what will they be looking for here? I’m not sure if they 
know. A student in vocational training wrote about a terrible hangover trip he 
had on a Saturday night. It was a “bad day at work”. His paper started with seeing 
a vomit bucket next to him. Then he came down to the kitchen and saw that his 
ex-girlfriend was with a mate of his. Do you understand? This is what I get at 
their English exams. What level of reflection is it when you link that to an 
English exam? You ask the question. A student in general studies would never 
have written in that way. You get those kinds of papers, as they seldom reflect 
and ask themselves what the intention behind an assignment is.  

The individual conversations with the students confirm the development of two different class 
cultures. Although the teacher can influence this development through conversations and 
sanctions, she is aware that this can operate beyond her control. When entering a new class, for 
example, she can quickly acquire a feeling of what standard her colleagues have set there. 
Students can show no misbehavior, while at other times there is no “order” at all. In her classes, 
this makes a difference to how well she is allowed to give feedback to students:  

I:  Self-assessment is very important. If you can manage that, it presupposes that 
you understand how to measure the goals in your work, you must realize what 
you understand and what you don’t understand. Self-assessment lies high on a 
taxonomic scale. You have to start at a place and it is a skill that you develop. 
Giving feedback there, is a step on that way there. Many people are not familiar 
with it, so one must begin somewhere. Giving feedback to my students is where 
I want to go. It is hard. If you have a text and don’t understand much, how are 
you going to know anything about self-assessment? What have I understood? 
What have I not understood? You don’t have the preconditions to get it to work 
and cannot assess others. If you don’t understand the verb system, you don’t 
know whether it’s right or wrong. It’s a process or skill that I want to develop. 
You must begin very slowly.  

YouTubing in the classroom and connecting the dots 

The teacher has on the learning agenda the post-colonial condition of indigenous people in 
Australia and New Zealand. The English class are going to see a movie, the award-winning and 
powerful New Zealand picture, Once Were Warriors, which tells the story of an urban Māori 
family and their problems with poverty, alcoholism, and domestic violence. The English 
students are going to explore sides of Australian and New Zealandian culture and geography. 
The Spanish students are to learn about Spanish culture and geography. The teacher uses 
YouTube videos as an introduction or an illustration to explore a given topic. The videos are 
used to spur engagement in class. In the Spanish class, she has used YouTube videos 
extensively. Many YouTube videos are embedded into the class wiki. These show how to sing 
the Spanish alphabet, how to conjugate verbs, how to order food in a restaurant, how to 
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introduce oneself, how to have dialogues in Spanish, how to present your family, etc., all of 
which have a practical value. In class, she uses singing as a method to learn Spanish, involving 
chanting along with YouTube videos as they are projected on a screen. Other times, they are 
screened as an invitation to address concrete social issues from Latin America.  

In the English class, the class wiki does not contain many YouTube videos. But in her 
introduction to Australia and New Zealand, the teacher is interested in exploring the concepts 
of “crossing boundaries” and “extreme sport”. During a class session, she invited the students 
to go on the web to find more information. The students chose YouTube and retrieved a variety 
of short videos on various extreme sports. These were discussed in groups and in class. This 
developed into a session where her role as moderator diminished and the students gradually 
“took over the class”. The students engaged in reflective questioning about their own attitude 
to crossing personal boundaries, like risk taking in terms of adrenaline kicks, lethal danger, 
courage, bravery etc. in different contexts, with these discussions happening in English. This 
illustrated how a teacher cannot always plan and be expected to be in control, but that students 
can “take charge” of a formal learning activity.  

 

 
 
YouTube videos allow the teacher to interpret differences in how reflective the students are in 
understanding user-generated content and relating it to their own personal experiences. Once 
she showed a YouTube video, “One Semester of Spanish – Love Song” (Figure 5.10) which 
plays on the humorous gendered role of an English male, named “Mike”, who wants to learn 
Spanish to impress Latin girls. The video is educational, as it embeds standard new beginner 
sentences into its lyrics, which learners in Spanish are taught when first introduced to the 
language. When shown it, did the students manage to interpret the song’s humor?: 

R: The YouTube video today. Do you think they understood the irony behind it? 
I:  There is something about the setting. If they had seen it alone, they would have 

expected it to have some humor. When they arrive in a school situation, then it’s 
like nothing for them that’s fun. It’s the school setting again. 

R: Do you think they managed to “decode” the message? 
I If we had gone into it, then there is a singer and an open shirt. Some commented 

on that, but they seldom look further than that. They don’t see the cultural 
context. They haven’t been to Spain and seen Don Pepe, tried it out, and that 
flirting role, as he did in the movie.  

Figure 5.10 Screenshot from video used in Spanish class. 
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R: Do you think they managed to connect the gendered ideas in the video? 
I:  They danced today. That was big. If we had done this earlier in the year, they 

would never have done it. They did not dare to stand near each other. You saw 
one of them, she took off. I see a parallel there. Here we have humor and they 
can misinterpret. They mistake the context and have little cultural references. 
There is a lack of background knowledge. I think that they will understand it, 
but you can get the opposite. When you talked about those animals, the 
marsupial, you saw the males in the vocational class. They use their imagination 
and interpret it very physically. They interpret the contrary, the physical. It 
appears that they seldom have any idea on what that means. They relate the 
unknown to their world and interpret it through that. 

R: There is a bit of a difficulty to decode the humor? 
I:  The males in the English class are able to show creativity. They put it into their 

own context and think it will be really funny. And when talking social media, it 
is important to link it to the meaning of context. You have the cloud mindset that 
you exist here. But then I think: who are they’? There are people who have gone 
through a school system that have lots of knowledge. They have the ability to 
say, “These thoughts here, those I do not buy”. They can distinguish between the 
quality of the information and its value, from what has no value at all. They have 
such vast amount of knowledge in their pockets.  

R:  But should they not now this, when they reach this age? 
I:  Well, you see that, the lack of humor. It’s the lack of knowledge about the culture 

or experience. That is when the Internet becomes dangerous. You just walk into 
a place and are not critical at all, because you do not have the knowledge to be 
critical. What you need to know is how to exercise criticism of the source you 
engage with. To do that, you need to know a lot. And that’s what is a bit tricky, 
that students can lack that and independence. That’s where we must help them. 
You can say that this student may enter that level and work alone, but to get 
there, that requires that you must have some basic knowledge which lies in 
yourself. 

The teacher returns to point out similarities and experiences as seen in the news round, the 
importance of contextual and prior knowledge of a subject. The YouTube video indicates that 
there is a contextual gap that needs to be filled. The students’ ability to interpret and relate 
YouTube videos to their own experience differs. The students merely demonstrate the capacity 
to point out observable traits in the videos, but seldom demonstrate the capacity to perform 
active interpretations. They have difficulty in connecting pieces of information to form 
knowledge as a larger picture. This indicates challenges with working with social media in a 
foreign language; the language itself and context can be a limitation: 

I:  It’s very much about that. Subjects are different. In foreign language training, 
you start very low. You have to give a lot of yourself all the time. In English, it 
is different. In the discussion about New Zealand today, they gave a couple of 
suggestions. My statement was, “What do you know and where is New 
Zealand?” And I got something back, “border control”. That led us to a 
discussion on some issues. And we shared, but in my Spanish class, I have to 
give, give, and give. And you just feel completely empty at the end. Where does 
it end? It’s very exhausting to work with foreign language training at the 
beginner level. 
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The challenges in creating engagement 

Another theme that returns to dominate her classes is the experienced absence and differences 
in willingness to engage in class. The teacher has many times entered her classes with the 
intention of having high learning intensity, which could lead to interaction and sharing of 
opinions. This is experienced differently in both classes. She attempts to challenge her students 
to move over to the Web 2.0 world, but they pull back, craving to remain in the Web 1.0. In the 
English class, the students prefer to work under a textbook regime and often focus on wanting 
to work with assignments. They wanted more “structure in class” and often asked when they 
were going to return to using the textbook. The vocational students questioned the use of social 
media. She speculates as to whether her learning activities are too complex, leading to the 
question of how she can challenge them in new ways: 

I:  I don’t want to give up. My goal is to make them autonomous, so that they can 
be able to learn when they leave my class, when there is no teacher around. Until 
now, I have worked with reading. I try to teach them a set of strategies they use, 
so that they read a bit critically. It’s the same principle when you read a book. 
This is important, when you consider their preparation for the final exam. If we 
only do assignments and read from the textbook, heavens no, the textbook has 
many shortcomings. 

There are examples of engagement in class occurring, but these appear in face-to-face relations 
where bonding is already set between the students. Students prefer to work either alone or with 
others they know well. But there are exceptions in the English class:  

I:   I saw an example with Ken [a pseudonym] and Jake [a pseudonym]. For him, it 
costs nothing to ask for help. When I asked, “Do you need help to read a text?”, 
then he said, “Yes, I do”. Then you can sit together with Ken, he can help you. I 
saw that he considered it twice, but it helped. It worked very well. The class after 
that, when they were reading something, then Ken said, “Are there any words 
you don’t understand?” Those are the moments I noticed. That I thought was 
pretty good. I haven’t done it with anyone else. Others sit very quiet and do 
nothing. Some are just able to write two sentences and ask for help.  

The conditions in the Spanish class are different:  

I:  I think that sharing works much better in the other class. For example, someone 
asked today. A student, Thomas [a pseudonym], asked something today and then 
they said, “We know it!” And then another student, Bob [a pseudonym] said, 
“I’ll join you”. It was something that he didn’t know. And then he sat there for 
two minutes and asked, “Can you explain it to me?” And then they came back 
again. There you have a culture, which allows you to do such a thing. We 
struggle with that in vocational, because there are so many elements that make 
it so demanding. It’s a barrier, to get students to collaborate. 

These aspects open for questions on why students refrain from engaging. She assumes that this 
is due to their earlier experiences from previous schooling. Although she cannot document it, 
she believes that many students have repeatedly been exposed and told about their language 
inaccuracies. This has led the students to take a personal decision not to learn or be receptive to 
new knowledge. This creates low motivation to learn.  
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A flipside to sharing and student engagement are other observable work patterns in class. The 
students seldom use a workbook, but submit their work on paper or on their blogs. This provides 
the opportunity to view how the students work in front of the screen before publishing them. In 
the Spanish class, the students are learning about Spanish culture and society. Many students 
make PowerPoint presentations and there are many cases of social learning. They browse the 
web for the information. There are small discussions between students sitting next or across 
from each other, where they evaluate and comment on what they have retrieved. This can be 
factual things, such as where a student found a picture, or the name of a city. I often overhead 
students correcting each other if they looked up the wrong city. The male students are especially 
keen on finding out more about football. Several have FC Barcelona or Real Madrid as their 
favorite clubs. When putting together their presentation, they frequently use Google translator 
to translate and extend their Spanish vocabulary. When they encounter something, some 
students tend to ask what it means; the teacher can then stop and explain the context behind the 
retrieved piece of information.  

I:  Foreign language training is bit special in relation to that. You have two levels. 
When you start with beginner training, you work with “knowledge telling”, you 
talk about me, I, here and now. You begin thereafter to expand that sphere, that’s 
how you widen your language repertoire. There are only subjective thoughts, 
maybe a few sentences, something about a culture, history, and geography. But 
when young begin to get a little closer , as in the English class, you use what is 
called “knowledge transformation”. That means you can read on the Internet and 
should be able to extract information, so you can use this information in 
conjunction with your own thoughts. Then it becomes a kind of symbiosis 
between what you think and the information that you collect. It’s when you’re 
able to use it in your own context, that it becomes learning. 

R:  Is that enabled in the Spanish and English class? 
I:   In the Spanish class, some of the reflection is in Norwegian, because they don’t 

have enough knowledge about Spanish to reflect. This has something to do with 
how mature they are. When they use our mother-tongue, their reflectivity level 
increases with their language ability. In foreign language training one has 
reflectivity, but you don’t have the ability to express how you want it to be 
expressed. Like today, many of the male students liked when you talked about 
football, that’s a hit. They got more background knowledge on Spain and FC 
Barcelona, which they can use when they are to write something in a new 
context. That’s important. 

R:  But what about schoolwork they publish? 
I:  It is still straight from the heart, reproduction, to a certain extent. 
R:  You find it so? 
I:  Yes. Very few try to be creative. For example, when they talk about their family, 

they write about their names, how old they are, what kind of job their parents 
have. That’s standard. Everything beyond that is creative. Then they have to play 
with the language and they have to choose things they want to talk about. One 
student has a dog. On a language level, that is creative. It’s not what you ask for, 
but he added it anyway. 

This points back to the teacher still being cased in her “unwanted” technological framing, where 
she works within a Web 1.0 approach:  
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R:  Do you manage to work with social media in the vocational class? 
I:  I’m not where I want to be. Their activity on the Internet is reduced to YouTube 

and reading. That’s a Web 1.0 approach. 
R:  I interpret that you are working a bit uphill? 
I:   I look at what I am doing now, what it’s called: zorbing, hellisking, bungy 

jumping. I gave them 15 minutes. During that time, they made a PowerPoint, 
they found images, concepts, and Youtube. Then they used them. It was a 
specific assignment. If we do a project there, they will use the digital. There are 
several stages within the digital, Web 1.0, which is “read-only”. I don’t have any 
problem working with that. It all depends on what we are talking about. Today, 
the material was from the textbook, plus we went online and searched up 
information about the different topics. What I want is to get to real 
communication. 

R:  And that is hard? 
I:  They need to have someone at the other end. But with the reluctance they have, 

I thought that this could be part of the project. We’ll see how it goes, then I’ll 
have to contact someone through the web and ask some questions, try to get 
answers, get into the digital communications. 

Framing recursive patterns 

Six months into the school year, we can observe that patterns are routinized. January is a 
“turning point”. The teacher’s model is standardized. The challenges she faced during the fall 
semester are gone. There is a perception of seeing that learning takes place. She has tangible 
learning results. Half of the school year has allowed her the possibility to create a learning 
process and evaluate in retrospect what came out of it. This is utterly fortified, as the students 
have received their first grades and know where they stand. The learning environment in both 
classes is managed and settled in. There are fewer incidents of student misbehavior, but the 
teacher struggles with creating conditions for sharing and engagement. She has challenges in 
obtaining a foothold for a standard of learning she wishes to perform. She tries to motivate 
students to reflect more and be creative, but this is contradicted by their unwillingness. Many 
students seldom perform beyond their own ambitions. But this is linked to other aspects, 
foremost that using a foreign language in a social media learning design is difficult. She is 
working around certain tools: YouTube, PowerPoint, blog and sometimes the textbook, 
reflecting that she feels glued to the unwanted Web 1.0 frame. 

February 2012: The meaning of collaboration and self-organization 

In February, the teacher finishes certain themes and starts new ones. The students in the English 
class finish their work on indigenous people in Australia and New Zealand. Instead, the large 
inter-class or cross-disciplinary project is launched, the “funkis house” or “passive house” 
project. Three teachers from three different subjects – English, Norwegian and vocational 
studies – are going to work together, and so are their students. The vocational students are going 
to deep-dive into a theme of their own choosing and work in groups. It is a massive undertaking, 
demanding coordination and organization across subject boundaries. At the end of the project 
period, they are to present their work and be evaluated in three subjects. The Spanish class, 
meanwhile, continues with learning more about Spanish culture and geography, but ends that 
theme and begins a new theme, Spanish cuisine. They learn about how to order food in a 
restaurant and the common Mediterranean eating hours.  
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Making sense of collaboration and its managing and organizing  

The learning activities allow the teacher to explore the pros and cons of collaborative learning 
in more detail. The lessons often consist of students working together and her role performance 
is to supervise them. We learned that previous learning activities have proved to be variable in 
that regard. There are differences between the classes. Moreover, there are differences between 
the students in each class. This has caused the teacher to point out a couple of contradictions, 
which academic theorizing fails to grasp. On the one hand, collaborative learning is a complex 
undertaking, which requires detailed management by the teacher and can happen beyond a 
teacher’s control. One is confronted with another reality than the one described in any textbook. 
On the other hand, teaching students the art of collaboration can work against individuals at 
final assessment. At the end of the school year, they will perform a written exam by themselves, 
which is an individual effort that will not include any collaboration. The question remains: what 
is the good of collaborative learning when it will never be evaluated or count on your diploma?  

I: How I put together classes, in relation to working collaboratively, is where they 
can work independently, that they can do at home, if they don’t use Facebook to 
talk about homework, or “cut and paste”, or something like that. At home and 
individually. At school, I can also use individual work. What happens then is, if 
you haven’t tried it, then the definition is strictly individual. We must deal with 
it, because the final exam is individual. There are no group exams. You can say 
that the view defined in recent education reforms is behind on what is said in the 
curriculums, because most work under a socio-cultural approach. Thus, you 
learn in a context. When you look at how major projects are organized in large 
companies, working in teams is essential, but when it comes to assessment and 
achievement, then it is individual. The examination procedure has a “wash-back 
effect”, which is made visible in the classroom. They have to learn to be alone. 
It is also the case when we meet reality. It’s fair enough. Individual work occurs 
in tests. Otherwise, I see that individual work often slips into a kind of dialogue 
with those they have around them. There may be one or two students, sharing 
things, asking questions in front of the computer, it’s very often collaboration 
between them in front of the computer. It’s often informal, individual work 
where they form a network, around where they sit. And, so in language learning, 
I have to build up a competence, before I can put them to work in groups. I can’t 
just ask them to do “it”. They don’t have the vocabulary. Then I need to have a 
kind of job for them first, which is led by me. I use a lot of choir singing, which 
includes the whole class, the whole group. They say something and then they 
repeat, repeat, and we repeat. And when the work is done, I can put them together 
in groups of two, because two persons in a group are very harmless in terms of 
language barrier, when you’re a little afraid to make mistakes and stuff like that. 
I use a lot of pairs, if they’re not only sitting at their desk. I try very much to take 
them up, change the context, especially orally, they must stand and sing. I’ve 
found it works. They are much more willing to talk when it is informal and 
standing. Or they can sit, when they group. And then you have the slightly larger 
work that goes on teamwork, which goes on when you have four or five in a 
group. 

During the course of the “funkis or passive house project” many vocational students work in 
pairs, mostly with someone they know beforehand. Many choose “passive house” as the main 
theme and conduct research in class. They write short texts and compose PowerPoint 
presentations. The teacher helps them with this work. This pattern seems to work best in both 
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classes, but in the Spanish class, it is also common for students to work with new and close ties. 
Experience shows that groups consisting of more than five students often prove to be non-
effective. Compliant students will carry out their assignments, while others can abuse that to 
complete non-relevant learning activities. Other times, strong students can outcompete and 
dominate less resourceful ones. Very often, she lets students work in pairs or in groups 
consisting of four members. She is skeptical about groups consisting of three students. There is 
neither any “optimal” or “most effective” way of working either, implying that there is no 
criterion to evaluate if students work “best” alone or in groups. The learning activity, 
motivation, and context influence this:  

I:  Such a question is not relevant. It depends on what you are learning. If you’re 
working in groups, you’re self-organized. Then you are able to understand a 
learning objective. You are able to find work and assignments, to achieve a goal. 
You’re also able to evaluate it yourselves to reach that goal. It’s the ideal mindset 
in group work, where you put people together. It requires a lot from students. 
You can’t expect it immediately from students.  

R:  How do you think they work in the Spanish class?  
I:  It depends on the mood of the day, the theme, and all that they bring with them 

into the lesson. This is crucial for what works. Sometimes the atmosphere can 
be like that. For example, during this winter, several times they worked 
individually and it was a bit quiet. They sat and chatted with the one next to 
them. I’ve had very good experiences with matching pairs, where one pairs 
students who do not usually sit together. You raise intensity, when they do not 
know each other that well. It’s not so easy to shirk, because you do not have 
much else to talk about. I think that pairs work very well. This can go with four 
students, but then there must be a slightly different concept. But when I started 
working with collaborative learning, things are now different. I have a tool where 
I can make all equally important in the groups. It might work.  

R:  How is it in the [English] class?  
I:  Individual work partially functions, larger group, yes or no. It’s so different. But 

they express a desire to do something else. They want to be part of the project 
we’re working on now. That means they must form groups and work together. 
They have themselves an intention to work together in groups, a perception that 
it is motivating and fun. But when I start to look at the learning outcome, we as 
teachers need to begin to do things that really tighten up or demonstrate 
accountability in those kinds of groups. Because they often can’t make it, they 
have little social skills to work constructively in groups. That’s my perspective 
on it. There are some who’ve got it. In the vocational class, I divided [the 
students] into three groups. The groups were put together based on my 
experience, in terms of how independent they manage to be, which was totally 
reflected in the submitted assignments of the group that worked well. They made 
a video, they discussed the goal, the questions they were supposed to ask, 
conducted the video interview, set it up as a group, and presented when they 
were supposed to do it. It was just one of all three groups, only one. In the two 
other groups, we saw that none of them took the responsibility or the initiative 
as in the first group who performed well. 

The main challenge with student collaboration is attaining progression and sustainability in the 
course of doing assignments. Moreover, it is to make them self-organized enough, so that they 
manage and complete assignments without too much of the teacher’s intervention. The students 
in the Spanish class are perceived as capable of act independently, motivated and accountable 
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for their actions. But this can sometimes be contradicted by previous learning experiences. The 
teacher assumes that some students have been formed in their attitudes by how other teachers 
have organized and managed collaboration. They can be accustomed to too much teacher 
intervention, as some teachers have overplayed their role in collaborative learning processes, 
as they enthusiastically can have taken on the role as the “engine” and done the work 
themselves. Sometimes this is required, other times it is not. Assignments can demand a 
teacher’s explanation of a particular concept, but students can take the advantage and free ride 
or hide behind that. This means that there is difference in how autonomous and self-organized 
students can be in succeeding in collaboration.  

Collaboration is never anything but challenging. Its success is explained in terms of a 
“depending on the situation” argument and a diversity of other factors that the teacher relatively 
controls. An important factor is prior student motivation and situations encountered just before 
collaboration is going to start. For example, when students enter a lesson, they have bonded 
with others and tend to sit with them accordingly. The teacher has good experience that students 
can work together with ties they know well. Other times it will not be the answer. To ask 
students, who normally do not work together, to do so can lead to other conclusions. This 
applied in the English class, as she knew that putting certain students together will seldom lead 
to successful collaboration. But sometimes she sees that students enter her classroom and sit 
alone. This is a mere hint that situations taking place in other classrooms are influencing how 
well she can get her students to work together, a factor that surfaces in the large cross-
disciplinary project:  

I:  When I look at how the class relates to their main teacher, and when he enters, I 
get a bit stunned. Now, I think, “Aha! now I understand why I struggle like that 
in class”. Seventy percent of their teaching takes place in the workshop with the 
contact teacher. When I only have two hours a week, I have little influence. It is 
difficult to make changes, based on the composition of the class there, because I 
think that I can help to damage or create good learning processes. I can create a 
negative learning process very fast. I could have done it. Now that we’re having 
this project, I can define who should be working together. The last I heard about 
the project, was that their main teacher hadn’t given any information about it. 
The students knew nothing. So one asks me, “Can I work at home?” And in that 
question, there is plenty of info, which I interpret. Ok, here it is three times. I 
don’t need to be at school, I can stay at home. And when deadline approaches, it 
is about submitting a minimum. As teacher, you don’t get motivated. Should I 
allow that, so he can work alone home? No. He needs to learn to take 
responsibility. 

The continuing challenges in creating engagement 

Another phenomenon continuing to influence classes is the students’ partial reluctance to 
engage and share. The students are in a print domain. They are perceived as being more socially 
present than active, a trait the teacher has often sensed as having an extension into the digital:  

I:  I think that there are many parallels between students’ behavior in online 
communities and the class context. There are many who are online and are only 
there. There may be several reasons for that. In the class context, you have also 
the same, they are only “there”, somehow present. They seldom contribute. It’s 
no wonder that it reflects itself in the digital context. 
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She believes that their disengagement is clearly linked to the grades they have just received. 
Grades institute a personal understanding on where students stand in the terrain. Grades are a 
factor inhibiting learning, resulting in the learning process turning into a matter of getting a 
good grade more than actually to focus on acquiring new knowledge:  

I:  Do you know what happens? They get grades. I’m skeptical. You don’t learn 
because you want to find out about the world, you learn to get grades. And then 
that grade defines your position among others in class.  

Creativity and curiosity are smashed. The will to learn a new language stops. The other side to 
this is how she repeatedly attempts to encourage the students to respond to her questions. She 
asks and asks, but struggles in getting the important reflection going. Many students are silent 
and stare into their laptops: 

I:  I get little response. It is so frustrating ... That’s what I’m trying to achieve. When 
I sometimes look at a student, I often see a glass wall with him or her behind it. 
And then it becomes like, “Are you talking to me, or what?” That’s the way I get 
feedback from them. It’s so discouraging.  

This threshold extends into the digital. The students in the Spanish class are learning about 
Spanish cuisine. For example, she has asked them what they want to learn more about. And 
many want to know words and expressions that can be used to order food in a Spanish 
restaurant. This has practical and real-life value, as many of the students are likely to go to 
Spain on their winter holidays. The students are to practice their oral skills and make dialogues 
and record them on GoAnimate, a cloud-based platform for creating and distributing animated 
videos. The videos are to be published on their blogs, but very few complete the task:  

I: I like to test things. The last time, they were supposed to create a dialogue, to 
work further with the restaurant assignment. I wanted them to use GoAnimate 
for that. I wrote down the website and they could make the dialogue there. Only 
two students did it. Then, I think there is a threshold for doing it. I don’t think 
it’s just laziness, but there is a threshold, to publish anything orally. It is much 
easier for them to write. When they do something verbally, they think it is a bit 
scary, in a way. So, that’s where I just have to continue to push on, to get them 
to understand that this is really not that dangerous. 

Framing recursive patterns 

Seven months into the school year patterns are routinized. February is characterized by 
examining the meaning of organizing and managing of collaboration and self-organization. 
There are no incidents of student misbehavior. Instead, the teacher is met with a student 
conformist culture, a boundary she tries to overcome. The experience from January continues. 
She struggles with creating conditions for sharing and engagement. She seeks to motivate the 
students to reflect and be creative, but this is contradicted by their unwillingness to do so. 

March 2012: Assessment time, comprehending the fruits of her work 

In March, the teacher completes certain themes and starts new ones. The students in the English 
class terminate the large inter-class or cross-disciplinary project. The Spanish class ends the 
theme on Spanish culture and geography. Both classes are now starting to prepare to work with 
themes as yet uncovered preparing them for the final exam in May.  
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The management of social boundaries and the learning environment 

Creating a positive learning environment and managing social relationships between students 
have been important throughout the school year. This has changed, foremost because incidents 
of student misbehavior are non-existent. The teacher still detects that the students hide behind 
a mask of conformist youth culture, which can appear impregnable. This applies to both classes. 
The students are assumed to share a sense of loyalty between them, which can enact as a rigid 
social boundary. Sometimes she perceives she is breaking it. This has consequence on her role 
performance. She experiences a forming of group belonging among the students, where she 
often has been required to act as a form of mediator:  

I:  That’s what has been my challenge in the vocational class. It’s all about 
relationships. You are met with, it’s “the teacher” against “us”. It’s not that easy 
either. They form a group around “us”. It is “us” and “them”, as it was with the 
two groups that were in the old school. In my conversations with the students, 
they talked about “them” and “us”. I had two groups who didn’t work together. 
And then there was me, who was a kind of a third grouping, who no one could 
be with, because if you did that, you would lose face inwards within your own 
group. There are many complications like that that is hard to deal with. What I 
think about in retrospect, in these kinds of circumstances, you need to break 
everything down to the individual. You need to have a relationship with the 
single individual, you can’t talk to the whole class. You have to see the 
individual, and then you need to work towards him or her, and allow the 
individual to define him or herself, to have a chance. You can’t define him or 
her as part of a larger group. I think it’s wrong. If you do that, you don’t give the 
student a chance. If I define a student as a “weak learner”, he or she will not have 
the same growth possibilities, as if I would have met that person with an open 
mind. 

It has been important to break down the “us” against “them” opposition. And a way to work 
with it has been achieved through performing individual student conversations. These are 
experienced as a success, but have also taught her about failures. She has succeeded with 
improving the language skills and learning progression among several students. Some students 
are very satisfied with her classes and the feedback on their work. But the conversations have 
a clear benefit, allowing in-depth supervision of each student: 

I:  When I have one-to-one conversations, I manage to go in depth. That’s what 
gives the conversations quality. I have the competence to analyze texts, to see 
patterns, to get them to see the pattern, to see what is needed to make your text 
good. Where are you on the road, where is the pattern of your competence here? 
And how can patterns be developed? That’s what makes supervision good. And 
now I manage that, because I've worked a lot with texts. I manage that here in 
the high school and in supervising of academic texts at the university. Now, I get 
good feedback from students on the conversations I have had with them on 
writing. It’s a code I have cracked, which I manage to use in relation to feedback, 
in relation to assessment, feedback, in conversations. I don’t manage the writing. 
I must have a conversation to do it. That works, because I now work with in-
depth learning. 
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The other side to the social boundary between the teacher and the students can prevent in-depth 
exploring. This has surfaced as a recurring theme. She sensed that students merely settle with 
scratching the information surface, regardless of whether it is digital or print. Important 
reflection is lacking. During March, she reads out loud short stories from the textbook, as a way 
to motivate the vocational students to reflect more. To turn that into a success demanded a step-
by-step process, where one takes a piece at a time:  

I:  It’s hard. I try to take them a step on the long road. I don’t think I will finish with 
it. The short story we read today is advanced. In a way, one must be very 
knowledgeable to understand it. It only had two pages. They understood the 
symbolism. Jack is the smartest. He spent some time figuring out that a pub with 
four corners reflected four people, right? The black, is Africa, the continent. And 
then you have the lady who enters. They spent a little longer to realize that the 
lady was more than just a lady. But they got it in the end. 

To accomplish in-depth learning has demanded a lot of “pushing” the students, where the 
teacher has taken on the role to challenge them and draw them out of their “comfort zone”. She 
has encouraged them to enter into dialogue and learn from social interaction or relationships. 
She perceives this as one of the most effective ways to learn and practice a foreign language. 
She has accomplished this factor with other students from previous classes. Once, she managed 
to motivate students to go online and seek out people who have Spanish or French as their 
mother-tongue and engage with them. Students have interviewed Spanish footballers or written 
e-mails in French to hotels in France to get information on holiday activities:  

I:  I had a project that succeeded with it. It was in a French class. They were able to 
write simple sentences. And then there was the task, to get information. You 
should ask someone for info and get a response. You should be able to 
communicate the answer you got. That was what the task was. A student was 
going on holiday to France with her parents. She wrote a long email where she 
asked for different things in a hotel. 

This is contradicted, as students bring with them other sets of expectations to class, something 
that appears to have elevated with the arrival of social media. The students bring with them 
their leisure activity and social habits, a factor that influences learning: 

I:  What happens is that students bring with them their leisure culture into the school 
culture. It is a competition to use it as a digital learning arena in a school context. 
This is the battle that teachers are constantly fighting in any classroom. There 
are plenty of battles to fight. We don’t need that one as well. Before you manage 
to cover your material, many students have surfed and not paid attention. Now 
it is very visible, when they go online just to surf. Before, they used to look out 
the window. The Internet surfing is very clear. You see it more than before. It is 
not a new phenomenon. It has steadily been there. People don’t follow. It 
becomes more and more evident, and more of it with social media too. Some 
students are not able to differentiate between the leisure culture, which is online, 
and the learning culture which should be online, which we then want to have in 
school. It has taken over. Then, many teachers think, “What do I do?” It doesn’t 
work with sanctions, it doesn’t work by asking the students to put away the 
computer. It just pops up after ten seconds. That’s what you see. What do you 
do? 
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The presentation of the passive house project 

 

The vocational students present their work from the cross-disciplinary project. The students are 
required to have written a text in English and perform an oral presentation in Norwegian. The 
goals behind the cross-disciplinary project are several. The students are to show that each of 
them is capable of working together with peers; that they are able to present a theme; they can 
demonstrate the capacity to form a research question and answer it. The teachers have given 
them specific assessment criteria too. The English text must consist of an introduction, a clear 
research question, contain examples and facts, show the ability to assess the examples and facts 
by their own thinking, and have a conclusion. For the Norwegian oral presentation, they must 
be able to use a presentation tool, fit their content to an audience, interact with the audience 
when they present and have a positive body language. All this must contain vocational terms, 
words and expression, reflecting that they have mastered architectural knowledge on how to 
build a passive or a funkis house. 

All the students and the three teachers are present during the presentations. The vocational 
students have worked on their assignments over the last weeks, grouped as six pairs. All the 
students use PowerPoint and swap roles on who presents which part of their work. Many present 
with a prepared manuscript and they read it out loud rather than having an engaging discussion 
with the audience. Their Norwegian teacher takes on the role of opponent. He asks questions. 
After each presentation has ended, he performs friendly critiquing and gives the students their 
grade. The presentations are impressive and the vocational students show a different side of 
themselves, which we had not seen before. Their work is structured, has a clear meaning, and 
clearly demonstrates that they can perform and do well, which creates confusion. The teacher 
is flabbergasted, but discovers that her male colleagues address the students in a different way. 
This is apparent when the male Norwegian teacher presents his evaluation of the students’ work. 
He uses a masculine code of conduct or communicative practice that the male students pay 
attention to. They respect his assessment, which confirms the teacher’s assumption that her 
gender is not to her advantage. 

Figure 5.11 An example of a funkis or passive house. 
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Concluding the blog project on making prosumers 

We can pinpoint interesting publishing patterns, which concern interactivity lasting through the 
school year. This is displayed in Figures 5.12 and 5.13. In the Spanish class, we see that 
interactivity is characterized by “take-off-and-drop-down” curves, implying variations in the 
number of entries for each month. There are peaks at the start of each semester, where 
September singles out as the month with the highest degree of online interactivity. In September 
2011, the students had a total of 62 entries. The period from January to March 2012 appears to 
be the most sustainable, as all the students posted approximately 30 entries each month. 
Breaking down each student’s publishing pattern, a student published on average four posts in 
September and issued about one or two digital items from January to March. We also find 
gender differences. On average, each male student published roughly five posts in September, 
while a female student would have about three posts. The figures for January to March show 
the same for both sexes, varying between one and two entries for each month. Among the 
vocational students, we see little interactivity. This shows a drop and is explained by the fact 
that the blog project was cancelled in September.  

Table 5.9 Total blog entries in the Spanish class. 

Student Gen Aug. 
2011 

Sep. 
2011 

Oct. 
2011 

Nov. 
2011 

Dec. 
2011 

Jan. 
2012 

Feb. 
2012 

Mar. 
2012 

Apr. 
2012 

May. 
2012 

Jun. 
2012 Total 

S1 M 1 9 1 2 0 1 3 3 0 0 0 20 

S2 M 3 7 0 0 0 0 4 2 0 0 0 16 

S3 M 2 7 1 4 0 1 0 5 0 0 0 20 

S4 F 2 4 1 1 0 0 2 2 0 0 0 12 

S5 F 0 4 0 2 0 1 0 3 0 1 0 11 

S6 M 2 5 1 1 0 2 4 3 0 0 0 18 

S7 M 2 3 1 3 0 0 0 2 0 0 0 11 

S8 F 2 2 2 1 0 3 4 2 0 3 1 20 

S9 F Published on wiki 

S10 M 0 1 0 0 0 4 4 3 0 1 0 13 

S11 F 0 3 0 0 0 4 1 2 0 0 0 10 

S12 F 0 2 0 1 0 6 1 1 0 1 0 12 

S13 F 0 3 1 1 0 2 2 3 0 0 0 12 

S14 M 0 1 0 3 0 2 2 1 0 0 0 9 

S15 M 2 7 0 0 1 1 1 1 0 0 0 13 

S16 F 1 3 1 1 0 1 2 1 0 0 0 10 

S17 F 2 1 1 3 0 0 3 0 0 0 0 10 

Total 19 62 10 23 1 28 33 34 0 6 1 217 
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        Figure 5.12 Total blog entries in the Spanish class. 

 

        Figure 5.13 Total blog entries in the English class. 

 

The differences are interesting and require consideration. The reason why certain months have 
lower levels of activity than others, for example, is due to the content of the assignments and 
the organization of the school calendar. Some assignments are small and can be published 
quickly, others need more work. That certain months have few or no entries can be explained 
by the fact that the students are on vacation. We can expect that the Spanish students produced 
more posts that were not published. Many students had produced digital items, but submitted 
them in Word documents and other digital formats. The contradictory pattern that male students 
lead the way in publishing in academic studies but are reluctant to engage in vocational learning 
is difficult to explain. The teacher is keen to make sense of why she succeeds in one class and 
is only partially successful in the other. She believes that it has to do with the nature of blogging. 
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The students have “tested it” and are now more experienced, especially knowing what 
implications it can lead to. They are careful in what they publish, as it can backfire on them due 
to the risk of cyberbullying. The direct consequence of this has been the total revision of her 
English lessons. She could not work digitally, but had to return to an ordinary textbook 
classroom practice:  

I:  It has been a huge problem. It’s school, I guess. They become insecure and don’t 
understand what I want. It’s not the perception they have of an English class, 
which should be about reading texts and doing tasks. That’s what they expect. 
To be autonomous is something quite different than following a standardized 
pattern. If I should succeed with teaching, to make them think in terms of critical 
literacy and to work in the social media world, they need some tools, to be 
critical. Otherwise, it might go pretty bad. They have some tools, when it comes 
to blogging. When it concerns public understanding, they know that. But the 
important task of making a text into knowledge, they lack that skill. That’s what 
I’ve tried to do. 

The vocational students’ refusal created other challenges. They were required to submit written 
texts on paper or in their individual folders on the high school’s LMS. Many did not do that, 
creating difficulties in assessment as the teacher lacked sufficient material to set their grades. 
She had to write letters of concern to several students. Certain students developed strategies to 
avoid submission. The typical indicator of this is students who repeatedly asked for 
postponements. 

I:  This type of student fits a pretty clear description. The first week, all the students 
come with rucksack, paper, and pencil. After a week, they stop bringing them 
with them, especially the vocational students, while the students in academic 
studies continue. What happens then? There are not those kinds of expectations 
when they enter class. They manage their surroundings and patterns really fast. 
There is something about the expectations they impose on those kinds of groups. 
We must probably take some of the blame for that.  

The other side to this is how a combination of ongoing expectations and student strategies for 
non-submission can create a norm, which can be institutionalized. The students can adopt it, a 
phenomenon she has experienced in the vocational class. This can potentially be reinforced 
when the students discover that there are no consequence of their actions: 

I:  Because that’s what they discover, oh yes, haven’t submitted, oh, didn’t see any 
consequences. The next time after that, the whole class. And then it sets in. If 
that happens repeatedly, then we are not sending any good signals to them. They 
hear from others. Some students want to attend this school because they claim 
that here there is no homework at all.  

She has managed to see positive learning results, especially how the vocational students write 
and structure good texts. Even disengaged students adopted her principles:  

I:  When I look at their texts, I think certain students have learned a lot. One student 
wrote a type of children’s stories before Christmas. Just like, get everything out 
[on paper]; now he has structured his text. He was not able to do that. Now he 
thinks about argument and structure, where there is a red thread. He hadn’t done 
it before. I asked him today about it. And he said he had grasped the principle, 
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to build a coherent text. And then there is a discussion where the students tries 
to criticize me, which is pointed against me, as the teacher, “No,” I said to him, 
“I focus on your text.” He has contributed almost nothing and seldom been a 
team player. He has picked up some things. People work through relationships. 
If you have a good relationship, you achieve something, if you have a bad 
relationship, then you get that resistance. I am unable to help students if they 
don’t write anything. I can’t make them better at writing if they do not say 
anything, and I can’t make them better at reflecting orally.  

5.6 Summary 

This chapter presented the second local model, authentic learning situations. I examined a case 
story showing how use of social media is embedded and socially constituted in an educational 
organizational context. The practice of the dissertation’s second actor was considered, a female 
teacher working part-time in foreign language training at a high school. My intention has been 
to describe the two classes she taught in the school year 2011/12, a vocational class in English 
and an academic studies class in Spanish. The teacher’s overall goal was to create curriculum-
based lessons organized around the use of social media, implying an attempt to decouple from 
a textbook learning design. This involved motivating her students to learn a foreign language 
by using social media and information derived from World Wide Web as a source to knowledge. 

To show this argument, I divided the chapter into six parts. The first part recapped my model’s 
idea. Here, I attempted to link it to a theoretical horizon. I was inspired by combining parts of 
Orlikowski’s concept of technology-in-practice with Schön’s reflective practitioner, to create 
the concept “reflective-technology-in-practice”. The second part contextualized current 
discourses on the use of digital tools in the Norwegian K-12 system. I emphasized that use of 
social media is not common practice among teachers. The third part outlined the teacher’s 
background. We learned that she worked as Associate Professor in foreign language training at 
a teacher education, but worked part time as teacher at a high school. She had worked digitally 
for years and was an innovator in her field. The fourth part examined the design behind 
authentic learning situations. This was construed around decupling from a textbook learning 
design to work with social media. I outlined its conditions and principles for organizing. The 
fifth part looked at the teacher’s implementation and experience of her model. The latter was 
empirically illustrated by narrating how and what happened in her two classes, on a monthly 
basis, from August 2011 to March 2012. I examined particular themes and activities that 
dominated the classes. My conclusions and findings are addressed in Chapter 8. 

 


