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Abstract in Norwegian

I trad med fagfornyinga og dei nye laereplanane som trer i kraft hausten 2020, har mélet med
denne studien blant anna vore & undersekje engelsklerarar pd Vgl sine oppfatningar av
djupnelaringskonseptet. Dette er gitt eit tydeleg fokus i fagfornyinga, og studien undersekjer
om engelsklararane kan seiast 4 vere einige med Utdanningsdirektoratet sin definisjon av
konseptet. Vidare har studien ogsa hatt som mal 4 finne ut om engelsklararar er samde om

korleis eit starre fokus pé djupnelaring kan implementerast i engelskundervisninga deira.

Nye teoretiske fokusomrader i leereplanar kan potensielt vere utfordrande for nokre
leerar sine gjeldande oppfatningar i heve kva dei meiner er god undervisning, som gjerne er
bygd opp over fleire ars erfaring. Derfor har studien ogsé hatt som mal & undersekje om
engelsklerar ser pd djupnelering som noko som vil krevje ei fornying av
undervisningspraksisen deira, og om dette heng saman med lengd pd undersvisningserfaring.
Tidspunktet for studien er sentralt, d4 den har vore gjennomfert under implementeringsfasen

av dei nye lereplanane.

I studien har det vore nytta ein kombinasjon av kvalitativ og kvantitativ tiln@rming,
med bruk av intervju og ei sporjeunderseking. Bide intervjua og undersegkinga vart
gjiennomfort via internett, med engelsklararar fra store delar av Noreg som deltakarar. Det

empiriske materialet for studien bestar av sperjeundersekinga og transkripsjonar frd intervjua.

Resultata fra studien viser at sjolv om samtlege skular og leerarar hadde starta &
implementere eit tydlegare fokus djupneleringskonseptet d& denne studien vart gjennomfort,
sa uttrykte fleire av deltakarane at usikkerheita knytt til konseptet si faktiske tyding ville verte
ei utfordring. Til tross for dette, viser studien at deltakarane hadde ei relativt lik oppfatning av
kva djupnel@ringskonseptet inneber, pa same tid som at deltakarane verka a vere einige med
Utdanningsdirektoratet sin definisjon av konseptet, samt norsk djupnelaringsteori. Vidare
viser resultata fra studien at deltakarane ogsé sdg ut til & vere samde om korleis dei ville
inkludere eit storre fokus pd djupnelaring i engelskundervisninga, der fleire av dei same
framgangsmaétane vart nemnt blant mange av deltakarane. Elles viste resultata fra studien ogsa
at lengde pa undervisningserfaring kunne, til ei viss grad, ha ein innverknad pé oppfatningane
av djupnelaring, da nokre fa av dei mest erfarne engelsklerarane som deltok i denne studien

oppfatta djupnelaring som ei fornying eller endring av eigen undervisningspraksis.
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1 INTRODUCTION

1.1 Aim and Scope

In-depth learning was a concept that got increasing attention in the Norwegian educational
context after the Ludvigsen committee used it in their reports about recommendations for the
future Norwegian school in their Official Norwegian Report from 2014 and 2015 (NOU
2014:7, NOU 2015:8). The concept became widely discussed, with schools, teachers and
educators expressing their beliefs and confusion about the concept’s actual meaning, as there
existed minimal Norwegian research and literature about the concept at the time. In-depth
learning was however included in the 2018 proposal of the new national curriculum, which
made it clear that the concept would become central in Norwegian schools in years to come.
When the new national curriculum was made official in November 2019, the central role of
in-depth learning was expressed through the following words, under the section Competence

in the subjects in the core curriculum:

School must provide room for in-depth learning so that the pupils develop
understanding of key elements and relationships in a subject, and so they can learn to
apply subject knowledge and skills in familiar and unfamiliar contexts

(Kunnskapsdepartementet, 2018).

From November in 2019 and through the spring of 2020, Norwegian teachers faced a
period of preparation and implementation of the new national curriculum. The main intention
of this study has been to try and capture the beliefs among Norwegian English foreign
language (EFL) teachers during this period of implementation. The implementation of new
curricula is always a challenge for teachers, as it often can require changing attitudes and
practices for teaching and learning (Fenner, 2018, p. 39). The current study, therefore, aims to
investigate what EFL teachers” beliefs are about in-depth learning during the implementation
phase of the new national curriculum, and whether they can be said to agree with the
Directorate for Education and Training’s definition of the concept (Utdanningsdirektoratet,
2019a). Furthermore, the current study will also investigate the EFL teachers” beliefs about
how in-depth learning can be implemented with the revised English subject curriculum, and
whether there is a relationship between the length of teaching experience and the belief that

in-depth learning requires changes or renewal of teaching practices.



For the current study, in-depth learning will be seen in line with the definition provided
by the Directorate for Education and Training, as it is the official definition that has been
presented together with the new national curriculum. The Directorate uses the following

definition:

We define in-depth learning as the gradual development of knowledge and a lasting
understanding of concepts, methods and connections within subjects and between
disciplines. This means that we reflect over our own learning and use what we have
learned in different ways in familiar and unfamiliar situations, alone or together with

others (Utdanningsdirektoratet, 2019a).

1.2 Rationale for the Current Study

Since I started my teacher education in the autumn of 2015, my teacher training practices fell
alongside the debates and discussions about in-depth learning. During these practice periods, I
witnessed teachers express their confusion with the term, as well as their uncertainty about
what a larger focus on in-depth learning would mean for their daily teaching practices. From
talks with my teacher training mentors, it dawned on me that some saw it as a term for
something they had been doing in their teaching for years, while others saw it as an entirely
new concept or way of thinking that challenged their existing practices. Similar thoughts,
questions and concerns were expressed in the media. Questions about what the term and
concept meant and included, what it would mean for current teaching practices, and how the
concept could be implemented in the different subjects and across subjects were frequently
debated among teachers and educators. From this, my idea for the current thesis started to

grow.

In-depth learning has become a highly relevant term in the Norwegian context by now,
and with the focus granted in the curriculum and the debates, most teachers and educators
should be familiar with the concept. However, the official definition of the concept can be
said to be quite long and comprehensive, and researchers in Norway have argued that there
exists an urgent need for a clearer, more concise definition in a Norwegian context (Gilje,
Landfald, & Ludvigsen, 2018). Especially since the term in-depth learning and the term deep,
or deeper learning has been used differently, with different meanings in the international
context. With translations and import of international literature about the concept to Norway,

the result might be that there exist several different perceptions and beliefs about what in-



depth learning actually means, and how teachers should facilitate for it in their teaching (Gilje

etal., 2018).

Teachers” own ideas and beliefs of what they consider to be good teaching can be said
to play a prominent role in their teaching decisions and practices (Borg, 2006). At the same
time, several exterior factors might restrict these beliefs, and can place regulations on the
teachers in terms of what they should do in their teaching. The national curriculum and the
theoretical concepts that it relies on can be seen as one of such factors. Thus, several
researchers have argued that curricular changes can challenge teachers” view of their own
teaching, and thereby also their teacher identity. Teachers that have been through several
curricular changes and reforms and have a long teaching experience might therefore find this

especially challenging.

The discussion of the current study is therefore meant to cast light upon Norwegian EFL
teachers’ beliefs about the concept of in-depth learning and what it means in the Norwegian
context. Since Norwegian researchers have expressed a need for a clearer definition for the
school, this study will also investigate to what extent the EFL teachers could be said to agree
with the Directorate for Education and Training’s definition, to identify whether there exists

such a need.

Furthermore, the study will try to investigate whether the EFL teachers share common
beliefs about how a larger focus on in-depth learning can be implemented with the revised
English subject curriculum. This investigation will in turn reveal whether there exist common
beliefs about what in-depth learning is and how it can be achieved in the English subject, but
also whether the beliefs suggest that curricular changes or new curricular focuses can be
challenging in terms of a potential need to change one’s teaching practices. This part of the
investigation is based upon several researchers” (e.g., Borg, 2006; Henriksen et al., 2020)
claims that curricular changes can challenge the teachers and their current teaching practices,
as well as their teaching identity. With reference to this aspect, the study will also investigate
whether there exists a relationship between the length of teaching experience among EFL
teachers, and the belief that a new curricular focus like in-depth learning will call for a

revision of their current teaching practices.

The research topic can be said to be of relevant and current character, as in-depth
learning is seen as one of the most central terms in the new national curriculum, and has been

widely discussed through the recent years. The study was conducted during the



implementation phase of the new curriculum, and can therefore provide a unique insight into
the EFL teachers” beliefs about in-depth learning in the English subject before they had
started adapting their daily practices towards the revised English subject curriculum. This can
also provide valuable information about how EFL teachers believe in-depth learning can
contribute to the development of competence in the English subject. Research related to in-
depth learning in English teaching in Norway, or language teaching in general, is currently

scant, and the current study can therefore be seen as a contribution to this research area.

Here it can be mentioned that due to the length and format of the current study,
interdisciplinarity will not be investigated, even though I do recognize it as a large part of the

new national curriculum, as well as an important part of in-depth learning.

1.3 The Relevance of In-depth Learning

As previously mentioned, in-depth learning has become a well-known term within the
Norwegian education context over the past few years. However, the understanding and
perception of the term in Norway varies (Gilje et al., 2018), and several journals have
published articles about in-depth learning, with educators, politicians or teachers expressing
their thoughts and questions about the concept after it was used in the NOU 2014:7 (2014)
and NOU 2015: 8 (2015).

In the article of Larsen (2018) Gudmund Hernes, one of the former ministers of education
in Norway, state that educators and social scientists like to borrow terms that can be confused
with new thoughts. From his angle, educators have now taken the term in-depth learning to
make the politicians think that they have come up with something entirely new. While
denying that in-depth learning is new, he refers to the national curriculum from 1993, where
learning was described to happen through an understanding of the familiar (Larsen, 2018). A
principle that can be seen in line with how in-depth learning is presented. Several other
Norwegian researchers have made the same claim as Hernes, and draw a clear line between
the concept of in-depth learning and previous education politics and curriculums in Norway
(Raaen & Osterud, 2017). Old or new, the concept has been widely discussed, and Norwegian
researchers have been concerned about the fact that there might exist several different
perceptions in schools across the country about what in-depth learning means, and how one
can facilitate for it (Breyn, 2019; Gilje et al.,2018,). This can in turn lead to approaches that
do not necessarily result in in-depth learning. A need for a clearer, common perception of

what in-depth learning is have therefore been stressed, as well as more research on how in-



depth learning can be facilitated for and practised in Norwegian classrooms (Gilje et al.,

2018).

With the new national curriculum taking effect from the autumn of 2020, research about
in-depth learning in Norway has increased and expanded over the last few years. Most of the
published research focuses on in-depth learning in a school setting, with a discussion or
description of what the concept is and possible approaches (e.g., Gamlem and Rogne, 2018;
Flatas, 2017). Other researchers in the Norwegian context have concentrated their
investigation about the more creative potential of in-depth learning, like Ostern et al. (2019).
There seems to be scant research about in-depth learning within specific school subjects at the
current moment, but an exception can be found in Holt, Voll and Qyehaug’s (2019)

Dybdelcering i naturfag, which discusses approaches to in-depth learning in natural sciences.

Through recent years, a few Norwegian master’s theses have provided valuable insight
into in-depth learning, and some of them have cast light upon the relation between in-depth
learning and language learning. Skaug’s (2018) thesis investigates the use of literature in the
Norwegian subject and how teachers think in-depth learning can be realized through the
reading of literature. Furthermore, the thesis of Nerland and Vika (2019) investigates the
concept of a “literature workshop”, as a practice for oral activity and in-depth learning in the
Norwegian subject. Additionally, Nilsen and Rahkola (2019) have written a qualitative study
about teachers” and principals” understanding of in-depth learning, ways to implement in-
depth learning in the classroom, and the phenomenon’s meaning for pupils, teachers and
principals. By looking at the theoretical aspect of in-depth learning, without connecting it to
any specific school subject, Orjan Flygt Landfald’s (2016) thesis discovers how in-depth
learning can be defined and limited from a cognitive perspective, and how in-depth learning
can be seen in relation to other phenomena within teaching. All of these contain interesting
and valuable aspects regarding in-depth learning in Norway, but at the same time, none of

them cover in-depth learning within English language teaching, like the current study will.

In-depth learning is a highly relevant and current concept, and Gilje et al. (2018) outline
two particular reasons for why in-depth learning can be seen as important for the future
competence of Norwegian pupils First of all, the technological development has contributed
to easy access to information. Therefore, acquiring factual knowledge does not hold the same
status as it once did. Second, the access to the enormous amount of information and frequent

development of technology makes it relatively difficult to predict which competences will be



central in future society and work. In-depth learning can therefore be seen as purposeful
because it provides pupils with a larger opportunity to transfer what they learn today, to
master the challenges in the future that we know less about (Gilje et al., 2018). Based on this
notion, in-depth learning can be seen as important and central within the current school
development in Norway, and because of the debate and the uncertainty around the concept,
more research is needed. The current study therefore aims to be a contribution to the research
of in-depth learning within the Norwegian context, especially since minimal research has
been done on in-depth learning and language learning, or more specifically, English language

teaching, in Norway.

Many would potentially claim that interdisciplinarity and work across disciplines is an
important part of in-depth learning, which might lead to questions of whether research on in-
depth learning within one school subject is necessary. However, from the Directorate’s
definition (see section 1.1), one can see that in-depth learning is based on the idea that the
pupil will have a gradual development of concepts, methods and connections both within
subjects and across disciplines (Utdanningsdirektoratet, 2019a). To be able to make
connections across disciplines, a solid foundation and an overview within the individual
subjects will be necessary. In other words, in-depth learning can be seen as just as important
within the individual subjects as across disciplines. Therefore, research about Norwegian EFL
teachers’ beliefs about in-depth learning in the English subject can be an important
contribution, as it can reveal how in-depth learning can be approached in English language
teaching. In turn this can also illustrate whether the EFL teachers that participated in this
study were on the right track before the new national curriculum was taken into use this

autumn.

1.4 The Relevance of Teachers™ Beliefs

Teachers” beliefs influence teachers” goals, procedures, materials, classroom interaction
patterns, their roles, their pupils, and the schools they work in (Borg, 2018; Kuzborska, 2011).
Conducting “good teaching” is a complex practice and process, that requires a lot from the
teacher, both in terms of preparation, completion and evaluation of individual lessons. In the
centre of a teachers” daily practice lies the teachers” own experiences, attitudes to, and
knowledge about what good language teaching is (Henriksen, Fernandez, Andersen, &
Fristrup, 2020). At the same time, there is a possibility that teachers might not have a
sufficient insight into how he or she actually teaches, and similarly, the presumptions behind

the teaching could be unconsciously made. These presumptions can again be affected from



several perspectives, like the teachers” own experiences as learners, their experience as
language teacher students and their experiences through their work as a teacher (Henriksen et

al., 2020).

With any curricular changes, or a change in fundamental learning concepts, teachers
will have to change their belief system. Because before a teacher can change his or her
practices, he or she needs to acquire a new set of beliefs, some of which may run contrary to
the teachers” own beliefs and understanding (Borg, 2006). To take use of new knowledge
about language and language learning can be challenging for a teacher, and it can take time to
find a way to adopt new demands or new theoretical knowledge into familiar teaching
routines. If the knowledge or new demands or focuses, such as in-depth learning, go against
the experiences that the individual teacher has acquired, this could cause frustration and

uncertainty among the teachers (Henriksen et al., 2020).

Studying teachers” beliefs can help teachers recognize gaps between their beliefs and
practices, and provide insight to whether innovation is having the intended impact (Borg,
2018). The current study can provide an overview of what a limited sample of EFL teachers’
beliefs are about in-depth learning, and their beliefs of how it can be implemented in the
English subject with the revised English subject curriculum. This can also provide an insight
into whether there exists confusion about the term, or, for future interests, insight into how
EFL teachers” beliefs about in-depth learning were during the implementation phase of the

new national curriculum.

The field of language teachers” beliefs has become fashionable through recent years
(Borg, 2018), but in Norway, there can be said to remain relatively little research about EFL.
teachers” beliefs, perhaps especially in relation to curricular changes. The investigation about
whether the length of teaching experience affects how the EFL teachers perceive new
curricular focuses like in-depth learning can therefore be an interesting, and somewhat
different addition to research about Norwegian language teachers” perception of curricular

changes.

1.5 Research Questions

As described, the present study will investigate EFL teachers” beliefs about in-depth learning
during the implementation phase of the new national curriculum. This investigation is divided
into three parts, where the first is related to how EFL teachers” beliefs are visible in their

understanding of the term in-depth learning, and to what extent they can be said to agree with
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the Directorate’s definition. The second part of the investigation is related to their beliefs
about how in-depth learning can be implemented in their teaching of general studies” English,
while the third and final part covers the relationship between length of teaching experience
and the belief that in-depth learning will require changes in teaching practices. Thus, the

current study is guided by the three following research questions:

1. To what extent do Norwegian EFL teachers agree with the Directorate for Education
and Training’s definition of in-depth learning, and how are their beliefs about in-
depth learning visible in their understanding of the term?

2. Do EFL teachers share common beliefs about how in-depth learning can be
implemented in their teaching with the revised English subject curriculum?

3. Is there a relationship between the length of teaching experience and the belief that

in-depth learning requires changes in teaching practices?

To investigate these questions, the design of the study was based on mixed methods, with the
use of a questionnaire and interviews. Fifty-four upper secondary school teachers from
various parts of Norway participated in the questionnaire, and four of these took part in the
interviews as well. All of the participants had either been teaching or were currently teaching

English in the first year for general studies in upper secondary school.

1.6 Structure of the Thesis

Through the use of mixed methods, the current study aims to investigate English teachers’
beliefs about in-depth learning, in relation to the new national curriculum and the revised
English subject curriculum for general studies (Vgl). The core of the study is found in the
discussion of teachers” beliefs about the concept of in-depth learning, possible approaches for
the concept in the teaching of general studies” English, and in whether there is a relationship
between length of teaching experience and beliefs about in-depth learning. Exterior factors
that will affect Norwegian EFL teachers” beliefs, such as the impact of the national
curriculum, international research trends and learning concepts and theories that the

Norwegian school is built on, will also be addressed.

The thesis is structured in such a way that chapter two will give a presentation of the
theoretical framework for the current study, starting with a historical background. Through
the first part of the chapter, relevant learning theory, the status of the English subject in
Norwegian education, and influences on English language teaching in Norway will be

presented. Following this, there will be a presentation of theory and research regarding



teacher’s beliefs, and finally, in-depth learning. In chapter three there will be a description of
the methodological framework of the study, with an explanation and rationale for the choice
of materials and methods, as well as a presentation of how the data collection and data
analysis was done. Findings and results from the data analysis will be presented and discussed
in chapter four, before concluding remarks and a brief summary of the main findings will be

provided together with a short discussion of potential future research areas in chapter six.



2 LITERATURE REVIEW

2.1 Introduction

The current study investigates Norwegian EFL teachers” beliefs about in-depth learning in
relation to the revised English subject curriculum. This chapter will therefore address insights
from theoretical fields and literature that are relevant for this investigation. The base of the
theoretical background is connected to the underpinnings of the English subject in Norway,
with learning theory and pedagogical thinking that can affect Norwegian EFL teachers’
beliefs, theory about in-depth learning, and finally, theory related to teachers” beliefs.

The historical background for the study will be presented initially, before section 2.2
will address the content and theoretical foundation behind the English subject in Norwegian
education, as well as an insight into the English subjects” status in Norway. In section 2.3,
theory about teachers” beliefs will be presented. The main focus in this section will be on
language teachers’ beliefs, due to its relevance to the current study’s research ambition. The
most central theoretical works in this section are from Simon Borg (2003, 2006, 2015, 2018,
2019), and Henriksen, Fernandez, Andersen & Fristrup (2020).

Section 2.4 will present central theory and research about in-depth learning, with a
focus on the Norwegian context. The work of Gilje et al. (2018), Flatas (2017), Gamlem and
Rogne (2018), Gstern et al. (2019) and Voll, @yehaug, and Holt (2019) will be in focus
through this section. Research about the relation between language learning and in-depth
learning will also be addressed. The final section, 2.5, will give a brief summary of the

literature presented in the chapter.

2.1.1 Historical background

The development of a national curriculum in Norway is a political project, and the Norwegian
Government decides when a new curriculum is going to be introduced and what it is going to
contain, although a parliamentary consent is required (Fenner, 2018). The process is also
supposed to be democratic, where both individuals and institutions can have a say, as seen
with the hearings held concerning the new national curriculum in 2019. From their work with
the needs for the future Norwegian school, the Ludvigsen committee included the concept of
in-depth learning in their Official Norwegian Reports from 2014 and 2015 (NOU 2014:7,
2014; NOU 2015:8, 2015). In the NOU from 2015, the committee stated that in-depth

learning in the Norwegian school would contribute to the pupil’s ability to retain the central
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elements in each subject better, and that this would provide an easy transfer of learning from
one subject to another (NOU 2015:8, 2015, p. 11). While summarizing the key concepts in the
main report in the NOU, they described in-depth learning in the following way:

In-depth learning refers to pupils” gradual development of understanding of concepts,
concept systems, methods and contexts in a discipline. It also refers to understanding
topics and problem formulations across subjects or knowledge areas. In-depth learning
means that the pupils use their ability to analyse, solve problems and reflect on their
own learning to construct a robust and flexible understanding (NOU 2015:8, 2015, p.
14).

In-depth learning was seemingly one of the core elements in the report, and with the specific
focus on the concept, discussions within the Norwegian educational environment emerged.
Because despite the thorough description of in-depth learning given by the Ludvigsen
committee, teachers and educators were debating the actual essence and content of the

concept. Rapidly, educational journals and media were covering the discussion of the concept.

The seemingly “new” concept received a key role in the Renewal of the Subjects
(Fagfornyelsen), based on the idea that it would make pupils learn better. To gain in-depth
learning, the subject curriculums would had to be slimmed down, and the focus would be on
the pupils” ability to grasp the core elements within each subject (Larsen, 2018). A few years
after the reports from the Ludvigsen committee were published, several definitions of in-
depth learning could be found with a single Google-search which made Norwegian
researchers (Brayn, 2019), worried that there would be a full confusion among Norwegian
schools in terms of how they would operate with the concept. A varied description of in-depth
learning is also found literature, where for instance Fullan et al. (2018) describe in-depth
learning as something that will change entire education systems, while Ostern et al. (2019)
stress that in-depth learning has to include emotions, body, senses, relation and creation. At
the same time, researchers like Gilje et al. (2018) and Gamlem and Rogne (2018) present
descriptions that can be seen in line with the definition provided by the Directorate for

Education and Training.

When the draft of the new national curriculum was made official in 2018 on the
Directorate for Education and Training’s webpages, in-depth learning had been incorporated.
During the hearing that was held by the Directorate in 2019, 835 answers came in regarding

the revised English subject curriculum, where one of the questions asked whether the new
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curriculum facilitated for in-depth learning (Utdanningsdirektoratet, 2019b)!. The results
reflected a disagreement, as some schools and educational institutions agreed that the revised
English subject curriculum facilitated for in-depth learning, while others did not have this
perception at all. An example was found in Hadeland VGS's answer to this question, claiming
that more vague and open competence aims will open for local interpretations, that not
necessarily facilitates for in-depth learning, and that there is a lack of a clear aim and tradition

for what in-depth learning should consist of (Utdanningsdirektoratet, 2019b).

The historical background of this study therefore lies in the fact that in-depth learning is
one of the most central aspects in the new national curriculum, which requires Norwegian
EFL teachers to include a larger focus on the concept in their teaching practices from the
autumn of 2020. At the same time, Norwegian researchers have called out the need for more
research about the concept in a Norwegian context (see section 1.3), as there potentially exists
several perceptions of the concept in Norway. More importantly, the lack of research and
literature about in-depth learning and English language teaching in Norway, have shown that
there is a need for a study like this, that can map out how a focus on in-depth learning in

general studies” English subject can approached.

At the same time, literature (e.g, Kagan, 1992) has stated that changing learning focuses
may be particularly challenging for teachers with a long teaching experience, as these may
have developed highly personalized beliefs of what they consider as good teaching. Changing
learning focuses may challenge the more experienced teachers” established teaching practices,
which can lead to beliefs among the more seasoned teachers that they will have to make
changes in their teaching practices. This aspect is highly interesting during a time where a
new curriculum is being implemented in Norway. Therefore, the relation between the length
of teaching experience and beliefs about in-depth learning will also be investigated, by
examining whether the length of teaching experience affect the degree to which EFL teachers

see the need to revise their teaching practices in order to promote in-depth learning.

2.2 The English Subject in Norway
A part of the current study’s aim is to investigate whether the EFL teachers share common

beliefs of how in-depth learning could be implemented with the revised English subject

To read more about the hearing and the results, go to: ! https:/hoering-publisering.udir.no/338/uttalelser
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curriculum. To carry out this investigation, possible sources that can and will influence the
Norwegian EFL teachers’ beliefs should be addressed. The current section will therefore
investigate the theory and learning concepts that the national curriculum and English subject
curriculum is built upon, which in turn have an impact on Norwegian EFL teachers” beliefs
about teaching, and their teaching practices. Section 2.2.1 will address central learning theory,
while section 2.2.2 will provide a description of the central aspects in the national curriculum
in Norway. Section 2.2.3 will give a presentation of the English subject curriculum’s content
and the subject’s status in Norway, while section 2.2.4 will address theoretical influences on

English language teaching in Norway.

2.2.1 Learning theory

Norwegian educational documents are built on science research briefings that collects the
most important scientific results within cognitive and sociocultural perspectives on how
pupils learn (NOU 2014:7). Learning can be described and understood in several different
ways, depending on perspective and tradition, and as Siljo (2013, p.76) states, there are no
unambiguous phenomena we can point at and say: this is learning. In the current study,
prerequisites for learning will be understood mostly in line with the sociocultural perspective,
based on Lev. S. Vygotsky’s (1896-1934) ideas, but also in line with elements of the cognitive

perspective.

Vygotsky viewed humans as sociocultural beings that learn through acquiring cultural
tools, that could mediate the world for them (Siljo, 2013). Examples of such cultural tools
could be the knowledge of how to count, read, write, or the rules of grammar, science or
mathematics. Vygotsky also saw the adult or expert as important in the process of acquiring
knowledge and skills, giving the teacher a central role in Vygotsky’s view of pedagogy.
According to the sociocultural point of view, learning is a process that can be socially
mediated, dependent on face-to-face interaction and shared processes (Mitchell, Myles, &
Marsden, 2013). From the sociocultural perspective then, learning comes from
communicating with others, through conversation, dialogue and cooperation, where school

and education play a central role in children’s development (Siljo, 2013).

The cognitive perspective is based on the basic presumption that if we are able to map
out and understand how the human thinks, then we will also come to understand learning,
development, memory and several other phenomena (Siljo, 2013, p. 63). Parts of the

cognitive learning theory have also had a focus on how learning can be related to the
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development of the long-term memory (Gilje et al., 2018), and how the human process
information (Siljo, 2013). Cognitivism grew forward during the 1960s, and Jean Piaget
(1896-1980) has been one of the central philosophers within cognitivism, with his interest in
children’s cognitive development (Séljo, 2013, p. 64). Towards the end of his career, Piaget
started to show an interest in learning and education, where he suggested that understanding
comes from a child’s own activity, and not from the teacher or the adult. According to Séljo
(2013, p. 66), Piaget’s contribution remains an important part of the development of the

children’s perspective.

Political documents that cover education and training in Norway are often influenced by
educational research results from cognitive and sociocultural perspectives of what is
characterized as good learning (NOU 2014:7; Gilje et al., 2018). The two perspectives
provide an understanding of pupils” individual development, what learning is in the
interaction between pupil and teacher, as well as in-between the pupils, while the
sociocultural perspective also highlights the importance of the learning environment (Gilje et
al., 2018). In the current study, the concept of in-depth learning will be understood in line
with the Directorate for Education and Training’s definition (see section 1.1), which can be
seen in the light of both perspectives. An emphasis on how the individual pupil develops its
own knowledge and understanding and is able to reflect over his or her own learning alone
can be seen in line with the cognitive perspective. On the other hand, a nuanced
understanding of how in-depth learning can be realized through participating in the classroom

can be seen in line with the sociocultural perspective (Gilje et al., 2018).

2.2.2 Norwegian education and the national curriculum

The core curriculum (Kunnskapsdepartementet, 2018) describes the main values and
principles for primary and secondary education in Norway, and elaborates on the values
expressed in the objectives clause in the Education Act? (1998, §1-1), which the Norwegian
school bases its practices on. The core curriculum clarifies the school’s responsibility in terms
of education, competence and all-round development, and provides a direction for the

teaching and training in the subjects (Kunnskapsdepartementet, 2018). At the same time, the

2 The Norwegian Education Act is described in the Directorate for Education and Training’'s webpages:
https://www.udir.no/lk20/overordnet-del/opplaringens-verdigrunnlag/?kode=eng01-04&lang=eng
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national curriculum in its entirety, holds a status as a regulation and is thus a governing

document for the Norwegian schools, from primary school to upper secondary school.

In the core curriculum, one particular aspect, which the Ministry of Education and
Research calls all-round development (“danning” in Norwegian), is given a paramount focus.
All-round development is, together with general education, outlined as the school’s main
mission in the core curriculum (Kunnskapsdepartementet, 2018), and can also be referred to
as the German term Bildung. According to Fenner (2020, p.18), Bildung is a dynamic
concept, and “the concept has evolved from referring to the development of the individual to
referring to the development of the individual personality in interaction with the outside
world”. A general definition of Bildung is found in Aase (2003, p.17, translation from Fenner,

2020, p.18):

A socialisation process which leads to an understanding and a mastery of the common,
valued cultural forms, as well as the ability to participate in these. This includes ways of

thinking, the potential to act and knowledge within a varied field.

Bildung is a term that cannot be separated from culture, tradition and knowledge, and the
Norwegian education system mediates and manages the values that are intertwined with these
(Aase, 2005, p.19). Wolfgang Klafki’s (1996) categorial Bildung? illustrates how cultural
forms and mental processes depend on one another, which shows that the school subjects’
structures, methods, concepts and traditions become necessary conditions for the development
of Bildung. The development of Bildung is just as dependent on the fact that the pupil has
learnt about something, as well as from or through something, which in turn will enable the
pupils to acquire a new way of thinking, being, or viewing the world (Aase, 2005). In the core

curriculum, the development process of the all-round person is explained as follows:

This process occurs when the pupils acquire knowledge about and insight into nature
and the environment, language and history, society and working life, art and culture,
and religion and worldviews. This all-round education is also achieved through the
experiences and practical challenges found in the teaching and everyday school affairs

(Kunnskapsdepartementet, 2018).

3 Categorial Bildung is where the two categories material and formal Bildung is in a dialectic relationship to one
another, where both the content of the learning materials (material Bildung) and the learning processes and the
learner’s ability to learn (formal Bildung) are in a dialectic relationship to one another (Aase, 2005).
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This process can in turn be seen in relation to the Directorate’s definition of in-depth learning
(see section 1.1), as the process described here also emphasise a development of knowledge
and insight, or understanding. However, the concept of in-depth learning can be seen to cover
the skills (lasting understanding of concepts, methods and connections across subjects) that is
needed to acquire the knowledge and insight about the topics in the development process of
Bildung, or the all-round person. In other words, this illustrates the advantage and importance

of in-depth learning, with its ability to accumulate a development of Bildung.

The importance of in-depth learning is reflected under section two in the core
curriculum, “Principles for education and all-round development”, where the concept is
specifically mentioned in relation to competence in the subjects (see section 1.1). With the
Renewal of the Subjects, the definition of competence has been extended from the version

found in LKO6 (Kunnskapslaftet), to the following:

Competence is the ability to acquire and apply knowledge and skills to master
challenges and solve tasks in familiar and unfamiliar contexts and situations.
Competence includes understanding and the ability to reflect and think critically

(Kunnskapsdepartementet, 2018).

The English subject curriculum, and subject curricula in general, are based on this definition
of competence, and in-depth learning can be seen as highly important in the development of

competence both within each subject, as well as across subjects in the Norwegian school.

2.2.3 English language teaching in Norway

Language is a complex phenomenon that has been studied by multiple disciplines, which has
resulted in a number of different theoretical views (Richards & Rodgers, 2014, p. 22). In the
current study, the term “language” will be understood in line with Richards and Rodgers’
(2014, p. 23) functional view, where a language is seen as a vehicle for expression, for

functional meanings and for performing real-world activities.

The English language can be said to hold a high status in Norway and is taught as a
mandatory school subject for 11 years, from the first year of primary education, until the 11%
grade. However, even though the language is taught at scheduled hours in school, and is
acknowledged for its significance to business, education and mobility, it does not hold a status
as a second language in Norway (Rindal, 2014). Despite this fact, the expression English as a

second language (ESL) often occurs in educational contexts, and according to Simensen
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(2019, p. 31) more informal observations have shown that English in Norway has moved from
functioning as a foreign language towards gradually functioning more as a second language.
Therefore, both the expression English as an L2, ESL and EFL may commonly occur in the
Norwegian context. However, even though it is recognized that English often is treated as a
second language in Norway, the subject will be referred to as a foreign language within the

Norwegian school context here.

In the first pages of the English subject curriculum in Norway, the description of the
subject presents the main aspects and principles that subject is built upon, covering the
subject’s relevance and central values, core elements, interdisciplinary topics and basic skills
(Utdanningsdirektoratet, 2018). Under the subject’s relevance and central values, English is
described as a central subject for cultural understanding, communication, Bildung and
development of identity that should provide the pupils with a foundation for communicating
with others locally and globally, independent of culture or language background.
Furthermore, the subject should prepare the pupils for an education, as well as a society and
future work that require a competence in English reading, writing and oral communication
(Utdanningsdirektoratet, 2018). While working with the English subject, the pupils are to
become confident users of the language, where they will learn to communicate and make
connections to others, and realize that their understanding of the world is dependent on

culture (Utdanningsdirektoratet, 2018).

In other words, language education authorities in Norway can be said to have been very
attentive to the development of English as a global language, as the description of the subject
stresses the importance of English for the development of the individual s personal insight
and development of Bildung (Rindal, 2014). Furthermore, the relevance and value of the
subject is also expressed in its relevance for future life and work, as suggested by Rindal
(2014), in a potential higher education or work, as well as in their communication with people
outside of Norway. In its entirety, the English subject in Norway can be seen as an important
contribution to the development of Bildung among pupils, with its coverage of cultural
understanding and global communication. This importance is reflected in the three core
elements of the subject: communication, language learning and encounters with English texts

(Utdanningsdirektoratet, 2018).

As mentioned in the introduction, interdisciplinarity is often seen in relation to in-depth

learning as the focus on the concept in the new curriculum was launched together with three
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interdisciplinary topics. With the new national curriculum, every subject will cover at least
one of the three overarching interdisciplinary topics health and life skills, democracy and
citizenship, and sustainable development (Kunnskapsdepartementet, 2018). In the revised
English subject curriculum, a focus on two of these, health and life skills and democracy and
citizenship are included, and should be covered in the teaching of the subject

(Utdanningsdirektoratet, 2018).

For the current study, English for general studies is in focus, where the pupils show and
develop their competence when they are communicating and cooperating nuanced and precise
with flow and context, oral and written, adapted to purpose, receiver and situation
(Utdanningsdirektoratet, 2018). They also show and develop their competence when they are
creating different types of texts, and when they use sources in a critical, purposeful way. The
pupils will experience that both individual work and cooperation is a part of a language
learning process, and the teacher is expected to facilitate for a lust for learning through a
varied use of learning strategies and resources, to develop the pupils” reading skills, oral skills
and written skills. The pupils shall also have the opportunity to evaluate their own learning
process, and the teacher is expected to guide the pupil in how he or she can develop his or her
abilities in the subject (Utdanningsdirektoratet, 2018). These learning aspects are in turn

reflected in the competence aims* for the subject, which can guide the teaching.

2.2.4 Influences on English language teaching in Norway

An approach to language learning is based on theoretical principles. However, teachers may
develop their own teaching procedures that is informed by a particular view of language and a
particular view of learning, and they may constantly revise, vary and modify
teaching/learning procedures. A group of teachers that hold similar beliefs about language and
language learning may therefore implement these principles in different ways (Richards &

Rodgers, 2014).

According to Richards and Rodgers (2014, p. 83) there exist two interacting sources of
influence that shape the field of language teaching. One that comes from outside, the

profession that reflects the changing status of English in the world, and one that is internally

“Due to the length and format of this thesis, there will not be given a detailed description of the seventeen
competence aims for general studies” English. They can be found at: https:/www.udir.no/lk20/eng01-

04/kompetansemaal-og-vurdering/kv6
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initiated. The first one can be seen as a result of the increasing demand for world-wide
language programs that can secure the language skills needed by today’s global citizens
(Richards & Rodgers, 2014). Rindal (2014, p. 10) states that Norwegian English language
teaching has tended to apply international perspectives of English through the curriculum, and

often follows global trends of language teaching practices.

Two examples of this can be given here. For instance, the Organization of Economic
Co-operation and Development (OECD), seems to have had a strong influence in the process
of developing a new curriculum in Norway. In the Official Norwegian Report 2014: 7 (2014),
it says that the OECD did a review of the evaluation and feedback system in Norwegian
schools back in 2011. Their general advice to the Norwegian Government was that the aims
and criteria that evaluation relied on could be made much clearer. This can be seen in line
with the arguments of reducing the number of competence objectives and making them more
uniform, as suggested by the Ludvigsen committee in the NOU 2015: 8 (2015). In-depth
learning can be seen in the light of this, as the core of the NOU 2014:7 (2014), NOU 2015:8
(2015) and the Report to the Storting no.28 (Meld. St. nr. 28 (2015-2016), 2016) refers to the

fact that there have been too many topics and too much content in the Norwegian school.

In 2008, the OECD/CERI International Conference “Learning in the 21% Century:
Research, Innovation and Policy” was held, where the global lead for education in Cisco
Systems, Charles Fadel gave a presentation on 21 Century Skills (OECD, n.y.). Cisco
Systems is one of the members of Partnership for 21% Century Skills, P21, that was founded
in the United States of America in 2002, as a cooperation between private organizations,
leading educators and the national government (NOU 2014:7, 2014). The model from the
Partnership for 21% Century Skills was included in the NOU 2014: 7, along with the
Ludvigsen committee’s discussion of the future society’s competence needs. There are several
similarities between the skills presented in the P21-model and the skills that are emphasized
in NOU 2014: 7 and NOU 2015: 8, such as learning and innovation skills, also known as the
four C’s: Critical thinking, communication, collaboration and creativity, life and career skills,
core subject and 21%-century themes, and information, media and technology skills (NOU
2014:7,2014). Similar skills are now reflected in the revised national curriculum, under basic
skills (Utdanningsdirektoratet, 2018), and in the core curriculum that was introduced in 2017
(Kunnskapsdepartementet, 2018). Therefore, the circumstances can be said to affirm that the

work with the new national curriculum has been influenced by sources from outside of
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Norway, such as the OECD and the Partnership for 215 Century Skills, and that Norwegian

teachers” beliefs therefore will be influenced by such outside sources.

The second influence that can shape a field of language teaching is internally initiated
and includes a gradual evolution and change in understanding and knowledge base. In such
instances, the language teaching profession undergoes periodic waves of renewal and shifts
(Richards and Rodgers, 2014, p. 83). Since the late 1970s, the central aim of any second or
foreign language course in the western world has been to develop a learner’s communicative
competence (Skulstad, 2018, p. 43). The term communicative competence is built on Noam
Chomsky s theories of language as an expression of meaning, and was further developed by
Hymes (1972) and Halliday (1975) who, according to Fenner (2018, p. 29) linked the
meaning of language and communication to the situation, during a time of a paradigmatic
change in the view of language and language learning in the 1970s. From the perspective of
communicative competence, the language learning process was meant to have a
communicative purpose. The communicative approach to language teaching (CLT) starts
from a functional view, or functional models of language, where the knowledge of how a
language is used to achieve different kinds of communicative purposes is in focus (Richards
and Rodgers, 2014, p. 24). Skulstad (2018, p.55) states that: “Compared to the vast amount
that has been written on CLT since the 1970s, little has been said about learning theory in
relation to communicative approaches”. However, Richards and Rodgers (2014, p. 90)

suggest three elements related to underlying theory of CLT:

- The communication principle: activities that involve real communication promote
learning.

- The task principle: activities in which language is used for carrying out meaningful
tasks promote learning.

- The meaningfulness principle: language that is meaningful to the learner supports

the learning process.

The communicative approach to teaching is, as Skulstad (2018, p. 55) argues, not based
on one learning theory alone. The focus on interaction and negotiating can be seen in line
with, for instance, Lev Vygotsky’s theories, who, as seen in section 2.2.1, also can be said to
have influenced Norwegian National Curricula and education. According to Richards &
Rodgers (2014, p. 95), classroom teaching methodology for CLT activities should thereby

reflect the following principles:
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- Make real communication the focus of language learning.

- Provide opportunities for learners to experiment antd try out what they know.

- Betolerant of learners” errors as they indicate that the learner is building up his or
her communicative competence.

- Provide opportunities for learners to develop both accuracy and fluency.

- Link the different skills such as speaking, reading, and listening together, since they
usually occur together in the real world.

- Let students induce or discover grammar rules.

From this, CLT can be seen to place the learner in the centre of the language learning process,
where the teaching is based on making the language learning meaningful to the learner, as
well as letting the learner experiment and try out what they know, use language freely without
being corrected constantly, as well as having encounters with real communication of the

language and see how this refers to daily life.

According to Skulstad (2018, p. 57), national curriculum documents have tended not to
use the concept of communicative competence, to avoid the use of technical terms which
parents and pupils may find difficult to understand. At the same time, is evident that
Norwegian English curricula have been based on central ideas of CLT since the 1980s.
Central keywords found in the subject curriculum, like “language usage”, “authentic situation,
“(communication) situation” and “purpose” have indicated this (Skulstad, 2018, p. 57).
Similar terms can now be found in the revised English subject curriculum, and even though
the term CLT has developed since the 1970s, the basic principles remain the same: using
language to communicate meaning, reading and interpreting authentic texts, solving problems

and, most of all, regarding the learners as individuals with their own individual learning

processes and progression (Fenner, 2018).

A characteristic of the national English subject curriculum in Norway is that it does not
prescribe any certain methods for how to teach English, which has been seen to fit well with
international trends within the teaching of second or foreign languages (Fenner, 2018). At the
same time, this can be said to place a huge responsibility on the individual teacher in terms of
interpreting and implementing approaches, where their own beliefs of suitable approaches can
play a prominent influence on their English teaching practices. As the development of
Bildung has been known to be challenged by a focus on skills and competencies that are

easily measured (Fenner, 2005, p.99), EFL teachers might feel the need to focus on
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knowledge that is easily measured to gain good results, rather than teaching in line with CLT-
principles and focusing on in-depth learning, as these can be said to develop a competence
that is not necessarily easily measured. This aspect is particularly interesting in the light of the
current study’s investigation, as it suggests that Norwegian English teachers potentially rely a
lot on their own beliefs and experiences when they are selecting teaching approaches for the
English subject, as well as for in-depth learning. Factors that can influence Norwegian EFL

teachers’ practices will be further discussed in section 2.3, in relation to teachers” beliefs.

2.3 Teachers” Beliefs

Teachers are active, thinking decision-makers who play a central role in the classroom and its
events, and teacher cognition can be defined as the unobservable dimension of teaching —
what teachers know, believe and think (Borg, 2003, p. 81). Furthermore, Borg (2006, p. 35)

state that teacher cognition is:

An often tacit, personally-held, practical system of mental constructs held by teachers
which is dynamic, i.e., defined and redefined on the basis of educational and

professional experiences throughout teachers” lives.

In other words, teacher cognition must be seen as complex, as it can be both unconscious and
dynamic, at the same time that it is closely connected to what teachers know, think and

believe.

Within the broader field of teacher cognition, there is the field of teachers” beliefs.
Teachers” beliefs has been an aspect of educational research for more than thirty years, and
for over twenty years within the more specific field of language teaching (Borg, 2018).
Theory about teachers” beliefs and language teachers” beliefs that is relevant for the current
study will be presented in this section. Section 2.3.1 will discuss some challenges with an
investigation of teachers” beliefs, as well as the relevance of teachers” beliefs for the current

study. Section 2.3.2 will address language teachers” beliefs more specifically.

2.3.1 Studying beliefs

The current study investigates the relationship between EFL-teachers” beliefs about
something that is yet to come, namely how they would implement a larger focus on in-depth
learning with the revised English subject curriculum. A problematization of beliefs should be

addressed here, as the term “belief” is quite complex, and not easily defined. The term can
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however be described in numerous ways. Skott (2014, p. 18-19) suggests four highlighted

core elements of “beliefs” based on different definitions of the term:

- they refer to ideas that individuals consider to be true
- they have cognitive and affective dimensions
- they are stable and result from substantial social experiences

- they influence practice

From these four core elements, “beliefs” can be construed as “a set of conceptual
representations which signify to its holder a reality or given state of affairs of sufficient
validity, truth and/or trustworthiness to warrant reliance upon it as a guide to personal thought
and action” (Harvey, 1986, p. 2). Or in other words, a set of ideas and conceptual
representations that an individual consider to be true, and which the individual can rely on in

his or her practices.

According to Phipps and Borg (2009, p. 381), teachers” beliefs about teaching and

learning:

e may be powerfully influenced (positively or negatively) by teachers” own experience as
learners and are well established by the time teachers go to university

e act as a filter through which teachers interpret new information and experience

e may outweigh the effects of teacher education in influencing what teachers do in the
classroom

e can exert a persistent long-term influence on teachers” instructional practices

e are, at the same time, not always reflected in what teachers do in the classroom

e interact bi-directionally with experience (i.e. beliefs influence practices and practices
can also lead to changes in beliefs)

¢ influence how teachers react to educational change.

Based on the assertions above (Borg, 2018; Harvey, 1986; Phipps & Borg, 2009; Skott,
2014), teachers” beliefs will be considered as perceptions, thoughts and ideas about all aspects
of teachers” work, which teachers hold to be true, that can have a prominent influence on the

individual teacher’s practices.

The EFL-teachers’ beliefs as reported in the current study are not actually stated beliefs,

but rather professed beliefs, or beliefs that come clear in the teachers” explanations or
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expressions of their personal take on in-depth learning through statements like “The way 1
understand it”, “The approach I think is best”, “I think that...”. Statements of this nature can
be argued to refer to what the individual considers to be true, in line with Skott (2014) and
Harvey’s (1986) descriptions of beliefs. However, there is no guarantee that the teachers will
carry out what they state that they believe is the best approach to in-depth learning, as this

might change over time, as beliefs are dynamic (Borg, 2018).

There are several challenges when researching teachers” beliefs. For one, beliefs are not
directly observable, and second, beliefs may either be held consciously or tacitly. Third,
different beliefs will carry different “weight” in different situations (Borg, 2018, p. 77) and
four, beliefs are not easily defined, as addressed above. Most often, a teacher is not aware of
what it is that lies behind his or her own thought processes and concrete practices, as this is
ruled by own unconscious experiences, that has been developed slowly, over time. At the
same time, teachers are affected and develop constantly, and teacher cognition or beliefs will
be in constant change, based on new experiences and knowledge input (Henriksen et al.,

2020).

The research on teachers” beliefs has been recognized as important for several reasons.
Helping teachers recognize gaps between their beliefs and practices, improvement of teaching
practices through work and development of ineffective approaches, making teachers” reflect
upon their own beliefs about “good teaching” and comparing this to how literature reflects it,
as well as improving teacher education, are examples of arguments that have outlined the
importance of the research field (Borg, 2018). Additionally, the relationship between beliefs
and behaviour, is as Borg (2018, p. 78) suggests, highly important on its own, and needs to be

more fully understood.

Teachers” beliefs are central to the current study’s aims for reasons which the following
claims outline: (1) Teachers” beliefs will affect what teachers say and do in a classroom, and
can also affect teacher awareness, teaching attitudes and teaching methods (Gilakjani &
Sabouri, 2017, p.78). (2) Teachers” beliefs can also help teachers identify what should be
taught in the classroom, how to form their planning, and how to make curricular decisions.
The beliefs also have a deep impact on teachers” classroom principles, and the realization of
this relationship is very important for teachers to prepare and implement their new syllabus
(Gilakjani & Sabouri, 2017, p.83). (3) “A growing body of literature has suggested that even

the most seasoned and expert teachers build informal, contextual, highly personal theories
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from their own experience” (Kagan, 1992, p.163). (4) “Contextual factors such as time
constraints, high-stake examinations, or prescribed curriculum can mediate the extent to

which teachers can act in accordance with their beliefs” (Phipps & Borg, 2009, p.381).

The claims above suggest that there is a clear line between teachers” beliefs and what
teachers say and do in the classroom, their teaching attitudes and methods, their identification
of what should be taught, how to plan the teaching and how to make curricular decisions.
Therefore, teachers” beliefs can be said to influence English foreign language teachers’
practices, and potentially also their beliefs and perception of in-depth learning and the revised
English subject curriculum. Moreover, Kagan’s (1992, p.163) statement suggests that teachers
with a long teaching experience can have a highly personalized belief system that affects their
practice and teaching choices, which can make curricular changes very challenging if these do

not comply with an experienced teacher’s practices.

2.3.2 Language teachers’ beliefs
A language teachers’ classroom practices can be shaped by a wide range of interacting and
often conflicting factors (Borg, 2003). Language teachers” beliefs about teaching and learning
play an important role in their classroom practices and in their professional growth
(Kuzborska, 2011, p.102), and literature have suggested that teachers” beliefs towards English
language teaching and learning are impacted by their previously existing beliefs (Borg, 2003;
Gilakjani & Sabouri, 2017; Henriksen et al., 2020; Kuzborska, 2011). However, teacher
practices will not necessarily be based on experience alone, and general didactical knowledge
about different aspects of teaching, like the teacher’s role in a classroom, the learner role,
planning, testing, evaluation and so on, is also seen as an important influence of language
teachers’” beliefs (Henriksen et al., 2020). General didactical aspects of this nature remain a
major part of teachers” education, and not surprisingly, many newly educated teachers
experience that questions related to this area may arise especially the first year as a teacher
(Henriksen et al., 2020). Together with the didactical knowledge about teaching, certain
knowledge and competence areas can define a teacher’s identity, such as specific knowledge
about the subject that covers the well-known areas about language, culture and literature, or,
in other words, the subject areas that often are described in the subject curriculum (Henriksen
et al., 2020).

During teaching, language teachers will also draw on their language skills within the
language that is taught, as well as their knowledge of other languages that can be used as

references for the learners to understand. Norwegian could, for instance, be used as such a
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reference in EFL teaching in Norway. Among other areas that can define the teachers’
identity and beliefs, there is the professional, didactical knowledge about the subject, or in
other words, the pedagogical knowledge about methods and activities that are specific for a
certain subject language (Henriksen et al., 2020). Confidence in own abilities are also
important for a teacher’s positive self-image, and can provide the teacher self-worth, as well
as the ability to practice and change (Henriksen et al., 2020, p. 16), which in turn will be an
advantage during curricular changes. Knowledge about specific teaching contexts can also
define language teachers’ identity and beliefs, and refers to the context that the language
teaching is conducted in, both locally and nationally, and can be connected to knowledge
about national curricula, composition of pupils, parents, expectations, and teaching traditions
are important for the teacher within this area (Henriksen et al., 2020).

Furthermore, knowledge about social and intercultural context will also play a role in
language teachers’ practices, and refers to the teacher’s knowledge about his or her language
in a global context, and an understanding of the importance behind developing pupils’
intercultural competences. This can be said to require a professional didactical knowledge and
a subject knowledge that includes methods to work with the intercultural aspect in their
teaching (Henriksen et al., 2020). To summarize, Henriksen et al. (2020) suggest that both the
didactical knowledge, specific knowledge about the subject, language skills within the
language that is taught, pedagogical knowledge about methods and activities, confidence in
own abilities, the context that the language is taught in and the knowledge about the
intercultural context make out the complex competencies that the individual teacher will base
his or her practice on. All of these knowledge areas are intertwined and can be said to affect
one another (Henriksen et al., 2020), together with the prominent influence of a teacher’s own
experience.

What Henriksen et al. refer to as the experienced-based knowledge cover all knowledge
that the teacher has incorporated and developed through his or her own experiences as a
teacher. This knowledge is often unconscious and consists of strong and deep-rooted core
presumptions about what is characterized as good or bad teaching (Henriksen et al., 2020).
The theoretical-based knowledge refers to the knowledge that teachers meet during their
education and through own learning, and this can be knowledge about language, learning,
language skills, intercultural competence and knowledge about new activities and measures
(Henriksen et. al, 2020, p. 22). Some of this knowledge can complement a teacher’s already
existing knowledge, but at the same time, the theoretical-based knowledge may also cause

contradicting challenges for the teacher’s existing knowledge, which could potentially be the
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case with in-depth learning in the English subject. Therefore, Henriksen et al. (2020) argue,
that the experienced-based knowledge will introduce the core presumptions, that are slowly
developed through teachers” own experiences, while the theoretical-based knowledge will
introduce more peripheral presumptions.

According to Borg (2003, p.86) language teacher cognition can be discussed with
reference to three themes, that covers a) cognition and prior language learning experience, b)
cognition and teacher education, and c) cognition and classroom practice. In relation to the
first theme, teachers” prior language learning experiences can establish cognitions regarding
learning and language learning. These experiences form the basis of language teachers” first
conceptualizations of L2 teaching during the teacher education. Furthermore, the learner
experiences continue to be influential on teachers throughout their professional lives (Borg,
2003).

Mainstream studies about the second theme, cognition and teacher education, have
suggested that as a teacher-student, one make sense of and are affected by training
programmes in different and unique ways, and that there can be a cognitive change in the
student through the education (Borg, 2003). For instance, in Almarza’s (1996) study of four
foreign language student teachers” development of professional knowledge about foreign
language teaching, the main findings outline a difference between cognitive and behavioural
changes that can be affected by teacher education. Through the four students” behavioural
development, they all adopted the teaching methods they were taught, even though this
behaviour was related to the students” feeling a need to fulfil and meet certain standards.
Cognitively, however, they saw it as challenging to accept the approach to teaching that was
suggested. The study suggested that although the education may have had a powerful
influence on the shaping of the students” behaviour, it will not necessarily alter the cognitions
that the students brought with them when they started their education (Almarza, 1996). The
idea that a teacher’s own experiences as language learners will have a prominent influence on
the teachers” practices is also acknowledged in Henriksen et al. (2020).

Cognition does not only shape what teachers do but is in turn shaped by the experiences
that teachers accumulate (Borg, 2003, p. 95). Studies that have compared experienced and
less experienced language teachers, have also investigated the transformations in teachers’
cognition. For instance, Nunan (1992, referred to in Borg, 2003) found that experienced
language teachers” decisions show greater attention to language issues than the less
experienced teachers do, and that the less experienced were more concerned with classroom

management. This can suggest that with experience, teachers might learn to automatize
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routines related to managing the class, and rather focus more on issues of content (Borg,
2003). Henriksen et al. (2020) also discuss the relation between knowledge, experiences and
practice, and claim that teaching practices will be affected by both the experience-based and
theoretical-based knowledge, and the positive and negative attitudes that teachers have
towards this knowledge. Knowledge and practice affect each other consequently, and this may
cause conflicts between the experience-based knowledge and the theoretical-based
knowledge. This can for instance be the case when teachers are introduced to new theoretical
knowledge, new demands or changes (Henriksen et al., 2020), such as with a larger focus on
in-depth learning with the new national curriculum.

In line with both Fenner (2018) and Borg (2003), Richards and Rodgers (2014, p. 348)
also stress that curricular changes can affect teachers” pedagogical values and beliefs, as it
will require them to alter their existing beliefs, which again could change their understanding
of the nature of language or second language learning, or their classroom practices and use of
teaching materials (p. 39). Some changes quickly become accepted, while others are resisted,
and one of the questions that can determine the outcome is related to how clear and practical
the new approach or method is, and who recommends it, among other factors (Richards &
Rodgers, 2014). However, teachers” beliefs are often resistant to change (Richards &
Rodgers, 2014, p. 348), and this is often met in several ways, like persuasion rooted in
philosophical or ideological reasons to support the new beliefs, by citing theory or research
that supports the method, by citing successful learning outcomes, or by appeals to authorities
(Richards & Rodgers, 2014, p. 348).

Even though the English subject curriculum in Norway can be seen to reflect the
theoretical aspects of communicative competence (Fenner, 2018, p. 38), the English subject
curriculum in Norway includes few guidelines for teaching methods and subject content (see
section 2.2.4). Therefore, the teachers will need to know how to interpret the curriculum, what
theories lie behind it and how it can be put into practice (Fenner, 2018). In total then, it is
evident that a teacher’s practices can be based on own personal beliefs and perceptions of
what the teacher considers to be good teaching. Moreover, the teacher could potentially act on
behalf of these beliefs more than anything else, as the beliefs can be linked to the teacher’s
own experiences as a language learner, which will remain a great influence on practices
through a teacher’s career, together with teaching experience. This will in turn have a
prominent influence on the choice of teaching methods, subject content, assessment and
curricular decisions. This aspect is highly relevant in the light of the current study’s research

aims related to EFL teachers’ beliefs about in-depth learning, as it can illustrate how
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individual, personal experience can have an effect on teachers” beliefs, which in turn will

affect teaching practices towards in-depth learning.

2.4 In-depth Learning
The current section will address several definitions and theories about in-depth learning,
related to the Norwegian context. Fundamental research that has influenced the Norwegian

perception of the concept will also be presented and briefly discussed.

Section 2.4.1 will address the debate about the term in Norway, as well as the
challenges that Norwegian researchers have discussed in relation to this. The next section,
2.4.2 will present research that has been influential on in-depth learning, while section 2.4.3
will include a presentation of current definitions and theory about in-depth learning in a
Norwegian context. Finally, section 2.4.4 will provide a presentation of teaching approaches

to in-depth learning in relation to English foreign language teaching.

2.4.1 A common understanding?

Because of the research aim to investigate teachers” beliefs about in-depth learning in the
present study, the challenge with the term itself should be addressed here. According to Gilje
et al. (2018), the challenge of working with in-depth learning in school is that there are
several perceptions of what the concept means and includes, and how schools should facilitate
for it. In an interview with Breyn (2019), Gilje states that if teachers understand the concept
differently and act on behalf of their own understanding, the result might be that they do good
pedagogical choices, but at the same time, it may also lead to pedagogical choices that do not
necessarily contribute to in-depth learning. Therefore, it is important that teachers work
thoroughly with the concept, so that the original and intended understanding expands (Breoyn,
2019).

The term in-depth learning has been used differently within fields of educational
research across the globe, and additionally, similar terms like “deep learning” or “deeper
learning” have been used alongside “in-depth learning”, which has caused confusion. For
instance, the term “deep learning” covers at least three or four research traditions on an
international basis, and some of these are vastly different from what has been referred to as
in-depth learning in Norway (Breyn, 2019). Literature and research articles from other
countries have been continuously translated and taken into use in Norway during the debates

about how in-depth learning is to be understood. At the same time, the definitions from the
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Official Norwegian Reports and the Directorate for Education and Training have changed and
developed over the last few years (Broyn, 2019). Therefore, researchers have claimed that the
result could be that there exist several different perceptions of in-depth learning in schools
across the country (Gilje et al., 2018). This could again result in some teachers feeling that
they are ready to work towards in-depth learning, while others are uncertain about how they

are supposed to understand and operate with the concept.

An example of literature that has been translated into Norwegian amid the discussions
about in-depth learning in Norway, is the book of Fullan, Quinn and McEachen (2018). In the
book, they write about how one can develop a school culture that can create deep learning
experiences through defining and developing what they call the six global competencies
among pupils. These competencies are creativity, communication, critical thinking,
citizenship, collaboration and character (Fullan et al., 2018). However, in the preface of the
Norwegian version of the book, the Norwegian translator, Frantz T. Gregersen explains that
the understanding of the concept used by Fullan and his co-writers, is a radically different
approach to the concept than the official Norwegian one. Fullan et al. (2018) can be seen to
go somewhat further with what they call “deep learning” than the Norwegian in-depth
learning, as they not only consider it to be a learning concept that will prepare pupils for the
future, but also as a concept that will fundamentally change current education systems. To
them, deep learning does not represent a program change, but rather a cultural change (Fullan
et al., 2018, p.19). Some Norwegian researchers, like Gilje et al. (2018), have criticized the
book, stating that Fullan et al. (2018) are not presenting a clear understanding of what “deep

learning” is or how it can be developed, and that they are selling a product.

2.4.2 Influential research

In the Report to the Storting no.28 (Meld. St. nr. 28 (2015-2016), 2016) it says that several
research contributions have emphasized the meaning and importance of in-depth learning.
Therefore, the current section will provide a brief presentation of research that has influenced

the development of theories about in-depth learning.

Beattie, Collins, and McInnes (1997) present four research groups that have identified
and explored the nature of the fundamental distinction between “deep” and “surface”
approaches to learning. One of these research groups was the Swedish group led by Ference
Marton, who together with Roger Siljo, investigated how a student’s different approaches to

an academic text would influence the learning orientation. The research conducted by these

30



groups can be said to have been the starting point for several traditions within learning
sciences to start investigating the difference between surface and in-depth learning. The initial
research focused on student approaches to learning in higher education, through the 1970s and
1980, and as table 1 illustrates, the deep approach and the surface approach is based on the
difference in how a student approaches and processes the material. The surface approach (see
table 1) is characterized by a student who concentrate on memorizing content and facts
without being critical or questioning the ideas and information they are working with, and
rather seek to fulfil assessment requirements. The deep approach on the other hand, is
characterized by students who seek to understand the content, relate ideas and new
information to previous knowledge and experiences, and interacts with the learning content
critically, through examining the logic of arguments (Entwistle and Ramsden, 1983; Marton

et al., 1984, referred to in Beattie et al., 1997).

The work of these first research groups also demonstrated that a student’s approach to
learning is only partly a function of his or her general characteristics, as it can be modified by
specific learning situations. The situational influences include the student’s own perception of
the relevance of the learning task, as well as attitudes and enthusiasm of the lecturer, and the

expected forms of assessment (Beattie et al., 1997).

The deep approach The surface approach
Characterized by students who: Characterized by students who:

1) Seek to understand the issues and interact 1) Try to simply memorize parts of the content
critically with the contents of particular of teaching materials and accept the ideas
teaching materials and information given without question

2) Relate ideas to previous knowledge and 2) Concentrate on memorizing facts without
experience distinguishing any underlying principles or

3) Examine the logic of the arguments and patterns
relate the evidence presented to the 3) Are influenced by assessment requirements
conclusions

Table 1. The distinction between “deep” and “surface” approaches to learning. (Entwistle

and Ramsden, 1983; Marton et al., 1984, referred to in Beattie et al., 1997).

A more recent influential researcher of in-depth learning is Robert Keith Sawyer.
Sawyer (2006) discusses the concept of learning related to new sciences, where he outlines
the importance of a deeper conceptual understanding. According to Sawyer (2006, p.2)

factual or procedural knowledge is only useful when a person knows in what situations it can
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be applied, and exactly how to modify it for every new situation. When a student gain a
deeper conceptual understanding, on the other hand, he or she learns facts and procedures in a

much more useful and profound way that can be transferred to real-world settings (Sawyer,

20006).

Sawyer (2006, p.4) illustrates how what he calls “learning knowledge deeply” requires
more than what traditional classroom practices usually have done. Instead of learning material
without understanding why and treating it as disconnected bits of knowledge that the pupils
memorize, the pupils have to be active in their own learning process, which requires the
learners to relate new ideas and concepts to previous knowledge and experience. This view of
in-depth learning can be seen in line with how many of the Norwegian researchers describe
the concept as well, which will be discussed in section 2.4.3. Sawyer’s research has been
quoted in several Norwegian government documents about the Renewal of the Subjects,
which can be said to make Sawyer’s research a part of the foundation that the new national

curriculum has been based upon.

2.4.3 In-depth learning in the Norwegian context

The current study’s aim to investigate Norwegian EFL-teachers’” beliefs about in-depth
learning also calls for an investigation of Norwegian theory and research about the concept. In
the current section, several theoretical descriptions of in-depth learning from Norwegian
researchers will be presented, and towards the end of this section, the different descriptions
will be collected in a table, to provide an overview of in-depth learning is perceived in a

Norwegian context.

Gilje et al. (2018, p. 25) describe in-depth learning as the pupil s ability to gradually
develop his or her understanding of concepts within a discipline, and through problem-
solving, analyses and reflection be able to work within and across subjects or knowledge
areas. In-depth learning requires work with knowledge, competences and methods in subjects
over a longer period of time. Only that way will pupils get the opportunity to build knowledge
more completely. The teaching must therefore be adjusted to the pupils, as the knowledge that
the pupils already possess will be used to understand new information. Therefore, if the pupils
cannot relate to the content that is taught, their learning outcome will be sufficiently less than
if they can (Gilje et al., 2018). However, according to Gilje et al. (2018, p. 26) in-depth

learning demands a lot from the teachers” competence if they are to ensure the Renewal of the
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Subjects” intention, as this requires both a deep didactical understanding, as well as a

sufficient insight into the subject’s content, methods and core elements.

Flatas (2017, p. 8) explains in-depth learning based on the idea that the pupils are
supposed to develop a lasting understanding within a topic or area of knowledge. He further
states that in-depth learning often is described in contrast to surface learning, where there is a
larger focus on memorizing facts without relating them to a larger context. In-depth learning
requires the pupil to be active in the process of learning, and to reflect over new learning
material, and connect this to what they know from before. This makes in-depth learning a
form of learning where pupils relate new ideas and terms to their former knowledge and
experiences, in a way that they gradually develop their understanding of terminology and
contexts within a specific subject or related to the interdisciplinary areas (Flatas, 2017). This
can in turn be seen as similar to the how the “deep approach” was presented in table 1 (see

section 2.4.2).

By drawing a line between in-depth learning, critical thinking and creativity, showing
how they affect and promote each other, Flatds (2017) emphasizes that a change is necessary.
Reflecting Sawyer’s (2006) view, Flatas (2017) emphasises that the focus should shift from
memorizing and remembering facts in school, to actually knowing where one can find factual
information, and how to use it when necessary. By referring to the core curriculum
(Kunnskapsdepartementet, 2018), Flatas (2017, p. 12) highlights that a deeper insight
develops when pupils see the context between different knowledge areas, and when they have
control of several strategies to acquire, share and be critical to knowledge. Furthermore, it
will be important that teachers see the importance of being creative in every subject, as it can
promote pupils” reflection and deep understanding (Flatds, 2017). Creative work in teaching
can contribute to new and different ways of going in-depth for the pupils, seeing the contexts

within the subject they are working with (St. meld. 28 [2015-2016]; Flatds, 2017).

Flatas (2017) also presents several exercises and approaches to promote both in-depth
learning, creativity and critical thinking. An example of an exercise for critical thinking is
“Ukjente nyheter pd internett”, which can be translated to “unknown news on the internet”
that takes about 15 minutes and can help pupils practice their critical thinking regarding
sources. The pupils are supposed to find a news article on the internet, that is not from a
known or familiar media source. The pupils then have to figure out whether the news is

accurate and true or not by using the internet, before presenting their findings in plenary
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(Flatas, 2017, p. 32). From this exercise, the pupils will learn that they often are exposed to
“fake news” on their social media platforms, which can make them more critical to such news
in the future, which can be seen as an experienced knowledge that they can transfer to new

situations or different subjects.

Gamlem and Rogne (2018) saw in-depth learning as one of the most central terms in
what was the ongoing work with the new national curriculum back in 2018. By referring to
the core curriculum (Kunnskapsdepartementet, 2018), they define what they understand as in-
depth learning, and highlight that pupils that work in a manner conducive to in-depth learning
will be able to transfer what they have learned to new situations or contexts (Gamlem &
Rogne, 2018, p .8). This can in turn reflect the perception of Gilje et al. (2018) and Flatés
(2017). For instance, how a teacher approaches basic and central terms in a factual text can be
crucial for how the pupils will understand the content. If the pupils do not understand the
terms that are central in the text, they will not understand the content either, which in turn will
make it difficult to remember and analyze it. Therefore, it is important to let the pupils work
with the new terms, and then build upon these, expanding their knowledge from what they

already know (Gamlem & Rogne, 2018).

According to Gamlem and Rogne (2018) learning in a school that emphasizes in-depth
learning has a focus on what skills the pupils will need for the future to master the different
tasks, challenges or situations they will meet. Therefore, the pupils will have to work with
tasks where they are supposed to connect information from different sources (Gamlem &
Rogne, 2018, p. 8). Progression in the pupils” learning is closely related to the opportunity
they have had to go in-depth within a topic, because the development in a learning progress is
about how pupils” understanding develops over time within a specific topic (Gamlem &
Rogne, 2018). In-depth learning, which can be seen as the pupils” development of
understanding, also takes time. Pupils therefore have to be given the time to work thoroughly
with some selected areas to build competence, instead of working on the surface of a lot of
different topics. Furthermore, it can be mentioned that both Gamlem and Rogne (2018) and
Flatas (2017) use the term surface learning as a contrast to in-depth learning, by presenting a
translated version of Sawyer’s (2006) model of surface learning and deeper learning. The

same model can be found in the NOU 2014:7 (2014, p. 36).

Ostern et al. (2019) have explored in-depth learning from an interdisciplinary, relational

and creative approach. Through their project 200 milliarder og 1, which translates to “200
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billion and one”, they formed a new term for in-depth learning: “dybde//lering”, and stated
that in-depth learning could be expanded from the understanding that the Ludvigsen
committee and the school’s current policy documents work with. According to Ostern et al.
(2019, p. 53) emotions, body, senses, relations, and creation must be included in in-depth
learning, and therefore, their own term of the concept is based on a physical, relational,
creative, affective and cognitive learning, as a performative learning where learning is
understood to be a creational process. The perception of @Dstern et al. (2019), suggest that
learning works best through creating and not through acquiring knowledge, as a creational
process has depth because it cannot happen without the physical, emotional or cognitive. As
an opponent to the Ludvigsen committee’s take on the term, Ostern et al. (2019) suggest that
physical learning, relational learning or understanding of deep learning processes that have
been studied within the pedagogical fields of music, dance, drama, art or sports have been left
out in the definition. In other words, @stern et al. (2019) may be said to disagree with the
official Norwegian description of the term in-depth learning, as they argue that it leaves out

aspects and theories they feel should have been emphasized.

At the current moment, there are, to my knowledge, very few published books within
the Norwegian context that specifically covers in-depth learning in a specific school subject.
One of these is Dybdelcering i naturfag by Voll et al. (2019). Voll and Holt (2019, p.17) claim
that in-depth learning is not something that will be new to Norwegian teachers, and that it has
been long known that learning demands more than memorizing facts without reflecting over
the purpose or over your own learning strategies. Recognizing the fact that in-depth learning
can be problematic to describe, Voll and Holt (2019) argue that a potential danger can be that
in-depth learning becomes a fashionable term that everyone agrees is something good, but
with a diffuse content. They describe in-depth learning as a process, not a product. A process
where you organize knowledge in hierarchical structures around some central fundamental
ideas in the different subjects, that emphasize general principles, patterns and models of
explanation (Voll & Holt, 2019, p.32). To achieve a mental capacity that allows you to
organize knowledge, previous knowledge and skills will have to be automatized to the largest

possible degree, which again will take time and practice (Voll & Holt, 2019).

Voll and Holt (2019) have collected knowledge about the brain’s cognitive functions in
terms of learning, and the different perspectives on in-depth learning in a model that describes
it as a process divided into knowledge, skills and attitudes. According to the model (see figure

1), knowledge must be organized into networks through facts, models, theory and laws if you
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are to achieve in-depth learning. Furthermore, skills must be automatized and rehearsed with
procedures and strategies, while attitudes must be heavily weighted in a way that the teaching

stimulates motivation and belief in own abilities (Voll & Holt, 2019, p. 33).

In-Depth Learning

Knowledge skills Attitudes
Facts, models, Procedures and as t';ﬁ’iz‘f’?;'g";’:“d
theory, laws strategies Abilitios
Must be
organized in Must be Must be
networks rehearsed emphasized

The goal is strong mental networks

Figure 1: Model of in-depth learning by Voll and Holt (2019, p.33, my translation).

Oyehaug (2019, p. 41) discusses teaching for in-depth learning through the
perspectives of Martha Stone Wiske (Wiske, 1998), where four typical characteristics of
teaching can promote in-depth learning among the pupils. These are rich themes, clear
competence aims, demonstration of understanding and frequent evaluation. Rich themes refer
to the fact that subject curriculums should be based on rich and relevant themes that interest
both the teacher and the pupils (O@yehaug, 2019, p.41). A rich task, @yhaug (2019, p.42)
suggests, can be a problem-solving task that provides the opportunity for discussion with
others when it comes to solution ideas and understanding of terminology. She further states
that no matter if the rich themes are based on natural sciences, interdisciplinary, pupils should

have a connection to what they learn during their education (Qyehaug, 2019, .43).

Clear competence aims suggest that the teacher should define the learning aims for the
pupils and make them accessible early on and repeat them often (Qyehaug, 2019). To achieve
in-depth learning, the pupils have to get the opportunity to work with a few selected areas,

instead of working with many superficial topics. Therefore, competence aims should cover
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central terminology and fundamental ideas, where the teaching schedule aims to develop a
progression of these. Demonstration of understanding refers to the fact that the teacher should
make sure to provide many and different opportunities for the pupils to express themselves, so
that they develop and get to demonstrate their understanding. Furthermore, the teacher should
not evaluate the degree of competence without the pupils” opportunity to express his or her
understanding of the subject (Dyehaug, 2019, p.55). The fourth and final characteristic that
can promote in-depth learning is frequent evaluation, which suggests that the teacher should
give the pupils regular evaluations with specific criteria based on the aims, and suggest ways

of improvement (Qyehaug, 2019; Wiske, 1998).

Through this section, several Norwegian researchers” theoretical descriptions of in-
depth learning have been presented. These are summarized in table 2, and from the table, one
can see that there exist several common aspects in the different researchers” descriptions, as
well as the fact that these descriptions are provided through the last three years. From the
descriptions, in-depth learning can, from a Norwegian perspective, be understood as the
gradual development of the pupil’s understanding, reflection and knowledge, as well as the
ability to transfer these abilities and use them in other and new situations, or across several
subjects. This development can take time but will again result in a more lasting understanding
and knowledge, that the pupil can make use of in the future (Gilje et al., 2018; Flatés, 2017,
Gamlem & Rogne, 2018; Voll & Holt, 2019). These aspects will be further discussed in
relation to the Directorate for Education and training’s definition, and the findings from the

current study in chapter 4.

Table 2. Descriptions of in-depth learning from the Norwegian context.

Researcher: Summary of descriptions:

Gilje et al. (2018) | In-depth learning refers to the pupil s ability to gradually develop his or her
understanding of concepts within a discipline, and through problem-solving,
analyses and reflection be able to work within and across subjects or
knowledge areas.

Flatas (2017) In-depth learning is based on the idea that the pupils are to develop a lasting
understanding within a topic or area of knowledge. It is often described in
contrast to surface learning, where there is a larger focus on memorizing facts
without relating them to a larger context. In-depth learning requires the pupil
to be active in the process of learning, and that they reflect over new learning
material, and connect this to what they know from before.
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Gamlem and Pupils that work with in-depth learning will be able to transfer what they

Rogne (2018) have learned to new situations or contexts. In-depth learning, which can be

seen as the pupils” development of understanding, will also take time.

Ostern et al. In-depth learning gives room for emotions, body, senses, relations, and
creation. Learning is understood to be a creational process, and a creational

2019
( ) process has a depth because it cannot happen independently without the
physical, emotional or cognitive.
(Voll & Holt, In-depth learning is a process, not a product. A process where you organize
2019) knowledge in hierarchical structures around some central fundamental ideas

in the different subjects, that emphasize general principles, patterns and
models of explanation. To have a mental capacity to organize knowledge,
previous knowledge and skills have to be automatized to the largest possible
degree, and this takes time and practice.

Oyehaug (2019) | Four typical characteristics of teaching can promote in-depth learning
among the pupils. These are rich themes, clear competence aims,
demonstration of understanding and frequent evaluation.

2.4.4 Review of related research: in-depth learning and language learning

As mentioned in the introduction, minimal research about in-depth learning in English foreign

language learning has been conducted within the Norwegian context. However, two

Norwegian master theses that have focused on in-depth learning within the Norwegian subject

will be presented here, along with input from Fremmedspraksenteret, that also has provided

some research related to the topic.

Pettersen and BI& (2017) from Fremmedsprdiksenterer® write that different types of
scaffolding such as modelling, varied learning activities and learning conversations will
support the pupils in the process of developing as writers. By leading the pupils through
different phases, a writing environment that facilitates for in-depth learning will grow
forward, as the pupils will learn and experience the procedures and become able to use it in
new situations or other subjects where they are supposed to write a text. The approach they
present is based on a circle for teaching and learning from Australia (Rose, David & J.R.
Martin, 2012, referred to in Pettersen & Bl4, 2017) that has four phases: 1. Building

knowledge, 2. Deconstruct the modelled text, 3. Construct a text in plenary, and 4. Write

5 Nasjonalt senter for engelsk og fremmedsprdk i oppleeringen: https://www.hiof.no/fss/
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individually (Pettersen & BI4, 2017, p. 54). This in-depth learning experience of how to write
texts will then again contribute to the development of the pupil’s communicative and written

skills in the subject.

The focus in phase one of the circle, is to build up content and knowledge, providing a
greater word bank for the pupils to use in later phases. In the second phase, the focus is on
understanding and learning about the text type, while in the third phase the pupils and the
teacher will create an informative description together, based on what they learned in the first
two phases. Finally, in phase four, the pupils are supposed to write an informative description
on their own. Even though the project was meant for pupils in primary and lower secondary
school, the phases can also be adapted into language learning in upper secondary school as
well, and thereby create a learning environment that facilitates for in-depth learning.
Furthermore, the approach can be seen in relation to Gamlem and Rogne’s (2018) ideas of

how you work with factual texts with the pupils (see section 2.4.3).

Skaug (2018) looks at what literary texts a selection of 153 teachers use in the
Norwegian subject in Vg3, and their thoughts about how in-depth learning can be realized
through the reading of fictional literature. Regarding the realization of in-depth learning
through the reading of fiction, Skaug (2018) found that teachers thought there would have to
be more time spent on the texts, both on reading as well as the work and processing
afterwards. Additionally, several of the teachers in the study pointed out that dialogue,
discussion and reflection about the texts were important aspects too, in the process of
fulfilling in-depth learning through the reading of literature. From this, one can see that to
some teachers, the approach to the literary texts was as important as the time spent on the

texts.

Skaug (2018) also found that the data results seemed to express that the teachers” ideas
of how to realize in-depth learning through literature, were in line with aspects that the
Ludvigsen committee understands as a part of in-depth learning. These were cognitive
changes, dialogues and conversations in the classroom, and awareness about the different
genres having different demands regarding arguments (Skaug, 2018). An additional finding
that is of interest to the current study, was that a lot of the teachers in Skaug’s (2018) study
thought that the current subject curriculum for the Norwegian subject was too comprehensive
to fulfil in-depth learning, containing too many competence aims. This can, in turn, reflect the

OECD’s evaluation of Norwegian curricula from a few years ago (see section 2.2.4).
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Nerland and Vika (2019) investigate how a literature workshop can be an arena for
oral activity and in-depth learning in the Norwegian subject, by looking at how pupils in the
tenth grade explore the lyrics of the song /70 by a Norwegian band. The literature workshop
was divided into five steps, and the first step was individual reading. The pupils in the study
read the lyrics three times before moving on to the second step, which was literary group
conversations that were recorded on video. The third step was a conversation in plenary about
textual understanding and evaluation of one’s own process of understanding, while step four
was plenary conversation that was supposed to evaluate the re-reading and the literary group
conversations. The last step contained an initial written reflection which the pupils were to do
individually while considering ten different claims made by the teacher, before they would

share this in couples, and then finally in plenary (Nerland & Vika, 2019).

The approach in the study was meant to promote oral cooperation in the classroom,
and emphasized dialogue and metacognitive awareness, something Nerland and Vika (2019)
claim could provide opportunities in terms of development of orality, meaning-making and
in-depth learning. Regarding in-depth learning, Nerland and Vika (2019) write that the
approach could facilitate for practising the pupils” metacognitive consciousness, through
repeated evaluations and reflections around one’s own knowledge. At the same time, they
acknowledge the fact that in-depth learning is something that cannot be measured directly,
and must be seen in a long-term perspective, which stands in contrasts to their short-term
workshop for the thesis. They do however claim that a literary workshop could be an input in

an in-depth learning process in language learning (Nerland & Vika, 2019).

2.5 Summary

The current chapter has provided a presentation of the literature that is of relevance for
the present study. Through section 2.2 the foundation behind English language teaching in
Norwegian schools was described, and the strong influence and the governing power of the
national curriculum and English subject curriculum was addressed. Central learning theory
and learning perspectives that potentially have had, and can have a great influence on

Norwegian EFL teachers’ beliefs, like CLT, were also described.

Through section 2.3, theory about teachers” beliefs and language teachers” beliefs were
addressed. Through the section, it was made clear that teachers” beliefs can have a strong
influence on their daily teaching practices, and that these can be affected by both exterior

factors like national- and subject curriculums, theory and new research, as well as inner
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factors like personal experience as a language learner and teacher. The section also showed

how teachers” beliefs could be challenged by curricular changes, and that changes sometimes

could be uncomfortable to some teachers, as it would require them to change their teaching

identity. Finally, through section 2.4, theory and research about in-depth learning was

reviewed, with a focus on central descriptions of the concept from a Norwegian perspective.

The section made it evident that most of the Norwegian research on in-depth learning have
been published in recent years, after the reports from the Ludvigsen committee in 2014 and

2015 (NOU 2014:7, 2014; NOU 2015:8, 2015).
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3 MATERIALS AND METHODS

The current study was designed to investigate Norwegian EFL teachers’ beliefs about in-
depth learning in the English subject. This chapter provides a detailed presentation and
rationale for the research framework that was used for this purpose. In the first section, a
description of the research methods and materials will be presented, along with the rationale
for conducting a mixed-method study. Section 3.2 will provide a description of the context
and the participants from the current study, while section 3.3 presents a description of the
survey and how it was designed and conducted, as well as how the results were collected and
analysed. A similar description will be given about the interviews in section 3.4. The final
three sections will cover ethical challenges and considerations, section 3.5, the study’s

reliability and validity, section 3.6, and the study’s possible limitations, section, 3.7.

3.1 Research Design

The data collected for the current study is both of a quantitative and qualitative nature,
gathered through an online survey and four interviews. A Mixed-methods design is a
combination of the two major research tracks and consists of a collection of both quantitative
data and qualitative data (Creswell, 2012). The data from the survey will serve as the main
source of data in the current study and have priority, while the data from the interviews will
play a supportive role. A research design like this, where one form of data plays a supportive
role to the other form of data, can be categorized as an embedded design within mixed
methods design (Creswell, 2014, p. 16). The rationale behind the choice of this design will be

discussed in section 3.1.1, while the materials for the study will be addressed in section 3.1.2.

3.1.1 Rationale for the choice of mixed methods

The choice of methodological framework in the current study was first and foremost built on
the purpose of the inquiry. Mixed methods research has become well-established within
educational research, and as Borg (2019, p. 1157) states, there is excellent scope for
combining quantitative and qualitative measures in the study of language teacher cognition. A
quantitative questionnaire alone would for instance not necessarily be able to capture
teachers” beliefs through Likert scales and closed-ended questions only. A questionnaire
supported by open-ended questions and in-depth interviews, on the other hand, would provide

additional, and perhaps more accurate and suitable data for research about teachers” beliefs.

One of the core arguments for using mixed methods designs is that the combination of

both qualitative and quantitative methods provides a better understanding of a research
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problem than either a quantitative or qualitative approach alone, because it can combine the
strengths of both methods (Creswell, 2012; Punch and Oancea, 2014). For instance, the
embedded design can provide the opportunity to explain the quantitative data results from the
questionnaire through the qualitative data from open-ended questions and interviews
(Creswell, 2014, p. 231), as this data may provide more in-depth data results than the
qualitative or quantitative data alone. The interview data can then provide more clarity or an
understanding of the results from the questionnaire through the perspectives of individuals
from within the context that is researched (Creswell, 2014). Interviews can also provide more
room for explanations, follow-up questions, or the different teachers” stories about their
experiences, while a questionnaire would give limited room for such. At the same time,
quantitative approaches such as surveys, could provide statistical data that could give a clearer
representation of similarities or differences, and can gain input from a large number of

informants in a relatively short amount of time.

The design was also chosen because it seemed highly suitable for the current study’s
research aims towards the educational sector, and teachers” beliefs. Investigating teachers’
beliefs through a survey alone, with Likert scales or statements and take them as evidence of
what teachers believe, would yield clear limitations (Borg, 2019). At the same time, surveys
are highly time-efficient and practical, as it can collect a lot of valuable information from
many informants in a short amount of time. The use of an online questionnaire also provided
the opportunity to gather data from informants located in several different regions in Norway,
which was very beneficial for the current study’s purpose, as it sought to investigate
Norwegian EFL teachers” beliefs, and teacher participants from several regions of Norway
would then provide more accurate and representative data, than if the teachers were restricted

to a specific region.

The questionnaire had both open-ended qualitative questions and closed-ended which
gave it both qualitative and quantitative characteristics. The use of a survey was beneficial in
terms of efficiency and generalizability, while the interviews could provide valuable in-depth
data of a qualitative nature, that together with the data from the open-ended questions from
the survey would fulfil the investigation of teachers” beliefs, which can be highly personal
and not necessarily quantifiable. The choice of design was also rooted in how the data would
be used together. The priority was on the questionnaire as it would gather the largest amount

of data, while the qualitative data gathered from the interviews and the open-ended questions
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from the questionnaire would provide supportive data information, that could provide more

in-depth information to the close-ended questions.

The timing of the data collection was also one of the reasons behind the choice of
design, as the data collection had to be done as swiftly as possible, due to the time frame of
the current study. The embedded design provided the opportunity to collect the data
concurrently, where the survey and the interviews were conducted at roughly the same time.
This saved me a lot of time, along with the fact that the four interviewees volunteered after
they had completed the questionnaire. In other words, the mixed methods embedded design

was chosen for the current study also because of its” efficiency and suitability for the research.

Because the survey participants gave extensive answers to each of the open-ended
questions, writing paragraphs of text rather than the three keywords that was asked of them,
this produced a lot more qualitative data than what was intended. At the same time, this
provided valuable information about the current study’s EFL teacher participants” beliefs, that
was given a major focus in the data processing. Therefore, the study produced much more
qualitative data that required analysis, and my version of an embedded design became closer
to a convergent parallel design than what was first intended. A convergent parallel design is
also a type of mixed methods design, where the researcher collects both quantitative and
qualitative data, analyses them separately, and then compares the results to see if the findings
confirm or disconfirms each other (Creswell, 2014). According to Creswell (2014, p. 222), the
key idea with this design is to collect both forms of data using the same, or parallel variables,
constructs or concepts. However, the current study’s design remained embedded, as the
quantitative data from the survey was used as the main source of data, even though this data
provided more qualitative data than initially intended, while the qualitative data from the

interviews played a supportive role.

3.1.2 Materials

The research materials for the current study consist of 54 participants’ responses to a
questionnaire with 24 questions and statements, and four interviews based on a semi-
structured interview guide consisting of fifteen open-ended questions. The mix of qualitative
and quantitative methods are also represented in the questionnaire, where five of the questions
were open-ended, and the other nineteen were closed-ended. The questionnaire and the
interviews targeted English teachers in Norwegian upper secondary schools, that either were

teaching or had recently taught the first-years general studies course.
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3.2 Context and Participants

The research and data gathering for the current study was mainly done online through
internet-based services. The programme SurveyXact was used to create and conduct the
survey, and the social platform Skype was used to conduct the interviews. This research
project aimed at investigating Norwegian EFL teachers” beliefs about in-depth learning in the
English subject, and the scope was limited to the English subject for general studies in the 11
grade in upper secondary school. Participants in the study were therefore either current or
recent teachers of general studies” English. The choice of participants for the current study
can thus be seen as a case of qualitative purposeful sampling, where the participants are
selected in accordance with specified criteria (Friedman, 2012), or based on those who can
best help us understand the phenomenon (Creswell, 2012). However, the sampling can also be
seen as a case of convenient sampling, as the participants that fit the description had to
volunteer and make themselves accessible, and thereby were included in the study (Friedman,
2012). At the same time, by contacting administrations and requesting them for contact
information for suitable participants, the sampling can also be seen as a case of snowballing,
where individuals who know of other individuals that can fit the sample description are

contacted during the sampling process to get the right participants (Punch & Oancea, 2014).

To be able to send out as many participation requests as possible to teachers across the
country, I contacted the administration of all upper secondary schools with general studies in
Norway (Appendix B). However, getting enough participants turned out to be very
challenging, and as teachers are known to have busy schedules, a voluntary questionnaire of
twenty minutes does not necessarily seem appealing. In order to increase the response rate, |
therefore used a three-step process similar to what Creswell (2012) calls good follow-up

procedures, shown in figure 2 below.

Step 1: Step 2: Step 3:
First Mailing Second Mailing Reminder E-mail
Start: 2 weeks —» 2 weeks — 2 weeks —» End.

Figure 2: Three-Phase Survey Administration Procedure, based on Creswell (2012, p. 391).

During step 1 I sent out emails to the administration of each school, with a request to either

get the mail-addresses to the general studies” English teachers at their school, or if they could
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share the link to the questionnaire with suiting candidates at their school. If I did not receive
an answer within two weeks, I sent a new mail with the same request (step 2). Some
administrations replied that their teachers were too busy to participate, others requested the
link to the questionnaire, while some sent me the e-mail-addresses to the teachers that fit my
description. After two additional weeks, I sent out a reminder mail to the teachers” mail-
addresses, as well as to administrations that had not replied. At this point, I also tried an
alternative approach and sent the request to the mail-address listed under “contact us” in the
different upper secondary schools” websites. After this, I received several e-mails with contact
information for multiple English teachers from several schools, which allowed me to contact
teachers more directly. After the entire process, 54 participants from across the country had

completed the questionnaire.

When the participants had finished the questionnaire, they were given my contact
information in the final page, where they were requested to volunteer for the interviews. The
plan for the current study was to conduct four interviews, and exactly four participants from
the questionnaire volunteered. Since the participants contacted me, I could not link them to
their questionnaire response in any way. That way, their anonymity would not be
compromised, and I would only be aware of the fact that they had completed the
questionnaire. All of the interviews were conducted during the same week, where three was
done through Skype, and one over the phone. Two of the interviews were conducted in
English, and two in Norwegian. The reason for this, was that two of the interviewees

preferred to do the interviews in Norwegian as it would make them more comfortable.

3.3 The Survey
Through the current section, there will be a more thorough description of the survey that was
used in the present study, with explanations connected to the design, the data collection, and

the analysis of the data.

3.3.1 Rationale and design

An online format was chosen for the survey. An online, or web-based questionnaire can be
described as a survey instrument for collecting data that is available on the computer
(Creswell, 2012), and the rationale behind the choice of this format was based on its practical
factors, as well its efficiency. The online questionnaire enabled me to gather a large amount

of data in a short amount of time, it was easily distributed to the participants in different
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geographical regions, and highly economical. The programme SurveyXact was used to design

and conduct the questionnaire (Appendix D).

Preferably, an already existing and valid questionnaire should have been used, as it
could have ensured validity and reliability with the opportunity to report the instrument’s
previous scores from past research studies (Creswell, 2014, p. 160). However, a suitable
questionnaire did not exist, and a questionnaire that would serve the research purpose for the

current study therefore had to be designed.

The first two pages of the questionnaire included information about the current study
and its purpose, as well as information about the participants” rights (Appendix C). To enter
the questionnaire, the participants would have to read through the information, and then check
off two boxes to give their participation consent (Appendix D). The questionnaire was made
in Norwegian bokmal, for two reasons. The new national curriculum had not been translated
into English when the survey was going to be conducted, and from my teacher training
practices I had witnessed that discussions related to the national curriculum were most often
done in Norwegian. Therefore, I thought it would be less time-consuming or simpler for the
participants to respond to the questionnaire if they did not feel a need to spend time on
formulating themselves in English. Since the participants are EFL teachers they would be
perfectly able to do so, but the idea was to make it as simple and time-efficient as possible to
get more participants. Second, due to the differences in the use of the term in-depth learning
in an international context, having the questionnaire in English could potentially have caused
the participants to include their beliefs about in-depth learning from a global context, which
would have been ambiguous as the focus here was within the Norwegian context. However, in
the information, the participants were made aware that they could write their answers in

English if they preferred to do so.

The questionnaire was divided into four parts (see Appendix D). The first part covered
teachers” understanding of in-depth learning and their relationship to in-depth learning, while
the second part covered teachers” understanding of the new competence aims for general
studies” English. The third part covered the teachers” beliefs about the revised English subject
curriculum, and the final part of the questionnaire covered some background information
asking the teachers about their age, gender and length of teaching experience. The open-ended
questions provided the participants with the opportunity to answer in their own words, where

personal beliefs and experiences could be included. The questions that were closed-ended
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were often formulated as statements that the participants would state their agreement to, or as
questions that included different alternatives that the participants could choose between. The
use of such questions can be connected to the advantages of quantitative data gathering (see
section 3.1.1), such as efficiency, as such questions can gather a large amount of data in a

short amount of time.

The questionnaire was piloted on four co-students and a lower secondary school
teacher. Most of the feedback from the piloting was similar and suggested that I should
outline each question to make them clearer, and create more space between each question
since the questionnaire seemed a bit compressed, containing a lot of text. I therefore increased
the number of pages to make the questionnaire seem more structured and less pressed for text
and space. Additionally, I outlined each question and changed some of the terminology used
in certain questions, as the feedback also suggested that some terms could be difficult to
understand and potentially mislead the participants. After the questionnaire had been edited
based on the feedback from the piloting, I felt that it included what I needed to be able to

gather data that would answer my research questions for the current study.

3.3.2 Administering the questionnaire

The process of administering the questionnaire started with the distribution through e-mail,
with a mailing process to gather participants. As mentioned in section 3.2, the process lasted
for several weeks as it turned out to be challenging to get enough participants. In addition to
the mailing process, I posted the questionnaire in a Facebook-group for English teachers in
upper secondary schools in Norway, with about 1500 members. I thought this could boost my
response rate, but after two weeks I realized that this approach was unsuccessful, as the
number of participants did not increase. The mailing process did however succeed, and as
mentioned, 54 Norwegian EFL teachers had participated when the questionnaire was closed
for analysis. The data collecting went quite unproblematic and efficient, and to my
knowledge, none of the participants experienced technical difficulties or challenges with

completing the questionnaire.

3.3.3 Analysing the data

The analysis process explained here, is based on the answers from the EFL teacher
participants that completed the questionnaire. The analysis process had to meet both the
qualitative nature of the answers to the open-ended questions and the more quantitative nature

of the answers to the closed-ended questions. As a first step, the raw data was processed into
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an Excel-sheet, before the data was cleaned, excluding answers from participants that did not
complete the questionnaire, as well as removing two of the questions that several of the
participants had misunderstood and failed to answer in the way that was intended. As the data
were prepared for analysis and processing, the answers to the open-ended questions were
separated from the answers to the closed-ended questions, as these had to be analysed
differently. The analysis process of the closed-ended questions will be presented first here,

before an explanation of the analysis related to the open-ended questions will be provided.

As mentioned in section 3.1.1, comprehensive and long answers from the survey
participants provided valuable information that I chose to focus on analysing instead of
making use of inferential statistics, and the analysis can therefore be seen as a descriptive
analysis that is only specific to the current study’s sample (Dornyei & Csizér, 2012). The
length of the answers can be said to hint to the high level of interest or engagement among the
participants, which also can be related to why the participants volunteered to participate in the

survey in the first place.

Through the use of Excel, the data and variables from the closed-ended questions were
counted, and the variables from each of the closed-ended questions were collected into
brackets, where each bracket included the data results from one of the closed- or semi-closed-
ended question. This provided me with the opportunity to make comparisons between the
brackets and gave me insight into what a participant with a certain length of experience
answered to a specific question. The variables from an answer were then calculated into
percentages, using the formula [x / N=54 x 100 = %], where the number of participants, for
instance participants that chose the same alternative to a question, was divided by the total
number of participants, and then multiplied by one hundred. The use of percentages provided
a clearer representation of the results, which would be beneficial for the presentation of the
findings from the study. The calculations were double-checked to ensure that they were
accurate and correct, and these can be found in Appendix H. Age and gender are left out of

the appendix to ensure the participants” anonymity.

Based on the participants” background information related to their length of teaching
experience, five experience groups were created; those with less than 5 years” teaching
experience, those with between five and ten years” teaching experience, those with between
ten and twenty years” experience, those with between twenty and thirty years” experience, and

those with between thirty and forty years” experience. However, the group with between
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thirty to forty years” experience included only two participants, and because of this, they were
placed in a group with the participants that had between twenty and thirty years” experience,
making it the group with between twenty and forty years” experience. This way, I had two
groups with under ten years” teaching experience, and two groups with over ten years’

teaching experience, which provided more a balanced comparison between the groups.

The open-ended questions from the questionnaire were, as mentioned, often so long and
comprehensive that it created almost sixty pages of text in total, with individual and personal
thoughts, that called for a qualitative analysis. The data was therefore processed through an
initial coding to get an overall impression of the data, in line with the first step of a content
analysis, as described by Friedman (2012, p. 191) where data is coded systematically, to
discover patterns and develop well-grounded interpretations. Through the initial coding, the
data was gone through thoroughly, to identify reoccurring topics or themes in the participants’
answers. The next step in the analysis can be seen as axial coding (Friedman, 2012), which
involved finding patterns in the data by comparing coded categories, both within and across
cases, to establish connections between the different answers of the participants. The dataset
from each open-ended question were then colour coded and categorized (Appendix I). In
Excel, the participants” length of teaching experience could be compared to what they
answered in the open-ended questions, which enabled a comparison between the length of the
participants” experience and what they answered. This was of importance for the current
study’s investigation of whether there was a relationship between the length of teaching
experience and beliefs about in-depth learning. The process of colour coding was conducted
two times, with several days apart, and the results were then compared to ensure the accuracy

of the analysis.

Through the colour coding, the occurrence of a specific category within each of the
participants” answer could be identified, and the occurrences of a category within an answer
would thereby be marked with a specific colour. Each of the participants” answer could
contain several different categories. For instance, if a participant mentioned that he or she
would include a focus on both pupil-centred learning, cooperation across subjects and use of
various learning tools to implement in-depth learning in his or her teaching, this would mean
that three categories were marked within this answer. This way, the number of occurrences of
each category could be counted within each of the experience groups, which provided the
opportunity to compare what the EFL teachers with different length of experience answered,

and whether a group with a certain length of experience tended to mention certain approaches
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or aspects in particular. This also provided me with the opportunity to process the large
amount of qualitative data in a way that let me see the similarities, differences, agreements
and disagreements among the EFL teacher participants, related to the open-ended questions,
which was necessary to be able to answer the research questions for the current study. Aspects
that were mentioned by three or less were placed in the category “other”, and these often
included either specific learning content or learning activities that were difficult to place in a
specific category, as it would have relied on my interpretation. Most often, the aspects that
were placed in the “other” category were mentioned together with aspects that could be linked

to the more frequent categories.

To be able to investigate whether the EFL teachers could be said to agree with the
Directorate for Education and Training’s definition of in-depth learning, I broke down the
Directorate’s definition to make it more comparable to the teacher’s answers. From my
perspective, the definition provided by the Directorate for Education and Training can be
divided into six elements that suggest how they want teachers and schools in Norway to
perceive in-depth learning. These six elements are presented in table 3, and is based on the

following definition of in-depth learning, provided by the Directorate:

We define in-depth learning as the gradual development of knowledge and a lasting
understanding of concepts, methods and connections within subjects and between
disciplines. This means that we reflect over our own learning and use what we have
learned in different ways in familiar and unfamiliar situations, alone or together with

others (Utdanningsdirektoratet, 2019a).

Table 3. The six elements in the Directorate’s definition.

1. In-depth learning is a gradual development of knowledge.

o

In-depth learning means that the learner gets a lasting understanding of concepts,
methods and connections within subjects and between disciplines.

3. In-depth learning means that learner is able to reflect over his/her own learning.

4. In-depth learning means that the learner will be able to use what he/she has learned
in different ways.

5. The learner will be able to use this in familiar and unfamiliar situations.

6. The learner will be able to do so alone, or together with others.
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By breaking the definition down into these six elements, a comparison between the
answers from the participants and the Directorate’s definition could be done in much more
explicit terms. This would then provide insight into whether the participants could be said to
agree with the Directorate’s definition or not. It is highly unlikely that the participants’
answers would have included all of the elements from the Directorate’s definition, and a
comparison between the answers and the entire definition would therefore be challenging.
The results from the data analysis related to teachers” beliefs about in-depth learning were
therefore seen in relation to each of the different elements in the definition, to investigate

whether the teachers” answers reflected them, and could be said to agree with the definition.

3.4 Teacher Interviews

Interviews were the second source of data for the present study, and in the current section, a
rationale for the choice of interviews, as well as a description of the design of the interview
guide, the data collection and the analysis of the interview data will be provided. Within the
embedded design in this study, the interviews provided valuable qualitative data, that was

beneficial to include in the study’s investigation of teachers” beliefs.

3.4.1 Rationale and design

To support the data provided by the survey, four interviews were conducted. The interviews
were based on a semi-structured interview guide (Appendix E), that provided me with the
flexibility and opportunity to ask follow-up questions, and to customize the timing of the
questions (Punch & Oancea, 2014). The interview guide consisted of fifteen questions, where
twelve of them were designed to discover information about teachers” understanding and
beliefs of in-depth learning, their beliefs about how to implement in-depth learning in their
teaching, and their perception of the revised English subject curriculum. The three remaining

questions covered background information.

Semi-structured interviews were chosen for the current study because of the opportunity
they provide in terms of accessing teachers” beliefs. The qualitative interview can be a key
venue for exploring how subjects experience and understand their world, and can provide a
special access to the experienced world of the interviewee through their own words (Kvale,
2007, p.8). Furthermore, a semi-structured interview guide provides the opportunity to adapt
each interview to each individual interviewee, where the timing and order of each question
can vary from interview to interview based on how the interview develops, and what direction

the answers of the interviewee leads us in. This way, the interview setting can become more
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authentic and conversational, which can be seen as important when you are interviewing
someone about something as personal as their own beliefs. As described in section 2.3.1,
teachers” beliefs are perceptions, thoughts and ideas about all aspects of teachers” work,
which teachers hold to be true, that can have a prominent influence on their practice (Borg,
2018; Harvey, 1986; Phipps & Borg, 2009; Skott, 2014). Since interviews are a good way of
exploring people’s perceptions, opinions, definitions of situations and constructions of reality
(Punch & Oancea, 2014), they could be used beneficially in the investigation teachers” beliefs

about in-depth learning.

In addition to providing an in-depth investigation, the interviews played a supportive
role within the study’s embedded design. This means that the interview data would not have
the priority, but rather play a supportive role, where the results from the interviews could
provide information about the same topics and questions that the survey investigated, but
these would be used as a comparison to the questionnaire data. This way, the results from the
interviews could be used to either support findings from the survey if that is the case, or to
show differences between the findings in the questionnaire and the interviews if that would be
the case. The results from the interviews could also provide a more in-depth understanding of
the closed-ended questions in the questionnaire. Furthermore, different and alternative
questions could be asked in the interviews, and questions from the questionnaire could be
formulated alternately, to see whether that would change the outcome of the results in the
interviews compared to the questionnaire. The interviewees in the current study had
participated in the survey as well, which made it highly interesting to see whether the findings
from the interviews would be different from the questionnaire, or if the EFL teacher
participants remained collectively constant in their beliefs. This can be seen in relation to a
side-by-side approach as described by Creswell (2014, p. 222), where the researcher first
presents the quantitative results, and then discuss the qualitative findings that can either
confirm or contradict the quantitative results. The comparison of the questionnaire data and

the interview data will be done in the discussion of the results in chapter 4.

3.4.2 Conducting the interviews

The four interviews were conducted within one week in December 2019, over the social
platform Skype. The choice of using Skype was made due to geographical distances between
myself and the participants. Skype enables you to have a video call, with both audio and
visual, which can make an interview through the platform similar to a physical interview.

Additionally, Skype is a platform that many people are familiar with and know how to use.
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However, one of the interviews was done over the phone, as one of the interviewees did not
have a Skype-account and preferred a phone interview as a solution. The interviewees taught

at schools in different regions in Norway, and both city and rural schools were represented.

The duration of each interview varied between twenty to forty minutes, as some of the
participants were at work during the interview and had colleagues coming in and out and
addressing them during the interviews. There were no technological difficulties or problems
that interfered with the interviews in any way. All of the interviewees were made aware of the
topic and purpose of the study, their rights, and that the interviews would be audio-recorded
and transcribed. To ensure that the interviewees were aware of this information, they were

sent a consent form for them to sign after the interviews were done.

The questions were often asked or formulated in different ways, or at different times in
each interview process, depending on the direction that the answer of the interviewee took us
in. However, the main points in the interviews remained the same, focusing on the
interviewees” understanding of, and relationship to in-depth learning, how they would work
towards in-depth learning in their English teaching, and whether they believed the length of
teaching experience would affect how a teacher perceived new learning focuses. As an
interviewer, I tried to stay as neutral as possible, without leading the interviewees in any
direction, or asking overly complex questions. Some of the participants had a lot to say and
discussed the questions swiftly while expressing their perception and beliefs. Others were
more unsure and cautious, and used more time to reflect upon each question, or needed me to
explain the questions more thoroughly. The interviewees seemed relaxed, content and
engaged during the interviews, and I remain grateful for their contribution and the

unproblematic experience.

3.4.3 Transcribing the interviews

Transcribing interviews can be a slow but necessary process. By using QuickTime Player on
Mac-10S to audio-record the interviews that were conducted through Skype and over the
phone, I could transcribe what was being said in the interviews into text, and then analyse it.
This was done in line with a consent from the University of Bergen to use private devices to
audio-record the interviews (Appendix G). The process of transcribing was slow, but
relatively straight forward. I played and replayed the interviews several times before writing
down sentence by sentence and adjusted them to ensure that what was transcribed became as

true to the interviews as possible.
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To facilitate comprehension, the interview subjects” spontaneous oral speech should
be rendered into a readable, written textual form (Kvale, 2007, p. 132). Therefore, I
intentionally left out a lot of pauses, fillers or disfluencies that appeared during speech,
especially during reformulations or doubt, like interjections without meaning. However, in
places where these seemed to be of significance to the meaning of what was being said, they
were included. The same was done with reactions in the form of laughter or body language. If
the beginning or the end of the interview included a lot of practical information to the
interviewee, or practical questions concerning contact information or similar, I intentionally
left that out as well, as I did not see it relevant for the analysis. What was said by the
interviewee was more interesting for the current study than sow it was said. Two interviews
were done in English, and therefore transcribed in English, while the two others were done in

Norwegian in line with the interviewees” preference, and therefore transcribed in Norwegian.

The audio files and the transcriptions were anonymized and stored safely as password-
protected files, to ensure the anonymity of the interviewees. Having finished the transcription,
I listened to the audio recording one last time, while reading the transcribed text along with it,
to control that I had stayed as true to the audio as possible in the transcription. The

transcriptions were then finalized and ready for analysis.

3.4.4 Analysing the interview data

With research questions that covered teachers” beliefs about in-depth learning, the analysis of
the interview data was based upon the meaning of what was said in the interviews, through a
content analysis (Kvale, 2007), by categorizing and meaning condensation of the data. The
process of analysing the interview data was done in line with Creswell’s (2014, p. 197) steps
for analysing and interpreting qualitative data. First, the data was organized and prepared for
analysis through transcribing, as described in section 3.4.3. Then, the data was read
thoroughly several times, to get a sense of the meaning and the overall impression of the data.
Next, the data was coded into seven different categories based on the overall impression of
the data, and reoccurring themes in the interviewees” answers, which made it possible to
identify frequently mentioned aspects as well as comparing the data from the different
interviews. These were colour-coded by hand (see appendix J). Kvale (2007, p. 105) explains
that coding is a key feature of the grounded theory approach to qualitative research, where
you code the meaning of a text into categories, to see frequencies and make comparisons.

Categorization is when the meaning of long interview statements is reduced to a few simple
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categories, where you can mark the occurrence or non-occurrence of a phenomenon in the

text analysed (Kvale, 2007).

The seven categories that were made were based on aspects that were mentioned that
was relevant to the current study’s research questions. For instance, answers about how the
interviewees planned to implement in-depth learning in their teaching would be coded into
one category, while answers related to the interviewees” personal experience with in-depth
learning would be coded into another category. Markers of different colours were used to
highlight different meanings that could be placed into the different categories (see Appendix
J). This provided an overview of the similarities and differences in the beliefs of the

interviewees. Based on the analysis, the following seven categories was made:
Category 1: Thoughts and beliefs about in-depth learning

Category 2: How to implement in-depth learning in the teaching of English

Category 3: Personal relationship or experience with in-depth learning

Category 4: The importance of in-depth learning in the new national curriculum
Category 5: The new competence aims and in-depth learning

Category 6: Different interpretations of the competence aims/ in-depth learning
Category 7: Age or experience’s relation to teachers” thoughts about in-depth learning

Since many of the answers from the interviewees were long segments of expressed
beliefs and thoughts, a brief further analysis of what was being said by each interviewee
within the different colour-coded categories was conducted to get a more extensive overview
of the data. By reading and rereading each unit of meaning, the essence of each unit was
organized into shorter segments, without changing the meaning of the unit. These shorter
segments will be used in tables that present a summary of relevant findings from the
interviews to the three research questions in chapter 4. According to Kvale (2007, p. 107), this
process can be called meaning condensation, where long statements are compressed into
briefer statements, where the main sense of what is being said is rephrased into a few words.
Meaning condensation can serve to analyse extensive and complex interview texts by looking

for natural meaning units and analyse their main themes.
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However, as meaning condensation was used upon the interview data to create clear
overviews of the interviewees” beliefs in chapter 4, entire quotes from the interviewees will
be presented and used as evidence of findings as well. These quotes will be contextualized
when presented and discussed, in line with Kvale’s (2007, p. 132) recommendations on how
to present interview findings. Relevant aspects that were only mentioned by one of the
interviewees will also be included in the tables that summarize interview findings in chapter

4, if these reflected the findings from the questionnaire.

3.5 Ethical Issues

Conducting a mixed-method study with teacher participants demands a moral and ethical
responsibility, and the participants” voluntary contribution is of fundamental value for the
current study. Thus, a commitment to ensure and respect the participants” rights was a natural
part of the study’s process. Since the study would be collecting personal data, the current
research project was evaluated by the Norwegian Centre for Research Data (NSD).
Permission to carry out the project was granted, and the study was considered to be in line

with national privacy policy and legislation (Appendix A).

Several measures were taken to ensure the protection of the rights of the participants
during this project, in line with the guidelines provided by the National Committees for
Research in Norway (2006). All of the participants were made aware of their rights and how
their anonymity and confidentiality would be secured in the first and second page of the
questionnaire, and they had to give their consent by checking off two boxes before they could
enter the questionnaire (Appendix C). The participants were also made aware that they could
withdraw from the study at any time. The volunteers for the interviews had participated in the
questionnaire first and had thereby given their consent. However, since the interviews were
audio-recorded, another informative consent letter was sent out to the interviewees to remind
them of their rights, and to ensure them their anonymity (see Appendix F). Any information
that could make the participants traceable or that could harm the participants in any way, such
as e-mails, names, specific information about schools, colleagues or similar, was deleted or
coded immediately, and the data collected was not altered in any way to satisfy predictions or

hypothesises.

Even though measures were made to avoid ethical concerns in the current project, my
dual role as a teacher-student and researcher can be said to have challenged this. For instance,

my own understanding of statements made by the participants in the interviews and the survey
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may have been infused by my own professional values and perception, despite attempts to
stay objective (Punch & Oancea, 2014). This issue will, however, be a challenge for most
researchers and studies, and by keeping this in mind and trying to stay as objective as
possible, as well as asking follow-up questions in the interviews if something was unclear, a
thorough attempt was made to avoid this potential ethical issue. Furthermore, a focus was
placed on avoiding disclosing only positive results, while data was represented accurately,
without falsifying authorship, evidence, data, findings or conclusions (Creswell, 2014). Also,
in an attempt to stay as transparent and ethical as possible, the analysis process and the data
results are communicated in an open and straightforward manner, which is meant to provide

the opportunity for others to determine the ethics of this study for themselves.

3.6 Validity and Reliability

It can be almost impossible to avoid the potential errors related to validity and reliability in a
study, but several procedures were included in the current study’s design to avoid such errors.
Validity determines whether the findings are accurate from the standpoint of the researcher,
the participant or the readers of an account, and is one of the strengths of qualitative research
(Creswell, 2014, p. 201). Validity refers to the extent to which an account accurately
represents the social phenomenon to which it refers (GIbbs, 2007), or, in other words, that the
researcher checks for the accuracy of the findings by employing certain procedures (Creswell,
2014). To meet Borg's (2018, p. 62) statement that Likert scales alone with not capture
teachers’ beliefs, the questionnaire was designed in a way that opened for the teachers to write
in their own words, both in the open-ended questions, as well after each part in the
questionnaire, where they could add information if they felt that the closed-ended questions
left anything out. Furthermore, a paramount focus was placed on avoiding double or leading
questions. The questionnaire was also piloted on four co-students and a lower-secondary
school teacher, to avoid such questions, and to ensure that the questions were understood in
the way I meant them to, to be able to collect the information that could be used for the
current study’s investigation. Several of the questions in the questionnaire was also designed
in a way that would collect the teachers” expressed beliefs through the use of expressions such

as “what do you think...” how do you understand...”.

Furthermore, by selecting an embedded design, the interviews could play a supportive
role, and could be used to check the validity of the other database and thereby increase the
confidence in the research data (Creswell, 2014). The semi-structured interview guide was

also piloted on a co-student to ensure that its” design would provide the right type of data and
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avoid the use of closed-ended, complex and leading questions (Friedman, 2012, p. 188), while
transcripts were cross-checked for possible mistakes that could have made during the
transcription process. To ensure credibility, negative or discrepant information (data that
supports other possible explanations) were investigated during the data analysis of both the
data from the open-ended questions in the questionnaire and the interview data (Friedman,

2012).

The selection of participants can also be mentioned as a threat to the internal validity of
this study, as all of the participants volunteered. The volunteers may be predisposed to have
certain outcomes (Creswell, 2014, p. 174), as their personal interest or curiosity towards in-
depth learning might have triggered them to answer, and the results from the study could
potentially have been affected by this. However, in line with Norwegian regulations, the study
had to be voluntary, and this threat can therefore be seen as somewhat inevitable. Another
possible threat to the validity is related to the questionnaire, where the participants potentially
could have been discussing the questions with others before they answered, as the
questionnaire was done online. This could potentially have affected the study’s outcome and
could have been prevented if I had the opportunity to gather the participants physically and let
them take the questionnaire under my supervision. This was however not an option, since [

wanted participants from several parts of the country.

Reliability refers to the consistency of the researcher’s approach and indicates whether
it is consistent across different researchers and different projects (Creswell, 2014, p. 201). For
the current study, reliability will be related to how the data was analysed, and how the use of
the study’s instruments could provide reliable data. Excel was used for the most quantitative-
natured data from the questionnaire (e.g. data from closed questions), where the automatized
export from SurveyXact provided less room for mistakes or errors. Excel would also secure
reliable calculations of percentages, as well as accurate comparisons between length of
teaching experience and other variables. Furthermore, all of the raw data from the
questionnaire was processed into Excel, so that a comparison between variables from the
open-ended questions could be compared to the length of teaching experience as well. The
use of Excel made this process relatively straight forward, where the data from each question
could be collected in brackets and compared to the data of another bracket. This enabled
consistency and stability, together with frequent checks of whether the comparisons were

made between the accurate brackets.
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In terms of the more qualitative data, colour coding was used, and to avoid possible
researcher bias (Creswell, 2014, p. 252) that this approach might yield, the colour-coding of
both the data from interviews and the data from the open-ended questions was conducted two
times, with several days apart, before it was compared to ensure consistency and to make sure
that there was not a drift in definition of codes (Creswell, 2014). The frequency of reoccurring
themes was calculated twice to ensure accuracy. Furthermore, all translations of quotes from
the interview data or the open-ended questions in the questionnaire that will be used as
evidence in chapter 4, was carefully read through before translation, to ensure the authenticity

through the translation. Examples of translations that were made can be found in Appendix K.

3.7 Limitations

With any research study, limitations will occur, and the current study is no exception. Among
the potential limitations for this study, the perhaps most obvious one is related to the fact that
all of the current study’s EFL teacher participants volunteered, which may have, as previously
discussed, predisposed the participants to have certain opinions or beliefs. I may, for instance,
have gotten a lot of teacher participants that felt like they knew enough to participate, whereas
others might have thought that they did not know enough about in-depth learning yet to
participate. However, this limitation is inevitable, as the NSD requires that participants have

to volunteer. Thus, findings in the current study may not be representative of all teachers.

Another limitation with the current study lies in the fact that a survey was used in the
study of teachers’ beliefs, whereas teachers” beliefs traditionally have been investigated from
a more qualitative approach. This limitation was however met through the use of qualitative
interviews, and five open-ended questions in the questionnaire that, during the analysis,
turned out to provide a whole lot more qualitative information that quantitative. In other
words, the data used for this study was, in the end, mainly qualitative, which I would argue
provided valuable, in-depth explorations that suited the investigation of teachers” beliefs quite
well. Furthermore, the term “understanding” was used sometimes used rather than the term
“belief” in the survey and interviews. I would however argue that this did not cause a
limitation of a significant character, as teacher cognition has been defined as what teachers
know, believe and think (see section 2.4), which in turn can be seen in close relation to how

someone understands something.

Questionnaires as a research tool can have some serious limitations, such as simplicity

and superficiality of answers, unreliable and unmotivated participants, participant literacy
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problems, little or no opportunity to correct the participants” mistakes, and social desirability
bias tool (Dornyei & Taguchi, 2009). Such potential limitations would however be present in
any research study using a questionnaire, but by using a side-by-side approach with the results
from the interviews, an additional source of data that could question the data results from the
questionnaire, and either support them or not support them. Another potential limitation can
be connected to the fact that the survey was designed and conducted in Norwegian (see
section 3.3.1) and translated into English during the analysis of the data. This was however
done carefully to obtain the authenticity of the answers from the participants, and without

changing the meaning or essence in any way.

An interview situation can make the interviewee filter the information and their views
or provide biased responses due to the researcher’s” presence (Creswell, 2014, p. 191), and
naturally, this could be a potential limitation for the interviews in the current study as well.
The potential limitations were however kept in mind, and questions and formulations were
made in the attempt to limit the occurrence of these. It can however be mentioned here that
the current study relies on the answers from teachers, and even though the questions were
designed with a focus to not steer the answers in any direction, there is no guarantee that the

teachers actually do what they say they do (Friedman, 2012).

The number of participants in the current study can be said to be too low to make it
generalizable to all English foreign language teachers in Norway, and the findings can be seen
as specific to the study and not necessarily transferrable to other contexts. Additionally, the
comprehensive and long answers from the questionnaire provided information that I chose to
analyse instead of making use of inferential statistics, and the analysis can therefore be seen
as a descriptive analysis. However, the findings of the current study mirror the beliefs of
teachers thorough the period of implementing a new curriculum, and these can be interesting
to look at in the future, to see whether the teachers actually follow up their initial beliefs of a

new curriculum.

Finally, it should be mentioned that with the current study’s use of mixed methods, the
qualitative-natured data was sometimes processed as quantifiable data, as the occurrence of a
category in the participants” answers were counted to illustrate which categories were most
frequently used in the teachers” explanations. Some would potentially argue that this could be
a limitation, as qualitative data traditionally is not quantified. However, the use of qualitative,

quantifiable data in the current study can be justified, as the “the use of number is a legitimate
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and valuable strategy for qualitative researchers when it is used as a complement to an overall
process orientation to the research” (Maxwell 2010, p. 480). In other words, to be able to
process the large amount of qualitative data that occurred from this study, some of the data
was made quantifiable, as it became beneficial and efficient in the process of understanding

the overall research results.
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4 PRESENTATION AND DISCUSSION OF FINDINGS

In this chapter, the key findings for this mixed-method study about EFL teachers’
beliefs regarding in-depth learning and the revised English subject curriculum will be
presented and discussed. The findings will be presented in correspondence to the three
research questions that guide the current study. Each main section in the current chapter will
include a brief introduction, followed by a presentation of the findings from the survey and
interview data, and a discussion of the findings in relation to relevant literature and theory.
Since the survey served as the main source of data in the current study (see section 3.1), these
findings will be addressed initially within each section, before turning to the findings from the

interviews.

Section 4.1 in this chapter will provide a brief presentation of the background
information for the teacher participants in the current study. Section 4.2 will present findings
related to the first research question, about to what extent the EFL teachers could be said to
agree with the Directorate for Education and Training’s definition (Utdanningsdirektoratet,
2019a), and how their beliefs about in-depth learning were visible in their understanding of
the concept. The next section, 4.3, will present the findings related to the second research
question, about whether the EFL teachers shared common beliefs of how in-depth learning
could be implemented in general studies” English. Section 4.4 will address the findings
connected to the third and final research question, about whether there is a possible
relationship between the teachers” beliefs and the length of teaching experience. Finally, a

summary of the main findings from the chapter will be provided in section 4.5.

4.1 Background Information

Through this section, some background information about the current study s participants will
be presented. This includes general background information such as gender, age and length of
teaching experience, but also information about their previous knowledge and work with the

concept of in-depth learning.

4.1.1 Gender, age and length of teaching experience

Gender, age and teaching experience among the survey participants are presented in figure 3.
There was a slight majority (63.0%) of female participants that responded to the
questionnaire. However, there was a relatively equal variation in age among the participants,
with approximately half of the participants (30) under the age of forty, and the other half
above forty (24).
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Gender Age

@ Female (34)

20
16
10
0O Male (20) . 5 3
E ==

Under30 31-40 41-50 51-60 Over 61
years years years years years

Figure 3: Gender and age among the survey participants.

There was also an even distribution of teacher experience among the survey participants
(see figure 4). This was of importance for the current study, as the EFL teachers” of
experience is a major part of the investigation, where the length of teaching experience will be
compared to the beliefs and statements about in-depth learning. Fourteen of the participants
(26.0%) had less than 5 years of teaching experience, twelve (22.0%) had between 5 and 10
years of teaching experience, twenty (37.0%) had between 10 and 20 years” experience, and

eight (15%) had been 20 and 40 years” experience.

The data was therefore analysed with two groups of participants that had under ten
years of teaching experience (48.0%), and two groups with more than ten years” experience
(52.0%). There can be some overlap between the experience groups, because the participants
were asked about their experience through the use of scales like 5-10 and 10-20, instead of 5-
10 and 11-20. However, the main division of under and over 10 years of teaching experience
will still provide an accurate presentation of the overall findings from this study, and the

possible overlap should not affect the overall findings.

Teaching Experience

Under 5 years 5-10 years 10-20 years 20-40 years

Figure 4: Teaching experience among the survey participants.
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As described in chapter 3, four teachers participating in the survey volunteered for the
subsequent interviews. These were all female with different lengths of teaching experience
and will be referred to as R1, R2, R3 and R4 in the current study to ensure their anonymity

(see table 4).

Table 4. Background information of the interviewees.

R1: 20-40 years” experience
R2: Less than 5 years” experience
R3: 20-40 years” experience
R4: Less than 5 years” experience

4.1.2 Previous knowledge and work with in-depth learning

To get an impression of the EFL teachers” previous knowledge about in-depth learning, they
were asked to state how familiar they were with the Directorate for Education and Training’s
definition of the concept of in-depth learning (Utdanningsdirektoratet, 2019a). As shown in
figure 5, the majority of the participants (46.0%) had previous knowledge of the concept, and
together with the participants that were “somewhat familiar” with the concept (44.0%), this
meant that 90.0% of the 54 participants felt that they had prior knowledge of the Directorate’s
definition of the concept. In contrast, only 8.0% of the participants stated that they had no or

little previous knowledge of the concept, from the way it is defined by the Directorate.

"Are you familiar with the Directorate’s definition of in-depth learning?"

HYes

B Somewhat familiar
B Neither nor

B Not very familiar

No

Figure 5: Previous knowledge of the Directorate’s definition of in-depth learning, in

percentages (survey participants).

As figure 6 shows, the majority of the survey participants (66.0%) stated that they had been

working with in-depth learning prior to their completion of the questionnaire in December
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2019 and January 2020. A total of 23.0% of the participants disagreed which suggested that

they had not been given any time to work with the concept in their school yet.

Statement:
"The school | am employed at have been giving us time to discuss and cooperate
about in-depth learning”

H Fully agreed (18)
M Agreed to some extent (18)
m Neither nor (6)

m Disagreed to some extent (9)

Completely disagreed (3)

Figure 6: The survey participants” previous work with in-depth learning, in percentages.

If we compare figure 5 and 6, 66.0% of the participants stated that they had been given time
to work with in-depth learning at their school, while over 90.0% stated that they were familiar

with the Directorate’s definition of the concept of in-depth learning.

Findings from the interview analysis also showed that the interviewees had previous
knowledge about in-depth learning, as all four of them stated that they had been working with
the concept in their schools (see Appendix J). From this, the findings from the questionnaire
and interviews can be said to indicate that the majority of the participants in this study had
previous knowledge of the concept of in-depth learning, even though not all of them had been

given time to work with the concept in their school yet.

4.2 Beliefs about In-depth Learning

One of the current study’s aims is to investigate to what extent the EFL teachers could be said
to agree with the Directorate for Education and Training’s definition of the concept of in-
depth learning, and how their beliefs about in-depth learning were visible in their
understanding of the concept. The current section will present findings related to this
investigation, and these findings will be discussed in the light of the Directorate’s definition
of the concept, as well as Norwegian researchers” descriptions of the concept. Initially, a brief
discussion about the findings related to the potential challenges of in-depth learning will be

provided, as this has been a central part of the debate in Norway.
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As described in section 2.3.1, teachers” beliefs are, in the current study, defined as
perceptions, thoughts and ideas about all aspects of teachers” work, which teachers hold to be
true, that can have a prominent influence on the individual teacher’s practice, (e.g. Borg,

2018; Harvey, 1986; Phipps & Borg, 2009; Skott, 2014).

4.2.1 Interpreting in-depth learning

A part of the survey and interviews in the current study aimed to investigate the EFL teachers’
perception about to what extent in-depth learning could cause confusion, as this can be seen
as a central part of their beliefs about the concept as well. This was made a part of the study’s
investigation especially due to the ongoing debate about the term in the Norwegian
educational sector, as addressed in section 2.3.1, where the importance of a common
understanding of the concept has been stressed by Norwegian educators. From the findings
presented in figure 7, it is clear that the majority of the teacher participants (89.0%) agreed or
agreed to some extent to the statement suggesting that in-depth learning could be interpreted
and understood differently among Norwegian teachers. Only 3.0% of the participants
disagreed with the statement. Additionally, 74.0% of the participants had some level of
agreement with the statement that suggested that a different interpretation or understanding of
the concept among teachers could cause unpredicted consequences for the Norwegian school

and its” pupils. 13.0% of the participants disagreed with this statement.

Statement: Statement:
"In-depth learning as a concept can be "If teachers interpret and understand in-
interpreted and understood differently depth learning differently, it may result
among teachers" in unpredicted consequences for the

school and the pupils"
0%
m Fully agreed (21)

m Fully agreed (23)

m Agreed to some

extent (27) m Agreed to some

extent (17)

= Neither nor (3) H Neither nor (7)

H Disagreed to some

H Disagreed to
extent (3)

some extent (6)
Completely
disagreed (0)

Completely
disagreed (1)

Figure 7: The survey participants” agreement to statements about in-depth learning.

Similar to the findings from the survey, the results from the interviews showed that the

interviewees” saw a possible challenge with in-depth learning as well. For instance, R3
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expressed that there is a need for clarification among teachers, and a common understanding
of what should be done when she was asked about whether she thought that there could be
any potential challenges or confusion with the concept of in-depth learning. She stated the

following:

[...] I do think that we need to get a tiny clarification among us, what is like... yeah.
[...] I do think that we place different meanings into it, and I think we will even though
we talk about it, but I think it is important that one can get a somewhat common

understanding of what should be done and not...

When R4 was asked the same question, she explained that she had come across several
definitions of in-depth learning, but she thought that the potential challenges with the concept

would be met in the near future. She stated the following:

Yeah. Ehm... I think that there are a few different definitions that I have come across,
but I think that — while launching this, these new competence aims and making a

definition, or a general definition of deep learning, I don't think it will be a problem...

Based on the findings from figure 7 and the interview statements above, the EFL teachers in
the current study seemed to share the belief that in-depth learning as a concept had the
potential to raise confusion among teachers, and that this could have unpredicted
consequences. This supports what Gilje et al. (2018) describe as the challenge of working
with in-depth learning in Norwegian schools, namely that there may exist several different
perceptions about what in-depth learning actually entails. As explained in section 2.3.1, in-
depth learning and its meaning in the Norwegian context has been a matter of debate for a
couple of years, whereas researchers who work with the term in Norway have explained that
if teachers understand the term differently and act on behalf of this, the result can be that
teachers make pedagogical choices that do not contribute to in-depth learning (Breyn, 2019,
p. 2). At the same time, the translation of literature about in-depth learning from several
different educational fields that may operate with the term in a vastly different manner than
we do in Norway, (e.g. Fullan et al., 2018) can be seen to cause additional confusion to the
matter. Furthermore, the definition of in-depth learning that has been used in Norway has
changed and developed in the Norwegian government documents through the years (Broyn,
2019). Altogether, these factors may have contributed to the EFL teachers” beliefs that the
concept of in-depth learning can cause challenges for the Norwegian school, and that there is

a need for a more general definition that teachers can work with.

68



According to Gilje et al. (2018), this possibility for confusion should be met in the
Renewal of the Subjects with didactical models and concrete examples of how in-depth
learning can be realized, and signal a need for more research about in-depth learning and how
it can be realized in Norwegian classrooms. At the Directorate for Education and Training’s
webpages, there are now support tools and planning tools available for schools to use in the
work with the implementation of the new national curriculum. These tools contain questions
of reflection like “How do we understand in-depth learning in our school?” and “Are we
doing anything today that prevents in-depth learning?”. This suggests that awareness about
the importance of a common understanding about in-depth learning among teachers has
emerged and that the potential challenges with the concept, as suggested by the participants in

the current study, have, to some extent, been identified and met.

4.2.2 Level of agreement to the Directorate’s definition

A part of the investigation within the first research question in the current study is related to
what degree the participants can be said to have agreed with the Directorate for Education and
Training’s definition of in-depth learning. To investigate this aspect, the six elements of the
Directorate’s definition (see section 3.3.3 in chapter 3) was used. This will also provide an
opportunity to investigate how the EFL teachers” beliefs were visible in their understanding of

the concept.

Table 5 presents categories that were frequently used by the participants in the survey to
explain how they understood in-depth learning, and if we compare these findings to the six
elements from the Directorate’s definition, several similarities can be identified. As
mentioned in chapter 3, the open-ended questions in the questionnaire data were categorized,
and will be presented as such. The focus on the discussion of the research questions has
limited the discussion of some of the coded categories for the open-ended questionnaire
questions, since the participants tended to answer in a much longer and more comprehensive
manner than what was asked of them. Therefore, not all categories or elements will be
discussed here. The answer from a single participant could include several categories
depending on what he or she mentioned, and table 5 illustrates how many of the participants
mentioned that mentioned a certain category. The participants” full answers to the

questionnaire and interviews can be found in the appendices section (Appendix H and J).
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Table 5. Categories used to explain in-depth learning among the survey participants,
compared to length of teaching experience.

20-40 10-20 5-10 Less than In
experience | experience | experience | experience

®) (20) (12) (14) | N=54

Larger 4 12 9 8 33
context/interdisciplinarity (61.1%)

Going “in-depth”, not 6 8 6 6 26
memorize facts (48.1%)

Connect knowledge to new 1 9 3 6 19
situations or daily life (35.2%)

Reflection & understanding 3 6 3 3 15
(20.8%)

Time-aspect (deep learning 1 6 2 2 11
is built over time) (20.4%)

Less content & fewer 3 3 1 1 8
competence aims (14.8%)

Seeing a topic from 3 2 2 1 8
different angles and connect (14.8%)

reasons

Same as UDIR 1 4 1 1 7
(13.0%)

Learning to learn 2 3 1 0 6
(11.1%)

Other 0 2 2 2 6
(11.1%)

Evaluate sources 0 2 1 1 4
(7.4%)

“Higher-order learning” 2 0 2 0 4
(7.4%)

With the use of interviews, more in-depth information about the EFL teachers” beliefs
about in-depth learning could be provided, as the findings from the interviews could be
compared to the findings from the questionnaire and then either support them or oppose them.
For instance, when the interviewees were asked about their beliefs about in-depth learning,
two of the most frequently mentioned categories among the survey participants” were equally

mentioned in the interviewees” explanations as well (table 6). R1 and R4 mentioned that they
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saw in-depth learning as learning where you look beneath the surface of a topic. For instance,

R4 stated the following:

1 as a teacher understand deep learning as the ability to look beneath the surface of a
topic. That's the short answer.
Furthermore, R1 and R2 recognized in-depth learning as when you learn and use knowledge
across several subjects. For instance, when R2 was asked about how she understood in-depth

learning, she stated the following:

Alright, so deep learning - what I believe it means is that you can use your knowledge
over several subjects. So not just going deep within a subject within one course, like in

English, but you can actually use it over several courses.

R1 also mentioned that in-depth learning meant that you were focusing on learning a few
things instead of many, similar to R3’s belief that in-depth learning meant spending more
time on larger topics. R2 and R3 explained that cooperation between teachers would be an
important aspect of in-depth learning, while R3 expressed that she believed in-depth learning
to be an opportunity for pupils to explore things from their existing knowledge. These are
aspects that will be discussed in relation to the EFL teachers” beliefs about how to implement

in-depth learning in section 4.3.

Table 6. The interviewees expressed beliefs about in-depth learning.

Similar beliefs among the interviewees:
1. In-depth learning can be seen as the opposite of surface learning, where you look beneath the
surface of a topic (R1 and R4)
2. In-depth learning is when you learn and use your knowledge across several subjects (R1 and
R2)

3. In-depth learning will demand more cooperation between teachers (R2, R3)

Other aspects of interest:
1. In-depth learning means using more time on larger topics (R3)
2. In-depth learning is when you are learning a few things instead of many (R1)

3. In-depth learning can be an opportunity for each pupil to explore things from what they already

know or are interested in (R3)

The category “larger context/interdisciplinarity” was mentioned in the answers of over

60% of the survey participants (see table 5). The category covered answers that explained in-
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depth learning as a form of learning or a learning process, where the pupil builds up
knowledge, an understanding or skills that will enable him or her to connect a topic to a larger
picture, either within or across disciplines. An example of a typical answer within this

category was given by a participant with between five and ten years” experience:

In-depth learning is about covering a topic in a way that the pupils not only remembers
information, but understand the topic, the background of it, its" connection to another

topic, etc. It is about giving the pupils a puzzle piece that fits into the whole [ ...].

This belief about in-depth learning was also reflected in two of the interviewees” answers (see
table 6), and can be seen in relation to the second element in the Directorate’s definition,
related to the learner gaining a lasting understanding of concepts, methods and connections

within a subject, and between disciplines.

This perception of in-depth learning can also be said to support Flatas” (2017)
explanation of the concept, who place an emphasis on the fact that in-depth learning is a form
of learning where the pupils gradually develop their understanding of terminology and
concepts within a subject or in interdisciplinary areas. Equally, Gilje et al. (2018) also place a
focus on this aspect when they relate in-depth learning to the ability to work within and across
subject or knowledge areas. From this, the findings from the study can be said to show that
the participants believed that a central aspect of in-depth learning is related to the ability to
connect knowledge to a larger context, both within the subject and across subjects. This can
again be said to support Gilje et al. (2018), Flatas (2017) and the Directorate for Education
and Training (Utdanningsdirektoratet, 2019a).

The category “going in-depth, not memorize facts” was mentioned in 48.1% of the
survey participants” answers, where in-depth learning often was explained as a type of
learning that does not focus on the memorization or reproduction of factual knowledge, but
rather a type of learning that went in-depth within each topic. An example of an answer that
was placed in this category was given by a participant with between five and ten years’

experience:

It seems clear that in-depth learning is a term that is being discussed, and maybe it is
easier to describe what it is not than what it is. To put it simply, I believe that in-depth
learning is to work with something more than only on the surface. It is something else

than memorizing or reproducing facts [ ...]
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This view of in-depth learning can be said to support both Flatés (2017) and Gamlem and
Rogne (2018). As discussed in section 2.4.3, Flatas (2017, p. 8) argues that there has to be a
change from memorizing facts to knowing where to find the facts, to a focus on developing
the pupil’s knowledge about where factual information can be found and when they can and
should use it. At the same time, Gamlem and Rogne (2018, p. 9) explains that pupils will have
to be given enough time to work thoroughly with some topics that can build their competence,
rather than working briefly with many different topics. This can again be seen in relation to
in-depth learning as the opposite of surface learning, as reflected in two of the interviewees’
answer (see table 5). Because even though few of the survey participants used the term
“surface learning” to illustrate what the opposite of in-depth learning was, the aspect “going
in-depth, not memorize facts” can be said to identity surface learning if you see it in line with
the description of “The surface approach”, as presented by Beattie et al. (1997) in section
2.4.2. This could again be connected to the category “less content, fewer competence aims”
which was mentioned by 14.8% of the survey participants, or to R1’s following comment,

from when she was asked how she understood in-depth learning:

I mean, basically, I understand in-depth learning as where you focus a lot on one topic,

and then rather talk about few things instead of many.

This can also be seen in relation to the second element in the Directorate’s definition
(Utdanningsdirektoratet, 2019a) (see table 6, chapter 3), where there is a focus on lasting
knowledge, as well as the fourth element in the definition related to the learner’s ability to use
what he or she has learned in new situations. If there is a shift from memorizing facts to going
more in-depth within some topics instead of many, as well as placing a focus on lasting
knowledge, and a knowledge of where to find and when to use factual knowledge, this will

enable the learner to use this in different or new situations as well.

The category “Connect knowledge to new situations or daily life” was mentioned in
over 35% of the survey participants” answers, and covered answers that suggested that in-
depth learning was related to the ability to connect knowledge to new situations or daily life.
An example of a typical answer that was placed in this category was given by a participant
with between ten and twenty years” experience, who included the following statement in

his/her description of in-depth learning:
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[...] A connection between learned knowledge and other knowledge. An understanding
of how this relates to outside-school-phenomena. An ability to recognize and apply

knowledge and competences in areas where one has not used them before.

The answers in this category can be said to reflect both the fourth element in the Directorate’s
definition, with the ability to use what one has learned in different ways which daily life will
require, and the fifth element with the ability to do this in both familiar and unfamiliar
situations that will occur in daily life and new situations. Support for Gamlem and Rogne
(2018, p. 9) can also be found from this category, as they highlight that pupils that work with
in-depth learning will be able to transfer the knowledge they have learned to new situations.
In other words, this suggests that the knowledge that a pupil gain from for instance the
English subject, can be transferred and taken into use in new situations, in other subjects or
daily life. Again, even though this aspect was mentioned by about 35% of the survey
participants, none of the interviewees mentioned this aspect in their explanation of in-depth
learning. This finding suggests that this aspect of in-depth learning is something that
Norwegian EFL teachers can be made more aware about, since the aspect is outlined in the
Directorate’s definition, but is not necessarily what comes to mind among teachers when
describing in-depth learning at the current moment. At least, this was the case for the

interviewees that participated in the current study.

The category “reflection and understanding” was mentioned in over 20% (20.8%) of the
survey participants” answers about in-depth learning, and suggested that in-depth learning
meant that the learner developed an ability to reflect over his or her own learning, or to
develop an understanding of how he or she learns. Reflection and understanding were placed
in the same category as these often were mentioned together, and the category can also be
seen in relation to the third element in the Directorate’s definition, namely that it involves a
reflection over one’s own learning (Utdanningsdirektoratet, 2019a). Two examples of answers

that were placed in this category are given below:

Participant with between 20-30 years” experience:

The pupils should be able to reflect upon, talk about and understand how learning

happens [ ...]

Participant with between 10-20 years” experience:
But in-depth learning has a larger focus related to understanding, processing and

approaches [...]
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This aspect of in-depth learning can also be seen in line with several of the descriptions from
the researchers in section 2.4.3. For instance, with Flatas” (2017) view, where in-depth
learning is seen to require the pupil to reflect over new learning material and be active in the
learning process, and in line with the view of Gamlem and Rogne (2018), who also describe
in-depth learning as the pupils” development of understanding. However, none of the
interviewees mentioned this aspect in their explanation of in-depth learning, and the findings
from the current study may therefore suggest that this aspect of in-depth learning is something

that can be made clearer to EFL teachers.

The results from the survey also showed that the category “time-aspect” was mentioned
by over 20% of the EFL teacher participants in their descriptions of how they understood in-
depth learning. Although some of these were related to simply spending more time on each
subject, most of the answers suggested that in-depth learning can provide long-lasting
knowledge, which will take time to build. This aspect of in-depth learning may be seen in line
with the first element in the Directorate’s definition, which states that the learner will have a
gradual development of knowledge. The two quotes below are examples of answers that were

placed in this category:

Participant with between 10-20 years” experience:
1 think that in-depth learning is learning that lasts longer than after you have submitted

a test/evaluation [ ...].

Participant with between 20-30 years” experience:
1 think that in-depth learning should provide a foundation for a more lasting knowledge,

that is built up over time [...].

Furthermore, this aspect was also mentioned in R3’s description of in-depth learning (see
table 6). This aspect is also mirrored in several of the Norwegian researchers” descriptions
that were presented in section 2.4.3. Gilje et al. (2018, p. 25) particularly emphasise this
aspect, as they describe in-depth learning as the pupil’s ability to gradually develop his or her
understanding of terms within a discipline, and that in-depth learning requires work with both
knowledge, competences and methods over a longer period of time. Similarly, both Flatés
(2018, p. 8) and Gamlem and Rogne (2018, p. 9) explain in-depth learning in line with the
idea that pupils are supposed to develop a lasting understanding within a topic or area of
knowledge, and that this takes time. Voll and Holt (2019) also highlight the time-aspect, as in-

depth learning requires the ability to organize knowledge, and that will take time and practice
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from the pupil. This aspect can also be seen in line with the second element of the
Directorate’s definition, related to “lasting understanding” and “gradual development”

(Utdanningsdirektoratet, 2019a).

Although the findings could be said to support the first five elements of the
Directorate’s definition, support for the sixth element, related to the learner’s ability to use
knowledge in various contexts alone or together with others, was not found nearly as often in
the answers. However, it was mentioned by a few participants, like the following example

from a survey participant with ten to twenty years” experience shows:

[...] In-depth learning is as far as I can understand, not a product, but a process to

learn alone and/or in cooperation with others.

This was however the only element from the Directorate’s definition that very few of the EFL
teacher participants” beliefs could be said to support. This finding can suggest that overall,
there was a seemingly high agreement between the EFL teachers” beliefs about in-depth
learning, and how the Directorate for Education and Training define the concept of in-depth

learning.

Aspects of in-depth learning that were mentioned by three or less of the survey
participants were placed in the category “other”. One of these answers stated that in-depth
learning could be difficult to measure, while another stated that in-depth learning meant that
pupils could take part in deciding what content should be learned. However, not more than
11.1% of the survey participants included descriptions of other aspects that did not fit into the
specific categories, and often, these were mentioned together with aspects that did fit into the
categories. This finding can therefore be said to implicate that there existed relatively
common beliefs about what in-depth learning is among the EFL teachers that took part in the
current study. Furthermore, none of the interviewees mentioned aspects of in-depth learning
that stood out in any particular way, and the essence of their answers related to how they
understood in-depth learning generally reflected the findings of the questionnaire. The
interviewees did, however, not mention reflection and understanding, or the ability to connect
knowledge to new situations in their explanations of how they understood in-depth learning,

which stood in contrast to the survey findings.

In total, the findings provided by the questionnaire and the interviews related to the first

research question indicate that the majority of the EFL teachers’ in the current study seem to
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have believed that in-depth learning is a type of learning that connects new topics and
knowledge to a larger context either within the same subject, across disciplines or new
situations. Additionally, they expressed that this means to go deeper into each topic and
spending more time within each topic, while avoiding a memorization of factual knowledge.
They also expressed beliefs about in-depth learning being a learning process that develops the
ability of reflection and understanding in the learner, and that this process will take time.
From this, their beliefs can show support for several Norwegian researchers” descriptions of
the concept (e.g. Flatds, 2017; Gamlem & Rogne, 2018; Gilje et al., 2018; Voll & Holt, 2019).
What the findings did not support, was the more creative aspect of in-depth learning, as
proposed by Ostern et al. (2019), as well as the importance of creativity related to the concept,
as suggested by Flatas (2017). The idea that frequent evaluation would be important to in-
depth learning, as suggested by Qyehaug (2019) based on Wiske's (1998) ideas, could not be
said to have been supported here either. However, even though these aspects were not
reflected in the participants” beliefs of how in-depth learning can be understood, this may be
due to the fact that these creative aspects and evaluation can be seen in relation to approaches
to the concept, rather than the meaning of the concept, and approaches will be dealt with later

on in the current chapter.

The majority of teacher participants in the current study can also be said to have had a
high level of agreement with the Directorate for Education and Training’s definition, as the
five out of six of the key elements in the definition have been reflected in the majority of the
answers from the survey participants and the interviewees. Considering the fact that the
content and guidelines of the national curriculum is binding for Norwegian teachers (see
section 2.2.2), this finding can be seen as only right, but also important as it shows that there
exists a common perception of the concept, at least among the current study’s participants. At
the same time, it must be mentioned that the definition of the Directorate was included in the
first page of the questionnaire, but the participants were not able to go back to the page where

the definition was attached when they were to write how they understood in-depth learning.

4.3 Implementing In-depth Learning

According to Gilje et al. (2018, p. 27) the challenge for teachers in the time to come, will be
how they can organize the teaching and education in a way that the pupils get the resources
they need to investigate and go in-depth with the content. This can be seen in line with the
findings that will be presented in this section, about whether EFL teachers share common

beliefs regarding how a focus on in-depth learning can be implemented in their English
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teaching in the light of the new English subject curriculum. The approaches mentioned by the
participants will be discussed in relation to Norwegian research and theory about how in-
depth learning may be achieved. A possible influence from CLT or Norwegian curricula will
also be commented where this is found relevant, as these will influence Norwegian EFL

teachers’ beliefs of in-depth learning in the English subject.

Table 7 presents what the study’s participants mentioned most frequently while
explaining how they would implement a larger focus on in-depth learning in their teaching of
the revised English subject curriculum. The results were sorted into eight categories, with
relatively evenly distributed scores. Four categories were mentioned in more than 35% of the
participants” answers, and these were “cooperation across subjects” (38.9%), “a focus on
learning strategies and basic skills” (37.0%), “group- or project work, discussions, debates”
(37.0%), and “work more with resources/tools; use them to see different angles of a topic”
(35.2%). Furthermore, almost 30% (29.6%) of the participants mentioned approaches or
methods that did not fit into the seven specific categories, and these were put in the “other”
category. These were approaches or methods that were mentioned by three or fewer of the

participants.

Table 7. Categories used to describe implementation of in-depth learning among the survey

participants.
20-40 10-20 5-10 Lessthan 5 | In total:
Category years’ years’ years’ years’
Description: experience  experience experience  experience
P ®) (20) (12) (14) N=54
Cooperation within, and 2 10 5 4 21
across subjects (38.9%
Focus on learning 5 8 4 3 20
strategies and basic skills (37.0%)
Group- or project work 4 5 5 6 20
and oral activities (37.0%)
Work more with 2 6 6 5 19
resources/tools; use them (35.2%)
to see different angles of
a topic
Spending more time 2 6 6 4 18
(33.3%)
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Other 2 8 2 4 16

(29.6%)
Make the teaching more 3 2 4 5 14
pupil-related (26.0%)
Use more time on 1 4 2 4 11
reflection (20.4%)
Relate the subject to 2 1 0 1 4
future work or higher (7.4%)
education

Several findings from the interviews can be said to support the results from the survey.
Both cooperation across subjects, an increased focus on work with text or basic skills, use of
news or current events as resources, providing more time, building upon the pupils former
knowledge and using more time on reflection was mentioned in the interviewees” descriptions
of how they would implement a larger focus on in-depth learning with the revised English
subject curriculum (see table 8).

Table 8. The interviewees beliefs about the approaches to in-depth learning.

Similar beliefs among the interviewees:

1. Introducing background/history with new topics and connect each topic to a larger
context/picture (R1, R2)
2. Cooperation across subjects (R1, R2, R3)
3. Working more with texts (R1, R3)
4. Use news or current events (R1, R2, R3)
Other aspects of interest:

Not a particular difference from current teaching (R3)

Give the pupils more time on each topic (R1)

Try to dig out previous knowledge among the pupils with new topics (R3)
Cooperation with other teachers (R2)

Question the pupils” answers in class, and make them reflect over their answer (R4)

A

Working with basic skills that can be used across subjects, such as analysing texts or pictures,

writing and structuring a text, and working with sources (R1)

4.3.1 Cooperation across subjects

The category “cooperation across subjects” (see table 7) contains answers that suggested that
in-depth learning could be implemented through a more frequent or solid cooperation between
teachers, both within the subject, and across subjects. This can be said to refer to the
interdisciplinary and larger context-aspect of in-depth learning, which the majority of the

current study’s participants also believed to be a central part of how in-depth learning could
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be understood (see table 4 and 5 in section 4.2). An example of a typical answer that was
placed in this category was given by a participant with between ten and twenty years’

experience, that stated the following:

Interdisciplinary work with other subjects/teachers/classes will be central, but you do
not necessarily have to have big projects. It can also mean to work with the same topics
or skills within several subjects, and to have the pupils use what they have learned in a

subject, also when they meet similar challenges in other subjects and contexts.

Similarly, both R1, R2 and R3’s answers (see table 8) could be said to mirror this approach.
For instance, R3 stated the following when she was asked about how she would implement a
larger focus on in-depth learning in her teaching:
The way I understand the term, and the way I view it in English, then it does not look
like a huge change, really, what I see is that it might facilitate for more cooperation
between subjects [...]
Furthermore, the findings are supported by other survey responses. As shown in figure 8, over
75.0% of the participants agreed to the statement that in-depth learning will require teachers
to cooperate more, and have a constant dialogue about what in-depth learning means, while

only 8.0% disagreed.

Statement:

"In-depth learning will require teachers to cooperate more, and have a constant dialouge
about what in-depth learning means"

M Fully agreed (26)

m Agreed to some extent (15)
M Neither nor (9)

M Disagreed to some extent (2)

Completely disagreed (2)

Figure 8: Level of agreement regarding in-depth learning and cooperation (survey

participants).

In other words, one of the approaches that the majority of the EFL teachers” believed
they would use to implement a larger focus on in-depth learning in their English teaching, was
through increased cooperation across subjects. More cooperation across subject can be seen in

line with the fact that in-depth learning is supposed to develop the learner’s ability to connect
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his or her knowledge in a topic to new contexts or situations, both within the subject and
across subjects, as suggested by several of the Norwegian researchers (Gamlem & Rogne,
2018; Gilje et al. 2018; Flatds, 2017). Furthermore, the aspect of cooperation and
interdisciplinary work can be seen in relation to the fact that the English subject curriculum
now includes the two overarching interdisciplinary topics health and life skills, and

democracy and citizenship (see section 2.2.3).

4.3.2 Work with texts, basic skills & learning strategies

Another approach of implementation that was mentioned by several (37.0%) of the survey
participants, and by R1 and R3, was more focus on basic skills and learning strategies, such as
working with texts or writing. The category “focus on learning strategies and basic skills”
from the survey (see table 7) referred to answers that suggested that a larger focus on in-depth
learning in the English subject should be met with a focus on developing basic skills, such as
writing and reading, as well as providing and practising learning strategies such as analysis
and interpreting, that could enable this development. An example of a typical answer that was
placed in this category was provided by a participant with between ten and twenty years’

experience, who stated the following:

We will focus more on skills and an understanding of the skills — for instance, not only
that we write with structure, but realize what effect strong/weak structure will have on

the reader — how we are influenced by literary devices, and how we influence.

Work with texts was also outlined in R1’s answer when she was asked how she would

approach a larger focus on in-depth learning in her teaching:

For instance, we have the five-paragraph essay, and that is an example of in-depth
learning, because then you will learn the structure and way of working with sentences
[...] And it is actually in-depth learning because when you have learned it once in

English, then you can transfer it to Norwegian, History and, yeah...

Like R1 suggests here, the connection between in-depth learning and basic skills lies in the
transfer value that basic skills can have to other subjects. This can be seen in relation to Voll
and Holt’s (2019) model, as presented in section 2.4.3, where in-depth learning is seen as the
ability to organize knowledge, which is achieved through skills that are acquired through
strategies and procedures that the pupil have to get frequent encounters with. In other words,

by practising the pupils” basic skills through providing them with learning strategies, this can
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enable them to process and organize knowledge in an effective way, which can have a

transfer-value across subjects.

Writing is identified as one of the basic skills in the English subject, along with reading,
oral skills and digital skills (Utdanningsdirektoratet, 2015). The development of these is
emphasised in the English subject curriculum for general studies, as seen in section 2.2.3,
where it says that the pupils show their competence when they create different types of text
(Utdanningsdirektoratet, 2018). Furthermore, the subject curriculum places a focus on the fact
that the teacher should provide a teaching with a varied use of learning strategies and
resources that develops the pupils” reading skills, oral skills and written skills. The focus on
writing can support Pettersen and Bla (2017), who discuss the possibility for in-depth learning
in writing through the four phases that can be said to train the pupil in how to write a specific
type of text, where the foundation, or step 1, lies in simply building up the pupil s knowledge
(Pettersen and BI4, 2017, p. 52). This aspect can also show support for Gamlem and Rogne
(2018), who outlines how important it is that the teacher uses the time to process and work
through central and basic concepts during the work with factual texts, as the pupils’
understanding of the terms might be crucial for them to understand the content, which in turn

will make it difficult to remember and analyse the text (Gamlem & Rogne, 2018, p. 9).

Furthermore, this finding can support what Skaug (2018) found about teachers” ideas of
how to realize in-depth learning through literature in Norwegian language learning, where the
findings suggested that the teachers thought this could be done through spending more time
on the texts, both on the reading and on the processing. This finding can also be connected to
a central aspect of CLT (see section 2.2.4), where the pupil should be provided the
opportunity to develop accuracy and fluency. However, in the light of CLT-principles, this
focus on basic skills and learning strategies should be introduced in a meaningful way

(Richards & Rodgers, 2014, p. 90).

4.3.3 Group work, project work and oral activities

The category “group- or project work, and oral activities” cover answers that mentioned the
approaches group- or project work, discussions in plenary and debates as a part of their
answer to how they would implement a larger focus on in-depth learning. An example of an
answer from this category was provided by a participant with between ten and twenty years’

experience, who stated the following:
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Facilitate for work methods that are better suited for going in-depth in the subject’s
topics, like for instance project work.
Additionally, a participant with between twenty and forty years” experience said that she
would have “longer sessions with oral activities” when implementing a larger focus on in-
depth learning in her teaching. On the other hand, none of the interviewees” mentioned this

approach.

Although group work, project work or oral activities are not directly mentioned in the
Norwegian researchers” descriptions of how to achieve in-depth learning, it can be said to
support Flatds” activities related to problem-solving and cooperation (2017, p. 52). Although
most of the activities are meant for younger pupils in primary school, these can be said to
indicate how group work, projects or oral activities can be an approach to in-depth learning.
Equally, this aspect is reflected in the Directorate for Education and Training’s definition
(Utdanningsdirektoratet, 2019a), in the final element (see table 3 in chapter 3) that says that
the pupil should be able to use knowledge in new situations, alone or together with others.
Moreover, the findings can be said to support the way Gilje et al. (2018) explain that in-depth
learning can be promoted through both problem-solving, analyses and reflection, and oral

activities.

Social interaction activities such as discussions, debates and dialogues are often found
as approaches to CLT (Richards & Rodgers, 2014, p. 96), and group work is often included in
most foreign language or second language lessons, as it provides the obvious advantage of
increased speech training for each pupil (Simensen, 2007). This can again be seen in relation
to approaches to CLT, where the learners get the opportunity to communicate in English,
experiment and try out what they know and develop accuracy and fluency through talking
(Richards & Rodgers, 2014). Furthermore, if the group- or project work consist of finding and
reading information, as well as presenting and listening to others, this can be seen as a central
aspect of CLT where the skills speaking, listening and reading are connected. At the same
time, group work, project work and oral activities reflect some of the content in the English
subject curriculum for general studies, where it is expressed that competence in the subject is
shown through a nuanced and precise oral communication and cooperation with flow and

context, that is adapted to the purpose, receiver and situation (Utdanningsdirektoratet, 2018).
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4.3.4 Working with different resources and learning tools

The category “work more with resources/tools; use them to see different angles of a topic”
covers answers that suggested that the use of different resources or tools was one of the ways
that in-depth learning could be implemented with the revised English subject curriculum.
Answers in this category often also referred to how resources or tools could be used to view
different angles of a topic, such as movies, games, articles, news, games and literature, as well
as the development of the pupil’s ability to being critical to sources. An example of an answer
that was placed in this category was provided by a participant with between ten and twenty

years’ experience:

Depth in the subject can be reached through the use of different angles towards the
same topic, for instance diversity in English speaking countries. Here you can use films,

various literature, documentaries, discussions and creation of texts etc.

Another example was given by a participant with between five and ten years’

experience:

Going in-depth with topics that demands the use of different sources and reflection over

these sources.

Similarly, R1, R2 and R3 mentioned the use of news in their descriptions of how they would
implement in-depth learning in their teaching, while R1 mentioned the use of sources as well,

as illustrated in the following statement:

For instance, we have project work in English, and then the goal is that they should find
sources connected to a topic, and then they are supposed to evaluate the sources and

use the sources to look at how they give different answers towards the same topic.

This approach can support Gamlem and Rogne’s (2018, p. 8) claim that the pupils have to
work with tasks where they are supposed to connect information from several sources, from
both books and the internet, as this will provide the pupils with the knowledge that they can
use in new situations and contexts. One of Flatas” (2017) activities “unknown news on the
internet” (see section 2.4.3) can also be connected to this approach. The use of different
resources can in a way support Nerland and Vika’s (2019) literature workshop as an approach
to in-depth learning as well, where both song lyrics, videos, plenary conversation, reading,
group conversations and reflective writing were taken into use in an attempt to promote the

pupils” reflection. This approach can also be seen in relation to CLT, as the use of different
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resources, learning tools or working with sources can provide opportunities for learners to
experiment and try out what they know, as suggested by Richards and Rodgers (2014, p. 95).
It can also be seen in the light of the English subject curriculum, where it is expressed that the
teacher should facilitate a lust for learning through a varied use of learning resources (see
section 2.2.2), as well as how a pupil s competence is evident through its ability to critically

use sources (Utdanningsdirektoratet, 2018).

4.3.5 Pupil-centred teaching

Among other approaches that were frequently mentioned, there was the aspect of making the
teaching more pupil-related or centred, which was mentioned by over 25.0% of the survey
participants. The core element in the answers within this category, was that the teaching had
to build upon the pupils” existing knowledge, as well as their interests. This can also be seen
in relation to the category “relate subject to future work or higher education”, because even
though this category only was mentioned in 7.4% of the survey participants” answers, the
approach is based on making the subject more relatable or interesting for the pupils. An
example was provided by a participant with less than five years” experience, who stated the

following:

1 will generally make the teaching more relevant for the pupils, and connect the subject
content to more time-relevant matters that provide them a better foundation to

understand the English speaking world, and how the language contributes to this.

This can also be seen in line with R3’s explanation of how she understood in-depth learning,
where she stated the following:

[...] The individual pupil, or I mean... that they maybe get the opportunity to explore

more based on what they are interested in or know a lot about from before.
This approach can be said to support the descriptions from several of the Norwegian
researchers (e.g. Flatds, 2017; Gamlem & Rogne 2018; Gilje et al., 2020) of how to achieve
in-depth learning. For instance, Gilje et al. (2018, p. 25) argue that the learning content
always has to be presented for the pupils in a way that they understand it, as pupils always
will use the knowledge they already have to understand new information, and if they cannot
relate to the content then their learning outcome will be much lower. Equally, @yehaug
(2019) has stressed the importance of themes that are rich and relevant.

Furthermore, R1 and R2 discussed the implementation of in-depth learning in the light

of how they understood the term, and stated that this would mean to introduce the background

&5



or history behind a topic. This can again be connected to the category “larger
context/interdisciplinarity” in table 5 from section 4.2, but also to how a teacher should
provide a background or a context for the pupils. This could be said to be reflected in one of

R1’s answers, where she stated the following:

[...] When you start up with a new topic then, for instance, yes let us say that you are
supposed to learn about something related to the British society or British use or
something like that — one should avoid having a simple briefing of facts, but rather
place things into a larger context, and look at what this is about and what the transfer

value is, and then perhaps go deep into the topic.

Some could potentially claim that placing every topic into a larger context, looking at transfer
value and going deeper into the topic would be time-consuming. However, this study’s results
show that using more time is something that the EFL teachers saw as central to in-depth
learning. Furthermore, this aspect can be seen in how the general studies” English subject
curriculum expresses that the teacher should facilitate for a lust for learning
(Utdanningsdirektoratet, 2018), as well as with CLT, where the learner is in the centre of the

language learning process (see section 2.2.4).

4.3.6 Using more time

Spending more time on each topic (33.3%) and using more time on reflection (20.4%) were
also two approaches that several of the survey participants mentioned in their descriptions of
how they would implement a focus on in-depth learning in their English teaching.
Additionally, RImentioned that she would give the pupils more time on each topic, while R4
said she would question pupils” answers in class, to make them reflect over why they
answered the way they did (see table 8). As seen in section 4.2, the time-aspect was included
in several of the participants” explanation of how they understood in-depth learning, which
mostly referred to a gradual development of knowledge and understanding that would take
time. Support for several researchers (e.g. Flatas, 2017; Gamlem & Rogne, 2018; Voll &
Holt, 2019) was found in relation to this aspect. Then again, none of the researchers express
that there exists a direct, definite link between spending a lot of time on a topic and in-depth
learning, but rather express that the development of a lasting knowledge will take time. At the
same time, one could say that time is a condition for the pupil’s opportunity to work with

topics from different angles, ask critical question and process knowledge and reflection.
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From the findings presented in table 7 and 8, it is however evident that the current
study’s participants” believed that they would implement a focus on in-depth learning in their
teaching in more ways than simply spending more time on each topic. Six categories with
approaches to in-depth learning stood out in the findings, and these were: cooperation across
subjects, a focus on learning strategies and basic skills, group or project work and oral
activities, working with a variety of learning tools and sources, and a focus on stimulating
reflection. As shown, several of these also reflected approaches that can be connected to
principles for CLT, which suggests a conceptual symbiosis between approaches to the
concept of in-depth learning and communicative language teaching. This could be seen in line
with the fact that both CLT and in-depth learning can be connected to Vygotskyan theories
with a focus on interaction and negotiation, as described in section 2.2.1 (Skulstad, 2018;
Gilje et al., 2018). At the same time, the communicative paradigm has been a prevailing
influence on language teaching in Norway for decades now (see section 2.2.4), and it can be
seen as rightful and apparent that the EFL teachers” suggested approaches for in-depth

learning are in line with CLT.

Here it is can also be relevant to point at how the teachers” previous experiences as
language learners themselves (Borg, 2018; Henriksen et al., 2020) can affect their teaching
practices, and for some of the study’s participants, these experiences may be from a time
when CLT was not as prevailing. In such cases, which probably are limited today, influences
from previous Norwegian curricula will remain deep-rooted in their beliefs of what they

consider to be good teaching.

Overall, the approaches mentioned by the current study’s EFL teachers clarifiy the role
that in-depth learning can have in the development of the pupils” competence in the subject.
For instance, cooperation across subjects can be connected to the interdisciplinary topics that
were included in the revised English subject curriculum, which suggests that this is something
that the EFL teachers in this study had become aware of, as they saw the link between these
and in-depth learning. Furthermore, group- and project work and oral activities can contribute
to the development of an oral- and communicative language competence which in turn can
help the pupils achieve the competence aims that cover language learning. Depending on the
content of these social learning activities, Bildung aims may also be achieved if they include
the opportunity to develop knowledge of culture and language. Equally, work with texts, basic
skills and learning strategies can contribute to the pupils” development of oral and written

communication that again can make them achieve competence aims that cover both Bildung
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aspects and language learning aspects. Additionally, the development of critical thinking,
reflection and understanding, which can be seen as an important contribution to achieve
Bildung aims (see section 2.2.2), can be developed through the work with different learning
tools and resources. With a pupil-centred teaching that allows the pupils to acquire new
knowledge from what they already are familiar with, along with the ability to view topics
from different angles, this can develop the pupils” reflection of how everything is
interconnected within the subject. In turn, this will contribute to a development where the
pupil can achieve all of the competence aims in the subject. In other words, this illustrates
how a focus on in-depth learning can be an excellent tool in the development of competence

in general studies” English.

At the same time, 29.6% of the survey participants also mentioned other aspects and
approaches to how they would implement in-depth learning. Some of these were of a more
specific manner, related to the specific content they would include, or only the name of a
specific activity that made it difficult to categorize it. For instance, one of these answers
suggested that increased work with vocabulary would stimulate in-depth learning, while
another suggested to “step away from the way we evaluate today, where we treat tests and
assignments as small exams”, which was supported in one of the other participants” answer as
well. Furthermore, a few mentioned that they did not feel the need to alter their approaches in
the English subject, as reflected in the following answer, provided by a participant with

between five and ten years” experience:

1 do not feel the need to change my approach after the Renewal of the Subjects, as this
is the way that I am already working. The Renewal of the Subjects only makes it easier

to work that way.

This aspect of whether in-depth learning will require a change for some teachers” teaching

practices will be investigated in relation to teaching experience later on in this chapter.

4.3.7 Teaching for a competence aim, with a focus on in-depth learning

In one of the final questions in the questionnaire, the participants were given one of the
competence aims from the new English subject curriculum for general studies, and asked
about how they would teach for this aim with a focus on in-depth learning. The competence
aim was as following: “Describe central aspects of the emergence of English as a world
language”. Some of the participants ended up mentioning specific content in their answers,

while others focused on approaches or methods. However, most of the participants mentioned
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both in their answers. Naturally, the most frequently mentioned aspects were content-related
and covered the history behind how English spread (59.3%), including colonization and
development of English in the former colonies (44.4%). These will not be discussed here, as
the focus will be on the categories related to approaches or methods, to investigate whether
there was a correspondence between the approaches that the participants mentioned in their

previous answers of how they would implement a focus on in-depth learning in their teaching.

Three approaches to the competence aim with a focus on in-depth learning was
mentioned by more than 25.0% of the survey participants. The use of English today in
relation to the pupils” own use and culture was mentioned by over 40% of the participants,
while the use of several different learning tools was mentioned by about 35% of the
participants. Group and project work were also frequently mentioned and was found in almost
30% of the participants” answers. However, 38.9% of the survey participants also mentioned
approaches or aspects that did not fit into the specific categories, and these were placed in the

“other” category if they were mentioned by three participants, or less.

Table 9. Approaches to in-depth learning suggested by the survey participants.

20-40 10-20 5-10 Less than In total:
Category Description: yeal‘s’ yeal‘S’ yeal‘S’ 5 years,
experience | experience | experience | experience N =54
(®) (20) (12) (14)
The history behind how 5 12 7 8 32
English spread (59.3%)
English today — related to the 4 9 8 3 24
pupils” use and culture (44.4%)
Colonization and development 4 10 5 5 24
of English in former colonies (44.4%)
Other 2 8 5 6 21
(38.9%)
Using several different 3 6 7 3 19
learning tools to see different (35.2%)
angles
Group work/project work 2 6 2 6 16
(29.6%)
Oral or written evaluation 2 4 1 7 8
(presentation or writing a text) (14.8%)
Read and work with 3 1 1 2 7
textbooks, articles, literature (13.0%)
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Cooperation with other 2 2 0 1 5
subjects (interdisciplinary (9.3%)
approach)

Build on former knowledge 1 1 2 1 5
among the pupils (9.3%)
Work with variations of 1 1 1 1 4
English in the world (7.4%)

Answers that suggested that the use of “English today” could be used as an approach to
the competence aim with a focus on in-depth learning, often referred to the increasing use of
English among the Norwegian pupils in their spare time activities, related to gaming,
streaming, music and use of social media. An example of a typical answer that was placed in

this category was provided by a participant with between twenty and thirty years” experience:

Look at the position of English in Norway today and from two generations ago: The
pupils have to realize how much English they generate every day, compared to what

their grandparents did in their youth.

This approach can also be seen in relation to the category “build on former knowledge among
the pupils” (9.3%), as well as “make the teaching more pupil-related” (26.0%) and “relate the
subject to future work and higher education” (7.4%) from table 7 which suggested that the
survey participants stayed true to their previous answer. R3’s answer of how she understood
in-depth learning (table 5 and 8) where she suggests that “the pupils get the opportunity to
explore more what they are interested in or what they know from before”, can also be
connected to this aspect, because all of these are rooted in the idea that a reference to
something that is familiar for the pupil must be provided, so that he or she can relate and then
build new knowledge upon that. As shown in section 4.3.5, this also supports several of the
Norwegian researchers” descriptions (e.g. Flatds, 2017; Gamlem & Rogne, 2018; Gilje, 2018)

descriptions of how in-depth learning can be achieved.

Group work or project work was again an aspect that was mentioned by several of the
survey participants (29.6%), as to how they would approach the competence aim with a focus
on in-depth learning. Group or project work was often mentioned together with, or as a part of
a different approach, such as working with English in today’s society. An example of an
answer that was placed in this category, was given by a participant with under five years’

experience:
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Work with a project where the pupils work with different types of world literature in
English, and then the entire class will get access to what each pupil have been working

with.

As previously shown, group work, project work and oral activities were frequently mentioned
in the survey participants” answers of how they would implement in-depth learning in general
(see table 7). The survey participants could therefore be said to have stayed within the same
track, which in turn supports both principles related to CLT, and several of the Norwegian

researchers” descriptions of how to achieve in-depth learning, as discussed in section 4.3.3.

The use of several different learning tools and resources to enable the pupils to see
different angles of a topic was mentioned by 35.2% of the survey participants” and referred to
a varied use of different learning tools such as films, the internet, games, literature, articles
and news, similar to the findings in table 7. An example of an answer that was placed in this

category was provided by a participant with between twenty and forty years” experience:

I would have gone through the section in the textbook, and then pick out an area (movie,

finance, computer technology) and gone in-depth with that.

This approach can be seen in relation to the category “work more with resources/tools; use
them to see different angles of a topic” in table 7, which was mentioned by 35.2% of the
survey participants. As discussed in section 4.3.4, this can yet again support several of the
Norwegian researchers” explanations of how in-depth learning can be achieved (e.g. Flatés,
2017; Gamlem & Rogne, 2018; Nerland & Vika, 2019), while at the same time be seen in line
with one of the principles for CLT, where the pupil should be provided different opportunities
to try out what they know (Richards & Rodgers, 2014, p. 95). For instance, video games can

be an interesting and pupil-related learning tool among Norwegian pupils today.

Since the EFL teachers tended to mention approaches that included elaboration on the
use of English today, building on the pupils” former knowledge, and group- and project work,
this also corresponds with the survey participants” previous answers about approaches for in-
depth learning from table 7. Furthermore, several of the other categories mentioned in table 9
reflected the answers in table 7, suggesting that the EFL teachers remained true to their
previous answers. For instance, reading and working with textbooks, articles and literature in
table 9 can be seen in relation to more work with basic skills and learning strategies from

table 7. At the same time, cooperation with other subjects was included in noticeable fewer
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answers in table 9 than in table 7. What was interesting with the findings in table 9, was that it
indicated that there existed several other beliefs among the participants, as 38.9% of the
answers were placed in the “other” category. However, several of these were related to
specific content that was mentioned together with other specific approaches such as the use of

different teaching tools, like the following answer suggests:

The terms salad bowl! and melting pot, and how the political society in America affects
minorities. With me there is a lot of focus on the use of movies, both historically and

socially.

At the same time, a few of the EFL teachers did mention approaches that were of an
individual character. For instance, one of the participants with between ten and twenty years’
experience stated that “vocabulary is necessary to study the topic”, which none of the other
participants mentioned in their answers. However, most of these answers were mentioned
together with approaches that were placed in other categories as well. At the same time,
several of the participants mentioned in their answers that it is difficult to describe specific
approaches like this in a questionnaire, as they often can be quite comprehensive.
Furthermore, “working with variations of English in the world” and “oral or written
evaluation” occurred as categories as well, as these were mentioned by more than three of the

participants.

The findings here can be said to support the argument of Henriksen et al. (2020, p. 17),
related to how teachers” beliefs can be shaped by their knowledge about a specific teaching
context and didactical knowledge, which is related to the context that the language teaching is
conducted in, and how. Within this knowledge lies the knowledge of national curricula, as
well as knowledge about teaching traditions and approaches. As the current study’s EFL
teachers share beliefs about how a larger focus on in-depth learning can be approached, that
reflects the Directorate for Education and Training’s definition of the concept, content in the
subject curricula and CLT, this shows that such influences on teachers” practices can mutually

affect one another.

What was a particularly interesting finding in the results related to approaches and
focuses for in-depth learning that the current section has dealt with, was that a few of the EFL
teachers stated that their current teaching practices were already covering the level of focus
that the core curriculum now prescribes. They therefore did not see a need to alter their

teaching in any way, with the implementation of the new national curriculum from autumn of

92



2020. This aspect will be discussed in relation to the length of teaching experience through

section 4.4.

4.4 Length of Teaching Experience & Beliefs

The final part of the current study’s investigation is related to the third research question,
about whether there is a relationship between the length of the EFL teachers” teaching
experience and the belief that in-depth learning calls for a change in teaching practices. This
section will present findings from the questionnaire and interview data related to this
investigation. Survey and interview participants are divided into four experience groups based
on their length of teaching, ranging from less than five years” experience to between twenty
and forty years” experience. First, some overall findings about whether the current study’s
EFL teacher participants did believe in-depth learning to be a revision of teaching practices
will be presented and discussed, before the findings related to the possible connection
between the length of teaching experience and beliefs will be presented and discussed in line

with relevant theory about language teachers” beliefs from chapter 2.

4.4.1 In-depth learning, a call for revision?

As shown in figure 9, the majority (74.0%) of the survey participants disagreed that in-depth
learning would be something entirely new to their teaching, while 15.0% of the participants

showed some level of agreement.

Statement:
"A focus on in-depth learning in the English subject will be something entirely new to
me and my teaching"

M Fully agreed (1)

m Agreed to some extent (7)

H Neither nor (6)

M Disagreed to some extent (25)

Completely disagreed (15)

Figure 9. Level of agreement to whether in-depth learning will be something entirely new to
their teaching (survey participants).
From figure 10, it is evident that the majority of the survey participants (64.0%) also
believed that they had been teaching with a focus on in-depth learning since before it was
mentioned by the Ludvigsen committee in 2014. As many as fourteen (26.0%) of the

participants chose to answer that they neither agreed nor disagreed with this statement, but
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this can be seen in line with the fact that fourteen of the participants had less than five years’
experience as a teacher. At the same time, only 10.0% of the participants disagreed, which
expressed that in-depth learning was something these started to focus on after the term was

used by the Ludvigsen committee.

Statement:
“l have been teaching with a focus on in-depth learning before it was mentioned
by the Ludvigsen committee in 2014”

M Fully agreed (11)

M Agreed to some extent (24)
M Neither nor (14)

M Disagreed to some extent (3)

Completely disagreed (2)

Figure 10: In-depth learning in previous teaching (survey participants).

The interviewees were also asked about their relationship to in-depth learning, and all
four stated that they had been working with the concept in their school, and that they saw in-
depth learning in some of the things that they were already doing in their teaching (see table
10). An example of this can be found in R1’s answer, from when she was asked how she

would implement a focus on in-depth learning in her teaching:

But ehm, so actually I do think that maybe a part of the things that we are doing are,
veah, well, when I started to look at what it was... I did think that it was something I had

been doing for a long time, because one can see that they are supposed to learn a great

deal of basic skills [...]

Furthermore, R3 explained that she could not see that in-depth learning would result in any
particular changes for the English subject when she was asked the same question, she stated

the following:

I mean, the way I understand the term and the way I see it in the English subject, then it
does not look like a huge change, really... [...] what I can see is that it might require

more cooperation between subjects.
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Table 10. The interviewees " relationship to in-depth learning.

Similarities:

1. All of the interviewees expressed that in-depth learning was something they had been working
with at their school.

2. All interviewees expressed that they saw things they were already doing in their teaching as a
part of in-depth learning.

Other aspects:

1. In depth-learning will not make a particular difference in the English subject (R3)

The questionnaire findings from figure 9 and 10, and the findings from the interviews suggest
that most of the EFL teacher participants did not believe that in-depth learning would be
something entirely new to their teaching. The findings from the interviews seem to support
this, as both of the interviewees with between twenty to forty years” experience (R1, R3) and
the interviewees with under five years” experience (R2, R4) perceived in-depth learning as a
part of their current teaching practices. At the same time, 15.0% of the survey participants did
agree to the statement, which suggested that these saw in-depth learning as something that

would be entirely new to their teaching.

These findings are interesting in the light of Voll and Holt’s (2019) statement that
suggests that in-depth learning is not something that will be new to Norwegian teachers (see
section 2.4.3). At the same time, the findings showed that approximately one out of five of the
participants chose to answer “neither-nor” to the statement about whether they had been
teaching with a focus on in-depth learning since before 2014 (see figure 10), which can

illustrate a need for the curriculum to focus explicitly on in-depth learning.

4.4.2 Teaching experience and curricular changes

Figure 11 presents the findings from figure 9 in section 4.4.1 sorted by length of teaching
experience among the survey participants. The figure shows that among participants with over
twenty years” experience, 25.0% agreed that a focus on in-depth learning would be new to
their teaching practices. For participants with between ten and twenty years” experience,
15.0% agreed to some extent, while among the participants with the shortest amount of
experience, and those with between five and ten years” experience there was a lower
percentage of those who agreed that in-depth learning would be something new to their

teaching.
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BETWEEN 20 AND 40 YEARS’ BETWEEN 10 AND 20 YEARS’

EXPERIENCE EXPERIENCE
(8 PARTICIPANTS) (20 PARTICIPANTS)
M Fully agreed M Fully agreed (0)

M Agreed to some

extent
m Neither nor (0)

W Agreed to some

extent
M Neither nor

m Disagreed to m Disagreed to some

some extent extent

H Completely W Completely
disagreed disagreed

BETWEEN 5 AND 10 YEARS’ LESS THAN 5 YEARS’
EXPERIENCE EXPERIENCE
(12 PARTICIPANTS) (14 PARTICIPANTS)

M Fully agreed (0) M Fully agreed (0)

W Agreed to some 72 B W Agreed to some
extent extent

m Neither nor = Neither nor (0)

m Disagreed to some m Disagreed to some
extent extent

m Completely = Cf)mpletely
disagreed disagreed

Figure 11: Level of agreement to whether in-depth learning will be something entirely new to

their teaching, sorted by length of teaching experience.

Interestingly, the findings show that one out four (25.0%) of the most experienced

teachers believed that in-depth learning would be something entirely new to their teaching.

Figure 12 presents the findings from figure 10 in section 4.4.1 divided by length of
teaching experience. Only the two groups with the longest experience will be discussed here,
since the participants with the shortest experience (under ten years) potentially were not
teaching before after 2014. Among the participants with between twenty and forty years’
experience, there was no disagreement with the statement, suggesting that these felt that they
had been teaching with a focus on in-depth learning since before 2014. Similarly, in the group
with between ten and twenty years” experience, there were very few (5.0%) who could be said

to have disagreed with the statement.
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BETWEEN 20-40 YEARS’ BETWEEN 10 AND 20 YEARS’

EXPERIENCE EXPERIENCE
(8 PARTICIPANTS) (20 PARTICIPANTS)

M Fully agreed M Fully agreed

H Agreed to some o M Agreed to some
extent 25 % extent

m Neither nor ’ M Neither nor
Disagreed to some Disagreed to some
extent (0) extent

H Completely B Completely disagreed

0,
disagreed (0) 20 (0)

Figure 12: In-depth learning in previous teaching, sorted by length of teaching experience.

Since research and literature have suggested that curricular changes can be challenging
for teachers, a discussion of this aspect is relevant here. The findings showed that 25.0% of
the survey’s most experienced teacher participants believed that in-depth learning would be
something entirely new to their teaching practices. As discussed in section 2.3.2 several,
researchers (e.g. Borg, 2003; Gilakjani & Sabouri, 2017; Henriksen et al., 2020; Kuzborska,
2011) have argued that language teachers” beliefs about teaching and learning can and will
influence the teachers” classroom practices, and that these are in turn affected by the teachers’
previous experiences. The fact that 25.0% of the most experienced EFL teachers in the study
believed that in-depth learning would be something entirely new to their teaching, can be seen
in relation to Borg (2003) and Henriksen et al.’s (2020) claim that teachers” own experience
as a language learner can be a prominent influence on teachers” practices. For instance, if the
25.0% rely on their own personal experiences from their time as a pupil, the teaching and
learning processes that they took part in as learners could constitute other learning theories or

concepts than what teaching is built on today.

Furthermore, as studies and theory has shown, (e.g. Almarza, 1996; Borg, 2003)
teaching education could fail to change or alter the existing beliefs that the teacher students
bring from their own experience as language learners. As addressed in section 2.3.2, the
experienced-based knowledge about teaching is believed to have a particular influence on the
core presumptions that the individual teacher bases his or her teaching on (Henriksen et al.,
2020). Therefore, there is a possibility that the 25.0% of the most experienced EFL teachers
that perceived in-depth learning as something entirely new to their teaching might constitute a
set of beliefs from back when they were language learners themselves, which now is

challenged by current trends and science of what is understood as good teaching.
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At the same time, the overall findings of this investigation suggest that the majority of
the current study’s EFL teacher participants seemed to have believed that in-depth learning
was something they were already focusing on in their teaching. Furthermore, length of
teaching experience did not, to any large extent, affect the teachers to believe that in-depth

learning would require a revision of their teaching practices (see figure 10 and 12).

Looking back at previous sections (4.3), the findings in table 7 and 9 showed that the
most experienced teachers particularly shared the belief that a focus on basic skills, group
work and oral activities, and a more pupil-oriented teaching could be suitable approaches to
in-depth learning in the English subject. These approaches can again, as previously discussed,
support both several of the Norwegian researchers” descriptions of how to achieve in-depth
learning (e.g. Flatas, 2017; Gamlem & Rogne, 2018), as well as principles for CLT, as
proposed by Richards and Rodgers (2014, p. 90). In other words, the more experienced
teachers seemed just as enlightened about in-depth learning as the rest of the participants in
the study. Then again, it must be pointed at the fact that the participants in the current study
were volunteers, and may have chosen to participate due to their own personal interest,
knowledge or experience with the topics investigated here, which in turn could have

influenced the results.

Even though the findings here do not necessarily mirror the literature that has suggested
that curricular changes can be challenging for teachers (e.g. Fenner, 2018; Richards &
Rodgers, 2014), or literature that suggests that changing focuses or concepts can be
challenging for the more experienced teachers (Kagan, 1992), the findings do not necessarily
reject the possibility that this can be the case for many EFL teachers. Because, first of all,
there were 25.0% among the most experienced teachers that did believe in-depth learning to
be a potential call for change in their practices, which evidently could be challenging for their
teaching identity. Second, due to the methodological challenges of capturing teachers” beliefs
through the use of a survey, teachers could have responded to the questionnaire in a way that
they felt was desirable Borg (2018, p. 83). In other words, there might be a possibility that the
current study’s participants felt a need to seem more updated and prepared for the new
curriculum than what they actually were. At the same time, none of the participants with the
longest experience disagreed to the statement that they had been teaching with a focus on in-

depth learning since before it was mentioned by the Ludvigsen committee in 2014.
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Third, even though there have been frequent discussions about in-depth learning in the
media, literature (e.g. Voll & Holt, 2019) has suggested that the concept should not be
something new to Norwegian teachers, something which the findings of the current study
could be said to support. Although in-depth learning plays a central role in the Renewal of the
Subjects and the new national curriculum, where a clear focus on the specific concept was
included, it is evident that the majority of the current study’s EFL teachers believed in-depth
learning to be a part of their existing teaching practices, and thereby not necessarily a

curricular change that can have challenged their current practices and beliefs.

In the interviews, the interviewees were asked about their thoughts related to teachers
and curricular changes (see table 11), and the findings showed that three out of four of the
interviewees answered that many teachers can be sceptical to new things, and that some
teachers often do not want to change or alter their teaching practices. At the same time, they
expressed that this did not necessarily have to do with age or experience, which was evident

in R4’s answer to question when she stated the following:

Yeah because, I know that - ehm, in my school — ['m the youngest, and there are also
teachers pushing their sixties, but they have this urge to learn and to develop themselves
all the time - So I think it depends more on that part?

At the same time, R2 argued that there existed a generation gap in relation to new focus areas
like in-depth learning, and she saw this as a challenge for idealists and newly educated

teachers that wanted to work with and focus on the concept. She then stated the following:

So there is a difference between teacher knows best and what is the best for the student,
basically, yeah. And that is the ehm, I barely want to say this out loud, cause it is not the
case with everybody, but it is mostly a generation gap, to be honest. [...] it is more
prevalent within the younger teachers that we wanna care take of the students, cause we
have just been students ourselves, while the older teachers are like “okay, this worked

)

this time so I am just gonna keep on doing that forever and ever and ever and ever.’

Table 11. The interviewees " beliefs about experience and curricular changes.

Similarities:

1. Many teachers are sceptical to new things and do not want to change their ways of teaching, but
this is not necessarily connected to age (R1, R4)

Other aspects:

1. There is a generation gap between teachers, where some want to do what they always have
done, while others are idealists (R2)
2. Teachers can be sceptical to changes or new concepts (R3)
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In other words, if an EFL teacher is sceptical to the implementation of new learning concepts
like in-depth learning, it does not necessarily have to do with the length of teaching
experience, even though the experience is known to have a prominent influence on teaching

practices.

4.5 Summary of Findings

This section will provide a summary of the findings that were presented and discussed in the
current chapter. From the findings in section 4.2, it was evident that the majority of the
current study’s participants could be said to agree with the Directorate for Education and
Training’s definition (Utdanningsdirektoratet, 2019a) of in-depth learning. The aspects of in-
depth learning that the majority of the EFL teachers used in their explanation of the concept
matched with five out of six of the elements that can be found in the Directorate’s definition.
Furthermore, the EFL teachers” beliefs about in-depth learning corresponded with several of
the Norwegian researchers” descriptions about the concept, which thereby also suggests a
similarity between the Directorate’s definition and Norwegian researchers” perception of the
term. At the same time, it was clear that a focus on reflection and understanding, and the
ability to connect knowledge to new situations, was something that Norwegian EFL teachers
potentially could be made more aware about in relation to in-depth learning, as none of the
interviewees mentioned these aspects. Although the EFL teachers, overall, shared several
common beliefs about how in-depth learning can be understood, the findings also showed that
the participants believed that there could exist a confusion about the concept in the Norwegian

school.

Section 4.3 discussed the findings related to whether the EFL teachers shared common
beliefs about how in-depth learning could be implemented with the revised English subject
curriculum. The findings indicated that the EFL teachers did share several common beliefs of
how to meet a larger focus on in-depth learning, and seven overarching approaches or focuses
to in-depth learning were mentioned in particular, by between 20% to 35% of the survey
participants. These approaches were as follows: a larger focus on learning strategies and basic
skills, group work and oral activities, the use of various learning tools, work with sources,
stimulating reflection and making the teaching more pupil-related. These approaches were
also reflected in the interviewees” answers, and what the EFL teachers were most united
around, was that cooperation across subjects would be important to promote in-depth learning

in their English teaching.
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The approaches mentioned by the survey participants supported several of the
Norwegian researchers” description of how in-depth learning could be achieved, particularly
Flatés (2017), Gamlem and Rogne (2018), Gilje et al. (2018) and Voll and Holt"s (2019)
arguments. Additionally, CLT principles and aspects from the English subject curriculum
were reflected in the participants” suggestions, as well as the elements from the Directorate’s
definition. The approaches also showed how a focus in-depth learning can contribute to a
development of competence in general studies” English, as several of the approaches for in-
depth learning could contribute to a development of language skills and Bildung. At the same
time, some of the teachers suggested other approaches that were not necessarily reflected in
the mainstream answers. A few of the EFL teachers also stated that they did not see the need
to alter their teaching, as they believed that their current teaching was already covering a

sufficient focus on in-depth learning.

The findings in section 4.4, about the length of teaching experience and in-depth
learning, showed that the majority of the current study’s EFL teachers believed that in-depth
learning was included in their existing language teaching practices, and did not necessitate a
change in their practices. Even the majority of the most experienced participants” answers
about in-depth learning suggested that they were well-familiar with the concept, as their
answers generally supported the Norwegian researchers” descriptions of how in-depth
learning could be achieved. However, one out of four of the most experienced EFL teachers
did believe that in-depth learning would entail a change in their teaching practices, which then
again could, to some degree, support the literature that suggests that the length of teaching
experience can influence teachers” beliefs and teaching practices, and that these can be

challenged by curricular changes.

101



S CONCLUSIONS

This final chapter will present the key findings in relation to the three research questions that
the current study was based upon. The chapter is organised into four parts. The first part will
include an attempt to answer the three research questions in the light of the key findings that
emerged from the study. Next, the current study’s implications for educators will be
addressed, followed by a discussion of the contributions from the study. Finally, a few

suggestions for future research will be given in the final section.

5.1 Main findings and conclusions

5.1.1 The EFL teachers” beliefs about in-depth learning

The findings presented in relation to the first research question, concerning the EFL teachers’
beliefs about in-depth learning, and whether they could be said to agree with the Directorate’s
definition of the concept, indicated that the study’s participants could be said to have had a
high level of agreement to the definition. Despite this finding, their stated beliefs also showed
that they believed that the lack of a common understanding of the concept could cause
potential challenges among Norwegian teachers and schools, similar to the concerns reflected
in Brayn (2019) and Gilje et al. (2018), who called for a clearer definition of the concept in

the Norwegian education context.

The study’s results from the investigation of the EFL teachers” beliefs about in-depth
learning, did however show that there existed several common beliefs about what in-depth
learning involves, and how it could be achieved, and that these beliefs supported both several
Norwegian researchers” descriptions of the concept (e.g. Gamlem & Rogne, 2018; Gilje et al.,
2018; Flatas, 2017; Voll & Holt, 2019), as well as the Directorate for Education and
Training’s descriptions of the concept. In other words, the results revealed that a large part of
the EFL teacher participants were on the right track during the implementation phase of the
new national curriculum, in terms of their beliefs about in-depth learning in the English
subject. Their beliefs suggested that in-depth learning would mean being able to connect
knowledge to a larger context, both within a subject and across disciplines, as well as using
this knowledge in new situations and daily life, avoiding a focus on memorizing facts,

focusing the pupil’s ability to reflect and understand, and using more time on each topic.

5.1.2 Implementation of in-depth learning
From the investigation of the second research question for the current study, of whether the

EFL teachers shared common beliefs about how in-depth learning can be implemented with
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the revised English subject curriculum, the findings showed that there did exist several
common beliefs. In particular, six overarching approaches or focuses to in-depth learning
were mentioned, and these were related to cooperation across disciplines and with other
teachers, focusing on learning strategies and basic skills, group- or project work and oral
activities, spending more time, making the teaching more pupil-centred, working with several
different learning tools and resources, and using more time on the pupil’s ability to

understand and reflect.

All of these could show support for Norwegian research and theory about in-depth
learning, and some of these approaches could also be seen in line with principles for CLT, as
well as several of the elements in the Directorate’s definition. This showed the high influence
that the established learning theories, the Directorate and the Norwegian government have on
Norwegian EFL teachers” beliefs. More importantly, the approaches suggested by the
participants showed how a focus on in-depth learning can be an important contribution in the

development of competence in general studies” English.

5.1.3 Length of experience and beliefs

The findings related to the third research question in this study, of whether there was a
relationship between the length of teaching experience and the belief that in-depth learning
would require a change in teaching practices, suggested that most of the participants did not
believe that this would be the case. Most to the more experienced EFL teachers that
participated in the study, seemed to be under the impression that in-depth learning was a part
of their current teaching practices, similar to the less experienced teachers. At the same time,
the findings also showed that one out of four of the most experienced EFL teachers that
participated in the study did state that they believed in-depth learning would be something
entirely new to their teaching practices. This showed a support for researchers like Borg
(2003, 2006, 2015, 2018, 2019), Kagan (1992) and Henriksen et al. (2020), who have
suggested that changes in curricular learning focuses could particularly challenge the more

seasoned and experienced teachers” beliefs and practices.

5.2 Didactical Implications

From the present study, didactical implications can be related to the implementation of in-
depth learning in Norwegian EFL teaching with the revised English subject curriculum. The
study’s participants suggested several approaches to in-depth learning, where they particularly

seemed to agree on a varied use of learning tools, having frequent group work, oral activities
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or projects, increased cooperation across disciplines, and a more pupil-centred teaching that
both built on the pupils” former knowledge, as well as their interests. The results related to the
EFL teachers” beliefs about in-depth learning also suggested that teachers had a high level of
agreement on both what in-depth learning meant and how it could be achieved, which in turn
could support Norwegian research about the concept. This indicates that the current study’s
EFL teachers are well-prepared to include an increased focus on in-depth learning in their

English teaching during the fall semester of 2020.

5.3 Contributions

The present study was built upon the idea that a specific focus on in-depth learning in the new
national curriculum had caused several different perceptions and beliefs among Norwegian
teachers, schools and educators of how the concept could be understood and achieved, as
suggested by Gilje et al. (2018, p. 22) and Breyn (2019). Based on my own interest in general
studies” English, the study aimed to investigate EFL teachers” beliefs about in-depth learning,
and suitable approaches to the concept within this subject. Furthermore, the study was built on
the thought that length of teaching experience potentially could make some teachers think of
new focuses in curricular changes, such as in-depth learning, as a call for change in their
teaching practices. This investigation relied on literature that has suggested that that the
teachers” own experience as language learners and as teachers, in particular, has a strong
influence on their teaching practices (e.g. Borg 2003; Henriksen et al., 2020).

The study has shown that even though there exist concerns about different perceptions
of in-depth learning in the Norwegian context, a concern that was also found among the
study’s participants, the findings showed that the EFL teachers in the study actually shared
several common beliefs of how in-depth learning could be understood, and how it could be
approached in English language teaching.

The perhaps most important contribution from the current study to the field of English
didactics, is that it has shown EFL teachers” views on in-depth learning and how it can be
fostered in the EFL classroom, as well as how it can contribute to develop the pupils’
competence in the English subject. This may inspire future discussions among teachers,
pupils, teacher educators and student teachers as they explore ways of promoting in-depth
learning in the English subject. The findings of the study showed that the majority of the
approaches were supported by several Norwegian researchers” descriptions of how in-depth
learning could be achieved, and at the same time that they reflected that aspects of

communicative language teaching are maintained. In other words, this shows that the EFL
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teachers’ that participated in the current study can be said to be on the right track before the

new national curriculum and the new English subject curriculum will be taken into use.

5.4 Suggestions for Future Studies

Some of the methodological choices and limitations with the current study leaves out several
aspects of EFL teachers’ beliefs about in-depth learning that could be more sufficiently
examined in future studies. First of all, the current study was limited to Norwegian English
foreign language teachers” beliefs about in-depth learning related to the general studies’
English, and more research with more numerous participant samples and a wider scope will
be needed to gain a more general understanding of the relation between teachers” beliefs and
practices for in-depth learning. Potential future studies could also take a broader approach and
investigate language teachers in general, regarding their beliefs about in-depth learning. This
could provide an opportunity for a more common and solid practice related to language
teaching and in-depth learning, that can meet the concerns voiced by researchers and the

current study’s EFL teachers.

Findings from the current study suggest that the EFL teachers that participated shared
several common beliefs about both what in-depth learning meant, and how it could be
achieved. However, this was found through a use of questionnaire and interviews, which can,
as discussed in chapter 3, represent limitations as teachers” beliefs are not directly observable,
and can be dynamic (Borg, 2018, p. 77). Therefore, it would be interesting if future studies
could explore the relationship between language teachers” beliefs and their practices, related
to in-depth learning through case studies that could reveal whether the EFL teachers follow up

their beliefs of how a focus on in-depth learning could be approached in the English subject.

The current study also found a slight relation between the length of teaching experience
and beliefs about in-depth learning, which could be said to illustrate how existing beliefs
about teaching can be challenged when curricular changes bring on a shift in learning focuses.
To my knowledge, there exists minimal research about the potential relationship between the
length of teaching experience and perception of curricular changes in Norway, and it would
be interesting if future studies could cast light upon this area, as curricular changes will occur

frequently through a Norwegian teacher’s career.

Finally, a few of the EFL teacher participants in the current study expressed that they
were unsure of how in-depth learning could be evaluated, or whether it should be evaluated at

all, and that current assessment did not necessarily capture in-depth learning. This aspect
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related to evaluation and in-depth learning could be an interesting research object in the near
future, as this might be something that several Norwegian EFL teachers, or teachers in

general, have a concern about with the new national curriculum.
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7 APPENDICES
Appendix A. NSD evaluation

ND NORSK SENTER FOR FORSKNINGSDATA

NSD sin vurdering

Prosjekttittel

Masteroppgave i Engelsk Didaktikk

Referansenummer

381307

Registrert

09.10.2019 av Anna Krumsvik - Anna Krumsvik@studentuib.no
Behandlingsansvarlig institusjon

Universitetet i Bergen / Det humanistiske fakultet / Institutt for fremmedsprak

eller stipendiat)
Kimberly Marie Skjelde, Kimberly.Skjelde@uib.no, tlf: 55582277
Type prosjekt

Studentprosjekt, masterstudium

Kontaktinformasjon, student

Anna Krumsvik, annakrums@gmail com, t1f: 99354611
Prosjektperiode

28.10.2019 - 15.05.2020

Status

17.102019 - Vurdert med vilkir

Vurdering (2)
17.10.2019 - Vurdert med vilkar

NSD bekrefter 4 ha mottat et revidert dokument. Vi gjo péat vi ikke
foretar en vurdering av skrivet/dokumentet, og Vi forutsetter at du har foretatt de cndm\"cns Vi ba om.
Dokumentasjonen legges ut i Meldingsarkivet og er tilgjengelig for din institusjon sammen med pvrig
prosjekidokumentasjon. Vurderingen med vilkir gjelder fortsatt.

11.10.2019 - Vurdert med vilkir

NSD har vurdert at personvernulempen i denne studien er lav. Du har derfor fitt en forenklet vurdering med
vilkar.

HVA MA DU GI@RE VIDERE?

17102019 Meldeskjema for behandling av personopplysninger
LOVLIG GRUNNLAG
Prosjektet vil innhente samtykke fra de registrerte til behandlingen av personopplysninger. Forutsatt at
vilkirene folges. er det NSD sin vurdering at prosjektet legger opp til et samtykke i samsvar med kravene i
art.4 og 7, ved at det er en frivillig, spesifikk. informert og utvetydig bekreftelse som kan dokumenteres og
som den registrerte kan trekke tilbake. Lovlig grunnlag for behandlingen vil dermed vare den registrertes
samtykke. jf. personvernforordningen art. 6 nr. 1 bokstav a.

PERSONVERNPRINSIPPER
Forutsatt at vilkirene folges. vurderer NSD at den planlagte behandlingen av personopplysninger vil folge
prinsippene i personvernforordningen om:
- lovlighet, rettferdighet og apenhet (art. 5.1 a), ved at de registrerte fr tilfredsstillende informasjon om og
samtykker til behandlingen
- formélsbegrensning (art. 5.1 b), ved at personopplysninger samlc: inn for spesifikke, uttrykkelig angitte og
berettigede formal, og ikke behandles til nye, uforenlige form

aminimering (art. 5.1 c). ved at det kun behandles opplysnmger som er adekvate, relevante og
nodvendige for formélet med prosjektet
- lagringsbegrensning (art. 5.1 ¢), ved at personopplysningene ikke lagres lengre enn ngdvendig for & oppfylle
formélet

DE REGISTRERTES RETTIGHETER

S lenge de registrerte kan identifiseres i datamaterialet, vil de ha falgende rettigheter: dpenhet (art. 12),
informasjon (art. 13), innsyn (art. 15), retting (art. 16), sletting (art. 17), begrensning (art. I8), underretning
(art. 19) og dataportabilitet (art. 20).

Forutsatt at informasjonen oppfyllu kravene i vilkdrene nevnt over, vurderer NSD at informasjonen om
behandlingen som de registrerte vil motta oppfyller lovens krav il form og innhold. j. art. 12.1 og art. 13

Vi minner om at hvi
i svare innen en

s en registrert tar kontakt om sine rettigheter, har behandlingsansvarlig institusjon plikt til
ed.

MELD VESENTLIGE ENDRINGER

Dersom det skjer vesentlige endringer i behandlingen av personopplysninger, kan det veere ngdvendig 4
melde dette til NSD ved 4 oppdatere meldeskjemact. For du melder inn en endring, oppfordrer vi deg til &
lese om hvilke type endringer det er ngdvendig & melde

hty d

Du mi vente pé svar fra NSD for endringen gjennomfares.

OPPFOLGING AV PROSIEKTET

NSD vil fglge opp ved planlagt avslutning for & avklare om behandlingen av personopplysningene er
avsluttet.

Lykke til med prosjektet!

TIF. Personverntjenester: 55 58 21 17 (tast 1)

17102019 ‘Mekdeskjena for behandiing a personapplysunger

Du har et selvstendig ansvar for 4 fglge vilkirene under og sette deg inn i veiledningen i denne vurderingen.
Nir du har gjort dette kan du g i gang med datainnsamlingen din

HVORFOR LAV PERSONVERNULEMPE?
NSD vurdrera stdicn ar v pslsonvcmulcmpc fond det ke behandles sarige (senstve) katcgorir

eller ellerinkluderer sirbare grupper. Prosjektet
Tar rimeli vArighel o ér baset ph samiykke. Dete ha v vurdertbasert p e opplysningene i ha git
ogi vedlagt
VILKAR
Var yurdering fortscter
Atd i trid med
2 Tolger kravene til m[ormer\ samtykke (semerom dette under)
3. At du laster opp oppdate ogsenderimn pénytt.
4. At du ikke innhenter «.m.oe kategorier eller i og
5. Atdu folger for ved den institusjonen du ved

(behandlingsansvarlig institusjon)

KRAV TIL INFORMERT SAMTYKKE

De registrerte (utvalget ditt) skal i informasjon om behandlingen o samtykke tl deltakelse. Informasjonen
du gir mi
- Studiens forml (din problemstilling) og hva opplysningene skal brukes tl

- Hvilken ins som er behandlingsansvarlig

- Hvilke opplysninger som innhentes og hvordan opplysningene innhentes

- Atdeter frivillig & delta og at man kan trekke seg sd lenge studien pégdr uten at man mé oppgi grunn

- Nir mmnngm av personopplysninger skal avsluties og hva som skal skje med personopplysningene da:
sletting, anonymi eller videre lagrin;

Tt s behandler epplysminger om den registrerte (valet di) bsert pé deres samtykke / At du behandler
opplysningene om dine deltagere basert pi
R utalet it har et il mnsyn. i, setng. b begrensmng og dataportabilitet (kopi)
- Atutvalget ditt har rett til & klage til Datatilsynet

- Kontaktopplysninger tl prosjektleder (evt. student og veileder)

- il insti

T geme en it p virenetsder g vir mal for informasjonssy for hilp i fom\ulermger
hup://wwwansd.uib. 2 om htm

Nir du har oppdatert informasjonsskrivet med alle punktene over laster du det opp i meldeskjemact og
trykker pi «Bekreft innsending» pd siden «Send inn» i meldeskjemact.

TYPE OPPLYSNINGER OG VARIGHET
Prosjektet vil behandle alminnelige kategorier av personopplysninger frem il 15.05.2020.

FOLG DIN INSTITUSIONS RETNINGSLINJER
NSD legger til grunn at behandlingen oppfyller kravene i personvernforordningen om riktighet (art. 5.1 d),
integritet og konfidensialitet (art. 5.1. ) og sikkerhet (art. 32).

Dersom du benytter en (hmbchandlcr i prosjektet, mé behandlingen oppfylle kravene til bruk av
databehand]

For & forsikre dere om at kravene oppfylles, mé dere folge inteme retningslinjer og/eller ridfore dere med
behandlingsansvarlig institusjon.

NSD SIN VURDERING
NSDs vurdering av lovlig grunnlag, personvemprinsipper og de registrertes rettigheter flger under, men
forutsetter at vilkdrene nevnt over folges.
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Appendix B. E-mails to administrations and participants
E-mail to the school administrations:
Hei,

Mitt namn er Anna Krumsvik, og i samband med masteroppgava mi i engelsk didaktikk ved Universitetet i
Bergen, sé har eg laga ei sperjeundersoking om lararar sine oppfatningar av djupnelering og dei nye
kompetansemala for engelsk Vgl studiespesialiserande i samband med fagfornyinga og den nye leereplanen.

Eg treng dermed informantar i form av engelsklaerarar som underviser i engelsk for Vg1SF. Lerar som nyleg har
undervist i engelskfaget pa Vgl for studiespesialiserande, men som ikkje gjer det akkurat no er ogsa velkomne
til & delta.

Eg lurte derfor pa om de kunne sende meg mailadressene til dei engelsklaerarane som passar beskrivinga ved
skulen dykkar, slik eg kan kontakte dei ang. deltaking i sperjeundersokinga. Eventuelt kan de fa lenkja til
undersokinga, og dele han med dei engelsklararane som passar beskrivinga. Eg vil d& eventuelt sende dykk
vidare informasjon som de kan gje til kandidatane.

Ta gjerne kontakt om de har spersmal.
Pé ferehand, tusen takk!

Med venleg helsing

Anna Krumsvik, masterstudent UiB

E-mail to the teacher participants:

Hei ,
Har du tenkt péa kva djupnelaring og dei nye kompetansemala vil ha & seie for engelskfaget pa Vg1?

Mitt namn er Anna Krumsvik, og i samband med masteroppgava mi i engelsk didaktikk ved Universitet i
Bergen, sé har eg laga ei sporjeundersoking som eg treng engelsklaerarar for Vg1SF til & svare pa. Eg skriv om
engelsklerarar si oppfatning av djupnelering i engelskfaget i lys av fagfornyinga og den nye lereplanen.

Sperjeundersokinga er pa norsk og du treng ikkje & kjenne til fagfornyinga og den nye lereplanen i engelsk fra
for av.

Eg veit at det er tidleg, og at mange lerarar ikkje har sett seg inn i den nye lereplanen og alt den inneber - men
det er likevel sveert interessant & fa innblikk i tankane til laerarane rundt sarleg djupneleering som konsept.

Undersekinga er heilt anonym og tek omlag 15-20 minutt.
Eg treng s& mange respondentar eg kan fé. P4 forehand, tusen takk for eventuelle bidrag!

Undersekinga finn du her:
https://svar.uib.no/LinkCollector?key=UT28XJS5S21P

Ta gjerne kontakt om du har spersmal.

Beste helsing
Anna Krumsvik
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Appendix C. Information to the survey participants

Forespurnad om deltaking i forskingsprosjektet

«Engelskleerarar si forstding av djupneleering og dei nye kompetansemadla i engelskfaget pi VG1»

Dette er ein forespurnad til deg om 4 delta i eit forskingsprosjekt kor formalet er & utforske korleis lerarar i
engelskfaget pA VG1 forstar djupnelaering og nokre av dei nye kompetansemala fra fagfornyelsen, og kva
dette har a seie for faget. I dette skrivet vert det gitt informasjon om maéla for prosjektet og kva deltakinga
vil innebaere for deg.

Feremal

Dette prosjektet er ei masteroppgéve i1 engelsk didaktikk ved Institutt for framandsprak hja Universitetet i
Bergen, der foremalet er & undersekje korleis engelsklerarar i vidaregdande skule i Noreg forstér
djupnelering og nokre av dei nye kompetansemala i engelskfaget pa VG1, og korleis dei tenkjer &
undervise i desse kompetansemala med eit fokus pa djupnelering.

Kven er ansvarleg for forskingsprosjektet?
Institutt for framandsprak hja Universitetet i Bergen er ansvarleg for prosjektet. Rettleiar for prosjektet er
Kimberly Marie Skjelde, og ansvarleg student er Anna Krumsvik.

Kyvifor far du ferespurnad om & delta?

Informantutvalet bestar av laerarar i engelskfaget ved ulike vidaregdande skular i Noreg, og du vert bedt om
a delta fordi du nettopp er leerar i engelsk pa vidaregdande skule per dags dato. Utvalet er altsd henta fra
eige nettverk, eller gjennom at skular tek kontakt med tilsette som passar til utvalet.

Kva inneber det for deg 4 delta?

Studien er delt i to, der forste del bestér av ei sporjeunderseking til alle deltakarar, medan andre del bestar
av intervju av nokre fa av deltakarane. Sperjeundersekinga vil vere elektronisk, og tek omlag 15-20 minutt.
Svara vil ogsé verte registrert elektronisk.

Spersmala i sperjeundersekinga handlar blant anna om korleis du som lerar i engelsk forstar djupnelaring
i engelskfaget pd VG, korleis du forstar nokre av dei nye, foreslatte kompetansemala for engelsk VGI i
samband med djupnelering, korleis du vil undervise for djupnelaring i engelskfaget, kva du synes om dei
nye kompetansemala og djupnelaring, og korleis du vil undervise for visse utvalde kompetansemal eller
djupnelering.

Nokre fa av deltakarane til sperjeundersekinga vil bli spurde om 4a delta i intervjua i etterkant. I intervjua
vil desse deltakarane verte spurt om & utdjupe nokre av spersmala fra sperjeundersekinga. Det vil verte
nytta lydopptak under desse intervjua.

Sperjeskjema og intervju er pa norsk. Dersom du skulle ynskje & svare pa engelsk i sperjeskjemaet eller i
intervjua er det heilt greitt.

Deltakinga er frivillig

Deltakinga i denne studien er heilt frivillig, og du vil kunne trekkje deg nar som helst, utan grunngjeving.
Bidraget ditt vil vere sveert verdsatt da det vil styrke prosjektet og studien, og du vil ikkje verte utsett for
nokon risiko ved deltaking. Skulle du ynskje & trekkje deg, vil alt av opplysningar knytta til deg verte sletta.
Det vil ikkje ha nokon negative konsekvensar for deg om du ikkje vil delta, eller seinare vel & trekkje deg.
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Ditt personvern — korleis vi oppbevarer og nyttar dine opplysningar

Vi vil berre nytte opplysningane om deg til foremala som er uttalt i dette skrivet. Vi behandlar
opplysningane konfidensielt og i samsvar med personvernregelverket. Berre ansvarleg student og
rettleiaren knytt til prosjektet vil ha tilgang til informasjonen, og informasjonen vil verte lagra trygt pa
forskingsservaren SAFE — sikker adgang til forskningsdata og e-infrastruktur. Den tekniske
gjennomferinga av sperjeskjemaundersekinga foretakast av SurveyXact, og datautleveringa fra SurveyXact
vil verte gitt utan tilknyting til e-post/IP-adresse.

Av personopplysningar vil det verte spurt om alder, kjonn og tid i yrket. Sperjeundersgkingane vil vere
anonyme, og ingen av deltakarane vil kunne kjennast igjen.

Kva skjer med opplysningane dine nér vi avsluttar forskingsprosjektet?
Alt av opplysningar, datainformasjon og lydopptak vil bli sletta ved avslutting av prosjektet i mai 2020, nar
masteroppgava skal leverast.

Kva gir oss rett til 4 behandle personopplysningar om deg?
Vi behandlar opplysningar om deg basert pa ditt samtykke.

Pa oppdrag for Universitetet i Bergen har NSD — Norsk senter for forskningsdata AS vurdert at
behandlinga av personopplysningar i dette prosjektet er i samsvar med personvernregelverket.

Kvar kan eg finne ut meir?

Har du spersmal knytt til studien, eller ynskjer & nytte deg av rettigheitene dine, ta kontakt med:
Universitetet i Bergen via masterstudent Anna Krumsvik eller rettleiar Kimberly Marie Skjelde pa mail:
Anna.Krumsvik(@student.uib.no

Kimberly.Skjelde@uib.no

Vart personvernombud hja UIB: personvernombud@uib.no

NSD — Norsk senter for forskningsdata AS, pa e-post (personverntjenester@nsd.no) eller pé telefon: 55 58
21 17.

Eg hépar du er villig til & delta og bidra.

Med venleg helsing
Anna Krumsvik
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Appendix D. The questionnaire

Eg har motteke og forstatt informasjonen om prosjektet «Engelsklaerarar si forstaing av djupnelaering og dei
nye kompetansemala i engelskfaget pa VG1», og har fatt opplysningar om kontaktinformasjon dersom eg skulle
ha spgrsmal.

Dermed samtykker eg til:

1 @ Adeltaispgrieundersgkinga
(2) (| At mine opplysningar lagrast fram til prosjektet avsluttast i mai 2020

Kompetansemala som er nytta i denne undersgkinga er henta fra den nye lareplanen for Engelsk Vg1
(18.11.2019).

DEL 1: FORSTAELSEN AV, OG FORHOLDET DITT TIL DYBDELZRING

1. Er du godt kjent med UDIR sin definisjon av dybdeleering fra fgr?

Dybdelaering er d lzere noe sd godt at du forstar sammenhenger og kan bruke det du har laert i nye situasjoner.
Dybdelzaering er altsd@ mer enn faglig fordypning.

Vi definerer dybdelaering som det G gradvis utvikle kunnskap og varig forstdelse av begreper, metoder og sammenhenger
i fag og mellom fagomrdder. Det innebaerer at vi reflekterer over egen laering og bruker det vi har lzert pa ulike mater i
kjente og ukjente situasjoner, alene eller sammen med andre. (Utdanningsdirektoratet, 2019).

m @ Ja

(2) O ot

3) d Verken eller
(4) d Ikke sa veldig
(5) U Nei

2. Det finnes mange ulike definisjoner og oppfatninger knyttet til dybdelaering, og mange er usikre pa hvordan
de skal forsta begrepet. Hvordan forstar du dybdelaering? Skriv under.

3. | fagfornyelsen er det bestemt et stgrrre fokus pd dybdelaering. Hvordan vil du som lzerer f3a til dette i
engelskundervisningen din? Nevn kort minst tre ting under. (F.eks. fremgangsmate/metoder/aktiviteter)
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4. Grader pastandene under slik at tallet 1 star ved den pastanden du er mest enig med, tallet 2 ved den du er

nest mest enig med, og sa videre med 3 og 4 helt til tallet 5 star ved pastanden du er minst enig med.

Dybdelaering kan bli forstatt som....

a)..God leering. Prinsippene og
kjennetegnene for dybdelzering er de samme

som for god leering.

b)..En forstaelse av leeringsprosesser og en

tilnaerming til opplaering.

c)..En mate a leere pa der overflatelaering

(memorering/pugging av

fakta/utenatleaering) blir tatt i bruk til d gd i
dybden, pa veien mot forstaelse og leering.

d)..En leeremate der tidligere lzerdom,
erfaringer og kunnskap blir brukt til ny

leering, ved a ga i dybden.

e)..En ny leeremate som det er mye
usikkerhet rundt, bade knyttet til definisjon,
fremgangsmate og vurderingsform.

5. 1 hvilken grad er du enig i de fglgende utsagnene ...

5a) Dybdelaeringskonseptet vil forutsette at laerere jobber mer sammen, og har en kontinuerlig dialog om
hva dybdelaering vil innebaere.

1)

)

3)

(4)

(5)

5b) Et fokus pa dybdelzering i engelskfaget vil bli noe helt nytt for meg og undervisningen min.

(1)

)

3)

(4)

(5)

Q

(M

(M

(M

Q

U 0O o0 O

Helt enig

Litt enig

Verken eller

Ikke sa enig

Helt uenig

Helt enig

Litt enig

Verken eller

Ikke sa enig

Helt uenig
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5c¢) Jeg har undervist med et fokus pa dybdelaering i engelskfaget fgr det ble nevnt av Ludvigsen-

utvalget i 2014.

(1)

)

3)

(4)

(5)

Q

(M

(M

(M

Helt enig

Litt enig

Verken eller

Ikke sa enig

Helt uenig

5d) Dybdelaering som konsept kan bli tolket og forstatt ulikt av lzerere.

1)

)

3)

(4)

(5)

Helt enig

Litt enig

Verken eller

Ikke sa enig

Helt uenig

5e) Dersom larere tolker og forstar dybdelzering ulikt, kan det gi utilsiktede konsekvenser for skolen og

elevene.

1)

)

3)

(4)

(5)

Helt enig

Litt enig

Verken eller

Ikke sa enig

Helt uenig

5f) Jeg tror et starre fokus pa dybdelaering i engelskfaget vil bli utfordrende med tanke pa tid og

timetall.

(1)

)

3)

(4)

(5)

(M

(M

(M

Helt enig

Litt enig

Verken eller

Ikke sa enig

Helt uenig
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5Q) Jeg tror fokuset pa dybdelzering i engelskfaget vil kunne resultere i en ulik engelskopplaering fra

klasse til klasse, dersom ikke skolen og engelsklaererne har en felles forstaelse om hva dybdelaering skal
veere i faget.

(1) a Helt enig

) a Litt enig

(3) d Verken eller
(4) d Ikke sa enig
(5) a Helt uenig

Dersom du har noe 3 tilfgye eller kommentere til spgrsmalene eller pastandene i del 1, sa kan du skrive det
her.

DEL 2: DE NYE KOMPETANSEMALENE

Dersom du ikke har satt deg inn i de nye kompetansemalene for engelsk VG1, sa ligger de vedlagt her dersom du
@nsker a kaste et raskt blikk over de.

Kompetansemal etter Vg1 studieforberedende utdanningsprogram

Mal for opplzeringen er at eleven skal kunne:

¢ bruke egnede strategier i spraklaering, tekstskaping og kommunikasjon

¢ bruke egnede digitale ressurser og andre hjelpemidler i spraklaering, tekstskaping og samhandling

¢ bruke mgnstre for uttale i kommunikasjon

o lytte til, forsta og bruke akademisk sprak i arbeid med egne muntlige og skriftlige tekster

e uttrykke seg nyansert og presist med flyt og sammenheng, idiomatiske uttrykk og varierte setningsstrukturer tilpasset
formal, mottaker og situasjon

e gjgre rede for andres argumentasjon og bruke og fglge opp andres innspill i samtaler og diskusjoner om ulike emner

* bruke kunnskap om sammenhenger mellom engelsk og andre sprak eleven kjenner til i egen sprakleering

e bruke kunnskap om grammatikk og tekststruktur i arbeid med egne muntlige og skriftlige tekster

¢ |ese, diskutere og reflektere over innhold og virkemidler i ulike typer tekster, inkludert selvvalgte tekster

¢ lese, analysere og tolke engelskspraklig skjgnnlitteratur

¢ lese og sammenligne ulike sakprosatekster om samme emne fra forskjellige kilder og kritisk vurdere hvor palitelige
kildene er

¢ bruke ulike kilder pa en kritisk, hensiktsmessig og etterrettelig mate

e skrive ulike typer formelle og uformelle tekster, inkludert sammensatte, med struktur og sammenheng som beskriver,
diskuterer, begrunner og reflekterer tilpasset formal, mottaker og situasjon

e vurdere og bearbeide egne tekster ut fra faglige kriterier og kunnskap om sprak

* beskrive sentrale trekk ved framveksten av engelsk som verdenssprak

» utforske og reflektere over mangfold og samfunnsforhold i den engelskspraklige verden ut fra historiske
sammenhenger

e diskutere og reflektere over form, innhold og virkemidler i engelskspraklige kulturelle uttrykksformer fra ulike medier,
inkludert musikk, film og spill
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1. Trykk glideren pa det svaret du er mest enig i nar det gjelder formuleringen av de nye kompetansemalene...
De nye kompetansemalene for engelsk VG1, er for meg...

(1) a Tydelige og klare

(2) d Bade og

(3) a Vage og apne for tolkning

2. Fra hgringene holdt i mars 2019, uttalte flere skoler seg om at de nye kompetansemalene var for utydelige
under spgrsmalet «Er spraket i lereplanen klart og tydelig?», se sitater under:

«Flere av malene er for generelle. Det blir opp til hver enkelt leerer a tolke malene.» Ingeborg Vengen, pa vegne av Molde
VGS

«Kompetansemalene bgr konkretiseres og veere tydeligere.»
Julia kagge, pa vegne av Oslo Katedralskole programfag

«Vi opplever at spraket i en god del kompetansemal blir utydelige og vanskelig a forsta. [...]» Engelskseksjonen ved
Vardafjell VGS

«Nei, for lange og utydelege setningar. Upresist sprak.»
Mette Ingegerd Gilje, pa vegne av Bergen Katedralskole

De fleste hgringssvarene inneholdt derimot ingen innvendinger nar det gjaldt spraket i lzereplanen. Andre hevdet de var
ngdt til 8 vaere apne for & gi rom for dybdelaering.

Hva mener du om formuleringen til de nye, foreslatte kompetansemalene for engelskfaget pa VG1? Skriv
kortfattet under.

3. Mal for opplaeringen er at eleven skal kunne:

"Utforske og reflektere over mangfold og samfunnsforhold i den engelskspraklige verden ut fra historiske
sammenhenger"

Hva ville du hatt fokus pa i din undervisning for dette kompetansemalet i engelskfaget pa VG1? Nevn kort
minst tre ting du vil trekke frem. (Feks. opplegg/temainnhold)

4. | hvilken grad forstar du dette foreslatte kompetansemalet for engelsk VG1?
(Ranger pastandene ved a sette tallet 1 ved den pastanden du er mest enig med, tallet 2 med den du er nest-
mest enig med, videre med tallet 3 og 4, helt til tallet 5 star ved pastanden du er minst enig med)

Mal for opplaeringen er at eleven skal kunne:
«Lytte til, forsta og bruke akademisk sprak i arbeid med egne muntlige og skriftlige tekster»

a) Jeg er ganske sikker pa at jeg forstar hva
dette kompetansemalet innebaerer og
hvordan jeg kan undervise for det.
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b) Jeg er ikke sikker pa hva «akademisk

sprak» innebaerer i engelsk pa VG1. —

c) Jeg er ikke sikker pa hva «bruke akademisk

sprak i arbeid med egne muntlige og

skriftlige tekster» vil si her.

d) Jeg forstar hva som vil matte lzeeres for

dette kompetansemalet, men er usikker pa
hvordan jeg kan undervise for det.

e) Jeg er usikker hva som skal leeres og

hvordan for dette kompetansemalet. —

Dersom du har noe a tilfgye eller gnsker 8 kommentere noe fra del 2, sa kan du skrive det her.

DEL 3: KOMPETANSEMALENE OG DYBDELARING | ENGELSKUNDERVISNINGEN

1. I hvilken grad er du enig i de fglgende utsagnene...

1a) Jeg mener de nye, foreslatte kompetansemalene er egnet til 3 leeres gjennom dybdelzering.

1)

)

3)

(4)

(5)

U O 0 O

Helt enig

Litt enig

Verken eller

Ikke sa enig

Helt uenig

1b) Jeg ser det som en utfordring a skulle ha et fokus pa dybdelzering nar jeg underviser i de nye

kompetansemalene.
(1) a Helt enig

() Litt enig

(3) a Verken eller
(4) a Ikke sa enig
(5) a Helt uenig

1c) Skolen jeg jobber ved har satt av tid til diskusjoner og samarbeid om dybdelaering.

(1)

Q

Helt enig
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)

3)

(4)

(5)

U O 0 O

Litt enig

Verken eller

Ikke sa enig

Helt uenig

1d) Skolen jeg er ansatt ved har satt av tid til diskusjoner og samarbeid om dybdelaeringskonseptet i lys av

de nye, foreslatte kompetansemalene for engelsk VG1.

(1)

)

3)

(4)

(5)

U O 0O o0 o

Helt enig

Litt enig

Verken eller

Ikke sa enig

Helt uenig

1e) Dersom vi skal kunne ha et fokus pa dybdelzering i engelskundervisningen var, vil en nedkortet og

apen formulering av kompetansemalene vaere mer optimal enn en lukket og tydelig formulering.

1)

)

3)

(4)

(5)

Q

(M

(M

(M

Helt enig

Litt enig

Verken eller

Ikke sa enig

Helt uenig

2. Mal for opplzeringen er at eleven skal kunne:

«Beskrive sentrale trekk ved fremveksten av engelsk som verdenssprak»

Hvordan ville du lagt opp din undervisning for dette kompetansemalet i engelskfaget pa VG1, dersom du

samtidig skulle fa til dybdelaering? Skriv kortfattet under hva undervisningen ville inneholdt av

opplegg/metode.

Dersom du har noe 3 kommentere eller tilfgye til del 3 sa kan du skrive det her.

DEL 4 - BAKGRUNNSINFORMASJON

1. Hvor lenge har du jobbet som lzerer?

(1)

Q

Under 5 ar
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)

(6)

3)

(4)

(5)

U 0 0O 0 O

Mellom 5 og 10 ar

Mellom 10 og 20 ar

Mellom 20 og 30 ar

Mellom 30 og 40 ar

Over 40 ar

2. Hvilket kjgnn er du?

(1)

)

3)

Q

Q

Q

Kvinne

Mann

Jeg identifiserer meg ikke med disse kjgnnskategoriene

3. Hva er alderen din?

1)

)

3)

(4)

(5)

Tusen hjarteleg takk for ditt bidrag til masteroppgava mi.

Dersom du er villig til a verte spurt om a delta i intervju om same tema innan kort tid, sa sender

Q

(M

(M

(M

Under 30 ar

Mellom 31 og 40 ar

Mellom 41 og 50 ar

Mellom 51 og 60 ar

Over 61 ar

du ein mail til:

anna.krumsvik@student.uib.no

med fglgjande informasjon:

1. Namn
2. Kva for skule du er tilsett ved

Intervjuet vil ta omlag 20-25 min.
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Appendix E. Interview guide
Intervjuguide

Djupneleering i engelskfaget pa Vgl
Korleis forstar du djupneleering?

How do you understand in-depth learning?

Korleis vil du implementere/implementerer du djupnelaring i engelskundervisninga di?

How do you (plan to) implement in-depth learning in your English teaching?

Kva er forholdet ditt til djupnelaring?

What is your relationship to in-depth learning?

Vil djupnelaringskonseptet endre engelskundervisninga di p4 nokon maéte, i sa fall korleis?

Is in-depth learning going to change your English teaching in any way, if so — how?

Ser du det som ein fordel/unedvendighet at djupnelaring no stér skrive i fornyinga og den nye laereplanen?

Do you see the implementation of in-depth learning in the new National Curriculum as a positive thing/ do
you think it is necessary?

Dei nye kompetansemala for engelsk Vgl

Meiner du dei nye kompetansemala for engelsk VG1 passar til djupnelaeringskonseptet?

Do you think the new competence aims for English Vg1 suits the concept of in-depth learning?

Kva synest du om formuleringane/syntes du formuleringane er greie slik dei stér no til dei nye kompetansemala
for engelsk VG1?

Overall, what do you think about the formulation of the new competence aims for Vg1 English? Are they
easily understood?

Kva tenkjer du om at pastanden om at dei foreslatte kompetanseméla er opne for tolking for kvar enkelt laerar?

Do you think the new competence aims can result in a different understanding among teachers?
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Kompetansemila og djupnelzering
Kva trur du eventuelt kan vere konsekvensane av ulik tolking av kompetansemal blant lerarar for engelsk VG1?

If teachers do understand the competence aims differently, do you think that can have any consequences?

Trur du leerarar kan forstd djupnelaring ulikt? Visst tilfelle, kva trur du eventuelle konsekvensar kan vere av
det?

Do you think teachers could understand in-depth learning differently? If so, what do you think possible
consequences could be?

Har du arbeida med djupnelaringskonseptet i lys av kompetansemaéla hja skulen du er tilsett ved?

Have you been given time to work together with in-depth learning in your school?

«utforske og reflektere over mangfold og samfunnsforhold i den engelskspraklige verden ut
fra historiske sammenhenger»

Korleis ville du ha undervist for dette kompetansemélet med eit fokus pa djupnelaering?

How would you teach this competence aim — with a focus on in-depth learning?

Bakgrunnsinformasjon

Kor lenge har du jobba som lerar?

How long have you been working as a teacher?

Kva er alderen din?

What is your age?

Trur du erfaring eller alder til leerarar kan péverke korleis ein ser pa djupnel@ringskonseptet, visst ja — pa kva
maéte?

Do you think teachers” experience or age might affect how they perceive deep learning? If yes, how so?
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Appendix F. Consent letter — interviewees

Samtykkeskjema

Intervju 1 samband med masteroppgave

Ansvarleg masterstudent: Anna Krumsvik

Eg samtykker med dette til a:

Delta 1 intervju 1 samband med masterprosjektet «Engelsklararar si forstding av
djupnelering og dei nye kompetansemala for engelsk Vgl»

At intervjuet blir teke opp og transkribert

At informasjonen vert lagra til prosjektet blir avslutta 1 mai 2020

Som deltakar 1 intervju vil du sjelvsagt vere heilt anonym, og informasjonen
brukt i oppgéva vil ikkje kunne identifisere deg pd nokon som helst méte.

Underskrift:
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Appendix G. Permission: audio-recording

7\ UNIVERSITETET I BERGEN
Institutt for framandsprdk

Til den det matte anga

Dato
01.10.2019

Stadfesting ved bruk av privat opptaksutstyr

Institutt for framandsprak stadfester med dette at Anna Krumsvik (04.08.1994) er student
ved Lektorutdanning med master i framandsprak (engelsk) ved Institutt for framandsprak,
Universitetet i Bergen.

I samband med gjennomfering av intervju til masteroppgava, treng Krumsvik & nytte privat
opptaksutstyr. Institutt for framandsprak stadfester med dette at vi godkjenner bruken av
privat opptaksutstyr.

Desse forholda ligg til grunn for stadfestinga
e studenten ma setje seg inn i relevant regelverk, og falje dette
o studenten ma bruke ei sikker loysing for handsaming av personopplysingar, som til
domes SAFE (Sikker Adgang til Forskingsdata og E-infrastruktur)
e persondata skal sa raskt som mogleg fiernast fra privat eining og ikkje delast utover
det som er tillate i regelverket/godkjenninga av prosjektet

Nyttige lenker
SAFE
Datatilsynet - Personvernregelverket

Denne stadfestinga skal signerast av student og administrasjonssjef ved Institutt for

framandsprak.
(2L (e
~student admyifistr sjonssjef,
Institutt for framandsprak Postadresse Besgksadresse
Telefon 55582340 Postboks 7805 Sydnesplassen 7
post@if.uib.no 5020 Bergen 5007 Bergen

side 1 av 1
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Appendix H. Survey data results

Samtykke 1 Samtykke 2 1. Del 1

P R R RPRRPRRRRRRRERRRRERRRRERRRRERRRRERBRRRERRRERRRERRRERRERRRERRRBRRERR

1

PR R RPRRPRRRRPRRRPRPRPRRRPRPRRRERRPRRRORRPRRPRRERPRRERBPRREREBRRREREBRRERRRERER

Ja
Litt

—
[SDR )

5a) Del 1

Helt enig
Verken eller
Helt enig
Litt enig

Ikke sA veldig Litt enig

Litt
Litt
Litt
Litt
Litt
Litt

—
SR ]

Litt
Litt

—
Q

Litt

—
[}

Litt

—
[V R ]

Litt
Litt

—
Q

Litt
Litt

—
Q

Litt

[ S S S .
[V < R D R 1]

Litt

[ S S S .
[V I <R D R 7]

Nei
Verken eller

—
Q

Litt

Helt enig
Verken eller
Helt enig
Helt enig
Litt enig

Litt enig
Verken eller
Helt enig
Litt enig
Helt enig
Helt enig
Litt enig

Litt enig

Litt enig
Helt enig
Helt enig
Verken eller
Helt enig
Ikke sA enig
Verken eller
Verken eller
Helt enig
Helt enig
Helt enig
Helt enig
Helt enig
Helt enig
Litt enig
Helt enig
Helt enig
Verken eller
Helt enig
Litt enig
Helt uenig
Helt enig
Ikke sA enig

Ikke sA veldig Helt enig

Ja
Litt

Verken eller
Litt enig

5b) Del 1

Helt uenig
Verken eller
Helt enig
Helt uenig
Verken eller
Ikke sA enig
Ikke sA enig
Ikke sA enig
Helt uenig
Litt enig
Helt uenig
Helt uenig
Helt uenig
Ikke sA enig
Litt enig
Verken eller
Helt uenig
Verken eller
Ikke sA enig
Ikke sA enig
Ikke sA enig
Ikke sA enig
Ikke sA enig
Ikke sA enig
Litt enig
Verken eller
Helt uenig
Ikke sA enig
Ikke sA enig
Ikke sA enig
Litt enig
Ikke sA enig
Helt uenig
Helt uenig
Helt uenig
Helt uenig
Ikke sA enig
Ikke sA enig
Ikke sA enig
Ikke sA enig
Helt uenig
Verken eller
Helt uenig
Litt enig

5c) Del 1

Litt enig
Litt enig
Litt enig
Litt enig
Verken eller
Litt enig
Litt enig
Verken eller
Helt enig
Verken eller
Helt enig
Helt enig
Verken eller
Litt enig
Verken eller
Litt enig
Verken eller
Verken eller
Litt enig
Litt enig
Helt uenig
Litt enig
Litt enig
Ikke sA enig
Verken eller
Litt enig
Helt enig
Verken eller
Helt enig
Litt enig
Litt enig
Litt enig
Verken eller
Helt enig
Helt enig
Litt enig
Ikke sA enig
Helt enig
Litt enig
Litt enig
Helt enig
Litt enig
Helt enig
Ikke sA enig

5d) Del 1

Litt enig
Helt enig
Helt enig
Ikke sA enig
Verken eller
Litt enig
Litt enig
Litt enig
Litt enig
Helt enig
Litt enig
Helt enig
Helt enig
Helt enig
Litt enig
Helt enig
Helt enig
Litt enig
Helt enig
Litt enig
Litt enig
Litt enig
Helt enig
Helt enig
Litt enig
Litt enig
Helt enig
Helt enig
Verken eller
Helt enig
Litt enig
Ikke sA enig
Helt enig
Ikke sA enig
Litt enig
Litt enig
Litt enig
Litt enig
Litt enig
Helt enig
Litt enig
Helt enig
Litt enig
Litt enig
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R R R R R RRRRR

1 Ikke sA veldig Helt enig

1 Litt
1 Litt
1 Litt
1 Litt
1Ja
1 Ja
1 Ja
1Ja
1 Litt

Helt enig
Helt enig
Litt enig
Verken eller
Helt uenig
Litt enig

Litt enig

Litt enig
Helt enig

Litt enig
Ikke sA enig
Ikke sA enig
Ikke sA enig
Helt uenig
Ikke sA enig
Ikke sA enig
Litt enig
Ikke sA enig
Ikke sA enig

Verken eller
Helt uenig
Verken eller
Litt enig
Helt enig
Verken eller
Verken eller
Litt enig

Litt enig

Litt enig

Verken eller
Litt enig
Helt enig
Litt enig
Helt enig
Helt enig
Litt enig

Litt enig
Helt enig
Litt enig
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5e) Del 1

Helt enig
Helt enig
Helt enig
Helt enig
Verken eller
Litt enig

Litt enig

Litt enig
Helt enig
Helt enig
Helt enig
Verken eller
Helt enig
Litt enig
Ikke sA enig
Litt enig

Litt enig
Helt enig
Litt enig

Litt enig

Litt enig

Litt enig
Helt enig
Litt enig

Litt enig
Ikke sA enig
Helt enig
Helt enig
Helt enig
Ikke sA enig
Verken eller
Helt enig
Verken eller
Helt enig
Helt enig
Verken eller
Verken eller
Helt enig
Ikke sA enig
Litt enig
Helt enig
Litt enig
Ikke sA enig
Helt uenig

5f) Del 1

Verken eller
Helt enig
Verken eller
Litt enig

Litt enig
Verken eller
Litt enig
Helt enig
Ikke sA enig
Helt enig
Ikke sA enig
Litt enig
Helt uenig
Litt enig

Litt enig
Verken eller
Ikke sA enig
Ikke sA enig
Litt enig

Litt enig

Litt enig
Ikke sA enig
Helt uenig
Helt uenig
Litt enig
Ikke sA enig
Helt uenig
Litt enig
Helt uenig
Ikke sA enig
Verken eller
Helt uenig
Litt enig
Helt enig
Helt uenig
Helt uenig
Ikke sA enig
Litt enig

Litt enig
Helt uenig
Ikke sA enig
Verken eller
Ikke sA enig
Helt enig

5g) Del 1 1a) Del 2

Helt enig Litt enig

Litt enig Litt enig
Helt enig Helt enig
Helt enig Litt enig

Litt enig Verken eller
Helt enig Litt enig
Verken eller Litt enig

Litt enig Ikke sA enig
Helt enig Helt enig
Helt enig Helt enig
Helt enig Verken eller
Litt enig Verken eller
Helt enig Helt enig
Helt enig Litt enig

Litt enig Litt enig
Helt enig Helt enig
Litt enig Verken eller
Verken eller Helt enig
Litt enig Litt enig

Litt enig Litt enig

Litt enig Helt enig
Litt enig Verken eller
Ikke sA enig Verken eller
Litt enig Helt enig
Ikke sA enig Verken eller
Helt enig Helt enig
Litt enig Helt enig
Helt enig Helt enig
Litt enig Verken eller
Ikke sA enig Helt enig
Verken eller Litt enig

Litt enig Verken eller
Helt enig Litt enig
Helt enig  Ikke sA enig
Litt enig Verken eller
Verken eller Helt enig
Litt enig Litt enig

Litt enig Litt enig
Ikke sA enig Litt enig

Litt enig Helt enig
Helt enig Litt enig

Litt enig Verken eller
Ikke sA enig Helt enig
Ikke sA enig Verken eller

1b) Del 2

Ikke sA enig
Litt enig
Ikke sA enig
Litt enig
Verken eller
Verken eller
Litt enig

Litt enig
Helt uenig
Litt enig
Verken eller
Litt enig
Helt uenig
Ikke sA enig
Litt enig
Helt enig
Helt uenig
Ikke sA enig
Litt enig

Litt enig
Helt uenig
Ikke sA enig
Ikke sA enig
Ikke sA enig
Verken eller
Ikke sA enig
Helt uenig
Litt enig
Helt uenig
Helt uenig
Litt enig
Ikke sA enig
Litt enig
Ikke sA enig
Verken eller
Ikke sA enig
Ikke sA enig
Litt enig
Verken eller
Helt uenig
Ikke sA enig
Litt enig
Ikke sA enig
Verken eller

1c) Del 2

Helt enig
Helt enig
Helt enig
Litt enig
Helt enig
Litt enig
Litt enig
Litt enig
Ikke sA enig
Verken eller
Litt enig
Verken eller
Helt enig
Ikke sA enig
Helt enig
Ikke sA enig
Ikke sA enig
Helt enig
Litt enig
Helt enig
Verken eller
Litt enig
Litt enig
Litt enig
Helt enig
Helt uenig
Helt enig
Helt enig
Helt enig
Helt uenig
Ikke sA enig
Verken eller
Litt enig
Helt enig
Helt enig
Helt enig
Verken eller
Helt uenig
Litt enig
Litt enig
Litt enig
Litt enig
Helt enig
Verken eller

1d) Del 2

Helt enig
Helt enig
Litt enig

Litt enig
Helt enig
Verken eller
Verken eller
Verken eller
Ikke sA enig
Ikke sA enig
Litt enig
Verken eller
Helt enig
Ikke sA enig
Litt enig
Ikke sA enig
Helt uenig
Litt enig

Litt enig
Helt uenig
Verken eller
Litt enig

Litt enig

Litt enig

Litt enig
Ikke sA enig
Helt uenig
Litt enig
Helt enig
Helt uenig
Ikke sA enig
Ikke sA enig
Litt enig
Helt enig
Helt enig
Helt enig
Helt enig
Verken eller
Litt enig
Verken eller
Litt enig

Litt enig
Helt uenig
Verken eller
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Helt enig
Litt enig
Helt enig
Ikke sA enig
Verken eller
Helt enig
Litt enig
Helt enig
Helt enig
Litt enig

Litt enig

Litt enig
Helt enig
Verken eller
Helt uenig
Helt enig
Verken eller
Litt enig
Verken eller
Verken eller

Litt enig
Litt enig
Litt enig
Litt enig
Litt enig
Helt enig
Litt enig
Helt enig
Helt enig
Helt enig

Helt enig  Ikke sA enig
Ikke sA enig Litt enig
Verken eller Verken eller
Litt enig Verken eller
Litt enig Helt uenig
Verken eller Litt enig

Litt enig Litt enig

Litt enig Litt enig
Verken eller Verken eller
Litt enig Verken eller

Ikke sA enig
Litt enig
Litt enig
Ikke sA enig
Ikke sA enig
Helt enig
Ikke sA enig
Helt enig
Litt enig
Litt enig

Ikke sA enig
Litt enig
Verken eller
Helt uenig
Ikke sA enig
Helt enig
Ikke sA enig
Helt enig
Litt enig
Ikke sA enig
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le) Dersom

Litt enig

Litt enig
Helt uenig
Ikke sA enig
Helt enig
Verken eller
Helt enig
Litt enig
Helt enig
Ikke sA enig
Verken eller
Verken eller
Helt enig
Helt enig
Ikke sA enig
Helt enig
Verken eller
Helt enig
Litt enig
Verken eller
Helt enig
Ikke sA enig
Litt enig
Verken eller
Litt enig

Litt enig
Helt uenig
Litt enig
Verken eller
Helt enig
Verken eller
Litt enig
Verken eller
Verken eller
Verken eller
Helt enig
Helt enig
Ikke sA enig
Litt enig
Helt uenig
Helt uenig
Litt enig

Litt enig
Verken eller

1. Hvor lenge har du jobbet som IErer?

Mellom 20 og 30 Ar
Mellom 5 og 10 Ar
Mellom 20 og 30 Ar
Mellom 10 og 20 Ar
Mellom 10 og 20 Ar
Mellom 20 og 30 Ar
Mellom 5 og 10 Ar
Mellom 5 og 10 Ar
Mellom 5 og 10 Ar
Mellom 10 og 20 Ar
Mellom 10 og 20 Ar
Under 5 Ar

Mellom 5 og 10 Ar
Mellom 5 og 10 Ar
Under 5 Ar

Mellom 5 og 10 Ar
Under 5 Ar

Mellom 10 og 20 Ar
Mellom 10 og 20 Ar
Mellom 5 og 10 Ar
Under 5 Ar

Mellom 10 og 20 Ar
Mellom 10 og 20 Ar
Mellom 10 og 20 Ar
Mellom 5 og 10 Ar
Mellom 10 og 20 Ar
Mellom 10 og 20 Ar
Under 5 Ar

Mellom 10 og 20 Ar
Mellom 20 og 30 Ar
Mellom 30 og 40 Ar
Under 5 Ar

Mellom 20 og 30 Ar
Mellom 10 og 20 Ar
Mellom 10 og 20 Ar
Mellom 20 og 30 Ar
Under 5 Ar

Under 5 Ar

Under 5 Ar

Mellom 10 og 20 Ar
Mellom 30 og 40 Ar
Mellom 10 og 20 Ar
Mellom 5 og 10 Ar
Under 5 Ar

132



Verken eller Mellom 10 og 20 Ar
Ikke sA enig Under 5 Ar

Litt enig Under 5 Ar

Helt enig  Mellom 10 og 20 Ar
Litt enig Mellom 5 og 10 Ar
Ikke sA enig Under 5 Ar

Helt enig  Under5 Ar

Helt enig  Mellom 10 og 20 Ar
Verken eller Mellom 10 og 20 Ar
Ikke sA enig Mellom 5 og 10 Ar
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DEL 1 SP@RSMAL 1

Ja 25 46.30%
Litt 24 44.44%
Verken eller 1 1.85%
Ikke sa veldig 3 5.56%
Nei 1 1.85%
DEL 1 spgrsmal 5
5A)
Helt enig 26 48.00%
Litt enig 15 27.78%
Verken eller 9 16.67%
Ikke sa enig 2 3.70%
Helt uenig 2 3.70%
5B)
Helt enig 1 1.85%
Litt enig 7 12.96%
Verken eller 6 11.11%
Ikke sa enig 25 46.30%
Helt uenig 15 27.78%
5C)
Helt enig 11 20.37%
Litt enig 24 44.44%
Verken eller 14 25.93%
Ikke sa enig 3 5.56%
Helt uenig 2 3.70%
5D)

134



Helt enig 21 38.89%
Litt enig 27 50.00%
Verken eller 3 5.56%
Ikke sa enig 3 5.56%
Helt uenig 0 0.0%
SE)
Helt enig 23 42.59%
Litt enig 17 31.48%
Verken eller 7 12.96%
Ikke sa enig 6 11.11%
Helt uenig 1 1.85%
5F)
Helt enig 7 12.96%
Litt enig 17 31.48%
Verken eller 10 18.52%
Ikke sa enig 10 18.52%
Helt uenig 10 18.52%
5G)
Helt enig 19 35.19%
Litt enig 25 46.30%
Verken eller 4 7.41%
Ikke sa enig 6 11.11%
Helt uenig 0 0.0%
DEL 2 Spgrsmal 1
Vage og apne 8 14.81%
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Tydelige og klare 14 25.93%
Bade og 32 59.26%
DEL 3 Spgrsmal 1
1A)
Helt enig 16 29.63%
Litt enig 20 37.04%
Verken eller 15 27.78%
Ikke sa enig 3 5.56%
Helt uenig 0 0.0%
1B)
Helt enig 1 1.85%
Litt enig 18 33.33%
Verken eller 11 20.37%
Ikke sa enig 15 27.78%
Helt uenig 9 16.67%
1C)
Helt enig 18 33.33%
Litt enig 18 33.33%
Verken eller 6 11.11%
Ikke sa enig 9 16.67%
Helt uenig 3 5.56%
1D)
Helt enig 12 25.93%
Litt enig 17 31.48%
Verken eller 9 16.67%
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Ikke sa enig 11 20.37%
Helt uenig 5 9.26%
1E)
Helt enig 14 25.93%
Litt enig 14 25.93%
Verken eller 14 25.93%
Ikke sa enig 8 14.81%
Helt uenig 4 7.41%
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SPM 2 DEL 1:

Det finnes mange ulike knyttet tl og
mange er usikre pa hvordan de skal forsta begrepet. Hvordan forstar du
dybdelaering? Skriv under.

DSHRIGHE - time aspect — in-depth leaming s built over time o simiar

ifiesGeei - R - in-depth learing i related to the pupils”abilty o reflect over their own learning, or
how 10ing happens and eing i 1 use s rfecon n HTorent huons

[B = “larger context” - Connection between different subjects — In-depth \earmng is when the pupil acquire an
interdiscipiinary competence, or skils that can be used across several subject

Yellow = Less content/lelements//aims in the subject curriculum — a deeper focus on a few things

Light Grey = The term "heightlearning can be used to describe in-depth learming (when the pupils have leared
the basics, and can climb up the competence ladder, and look out towards the "big landscape”

TrGUOISE = *Going in-depth’ More than knowing facts — In-depth leaming is about knowing how to understand
and use facts in a larger context, not about memorizing them

BAIGHEE - different angles and reasons.
B = 20" century skills
Purpid

I = Connect knowiedge to new situations or daily ife

ame as UDIR

aring to leamn

Grey
Other 1 - in-depth learning can be difficult to measure (20-30 years’ experience)

Olner 3~ 5% elover fr vate med & bestemine innhold | detdeiskal re (5-10 years” experionce)
Other 4 — evna il formidiing (Under 5 years’ experience)

Other 5 - ein del av dannelsesprosessen (under 5 years experience)
Other 6 - 20" century skills (10-20 years' experience)

Mellom 30 og 40 ars erfaring: 2 stk
Mann over 61 ar:
Jeg pleier 4 kalle det for HOYDEL/ERING. Det er nér elevene har lzert det grunnleggende, har Kiatret ltt oppover

pa kompetansestigen og kan se utover "det store landskapet". Da kan de se at fagomradet omfatter mer enn bare
et kompetansemal i engelsk

Mann 51-60
Mindrs fokus pa detaller, og mer fokus dette kan det
e t kunnskap bir internalisert, ik at eleven ikke lenger pugger detaljer men

- Going more in-depth, less memorizing (5 av 6)
- Seeing the larger context, interdisciplinarity (4 av 6)

- Time aspect (1av 6)

- SomUDIR (1av6)

- Lerealere (1/6)

- Hoydelasring (1/6)

- Seeing a topic from different angles and connect reasons (3/6)
- Reflection/understanding = 3 av 6

Mellom 10 og 20 &rs erfaring: 20 stk

Mann 41-50 ar:

|. Men dy bde\mnng har mer fokus om
bearbeidelse og tilnzerming - ikke faktisk fOFSHaR det -
enn fordypning eller den tidligere begrep. Dybdeleering er nedvendigvis iﬂ aimale| formelle

Uroingesiuasjonor med Mindre st vardergon o av en &t Som ef baser pa veragg orstaclse og
kompetanse.

Mann 41-50 ar:
kAT T  EFRES S Og s er det nokre underpunkt der
com bl Gomes BERERIEA

Kvinne 4150 ar:

Eqg forstar djupnelzering som at ein brukar ser pa det ek seq id il 4 "grave”  det,
slik

meg at ein kan jobbe grundig med  analysee og tolke tre noveller i staden for seks, men at ein gjer det skikkeleg
kvar gong. Eleven vil da lettare kunne analysere og tolke andre noveller pé eiga hand seinare.

Kvinne 41-50 ar:

Faerre kompetansemsl o mellom fagene. D SESNGRNES

Mann 41-50 ar:
Forstéelsen for hvordan det henger sammen med
'menomsko\ehie‘ fenomener.

Kvinne 41-50 ar:

For meg er omgrepet "dybdelaering" litt forvirrande. for inntrykket mitt er at "dybdelaering" handlar like mykje om
b o e “#
l Dermed h

Kvinne 3140 ar:

Jeg forstar det som at man
Det hielper oss pa denne maten & fa en dypere forstaelse for ting vi

Ieerer og vi ser mer nytte og relevans i det.

Kvinne 4150 ar:

Dybdelaering er & jobbe med stoffet sik at kunnskapen sitter. ISR O-!

Appendix 1. Analysis of the open-ended questions

Summary:
- Height leaning (1/2)

- Connect knowledge to new situations 1/2
- Learning to leam (methods and basic knowledge instead of memorizing details)

Mellom 20 og 30 ars erfaring: 6stk

Kvinne over 61 4r:

Dette vil innebeere feerre kompetansemal. Man vil G&eridybden pa de nye malene som er aktuelle. [l
Ui evhen t FBKSGH | dots arbcidet, 69 dormed
innebzerer det ogsa

Kvinne over 61 ar:
A konsentrere seg om feerre element i leereplanen, og leere el Griindigare= it det gield engelsklaget

Kvinne 51-60 &r:

Fenkerat bde@in skal ant e or rervarid
Implisitt | begrepet ligger vel en tanke om at eleven ikke bare skal huske fagstoff,
men forsta og kunne bruke kunntka jene. Det ligger ogsa et kognitivt aspekt her dybde\mrm innebaerer at
elevene w ied kan _
Slik jeg forstar begrepet handler ikke dybdelaering om at e\evene skal Vordype seg i et smalt felt
'og kunne mye om dette. Det er mer snakk om "heydelaring” (et begre ep Jeg hm\e a et kurs med Mar
e e SR BT

Kvinne 41-50 ar:

Eg forstar djupnelaering/dybdelaering som arbeid med eit emne pa ein grundig mate, der ein arbeider grundig med

s | st o ovafiaisk minge amne. Dete arvoides kb 6 o p » NN

| kanskje sider ein ikkje vanlegvis ser pa ved eit tema. Det kan og handle om & lzere ting i eitt emne som
HiRaT

Mann 4150 ar:

Jeg forstar det sann at det er fiiéF &nn'a Kunne gjéngi fakial Det er ogsa mer enn & gjengi ferdige
analysemomenter. IR | <or//x0/ing (oriker g pé ot bogropsforstdelse,

Iaaring av vocabulary, er en prosess som tar lang tid eller egentli alar bir ferdig. For eksempel vil forstaelsen av
ordet culture” forandre seg gjennom et helt iv. Dybdelzering il derfor vaere 3 en s bred, dyp, nyansert
forstaelse av begrepet som mulig. For 4 fa t defie ma o lonker llers ot det
er viklig 4 tenke pa al dete ikke e noe nyt  denne reformen. Hoy maloppnaelse | engelsk krever allerede
med kunnskapsloftet at eleven ma "kunne sette kunnskapen | sammenheng'. Men det er interessant at det
Ioftes fram | sa stor grad som det gjor | denne nye reformen

Kvinne 51-60 ar:

1 dette ligger det at elevene skal underseke og "forske" pé et gitt tema fra TSKENGENNKINGENOGBSISHERIVEN
for & ‘det mer enn & "kunne" fakta om d «&l innenfra og uxemraperspek«w ervikdg. |
Hlogg orstéreg dbdelesring som aictInnebasrr mer ekl undersekelse, som for sksompel & samie
et sory ERRERRRBVIRIRGR oo oo, or g5 3 orsts som o recsstorolosioverai ke
lenger er s4 viktig

Summary:

- Less content, less comeptence aims in the subject curriculum (3 av 6)

handler bade om & gé i dybden fagliq, FiSHISGSAINGMENENNEIKUNNSKAP eI SEESN ISV SROreIEGI0d
sammenhenger|

Mann 4150 ar:

Hoy grad av BB ti 2 sette seg inn i fagets "big ideas" Mifidré oK pa detaljer og nkle fakia.
ke

Kvinne 3140 ar:

o so o meg t dybdlsing ncebescer
'og innsikt ot tema i tlegg tl kunnskap om det. Huis man har leert o / dybden kan man tvie I
o ESERISARGRSRURE BTSSRI <13 1 o vt it

Kvinne 51-60 ar:
1 dybdelzering er det viktig at en ikke fokuserer pé riktige svar fra elevene, men at de heller skal stole i;a egne

refleksjoner. Det er vikig at de kan argumentere for hvordan de har kommet fram ti sine
for eksempel vaere a vise til ulike elementer i en tekst som elevene kan relatere tankene sine til. Lzereren ma vise

elevene hvordan en reflekierer helt eksplisitt. Fagstoffet er temaer eleven skal l2ere & tenke med og ikke om. |
. stole pé egne refleksjoner og begrunne sine refleksjoner

for sa a kunne bi

Kvinne 41-50 ar:

| dokumentet "Kjerneelementer og begrunnelser for valg av innhold i norsk” biir omgrepet djubdelzering brukt som

om det er resulatet av zzring. 0g kil ein lzeringsprosess. Djubdelaering er sa vidt eg kan forsta ikke eit produkt,
11t prosess for & are leing ogille | samarbeid

Mann 4150 ar:

o det star [ definisioner - o i o altsa RGN At
elevene har en glennomgaende og ser

Kvinne 51-60 ar:

'BRGUGANTIt o student is able to use a topic, FBIBEH over what they have leamed, fBfEGt over the
cunseiuences oﬁhmis haiiemni and those that have not happened. Be able to in
Kvinne 41-50 ar:

Jeg tenker forst og fremst at det dreier seg om & Alt vi glor i et fag giennom et
ar skal vasre

Viavsuter alan ot arbeid. vi bygger stadig videre og Dette
gjelder innad i de enkelte fag men ogsa pa

Kvinne 4150 ar:

Nér eg hoyrde begrepet for farste gong, trudde eg ef stund at det handia om 4 ga djupare inn i kvart temalemne,
g eg trudde at kompetansemala skulle bii enda meir spissa. Nar eg sag nye forslag lil iereplan (og da tok eg
utganspunkt i naturfag). folte eg at kompetansemala vart enda rundare og meir diffuse. DA tenkte eg at det
handla meir om * Eg folte at detla opp Uil meir fridom i & velje (béade for eerarar
og elevar). Eg syns kanskje g at ein kan dra vekslar
pa andre fag i starre grad. Eller at vi bor gjere det, i det minste.

Kvinne 4150 ar:
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Dette er vanskeleg a skildre, fordi det er for lite rom for djubdeleering i den leereplanen som er, slk at det er
vanskeleg a samle tradar utover éret. Eg har hovudfag i eit fag, det tenkjer eg pa som djubdelzering. Ein jobbar
nedover og utover pa ein eller annan mate. Nedover med at ein arbeidar med eit utgangspunkt  eit
temalcase/problemstiling (td. multculturalism in the UK) som i byrjinga er avgrensa. Her Iyt ein arbeide med &
belyse tema/omgrep med uiike typar tekstar. | tlegg Iyt ein kome til eit punkt der ein elev sjolv byrjar &
undersakje og stile seg kriiske spm tl det ein finn. Det tek tid & koma hit. Ein mé ta opp att omgrepsforstéinga
flere gonger og fare ein diskusjon kring kva som faktisk ligg i omgrep. Djupnelasring innebzer, tenkjer eg, at

eleven stiller seg spm om arsak-prosess. verknad og ser at andre emne gjeme er knytt opp mot det ein arbeider
med ein far om dette gitte tema il td. "multiculturalism” i
andre land, og sja likskaper/ulikskaper i

Kvinne 3140 ar:

pugge.

Mann 3140 ar:

/At man velger ut bestemte tema og arbeider mer disse
e O ool ko v Yir

Mann 41-50 ar:

=an ¢ - piike eksisterande Kunnskap [ nve samanhenaai

Summary:

Less content, less comeptence aims in the subject curriculum = 3 av 20
Seeing th arger contex, ntedcipinarty = 12 220
Time sspet =

Som

Seaing aogic om aferent angles and connect reasons = 2 av 20
deph.less memotzing =8 8v 20

Reﬂedmn/undelslandmg' v 2

20t cantay sidl = 1.2

é‘

bl hemg critical to sources = 2 av 20
Connect to dall life or new situations = 9 av 20

Mellom 5 og 10 &rs erfaring: 12 stk

Mann 3140 4r:

leven skl inne meir enn & ramse 6pp fakia, men ga djupare inn | ESTENEIEE, ANGERBHOANETRISEET. o

fordjupe seg | tema.
Kvinne 3140 ar:

| hovedsak at man fordyper innenfor et temia oaleller fag. i den grad at man sitter igjen med e ein om man Kun
tar overflatelaering. Jeg ser ogsa for meg stillaser, altsa at de bygger en grunnmur og bygger videre pa den.

Jeg harlest at det er 2 EENSAGOIISIGIIDSERSaReANENGs o; <IN
h Jeg forstar det ogsa slik, sa er det mange undervisningsmetoder og aktiviteter man kan bruke for & ga
i dybden pa noelskape dybdelzering.

Det omhandler bade faglig fordypAing og og FEfIEKEJBA. Det handier ogsé om

refleksjon og drafting, ikke ren avskriving eller informasjon om noe.

Summary:

Less content, less comeptence aims in the subject curriculum =
Soeing thelrger conlex, nterdiscpinary =9 av 12

Seeing a topic from different angles and connect reasons = 2 av 12
Going more in-depth, less memorizing = 6 av 12
Reflection/understanding

20th century skills =

Other =2.av 20

Sources / being critcal to sources = 1 av 12

Connect o daily ife or new situations = 3 av 20

Under 5 ars erfaring: 14 stk

Kvinne 3140 ar:

Dybdelaering handler om 4 jobbe med et termia s4pass Godi at man "eier” informasjonen man har lzert seg etterpé.
Kvinne under 30 ar:

Eg forstar dybdelaering som i fordjlpning i éit tema der detikkje bare handlar om a Kunne forsta fakia men og &
Kinne SRS oo

Kvinne under 30 ar:

‘Som en type laering som gir| og det & fa samfunnsstrukturer pa en
ny méte. Det handier ikke om detaljer

Mann 3140 ar:
Aten sorger for a ha over informasjon knyttet il temaet, tillega il at en

Dette
skal da helst ogsa fare tl at en bir | stand til & anvende| g bedamme i hvor stor grad informasjonen fra
forskjellige kilder er.

Kvinne under 30 ar:

Gi elevene IENNGHEKEBGIGHEE med temacne, [N IOGSCIOENEIANRAES

Kvinne 3140 ar:

Jeg forstar det sik at elevenc I GUNGISHENGENag] o' csempel
samfunnsfaglige/kulturelle/politiske situasjoner i engelsk sprakiige land og kunne sammenligne disse med det
rske samfunn.

Kvinne under 30 ar:

Dybdelzering = ENENIDISINSSNSRNSNES oo kan Laerere i ulike fag

kan samarbeide og lage prosjekteriopplegg som Siike

prosjekter skal forega kontinuerlig.

Kvinne 31-40 ar:

 hielpe elevene til & se sammenhenger mellom de de leerer i fagef o ENSSIVSISNUSSIONEN andre fagomrader]

Mann 31-40 &r:

Dybdelaering handler om & dekke et tema pa en mate som gjor at elevene ikke bare husker it ion. men

e e i ot ans g s s S

Mann 31-40 ar:

Min orsaolse av dybdeieing o ot clevens skal s IS t & so TEYBBISBGITGANGT, og gjres  stand 113 I

RN <. > .o v ey g | i e b st et vt
fagfelt for & kunne se og utn)

med o
camimerihongenc. | Srion av Stbede med nye arepaner | don del ag (derblant angelsk) s T jeg ik av
at det var lite fokus pa kunnskap og mye fokus pa bruk av kilder og samhandiing, og selv

om alt ette er vvkﬂi s vil det etfer mitt S

Mann 3140 ar:

For meg innebzerer dybdelaering at eleven befatter seg med et tema pé flere forskiellige nivéer - forst ved & fa en
oversikt, 54 ved a fordype seg i mer detaljerte aspekter i temaet. Det kan for eksempel veere snakk om  leere om
De Forente Stater generelt og dems kultur forst, for 54 & se pa konkrete eksempler pa hvordan forskiellige folk
opplever det 4 leve i USA.

Kvinne under 30 ar:
U@ BUKaF eI i PAEITEMng. der elevar sjolv far vera med pa & bestemme kva dei vil lzere meir om.

Kvinne 3140 ar:

| understand dybdelzering as a concept that asks us as teachers to plan and faciltate learning experiences which
allow students to explore complex ideas in a range of ways. remove our focus from purely content-based activities
and assessments. and o instead

A and ideas, and This is a
more flexible and h, being in some for teachers and students, but
also being more responsive to context and individual need.

Kvinne 3140 ar:

Det virker Kart at dybdelzering er et begrep som diskuteres, og kanskje er det lettere 4 i hva det ikke er mer enn
hva det er. Jeg tenker jo at dybdelaering i det mest enkle er & leere noe mer erin bare pa overflaten. Det er noe
SRR PPPRRBETRMRRRIES  mcv Lo med scos2oass snund  man ko s

samtidig som man lzerer
faktaibegreperios. Nar man har kommet il det punkiot erlo Kansige Kke 58 godt & i 59| Wgangepunkit kan
Vel dybdelzering ta ganske mange forskjellige former.

Mann 3140 ar:

 men det er mange som misforstar denne definisjonen. En del
tenker for eksempel at de ma gjennomga mange flere verk fra hver kunstretning i norskfaget. Etter min mening,

blir dette fort overflatelzering, da elevene ikke kommer ordentlig i dybden pa et verk. Dermed vil de ikke vaere like:
LU Lk ik o ds harist om oking { ande sammentenger]

Kvinne 3140 ar:

Mann 3140 ar:

gjenkjenner relevansen av det de har|

Kvinne under 30 ar:

Evne 12 bruke Udligere leert kunnskap [ nve samimenhenger]

Mann 3140 ar:

Leering som gir en dypforstaelse’ay et tema

Mann 3140 ar:

Dybdelzering er

Enklere sagt F.oks kan

cybdelaing varo aten elev kere som migrasjonen | Europa samich som han aerer om arke. .. som farie
orstilse av ot 00

fram til dem; svake stater, osv. Det er ogsa implisert at eleven har en ke bare memorerer
det fra en bok ("tom kunnskap").

Kvinne under 30 ar:
et e ke oo e o el

Kvinne under 30 4r:

Eg forstér djupnelaering som det & evne & sja litt meir enn det som stér svart pé kit a ein kan lese it mellom
linjene o Dermag o sine B s it meir ne et
ein ser svart pa kvitt. Ein annan del av djupnelzering slik eq ser det 8 evna til det ein kan til andre,
lersom ein elev er i stand til a forklare ein annan elev noko, wvlur denne eleven ei djupare
forsaing av materialet. Eleven evnar da  reflektere over det at han eller ho sjelv kanksje forstar og lzerer

paein
eleven skal forsta.

Mann under 30 4r:

A jobbe med et bestemt tema BB, i stedet for & jobbe med mange ulike tema over i

Kvinne under 30 ar:

Jeg ser viktig del av faget. Evnen til & over
det vare seg en tekst, et samfunnsrelatert tema etc, tror jeg er svaert viklig a ave opp hos elevene, siik
atde] og evnen tl 4 konsentrere seg om spesnrkke tema. Diskusjonen om konflikten
er hell irrele e

ovan, elerer vikti og at
egasctlorotice i v 3 lovdype e sty e o+
og vi

Summary:

- Loss contant. ess comeptence elms n the subjet cumiculm = 1 14
+ Soeing o srgercontox, ntorsllinaty = 8 ov 1
v 14

- Seeing a topic from different angles and connect reasons = 1 av 14

139



- Going more in-depth, less memorizing = 6 av 14
- Reflection/understanding 14
- Other=2av14

- Sources / being crtical to sources = 1 av 14

- Connectto daily ife or new situations = 6 av 14

SVAR PA SPM 3 DEL 1:

| fagfornyelsen er det bestemt et strre fokus pa dybdelzering. Hvordan vil du som lzerer fa
il dette i engelskundervisningen din? Nevn kort minst tre ting under. (F.eks.
fremgangsmate/metoder/aktiviteter)

IBERRIGHESH - 2dapt content to what the pupils are interested injown researchichoose focus areas from the subject
curriculum together with the pupils

88578 = cooperation/interdisciplinarity — drawing lines to other subjects.

= focus on learning strategiesibasic skills such s analysis of text or pictures that can be used in several
subjectsifactual text writing/reading more focus on one text (book) instead of many, interpreting, process-oriented
work

Yellow = Spending more time on each topic, going more in-depth on each topic
TUfGUGISE = group and project work, roleplay, debates, oral assignments, presentation and discussions in plenary
[SBEIGHEER - build on what they have leamt before, connect this to new material and make a larger context

Bl = Making the subject related to future work or higher education

B - Bruke tid pa refleksjon over leering, feks gjennom logg

o = Working with sources, evaluate sources, using different sources to get insight into different angles
ofa mp\c news, videos, documentaries, magazines, games etc.

Grey

1. Working on vocabulary, 2. Planning a trip to a country you are learning about, 3. Using one-sided text to
provoke the pupils, 3. Change the way we evaluate and grade the pupils today, 4. Step away from the common
evaluation-methods we use today, 5. Work more based on each topic, make the work lopic-related, 6. More focus
on social media, 7. Focus more on the global world in the subject, not just Australia, Britain and USA, 8. Have
more open tasks.

Erfaring mellom 30 og 40 ar: 2 stk

Mann over 61 ar:

Mann 41-50 ar:

Mer td tl hvert wma/komiemnsemél vil kunne gi starre muligheter til &

- sammenlikne med hva andre finner interessant ved samme tema
- diskutere, reflektere i fellessk

Kvinne over 61 4r:

Lenger akter med hvert tema. Lenger okter okte C , g4 i dybden pa
aktuelle temaer.

Erfaring mellom 10 og 20 &r: 20 stk
Mann 41-50 ar:

for eksempel ikke bare at vi skriver

med struktur, men innser hvilke effekt sterk/svak struktur har pa leseren - hvordan vi bir pavirket av virkemidiene,

g hvordan i pavirker. | arbeid med litteratur og tekster, vi kommer tl & fokuser mer pa forstaelse av budskapet

enn ordlyden eller gjengivelse av handiingen. Det biir mindre fokus pa fasitsvar, oppsummering og gjenfortelling -
ten langt mer vekt pa tolkning, diskusjon.

Mann 41-50 ar:

= ig lite pa det til no, orieg in i i i pa

Kvinne 41-50 ar:

Lese fleire tekstar om eitt emne, heller enn fa tekstar om mange emne!
Bruke fleire timar ﬁ eitt emne.

Kvinne 41-50 ar:

er fordypning i de ulike kom ogsa siden der er femrre
ompelanseml. Varirie meloder og akivictor for aievent

Mann 41.50 ar:
- Velge vekk s& mye som mulig-
- Ta taki enkelte emneriomrader og jobbe lenger med det.

Kvinne 41-50 ar:

- Eamarbeide med naturfaglesrer om HERINNGNSESRNNG
skaffe reelle mottakere for lerestoffet som IKKE er lzereren (OFFENTLIGGJ@RE BIDRAGET DERES)
- engelsk i ungdomsbedift

Mann 5160 ar:

1) Laere om land og kultur. Gjore dette i form av & lanlegge EnTeisa il detielandet
2) NERBSHBHING] soke p en skole eller universitet som har elevens programfag.

3) IR Ha storre fokus pa en bok det skal jobbes mye med, fremfor mange enkelttekster.

Erfaring mellom 20 og 30 ar: 6 stk

Kvinne 51-60 &r

Jeg ville starte med 4 sette meg grundig inn  zereplanoverket i fagfornyelsen (overordnet del,fages relevans og
verdier, kiemeelementer, tverrfaglige tema, gr.legg ferdigheter, kompetansemal), ogsa kompetansemalene etter
10 trinn for a kunne se linjene i faget. Det ligger en "stafetipinne” - tankegang innebyg i Izreplanen: for 2 skape
dibdolarn (kke.
repelore). synliggore disse for elevene i lapet av akten. Ikke bare be dem gjore
e P on spesill male, men foriaro horio. INNTRSIBANE

Kvinne 41-50 &r

Innlzering av vokabular: lzere matar & Izere nye ord pa knyta til it emne tidieg i aret, g sa bruke denne
framgangsmaten kvar gong ein moter nye ord. Ulike métar  lzere vokabular pa: assosiering, forkdaring, finne
illustrasjonr. finne noko Kjent etc. Elevane kan og fa i oppgave & lage setningar med orda dei skal
Iaere.

finne et tema fra den engelskspraklege verda og vise korleis temaet kan bi
framstilt pa uiike matar i ulike Kjelder og medium. Korleis konteksten til Kielda har noko  seie: tidspunkt,
melgruppe, kva slags ype medium ol Lage oppsummeringar av it emno | atrkant 2y emnel ik at evane
kan fa eit anna bikk pa det dei har lzert, kva slags tekstar dei har brukt for & leere om emnet o
Vinkingarsom har SRt va, Koriels el har arbode med ot Kan dolog efokiere over. Al dbans Kuemskapen
kan dei ta med vidare til neste emne for 4 arbeide betre med dette.

Kvinne over 61 4r:

Ved & velge ut molai kan ein 4 med bado biisk og amerikansk slyrese(lloﬂ elevane kan bruke
valgterminologi for & stemime over metodar og valg av lerestoff (1. klassa velger ein fim, vil det bif ikt resultat
dersom ein brukar UK first past the post efler US- f slutt to kandidatar for president 2)

Kvinne 5160 ar:

I engelsk

- oftere forberedelse . glere der man
personlig star for.
- mer tid som munner ut I som eks. digitale flor
veggmontasjer.

Vil kanskje bruke tekster som er mer "one-sided" for & provosers fram
joner/perspektiver/meninger NN

- Tverfagleg samarbeid

Kvinne 31-40 ar:
Bruk av tankekarlassosiasjonsovelser for & se sammenhenget
Diskusjon oibade i grupper og individuelt

Fokus pa

Kvinne 41-50 ar:

en man mé ke nodvendiis e store
1osiok Det kan ogi-hance om & cbbe med d samme emasne eler fedighslane | fere fa

Mann 4150 ar:

Kvinne 3140 ar:
1. Jeg tenker jeg vil ha feerre tema, men mer tid pr. tema

2. Mer tid pr. tema gir rom for & ERY YR e Y R A O
5. Mor i pr.toma g og at man kan jobbe pé blke Maer og et gi kanski rom for mer enn en
vurderingssituasjon pr. tema som kan vaere med pé 4 stott opp om & ha fokus p framgang og at man far bevegd
segi dybden av tema,

(Det e tdig enné,  foreotigerdoto bare noen ase anker som ke o it for gjennomtenkie Jegregner med
med dybdelzering er noe som vil iskuteres en del ut over varen)

Kvinne 51-60 ar:
1. Bruke sparsmalet "What makes you say that?” ofte.

2. [CONBCEEXBNGECHAIIENGE 3 The 4 's
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Alle fra boka:
Making Thinking B and Al Leamers -
Forfatter: Ron Ritchhart, Mark Church, Karin Morrison

Kvinne 41-50 ar:

jobbe med tema over lengre tid for & auke forstéi

- g enda meir bort fra maten vi vurderer pé i dag, der vi behandler praver og innleveringar som sma,

Mann 41-50 ar:

2. at elevenes vurderingssituasjoner leqger ok! vekt pa det tverrfaglig og virkelighetsneer problemstilinger.
riktig,
Kortfattet, avsluttende svar.

Kvinne 5160 ar:

ject based assignments

Kvinne 41-50 ar:

Lese faerre litteraere tekster, men jobbe grundigere med hver enkelt.

Vslie ut én social issue for UK. ﬁ en for US, som vi jobber grundig med. [N

Kvinne 41-50 ar:

Definisjonen fréa udir er vanskeleg for meg & fa "tak pa" i engelskiaget

Kvinne 41-50 ar:

- arbeide utf ei problemstiing
Flesing av ulike typar tekstar
E prosessorientert arbeid

Kvinne 3140 ar:

Fiere strre prosjekt Aot man ma fordype seq i et toma og vise NN, TeraGIGReToFaksampel

Jobbe mer temabasert -> f.eks. kiemeelementer

Hvis man kun ser pa kompetansemalene for engelsken pa engelsk VGI sa er det, etter mitt syn, ikke s& voldsomt
store forskjeller fra tidligere men for & oppna dybdeleering kan man kanskje:

1. Bruke et mindre utvalg tekster og tema, og heller ga dypere inn i disse. Man vil da, forhapentiguis,
kunne bruke kunnskap om disse til 4 tolke og forsta andre tema og tekster senere.

2. Ley ing for & kunne ogfa en dypere forstaelse. |
star det at man skl engelske spraket med | og dette
tror jeg kanskje jeg har fokusert for lite pa tidigere.

3.110g med at det er et stort fokus p4 at elevene skal forsta at vart syn pé verden og var mate &
Kommunisere pa er klturavhengig, samt at elevene skal beherske inerkulurell kommunikasjon, sé tror
jeg kulturkunnskapsbiten  faget er minst lie viktig som far. Selv om man kanskje ser en dreining bort fra
"target culture* og kunnskap om Storbritannia og USA sa tror jeg likevel at kunnskap om den
engelskprakige verden vil viere sentralt | faget framover.

Mann 3140 ar:

supplere med materialer av fors}

Kvinne under 30

Djueetaring med emne safty at ok som toma
BHBIE ol brk v e sposeit verloy Eloven skal salv sele seq i orlis cin gr fram pa cin sikker méle.
Presentasjon for resten av klassen. Malet med teamaet er at elevane skal lzera seg yrkesfaglege ord og uttrykk.

Kvinne 3140 ar:

Connect with student prior knowledge

‘Support students in identifying their own questions and encouraging curiosity

Plan open-ended projects which draw on knowledge and allow students to make connections Incorporate
reflection activities, class discussion:

Kvinne 3140 &r:

Jeg tenker jo at jeg kanskje vil vektlegge enda mer en del ting jeg allerede prover 4 fa td tl 4 gjore:

- Jobbe over it lengre tid m
For eksempel ta for seg

esifikt tema 0g &
our fim, n
- Ha noen storre. nroqmar_,on selv bestemmer

presentasjonsformen, osv.

Mann 3140 ar:

Jeg har alltid praktisert et jeg anser som dybdelzering i min undervisning. Jeg sarger for at dat
ikke er for mange innholdselementer i faget, sénn at elevene far fokusert lenge nok pa hvert temaltet

[

Kvinne 31-40 ar:

F.eks. a jobbe med Kimakrisen som tema, som
ogsa gar under naturfag og samfunnsfag, og fa elevene til  jobbe med det pa en annen méte enn i de fagene for
fa en dybdeforstaelse (f.eks. engelske ord og uttrykk knyttet tl temaet)

Mann 3140 ar:

3. Legge opp til arbeidsmetoder som er bedre egnet for dypdykK i faglige tema, som for eksempel prosjektarbeid.

Mann 4150 ar:

Mellom 5 og 10 ars erfaring: 12 stk

Mann 31-40 &r:

Kvinne under 30 ar:
-faglig samarbeid med lzerere som har andre fag (f.eks. norsk og engelsk)
- tverrfaglige opplegg som handler om samme emne, men henter kunnskaper/ferdigheter fra ulike fag

- elever jobber mer i g fa ideer og inspirasjon

Kvinne 31-40 ar:

Fokus pa - forstaelse for hva de faklisk forstar/kan.
IDypdyick inn i tem m krever b

Mann 3140 ar:

Jeg foler ikke noe behov for & endre fremgangsmite etter fagfornyelsen da det allerede er den méten
jeg jobber pa. Fagfomyelsen gjor det bare lettere & jobbe p g bruker ikke lzereboker,
i 1 er oppdatert materiell fra nyl

men legger heller opp undervisningen temabasert, (PR
samfunnsfaglige temaer i

samarbeid med samfunnsfag (som jeg ogsé underviser selv), FYR i samarbeid med yrkesfag, etc. Jeg
tenker fagfornyelsen stort sett er en endring for de som laper rundt og of undervise ala ' dag skl vi
se pa side 211-214 i boka og gjore oppgave 4-7 pa side 215"

Mann 3140 ar:

Under 5 ars erfaring: 14 stk
Kvinne 31-40 ar:

_ En metode er a snakke om hva temaet vi lzsrer om betyr for 0ss som personer her i
taclig. Dybdelzering hander e s
I er do s

Norge, gjare om kompetansemalene til noe mer forstaels  om at eleven
kunnskap. TR avetp

at de gior varierte akivitster,f e}

_ Gjennom prosjekier
lisvinkler pa temal

3. Forst fa ein oversikt (innfring) giennom & ta i mot informasjon far ulike kanaler, sa arbeida meir direkte mot

tema i form av prosjekter.

Kvinne under 30 ar:

ojor at de far bedre grunnlag for & forsta den engelsksprakiige verden og hvorda i

2. Jeg vilfokusere mer pa den globale verden som enhet heller enn a ga detaljert inn pa feks USA og
Storbritannia, og ogsa fa inn mer fokus pé andre deler av verden og samfunnsforhold der.

3. Jeq vl fokusere mer pa media, ogsa sosiale media, og hvordan det pavirker utviklingen av samfunn og sprak,
fordi det biir mer og mer aktuelt fremover. Maten vi snakker sammen pa og méten ting blir fremstilt kan pavirke
folk mye, noe som er viktig & minne de pa.

Mann 3140 ar:

Jobbe med samme tema i lengre tid

Skiftige og muntiige akiviteter med diskusjon.

Kvinne under 30 ar:

Kvinne 31-40 ar:

Littlignende dette her over.

1

Mann 3140 ar:

Fokus pa 4 fordype seg i hele tekster fremfor  bare lene seg pa tekstutdrag.
Jobbe mer tematisk, s& man ser at temaer strekker seg i alle slags retninger, ikke bare langs en tidslinje.

Kvinne under 30 ar:
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Jegvilha pa ing, fremfor rstall og lignende.

Mann 3140 ar:

Mer fokus pa I, Gppgaver

Mann 3140 ar:
Det er veldig avhengig av Klassen. Kort sagt viljeg si at det er en forutsetning av Kiassen er apen, innstitt pa

leering, motivert, osv. Er den ikke det, vl initiativet og entusiasmen som er nadvendi for dybdelzering vaere
fraveerende.

idere er 4pne oppgave veien.
T

Eksempel pa oppgave: "Tenk dere at dere var en trell som ble tatt med pa en sjoreise tl X. Skiiv utdrag fra reisen
din*

\

Kvinne undre 30 ar:

Hot Seat som en repetering. P4 denne méten mé man repetere det man har lzert flere ganger, bade ved & lage
‘sporsmal til den som er i "hot seat” og nar man selv er i "hot seat".

Quizlet vil 0gsa bli brukt som repetering, men ogsa som en
temaet,

Kvinne under 30 &r:

1

Eg tenkjer dei skal gjerast bevisste pa at det ikkje nodvendiuis berre finst ei
tolking av eit spersmal eller svar. Ein ber vere i stand il & grunngje meiningar eller tolkningar rund ulike tema,

3 id, gjerne der eg i for & remi

Mann under 30 ar:

¥ (Freedom Fighters som inngang til ulike tema)

Etter & ha vzert med og formulert kompetansemalene til norsk L06, har jeg sluttet  klage pa
formuleringer.
il lags & alle kan ingen gjera, det er no gamalt og vil so vera (Ivar Aasen 1875)

Mann 51-60 4r:
e

Mellom 20 og 30 ars erfaring:

Kvinne 51-60 &

Formuleringene i kompetansem3lene er 3pne og gir rom for tolkning. Dette kan gi rom for
Gevmeiyiioing, diftrensiring og tveregiohet. I
X

Apne kompetansemal kan vaere krevende for lrere i

Ende vi opp med Udirs tolkning av
lzereplanen der - en konkretisering/"innsnevring” av kunnskapene (ikke nodvendigvis ferdighetene)
som elevene er foventet & ha (men som vi lzerere kanskje ikke har fokusert p8 i engelskfaget)?

Kvinne 41-50 4
Eg synest méla er konsise og lettfattelege.
Dei er opne p3 ein del innhaldsmoment, noko som gjer at det er stort rom for tilpassing.

Kvinne over 61 ar:

Mann 41-50 ar:
De er tydelig og inneholder essensen av faget, etter min mening.

Den sier ikke noe om hvor mye man skal Izere, for eksempel om samfunnsforhold. ETETIIEVETITY
zereplanen er heller ikke s3 spe: el j
e.

RN Dette kan jo veere bide en fordel og en

Kvinne 51-60 ar:
Lange Egentlig mye i b

Kvinne over 61 &r: .
Interessant. M8 sikkert presiserast etter kvatr. Nar me har fatt nye "core elements” skal vel dei
vere lederstjerner, sd kompetanseméla blir & sja i samband med dei

Mellom 10 og 20-ars erfaring:

Mann 41.50 4r-

Mann 41-50 ar:

Kvinne under 30 ar:

- Lese tekster over lengre perioder. Feks apner dette for at man kan lese en (kort) roman i Klassen, selv om
det nadvendigyis vilta en ganske stor del av undervisningstimene.

- Jobbe grundig med kortere tekster

- Prosjektarbeid over lengre perioder

Spgrsmal 2 del 2:
Fra hgringene holdt i mars 2019, uttalte flere skoler seg om at de nye kompetansemalene var for
utydelige under sparsmAlet ‘Er spraket i zreplanen klart o tydelig? Se sitater under:

et bir opp. malene.
Ingeborg Vengen, p3 vegne av Molde VG

Kompetansemalene bor konkretiseres og vae tydeligere
Jula kagge, pd vegne av Oslo Katedralskole programag

Vi opple

N, forlange og utydelege setningar. Upresit sprik.
Mette Ingegerd G, p vegne av Bergen Katedralskole.

innvendings ned il vare
3pne for 3 girom for dybdelaering,

Hva mener du om til de nye, foreslatte for pAvG1?
Skriv kortfattet under.

[iffi8iGi88t = Some of the aims are clear, others are unprecise and open for different interpretations

Bl = Difficult to say because it s still unsure how the national exam will be, the exam will contribute to more
clearness, evaluation will have to change with the aims

Yellow = The aims are easily understood and concise, | like that they provide room and flexibility, this is better for
in-depth learning

Tilifoise = The aims are too open and general, and gives room for different interpretations, should be more
precise

[SBHIGHEER - The formulation may be such that the textbook publishers define what the subject should contain
B = The aims provide a danger for private practicing teachers that includes what they prefer

I - Too advanced language — what do they really say, they are trying to say oo much - who are they made
for? Teachers or pupils?

(BB = Much of the same problems as with KLOB

Light Grey = Other

Mellom 30 og 40 ars erfaring:

Mann over 61 4r:

Kompetansemala
har, som vanleg, ein stor feil:

Kvinne 41-50 ar:

o
&
g

vil alltid skje s lenge Izereplanen ikkje presiserer td at "den engelskspraklege verda” betyr
"Storbritannia, USA, Canada, India, Australia, Sor-Afrika, New-Zealand og andre engelskspraklege
land". Det kan vere rom for & berre arbeide med to-tre land, og vere innanfor lzereplanen, eller ein
kan prove & rekke over alle verdshjorner. Vi lzerarar likar denne fleksibiliteten, men eg trur lzerarar
som ynskjer meir djupnelzering og difor eigentleg mé velje smalt kan fole seg "pressa” til & matte
kome gjennom alle desse utvida tolkingane.

Kvinne 41-50 ar:
De nye kompetansemélene er dessverre noe utydelige og for nyutdannede lzerere spesielt vil dette
bli srlig utfordrende.

Mann 41-50 ar:
Jeg liker at de gir rom for valg og lokal tilpassing.

Kvinne 41-50 ar:

Kvinne 31-40 ar:

Kvinne 41-50 &r:
De nye kompetansemdlene er tydeligere formulert nd enn de var under heringsprosessen, og det
er bra. Det at noen kompetansemal er &pne er bra, fordi den enkelte lzerer og klasse da kan ta
egne valg for hva undervisninga skal inneholde.

Mann 41-50 4r:
men kompetansemdlene er ikke vanskelige &
rsta. Jeg vil ikke si at spraket er upresist, men heller at mélene er generelle. *

Kvinne 31-40 &r:
Jeg mener de er klare og tydelige. Det noen kanskje har sett p& som vage formuleringer mener jeg
er formuleringer som er dpne og gir stor frihet til den individuelle Izerer. Det er nodvendig for & gi
rom for ordentlig dybdelzering. Den store friheten dette gir vil nok vaere ltt utfordrende det forste
dret, men her er det stort potensial for mye godt arbeid.

|

Kvinne 51-60 ar:
g sy r lzzreren

Spraket er like vagt som i dei gamle kompetanseméla.

Mann 41-50 4

Kyinne 51-60 ar:

Kvinne 41-50 ar:
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Kvinne 41-50 4
1 forhold til andre fag som t.d naturfag syns eg at méla var litt utydelege (forrige p\an) Med ny
plan er formuleringane ganske ient o cg harsaviodz' del (ercide 3 min méte..) 53

ikkje det er SR vanskeleg/utydele

Kvinne 41-50 &

Kva er eigentleg "eigna digitale ressursar"? Kan kvar enkelt Izerar nok om dette til 3 vite det?

"vurdere og bearbeide egne tekster ut fra faglige kriterier og kunnskap om sprak™- det blir opp til
kvar enkelt § avgjere kva som er faglege Kriterier- vil desse stemme overeins med det som blir
brukt i t.d. ein sentralgitt eksamen (om det fortsatt blir slike eksamenar)?

Formuleringane er pd den andre sida tydeleg, og gjev rom for djubdelzering, INSNEE

Ein kan jallefall ikkje argumentere for alle
val av emne ein jobbar med at dette er eksamensrelevant. Ein m3 fokusere p3 korleis ein jobbar,
0g at det er dette som biir relevant | hove forebuing til ein t.d. gitt skriftleg eksamen.

Man
Koner or forskje\llge tolkninger av hva som skal vektlegges.

Mann 41-50 ar:
Framleis for generelle. Tel

e godt i vare faget sitt eigenart.

Mellom 5 og 10 ars erfaring:

MAnnS:NOM
e som er ope for tol

Det er mykj lking | kompetansemdla, m om det
verkeleg skal \éere djupneleering, s3 kan det vanskeleg paleggast spesifikke metodar i

kompetansemdla

Kvinne 31-30

q Jeg syns det er fint med
&pne mél, men det bor vaer en presisering som en forklaring pa hva det er ment. Per né er det for

uklart med flere av mélene.

Kvinne under 30 &r:
Leeringsstrategier er et begrep som inkluderer ganske mange ting og det kan presiseres,

Det er ﬁsa litt uklart hvordan og hvor mye av tverrfaglige temaer man skal inkludere. ISR

Kvinne 31-40 4
Jeg synes ikke kompetansemé\ene er utydelige og vanskelige 8 forstd

n 31-40 ar:
Formu\ermqene er &pne, men det er en bra ting. Elever er forskjellige, og verden er forskjellig fra
8r til &r. Du kan ikke diskutere nyheter p& samme méte med Trump som president vs med Obam:
Eom resident for eksempel; "faka news® ennl n naturl del v Understsningen Under de
forskjellige kompetansemalene om media og nyheter der det ikke var slik for noen 3r siden.
Elevmedvirkning er ogsé viktig, og det i seg selv er nok til § skape stor forskjell i hvordan et
kompetansemdl dekkes - men forskjellig betyr ikke darlig. Det er flere veier til Rom.

Kvinne 31-40 4
Det er mye "pensum" som er trykket inn i kompetansem3lene

Kvinne under 30 &r:
Milene er veldig generelle

Kvinne under 30 ar:

Mann 31-40
e er dpne nok il at laerer kan velge 3 legge o undervisningen p en hensiktsmessig og
passende méte. Samtidig forklarer de rim hva som forventes av elevene.

Kvinne under 30 &
For i del er formuleringen konkret nok, men Jeg skignner at andre kan synes at de er it
utydiige

Kvinne 31-40 4
De foles veldig politske heller enn Kiare remmgslm]er. Alts3 at fokuset er med pé 8 blidgjore alle,
heller en at de er veldig klare pedagogiske verktoy.

Mann 31-40 ar:

Jeg synes de er litt vage, og at enkelte formuleringer er litt krokkete. Samtidig synes jeg at
kompetansemélene nettopp skal gi lzereren litt spillerom, s3 det er en krevende balansegang.

Kvinne under 30 &

Mann 31-40 &
De er konkrete nok. Det er uansett int med litt rom for tolkning

Mann 31-40 ar:
Rent generelt

Apne eller vide kompetansem3l kan vaere veien til dybdelaring og til bedre undervisning. Da kan
man enklere lokalt tilpasse.

—

Kvinne under 30 &
Enig i at mange ml er for generelle og noen er litt vanskelige & forstd, noe som kan fore til stort
sprik i tolkning.

Kvinne under 30 4
Dersom kompetansemala vert for konkrete tenkjer eg dette vil innskrenke den fridomen ein som
Izerar har til § tilpasse og jusetre undervininga til kvar enkelt elevgruppe. Det som kunne vore greit
hadde vore eit konkret forslag ein kunne ha konsultert dersom ein skulle bli i tvil rundt korelis ein
skulle forst3 dei uklike punkta. Eg tenker dei fleset punkta er greie slik dei er.

Mann under 30 ar:

—De Bpner for at lzereren
har stor frihet, noe som er en styrke for larere som vet a utnytte handlingsrommet. | NN

Det eneste reelle problemet her e« at det sitter 99 &r gamle gubber et sted i landet og laget felles
a deres tolknin

Mann 31-40 4
Jeg synes formuleringene i stor grad er

For min egen del s& synes jeg det er fint at man i stor grad scér
fritt til § forme innholdet i faget selv, men det setter store krav til lrerens kompetanse, o
o o o o o e T s e 4
rikti

Mann 31-40 4r:

for iftvalgav

temaer gjor det for YF s med "vanlig" innhold i
sen gsfull mate. J it spriket 5 foringer pa

kan tolkes, slik atjeg. i ulk praksis

1 nde til 3 si
pne kompetansemal som viser kort kva dei skal kunne, men g;
bestemme metode

rom for leerarar til 3 sjolv

Kvinne 31-40 ar:
1 think some freedom to interpret is okay, and that in general these goals are set out clearly
enough to work with. I do think the sub-heading which have previously broken the goals into
sections were helpful, and that is a pity they have been removed.

Kvinne 31-40 4
Jeg tror
jo det er viktig at de er sapass apne at man har mange muligheter innenfor faget og at for
konkrete mal kan virke mot sin hensikt. Det har jeg for eksemple erfart i religion og etikk fa
med dagens |zereplan der malene er s& mange og konkrete at man bare hopper fra mal til mél uten
& ha tid til s8 mye annet. S8nn sett syns jeg stort sett at mlene i den nye planen for engelsk
treffer en ganske god balanse. Jeg er vel tilhenger av & ha frihet til & velge, sammen med de ulike
Klassene, hva vi skal fokusere pé dette skoledret, heller enn veldig konkrete mél som gir lite rom
for frihet og variasjon.

Kvinne 31-40 &r:
Jeg liker at de er pne. Det m3 til en viss grad vaere rom for at folk tolker litt ulikt. Det ville vaert
mer problematisk om mélene ble altfor rigide.

Mann 31-40 &r:
De nye lzreplanmélene endrer lite i min undervisningspraksis. Hovedforskiellen er at jeg ikke skal
undervise om urbefolkninger Iengen Men jeg hadde foretrukket om innholdet hadde bt litt
tydeligere spesifisert. Personlig ville jeg ha foretrukket at eksempelvis britisk og amerikansk kultur
0 poltikk fikk en tycsligere rolle | faget,

Toinne 3140 &

Jeg mener det er noe vag fordi flere kan tolkes i flere retninger. Hva som . iR
elevene vet fra for av sprék - vil det da si at man ikke skal undervise og Iz

e e o e P e A b s
noen for vide kompetansemdl, mens andre igjen er mer konkrete og greie.

Under 5 ars erfaring:

Kvinne under 30 ar:
Jeg synes det er formulert noks3 Klart og tydelig hilke forventninger det skal stilles til elevene

faglig. Planen slik den foreligger n3 mener jeg gir en noks3 stor frihet for lzerere nér det gjelder
valg av béde metode og delvis ogsd innhold. Den er mindre oppramsende og kryssliste-aktig enn

KLOS, oi ei sines den nie \areilanen har et sirSk som er betiaeni Klarere enn forrige lzereplan,

Spgrsmal 3 del 2

Mal for oppleeringen er at eleven skal kunne: "Utforske og reflektere over mangfold og
samfunnsforhold i den engelskspraklige verden ut fra historiske sammenhenger"

Hva ville du hatt fokus pé i din isning for dette
V612 Nevn kort minst tre ting du viltrekke frem. (Feks. opp\egg/temamnho\d)

[DERRIGHESH - Using current events, and look at factors/

tory behind it
RS English as a world language / lingua franca / globalization

ifiEZgrEe = Historical events (or persons from) in the USA and the UK (Imperialism/age of coloniesfindustrial
revolution to slavery, and to English language expanding, and globalization starting in the UK)

Yellow =

lulticulturalism and the history behind it in English speaking countries, social issues, social situations
TiifGioise = Indigenous habitants in Australia and the US,

[SBHIGHEE - Poiitical systems

I - Imigration before and now in the English speaking countries
Bl = Work with civil rights movement in several English speaking countries, Black lives matter etc

B - Lok at countries (Northern Ireland, India, Canada, Ausiralia)

forking with and reading literature from the English speaking world and see how it reflects the society
(before and now)

Light Grey = Other

Other 1, compare how youths live in English speaking countries live and how it is in Norway
Other 2, compare social issues, culture differences and history in USA towards a Norwegian situation

Other 3, compare multiculturalism with Norway and other countries

Other 4, using micro-history, or one well-known person within an English speaking country towards history
Other 5, the prison-system in the USA today, why do so many Afro-Americans go to prison compared to white
Other 6, Child poverty in the UK

Other 7, LGBTIQA* rights

Other 8, compare the view of “loreign’ people in Norway, the UK and the USA

Other 9, Working with different opinions and meanings in the English speaking world, Trump, Brexit etc.

Other 10, Approaches such as project, writing texts etc.

Other 11, Disabilty

Other 12, Look at different art forms in the English speaking world, ethnic art etc

Other 13: travel and trade, toursim-imperialism, north-south conflict (rich-poor)

Other 14, read articles, look at websites made by tribes, travel through VR-glasses and Google earth

Other 15, Maybe a ot of the same we are doing today
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Kvinne 41-50 4
1 forhold til andre fag som t.d naturfag syns eg at méla var litt utydelege (forrige p\an) Med ny
plan er formuleringane ganske ient o cg harsaviodz' del (ercide 3 min méte..) 53

ikkje det er SR vanskeleg/utydele

Kvinne 41-50 &

Kva er eigentleg "eigna digitale ressursar"? Kan kvar enkelt Izerar nok om dette til 3 vite det?

"vurdere og bearbeide egne tekster ut fra faglige kriterier og kunnskap om sprak™- det blir opp til
kvar enkelt § avgjere kva som er faglege Kriterier- vil desse stemme overeins med det som blir
brukt i t.d. ein sentralgitt eksamen (om det fortsatt blir slike eksamenar)?

Formuleringane er pd den andre sida tydeleg, og gjev rom for djubdelzering, INSNEE

Ein kan jallefall ikkje argumentere for alle
val av emne ein jobbar med at dette er eksamensrelevant. Ein m3 fokusere p3 korleis ein jobbar,
0g at det er dette som biir relevant | hove forebuing til ein t.d. gitt skriftleg eksamen.

Man
Koner or forskje\llge tolkninger av hva som skal vektlegges.

Mann 41-50 ar:
Framleis for generelle. Tel

e godt i vare faget sitt eigenart.

Mellom 5 og 10 ars erfaring:

MAnnS:NOM
e som er ope for tol

Det er mykj lking | kompetansemdla, m om det
verkeleg skal \éere djupneleering, s3 kan det vanskeleg paleggast spesifikke metodar i

kompetansemdla

Kvinne 31-30

q Jeg syns det er fint med
&pne mél, men det bor vaer en presisering som en forklaring pa hva det er ment. Per né er det for

uklart med flere av mélene.

Kvinne under 30 &r:
Leeringsstrategier er et begrep som inkluderer ganske mange ting og det kan presiseres,

Det er ﬁsa litt uklart hvordan og hvor mye av tverrfaglige temaer man skal inkludere. ISR

Kvinne 31-40 4
Jeg synes ikke kompetansemé\ene er utydelige og vanskelige 8 forstd

n 31-40 ar:
Formu\ermqene er &pne, men det er en bra ting. Elever er forskjellige, og verden er forskjellig fra
8r til &r. Du kan ikke diskutere nyheter p& samme méte med Trump som president vs med Obam:
Eom resident for eksempel; "faka news® ennl n naturl del v Understsningen Under de
forskjellige kompetansemalene om media og nyheter der det ikke var slik for noen 3r siden.
Elevmedvirkning er ogsé viktig, og det i seg selv er nok til § skape stor forskjell i hvordan et
kompetansemdl dekkes - men forskjellig betyr ikke darlig. Det er flere veier til Rom.

Kvinne 31-40 4
Det er mye "pensum" som er trykket inn i kompetansem3lene

Kvinne under 30 &r:
Milene er veldig generelle

Kvinne under 30 ar:

Mann 31-40
e er dpne nok il at laerer kan velge 3 legge o undervisningen p en hensiktsmessig og
passende méte. Samtidig forklarer de rim hva som forventes av elevene.

Kvinne under 30 &
For i del er formuleringen konkret nok, men Jeg skignner at andre kan synes at de er it
utydiige

Kvinne 31-40 4
De foles veldig politske heller enn Kiare remmgslm]er. Alts3 at fokuset er med pé 8 blidgjore alle,
heller en at de er veldig klare pedagogiske verktoy.

Mann 31-40 ar:

Jeg synes de er litt vage, og at enkelte formuleringer er litt krokkete. Samtidig synes jeg at
kompetansemélene nettopp skal gi lzereren litt spillerom, s3 det er en krevende balansegang.

Kvinne under 30 &

Mann 31-40 &
De er konkrete nok. Det er uansett int med litt rom for tolkning

Mann 31-40 ar:
Rent generelt

Apne eller vide kompetansem3l kan vaere veien til dybdelaring og til bedre undervisning. Da kan
man enklere lokalt tilpasse.

—

Kvinne under 30 &
Enig i at mange ml er for generelle og noen er litt vanskelige & forstd, noe som kan fore til stort
sprik i tolkning.

Kvinne under 30 4
Dersom kompetansemala vert for konkrete tenkjer eg dette vil innskrenke den fridomen ein som
Izerar har til § tilpasse og jusetre undervininga til kvar enkelt elevgruppe. Det som kunne vore greit
hadde vore eit konkret forslag ein kunne ha konsultert dersom ein skulle bli i tvil rundt korelis ein
skulle forst3 dei uklike punkta. Eg tenker dei fleset punkta er greie slik dei er.

Mann under 30 ar:

—De Bpner for at lzereren
har stor frihet, noe som er en styrke for larere som vet a utnytte handlingsrommet. | NN

Det eneste reelle problemet her e« at det sitter 99 &r gamle gubber et sted i landet og laget felles
a deres tolknin

Mann 31-40 4
Jeg synes formuleringene i stor grad er

For min egen del s& synes jeg det er fint at man i stor grad scér
fritt til § forme innholdet i faget selv, men det setter store krav til lrerens kompetanse, o
o o o o o e T s e 4
rikti

Mann 31-40 4r:

for iftvalgav

temaer gjor det for YF s med "vanlig" innhold i
sen gsfull mate. J it spriket 5 foringer pa

kan tolkes, slik atjeg. i ulk praksis

1 nde til 3 si
pne kompetansemal som viser kort kva dei skal kunne, men g;
bestemme metode

rom for leerarar til 3 sjolv

Kvinne 31-40 ar:
1 think some freedom to interpret is okay, and that in general these goals are set out clearly
enough to work with. I do think the sub-heading which have previously broken the goals into
sections were helpful, and that is a pity they have been removed.

Kvinne 31-40 4
Jeg tror
jo det er viktig at de er sapass apne at man har mange muligheter innenfor faget og at for
konkrete mal kan virke mot sin hensikt. Det har jeg for eksemple erfart i religion og etikk fa
med dagens |zereplan der malene er s& mange og konkrete at man bare hopper fra mal til mél uten
& ha tid til s8 mye annet. S8nn sett syns jeg stort sett at mlene i den nye planen for engelsk
treffer en ganske god balanse. Jeg er vel tilhenger av & ha frihet til & velge, sammen med de ulike
Klassene, hva vi skal fokusere pé dette skoledret, heller enn veldig konkrete mél som gir lite rom
for frihet og variasjon.

Kvinne 31-40 &r:
Jeg liker at de er pne. Det m3 til en viss grad vaere rom for at folk tolker litt ulikt. Det ville vaert
mer problematisk om mélene ble altfor rigide.

Mann 31-40 &r:
De nye lzreplanmélene endrer lite i min undervisningspraksis. Hovedforskiellen er at jeg ikke skal
undervise om urbefolkninger Iengen Men jeg hadde foretrukket om innholdet hadde bt litt
tydeligere spesifisert. Personlig ville jeg ha foretrukket at eksempelvis britisk og amerikansk kultur
0 poltikk fikk en tycsligere rolle | faget,

Toinne 3140 &

Jeg mener det er noe vag fordi flere kan tolkes i flere retninger. Hva som . iR
elevene vet fra for av sprék - vil det da si at man ikke skal undervise og Iz

e e o e P e A b s
noen for vide kompetansemdl, mens andre igjen er mer konkrete og greie.

Under 5 ars erfaring:

Kvinne under 30 ar:
Jeg synes det er formulert noks3 Klart og tydelig hilke forventninger det skal stilles til elevene

faglig. Planen slik den foreligger n3 mener jeg gir en noks3 stor frihet for lzerere nér det gjelder
valg av béde metode og delvis ogsd innhold. Den er mindre oppramsende og kryssliste-aktig enn

KLOS, oi ei sines den nie \areilanen har et sirSk som er betiaeni Klarere enn forrige lzereplan,

Spgrsmal 3 del 2

Mal for oppleeringen er at eleven skal kunne: "Utforske og reflektere over mangfold og
samfunnsforhold i den engelskspraklige verden ut fra historiske sammenhenger"

Hva ville du hatt fokus pé i din isning for dette
V612 Nevn kort minst tre ting du viltrekke frem. (Feks. opp\egg/temamnho\d)

[DERRIGHESH - Using current events, and look at factors/

tory behind it
RS English as a world language / lingua franca / globalization

ifiEZgrEe = Historical events (or persons from) in the USA and the UK (Imperialism/age of coloniesfindustrial
revolution to slavery, and to English language expanding, and globalization starting in the UK)

Yellow =

lulticulturalism and the history behind it in English speaking countries, social issues, social situations
TiifGioise = Indigenous habitants in Australia and the US,

[SBHIGHEE - Poiitical systems

I - Imigration before and now in the English speaking countries
Bl = Work with civil rights movement in several English speaking countries, Black lives matter etc

B - Lok at countries (Northern Ireland, India, Canada, Ausiralia)

forking with and reading literature from the English speaking world and see how it reflects the society
(before and now)

Light Grey = Other

Other 1, compare how youths live in English speaking countries live and how it is in Norway
Other 2, compare social issues, culture differences and history in USA towards a Norwegian situation

Other 3, compare multiculturalism with Norway and other countries

Other 4, using micro-history, or one well-known person within an English speaking country towards history
Other 5, the prison-system in the USA today, why do so many Afro-Americans go to prison compared to white
Other 6, Child poverty in the UK

Other 7, LGBTIQA* rights

Other 8, compare the view of “loreign’ people in Norway, the UK and the USA

Other 9, Working with different opinions and meanings in the English speaking world, Trump, Brexit etc.

Other 10, Approaches such as project, writing texts etc.

Other 11, Disabilty

Other 12, Look at different art forms in the English speaking world, ethnic art etc

Other 13: travel and trade, toursim-imperialism, north-south conflict (rich-poor)

Other 14, read articles, look at websites made by tribes, travel through VR-glasses and Google earth

Other 15, Maybe a ot of the same we are doing today
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Other 16, Cultural power
Other 17, Caribean and EU as examples of modern migration

Other 18, Commonwealth

Other 19, This will be base don what | personally find interesting. | think this competence aims shoud be divided
and be more specific.

Other 20: Compare two countries

Mellom 30 og 40 &rs erfaring: 2 stk

Mann over 61 ar:

urfolk i den engelsksprAklige verden
ravel and " (urisme NI

Mellom 20 og 30 ars erfaring: 6 stk

Kvinne 51-60 ar:

Multiculturalism in some- Enillmsﬁnklni countries

Kvinne over 61 ar:

Jeg ville ha konsentrert meg om USA og Storbritannia, historie og samfunn.
Kvinne over 61 ar:

Urfolk => kunnskap vi kan bruke i kiimaspersmal

Kvinne 41-50 ar:

kunstformer i den engelsktalande verda som kan
av verda: til domes Aboriginal kunst vs vesti

Mann 41-50 ar:

- Multikulturelle Storbritannia med FSIBHSKIBEFSBERAV: folkegrupper som har innvandret, KEIGAIAIGGNAAVANGANG

- for eksempe! NSNS

Kvinne 3140 ar:

- Historie (primzert | USA og Storbritannia, men ogsa andre land)
kulturer innad i ulike engelsktalende land (multkulturalisme, GBefolkfiing) by/land kontraster,

klassﬂmsli jller etc.)

Kvinne 5160 ar:

Fese og reflektere over tteratur fra fere engelsksprakige land
Lese om og Ia jon om urbefolkning i engelsksprakiige land

ine 41-50 ar:

Mann 41-50 ar:
1. det flerkulturell  forskellige engelsk talende land
- for eksempel med et prosjekt om div. engelsktalende land ma elevene ogsé ha elementer i
teksten/presentasjonen som handler om mangfold - religion, sprék, kultur og tradisjoner innenfor landet og sosial
forskjeller i landet - ikffatig, hoy/lav d i

illandet, og sin forhold med det

Kvinne 51-60 ar:

integration

social situations and advancements
globalization

ne 41-50 ar

'

Kvinne 41-50 ar:

indigenous People

Kvinne 41.50 ar:

-multkulturalisme

Kvinne 3140 ar:
lturalisme

z
£

Mann 31-40 ar:

2. Multikulturelle utfordringer i Storbritannia
3. Urbefolkningene | USA, Ausralial

Mann 41-50 ar:
Utfordringar i leirkulturelle samfunn

Kommunikasjon pa tvers av kulturar
Kulturell makt

Mellom 5 og 10 &rs erfaring: 12 stk

Mann 3140 ar:

Kvinne 51-60 ar:

Mellom 10 og 20 ars erfaring: 20 stk

Mann 4150 ar:

Mann 41.50 ar:

L@ undertrykkjrarar av urfolk

Kvinne 41-50 ar:

--> britisk kulturelt mangfald
il urinnvandrarar
 lese artikiar, sja pa netlsider laga av stammene sjolve, reise via VR-briller g
- nar dette er lett kunne

, 5id 0g % ne relativt
overfore kunnskap fra
Kvinne 41-50 &

r:
Et vanskelig spm - jeg har dytet dette fremfor meg:)

e oot e meg it

Ifht mangfold er rfolk viktig

Mann 41-50 ar:
Kolonitid, B8R, etniske minoriteter

Kvinne 3140 ar:

Multiculturalism - | USA, Storbritannia, og! 'sammenligna med Norge og andre land

Kvinne 4150 ar:

Hvordan samfunnsforholdene i tidligere kolonier er i dag, mangfold av sprAk og folkegrupper

Mann 41.50 ar:

st«mm

 engasjere elevene i enkeltpersoner sine fortellinger. | historiefaget aller man dette perspektivet "mikrohistorie”
- & skrive seg il kunnskap. Skriving som en mat i i
il eksamen.

Multkulturelle samfunn (sannsynlegvis med USA som fokus)
noverande situasjon

Kvinne 31-40 ar:

Kvinne under 30 ar:

Multikulturelle samfunn i flere engelskialende land
Engelsk som verdenssprak

Kvinne 3140 ar:

PoliiSkEsySteme - forski h indt om i den g
Feni USA - hvorfor sA fengsler (historisk bakgrunn og AiVaServil
Mann 3140 ar:

, samfunnsforhold i USA,
kulturforskjeller mot norsk situasjon (dra inn samfunnsfag), og se pa hvorfor det at det var i Texas har en
innvirkning pa saken. Men dette forutsetter jo at elevene har en interesse for 4 lasre mer om gun control. Hadde
(du nevner r ST, men VG1YF er ogs/
kanskje ha vasrt mer interesse for 4 se pa hvordan Australia handierer de helsemessige konsekvensene av
A i g i forhold til geografi, se pa om brannene pavirker

aboriginere, se pa den r, med helsefagene,
ntuelt naturfag (om det forblir pA vg1-nivA, usikker) for & se pA den akologiske effekten av dette. Dette er
noen av hundre ter her og minteressant.

Mann 3140 ar:
Etnisitet og multikulturalisme

Urfolk

Mann 3140 ar:
Det er allerede en del temaer knyttet til samfunnsforhold i engelsksprakiige land som jeg vil bygge videre pa med
dette lzereplanmalet -

Dette kan man ogsa gjor for temaene urfolk eller
Kvinne under 30 ar:

L Umdlnlmli i britiske koloniar

Kvinne 3140 ar:
- LGBTIOA rights
- Indigenous peoples

Kvinne 31-40 ar:

- Forskjeller i meninger kan jo veere interessant, Urban vs rural, polarisering, ulike meninger om Trump/Brexit.
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Dette erjo en del av mangfoldet, sA tenker det kunne veert interessant pA eteller annet vis.
- LGBT teraturs fomierent Engish ogsa da knytte det it

- cmld ivea in the UK. Et stort samfumsimuem, % kan ﬁsa sees i et historisk ie(sﬁkliv

Mann 3140 ar:

, e

. Dette biir basert pa hva jeg synes er interessant
personlig. Jeg mener dette kompetansemalet bor deles opp og vaere mer konkret. Jeg syns
selvfolgelig det er ei fin utfordring  kunne velge akkurat hva jeg synes er interessant, men det hadde
veert fint med flere felles referanserammer nasjonalt. Dersom jeg mener literaturen og kulturen i Sor-
Afrika er spesielt interessant, kunne jeg ha fokusert pa dette gjennom hele aret. Jeg kunne fint ha
argumentert for mangfold og diskutert historiske sammenhenger her. Jeg mener fikevel at det blir feil.
Pa eksamen tror jeg det vil forventes at elevene har en viss kunnskap til USA og Storbritannia. Sa
hvorfor er ikke disse nasjonene representert i lzereplanen konkret?

Kvlnno 31-40 ar:

Tems\nnho\d

skmeonwavemsks«er

Under 5 ars erfaring: 14 stk

Kvinne 31-40 ar:

i Norge og i Storbri USA nér det gjelder synet pé "utlendinger”.

Kvinne under 30 ar:

‘Tema: fokusert pa landa USA, UK,
Oppleqg: fokusert pA ulike samfunnsforhold som sosiale utfordringa mangfald, rase/
rasisme,

Kvinne under 30 ar:

3. Jobbe med stereotyper om ulike folkegrupper, for A hindre misinformasjon og generaliseringer.

Mann 31-40 &

-ehgndlnﬂ v urfolk, historisk 6@ NANIPGIiiske lendensen engelsksprakigeland

Kvinne under 30 ar:

Jeg
ungdom lever  ulike ige land PP nor

Kvinne 3140 ar:

BEIRIEHERH - Read the content i the textbook, articles o terature
GBGTE8H = Cooperation with other subjects such history, social scences, other anguages

B = Lok at the topic from different angles (going in-depth), using different tools: movies, intene, books, texts,
witers etc, task-solving,

Yellow = Use former knowledge among the pupils and connect it to new topics
B = Group work/project work about the topic

TrGUOISE = Relate the history to the pupils” relationship and use of English today, and how much they generate
through culture and populture

'SEEIGHRH - Choose colonialization as a topic, or a former colony (country) and work with howlwhy English is
Spoken there

Il = Go through the history and background of the spread of the English language
I - Look at (or hear) variations of English
BN = Oral or written evaluation of the aim, as a presentation of text

Light Grey = Other
Other 1, Reflection through writing about what the aim “finne ut hva verdenssprak betyr’

Other 2, Oppurtunity for grade, or just evaluation without a grade?

Other 3, A focus on English as a work-language across the wolrd

Other 4, | would teach much of the same things we are doing right now

Other 5, The pupils can join in on making evaluation tasks that is formulated in a way that it is not only
«memorized» knowledge that is used, and the pupils can contribute to making evaluation criteria for this, so that

and political perspective
Other 8, USA as a world power, through varied teaching

Other 9, technological development (internet)

Other 10, reflection around what makes a subject suited to be a world language

Other 11, American economy

Other 12, leam how to discuss and reflect

Other 13, before the age of colonies — to try for the pupils to pay attention, pupils with another mother lagnuage
Hhan Norgian o b s 8 resouece, e s can b caibined vthcthe s st the pupls o
language lear

Giver T toohnvbgical development,social media and the meciasociey

Giher 15, Inde pupl [0 ras 10 rossarch quesitons fmsaives, and t ake partn their own learing,thir
use of sources, their research process etc.

Other 16, Even though the pupils only are supposed to point out central trends, they can learn about working
methods here, such as reading strategies, wrting, working with factual texts and approches that can be used in
other subjects as wel

Other 17, Have IGP-conversations with the pupils

Other 18, Use statistics about how English as a language have grown

Other 19, Notice that it is not possible to work with the aim alone, as there is not enough time, must be done
together with other aims as well

Other 20, | would look at the information they have found, and comment on what is good and what they would
have to change

Other 21, I love using the USA as an examples, with movies like 12 years a slave, Remember the Titans etc.
‘Terms like melting pot and sald bowl

Other 22, the pupils get access to what the other pupils have been working with

Other 23, I would have found sources for the pupils to work with,

Mellom 30 og 40 ars erfaring: 2 stk

Mann 3140 ar:

Jobbe|

Kvinne under 30 ar:
Samfunnsforhold | England og USA,

Fokus pa minoriteter i de ulike landene, som f eks urbefolkning
Mann 3140 4r:

et miosion ass-ogKlutorsele efoKTinge. IUNIEANSNEEOERSSAESn

Mann 31-40

Kleelsamfur\nel i New Orleans og den bakgrunn.
- Karibien. Evnt. pa EU og om f.eks

Kvinne under 30 ar:

til i dag. FivallaRSKiedaPIFGorhar ingIskjeda? Hvordan er samfunnsforholdene

amA Konsekvansar T
manihld o samfunnsforhol !ammenlﬁne to land ﬂ

Kvinne under 30 ar:

T

Mann under 30 ar:

Multicultural Britain
Commonwealth

Kvinne under 30 ar:

- Urbefolkning - Kolonialisme og slaveri - I SSNNNBNONNN

Spgrsmal 2 del 3:

2. Mal for opplaeringen er at eleven skal kunne:

«Beskrive sentrale trekk ved fremveksten av engelsk som verdenssprak».
Hvordan ville du lagt opp din undervisning for dette kompetansemalet i
engelskfaget pa VG1, dersom du samtidig skulle fa til dybdelaering? Skriv
kortfattet under hva undervisningen ville inneholdt av opplegg/metode.

Mann over 61

Mann 5160 ar:

o R S Tt

Mellom 20 og 30 &rs erfaring: 6 stk
Kvinne 51-60 ar:

Bdiertioklonekeparitdet iz av e sievene et med 10 i NN
rollen engelsk har i Norge og i verden)

Kvinne over 61 4r:

Fortsette med
fiigivelsen av koloniene)

Kvinne over 61 4r:

_ inkludert USA = korte foredrag av elever

undathoing s molversnce o aever
Isk har tattover fritiden var ra Norge i 1960 -l sosiale medier- hvor var uigangspunidet?
N i trenger enflsk forajg det

*deter

IRefleksjon giennom & skrive
om lzereplanmalet: finne ut kva “verdenssprak” betyr, kva engelsk betyr for eleven i kvardagen etc.

Mann 41-50 4r:

CLuln
gcnu-mr hver dag, e ungdommer

Som har vart med

Kvinne 51-60 ar:

Mulighet for karakter? Bare vurdering uten karakler?
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Mellom 10 og 20 ars erfaring: 20 stk

Mann 41-50 ar:

Britannia/USA gjennom bade|

Mann 41-50 ar:

Kvinne 41-50 ar:

Kvinne 41-50 ar:

med fokus pé engelsk som
like deler av verden.

arbeidssprak/ulk roll

Mann 41-50 &

Kvinne 41-50 ar:

Kvinne 3140 ar:

Hvordan vil denne utvikiingen muligens fortsetie? Med innlagte|

(il elevene.

Kvinne 41-50 ar:

Det er naturlig a jobbe med

som omhandler temaet

Mann 41-50 ar:

Kvinne 41-50 ar:

korleis biir engelsk spraket brukt i dag?

Kvinne 3140 ér.
Fordypningsoppgave om kolonialisme

USA som verdensmakt

Variasjon i undervisningen, derfor vanskelig & skrive noe konkret her.

Mann 3140 4r:
[KBIHIE og teknologisk fremskritt (internett)

Mann 41.50 &

‘Samanhengen mellom sprik og kultur

Korleis engelsk blir brukt no og potensielt framtida
eit

Mellom 5 og 10 &rs erfaring: 12 stk

Mann 3140 ar:

i

Amerikansk akonomisk og kulturelt hegemoni.

Kvinne 3140 4r:

‘Som tidigere nevnt, Blévsentrert, at _P
L_Kanside en runde pé vikiige begreper ). 0g en oversikt over hvor de
sk, hvordan

snakker engelsk, o 9
rukes engelsk, hvorfor snakker vi engelsk i sa stor grad i dag?)

Kvinne under 30 ar:

Teere hvordan og reflekter
over temaer.

Kvinne 3140 ar:

I sterst mulig grad involvere elevene [iENENEMIIGUAREIONENEGEISKEHEIVSTISNSSHERIMIKEIIO! Dra
inn viktigheten av spraket i sammenheng med ulike arbeids- og utdanningsmuligheter

Mann 31-40 ar:

Periodebasert tinarming:

mi
1) For kolonitiden: for tort il at det b sittende. veldvi lite fokus
EvmocameaNFIBTIINRISRRIE Har s rose 2y copiegd henzom ke an besicios ot com clle vzt
en 20 minutters sporreskjer

Kompetansemalet

“bruke kunnskap om sammenhenger mellom engelsk og andre sprak eleven kjenner tl i egen sprakleering” er

"Her er det viktia med historieku
i VG, Erfa are d
+h ‘Men ti let: Jeg tror
jeg ville tatt s ine tl, for s & isse ulike
‘og hvorfor enge\sk i spraket.

Kvinne 3140 ar:

Jeg vil nok ta utgangspunkt  det vi allerede underviser om dette, o\
T tag som nfernasionalt prok biant annet gennom polsk samarbei, inemasionale

bedrifter og populeefKUI. For 4 fa til dybdelzering ville jeg brukt en god del mer tid pa dette temaet enn jeg gier i
i og b, iSOG MEFNEIORKISHT

Kvinne 51-60 &r:

oo e oratrcafstakl

Kvinne 41-50 ar:

ik at ein unngar
“skippertaks" tenkir betyr: id og tankekraft deter

Bruke ltttid pa kvar | samfunnet vart vi fian engelsk i dag. Leerar ma passe pa at vi il sl far i felles forsting.
2) Elevane far oiiiave oma finne ut kva i Dei kan

Leorar samlar funna og dei blir diskuter.

3)
4) Elevane kan vera med  lage vurderingsoppgaver som er formulert pa ein slik mate at det er den anvendte
kunnskapen som ma brukast, ikkje "papegaye-kunnskap" (pugga kunnskap)

5) Elevane er med pa a lage vurderingskriterie tl vurderingsoppgava, sik at dei far betre forstéing for kva
‘anvendt kunnskap er

Mann 4150 ar:

B k A AT . I —

Kvinne 5160 ar:
vocabulary necessary to study the topic

political perspective

today - perhaps a research project
Kvinne 41-50 ar:
Jeg vile nok tait utgangspunkt i begrepet makt med bakgrunn i det David Crystal sier om sprak og maki. Derfra
ville jeg arbeidet med ulike former for makt som pavirker sprakutvikiingen og hvordan denne makten har fiytet
seg rundt i verden.

Kvinne 4150 ar:

Dette kom it bratt FeRHeard noko slikt

- Forlesingsfase: kva dei veittrur om framveksten

Velo oit enie\sksiraklei tand (utanom G) I FESSR—

0gsa egnet her, og kan kobles norsk ved & se il nords Kan der ogsa dra
i av lover el ancre sprak en nork | Kaseen o1& 55 o] sprakbakgrunn former maten man
‘snakker engelsk pa, noe som kan kobles tilbake til hvordan R S
mpetansemalet kan ogsa kobles fil et om mangfold og samfunnsforhold f.eks ved at engelsk er et fellessprak
[ e e e R e e

Mann 3140 ar:
Katrell pavirknin
USA ol som ki8I potis og mizer stormakt

Teknologiske nyvinninger
Sosiale medier og mediesamfunnet

Mann 3140 ar:

“

Kvinne under 30 ar:

B R e L e S e

Kvinne 3140 ar:

Initial discussion in pairs / groups / plenum * Why do we speak English anyway?
licit what they already know

Invite students to raise related research questions themselves, FiAKEIBTEAIGHONSENAIGANBUCANATESEATG

‘Share with the ciass Evaluate their own leaming, their use of
sources, their research process etc.
Synthesise as a class what some of the broad trends were across all the different places/questions researched
into. Have students describe these trends in pairs.

Kvinne 31-40 ar:

Selv om elevene bare skal kunne beskrive
sentrale trekk, kan de jo for eksempel lzere arbeidsmetoder for notat-skriving eller
lesestrategier i forbindelse arbeid med faktatekst. Dette mener jeg er en viktig del av
dybdelzering fordi det innebzerer arbeidsmetoder som kan overfores til andre fag og leering
generelt. Jeg bruker ogsa ofte temaer som dette til & jobbe med for eksempel & skrive topic sentence + avsnitt,
innledning + hook, ell jo er en del av kompetanse som man bruker i Man
Kan gsa kombinere mer fata-orienert stoff med skjonniterzre tokser

Mann 3140 4r:

hva som gjor engelsk

et verdenssprak i dag, eventuelt fremtiden.

Kvinne 31-40 ar:
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. til

slutt,

Under 5 &rs erfaring: 14 stk

Kvinne 3140 ar:

HSrisaiennomaand raesrer om ke omraderfiand hvor engelsk snakkes (som et av
de offsiell sprakene) med f.oks.
1GP:

Kvinne under 30 ar:

2. Sett pa korleis engelsk er brukt som eit verdenssprak
3_Relatert det tl elevane sitt daglegdagse sprak
EiProsiekiomKoreiSengelsklpaverkar elevane! kvardagen deira

Kvinne under 30 ar:

Epesiell pa grunn av Storbritannia og USA. od
Her ville jeg 0gsa ha understreket om det er tilfeldig eller ikke at det fakiisk er
engelsk som har - Ville ogsa stikk pa Vokst.

Mann 3140 &

Tidsbruk: 6-8 uker NB!
Merk at dett ke vil vaere mulig a giennomfore et slikt opplegg uten a skulle ta hensyn til flere kompetansemal
ettersom det ikke finnes tid nok. Alternativet kan vaere & bruke kortere tid, men da risikerer man a ikke oppnia
dybdelzering.

Kvinne under 30 ar:
Forst ville g funnet ut av hva elevene eventuelt kan fra for om temaet for & kunne bygge videre pé det. INEEHER
Wil et slevens ulorske It o4 scentand evertueh | Grupoer ENTETEEGBRAANG 511 5 <ot e

informasjonen de har funnet, og gitt ibakemeldinger pa hva de eveniuelt burde endre ia ' hva som er bra.
Dette sluttproduktet ma elevene ha en egenvurdering pa, i tlegg il en
gruppevurdering.

Kvinne 3140 ar:
Litt hi"ende det = L+ -1~ [Fokuspa historisk sammenheng, hvilken pavirkning defle har hal pd

bruke USA som et eksempel, da fokus pa alt fra 12 Years a Slave, Remember the Titans og The

Er veldig gla
Hate U Give.
Begrepene salad bow og melting pot, i ilegg il hvordan det politiske samfunnet | USA i dag pavirker minoriteter.
Hos meg er det mye fokus pa bruk av film bade historisk og samfunnsfaglig.
Mann 3140 ar:

g at de sa far
tiigang tl det alle i kiassen har jobbet med.

Kvinne under 30 ar:

Se pa utviklingen il samfunnet slik et er i dag -

huilke land snakker engelsk na og hvorfor?

Mann 3140 &

mr « I v T elevene 1 & forklare femaet som en munliig presentasion

Mann 31-40 ar:

Kvinne under 30 ar:

 komme med forslag il hvilke temaer de etterpa skal
diskutere (intemett, kulturell

Kvinne under 30 ar

bbe sjolvstendig Eg
vile funne Kjelder dei kunne nytte pé forehand for 4 sikre at informasjonen dei teigna seg var korrekt o relevant.
deretter ville eg tatt i f Kl sit bidrag
Dersom det skulle vise seg at nokre grupper har ulike svar ville eg opna for diskusjon rundt kvifor det vart sik.

Mann under 30 ar:

Kvinne under 30 ar:

lignende har skjedd andre steder,
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Appendix J. The transcribed interviews (with colour coding)

i1

Interview number one
11th of December o)

R = Respondent
I = Interviewer

R: Ja, hallo deter ....

I Hei det er Anna Krumsvik som ringer.

AT
R: Aja, hei hei hei. ¥ - e\:‘}é{f
I Hei, vi skulle ha eit intervju | dag vi? }g
R: Ja, det stemmer det. £g har jo berre fortrengt ki no
men det ghr veldig fint.
I Okey, sb bra, okey. Men d tenkjer eg s,
R

I:Ja, ehm, det eg skal sparje om er delt inn | tre kategoriar litt slik som | ehm, | ehm,
sekings

under:

R Ja.

154 vi starta berre med dybdelarring egentiig, | engelskiaget da.
T —

153 aller fest 8 sporje "

t '1"'?!(‘1’{7‘ | g
kmmnmhwnmu‘uq {
$3 det at gdu
som for ly eksempel |
and the UK, og. Korleis
fr du og ein siik
forstielse av at okay, t
the same problems... ‘staden for at ein mitte ga, okey

b skal i ha itt om ‘o use, og b litt om UK politics of itt om UK social ssues og $5

terma da 54 det er vir plan da < at i skal jobbe med det ndr vi skal lage ny drsplan no.
1: Ja, mhm = & knytte ting saman til eit starre bilete d eigentieg?
R: Ja, med temaane di.

& Ja, mhem.

gtvw

generelle
sann ehm — kva heiter det, demokrati og medborgarskap?

. du har eh: e
joog - Mmohhummm

0Oue fo\dm Aveli@escg way
£, o, ja
R: Og 54 dette her, ehm, mmmlwnmo.anmmwmruumuepog

for eksempel litteratur
og romanar og filmar som lunduomlolksomﬂnnuhquMI, og sd vidare..

I: Ja absolutt, kjempe. 54 da forstar eg det slik at du, duhnrhmnhmnuvduumlm‘m-
undervisninga tidlegare b7 S4 det er ikkje pd ein mite noko,

R: 13, altsd, ndr eg starta 3 sjd pd kva det var for noko...

& Ja?

R:S3 syntes jo eg at det var noko.

ke npel 3 a
8raphs, <how to analyze languages...
I: Ja ikige sant!
| R Qg d, det bl jo skiemaer og jo mulig -0
og deter , altsd du treng jo
naly i historie, il

kS S
Ja, sh detervel det..

= e

ey e B i

R Erm s, Elw ogegsig 3 Jo ¢in del av dei
tinga eg allereie gier da.
I: Jamen det er jo kjempefint!
R: For eksempe! sann eh, 53 har v 0 prosjektarbeid | engelsk:
Lla.
R: Ogd er dei
eller
for tre dr,
& sall
n-unnpqmmhwm“wH ( P.)
r “‘Lw ‘f’r
. @& F
W
m)e_gﬁ‘nr dd laever b 3
1Uren og. arbeice e ehm
R = efler det med 4
v of det er
‘over th norsk, Nistorie, Ja 8 ehm_..
1 Mhm
R: Men echn, 53 mﬂu‘“
_‘dh“”-‘-ﬁ-ﬁmﬂﬁmﬁ
eler e 2 i - at ein prva ke
o tje
Vg1~
for vi har og sd harvi
53 er vi ferdig. Men

Mﬂﬂm.—-‘q“ﬂ.mﬂ Ja Use for eksempel, ﬁh-vﬂunm

"1 Mhm. Men synest du det er, ehm, positivt at djupnelaering har fatt ein plass | det novert
den nye lreplanen, ener SymesTdu RYg ynst § ha det fastskrive dér?

-

LJa,

2——-

R: Og 54 er et og at ein, eg trur at del - visst ein Lare ein del siike ferdigheiter da, slik som
det med & lese statistikk, lese bilete, lage ein god tekst, fore kielde og 53 vidare, s er jo det
veldig studiefgrebuande og. og det er og veldig viktig for del som sann ~ alts kva skal ein
sel, altsd 1 samfunnet da, for eksempel , det
med § lese bilete, aitsd det er jo 53 mykje
llktMotvuumﬂd&lmwwﬂhpdﬂtﬁllmllmullwm
2 som er rundt seg di. .

I: 42 mhm!

R: No vart det veidig pompest her da, hehe.

1 Nei nei nel, herfighet, Kiempe det. eg me gir , litt
om i §0dt kjent du er
med dei, eg velt det er dei ikkje er 53

£0dt kjent med dei, uganunmmmmﬁunmwwuelam
heyrt eller liknande, s3 synest du dei nye kompetansemdla passar
memﬁm«mm*falmu«mv

R: Altsd nel, der er jo veldig mange muligheiter d3..

1 Mhm!

dererjo, Jo, du har jo desse her litt sann
spissa mi i den ehm, men det
er jo veldig sann, ehm._. men det er jo kanskie 3
akss, Men du har jo det der veldig store

o2 var det Hysav
historisk samanheng?
- Mhm stemmer!

R: Det e jo it veldig opent m3l da!

13!

¥,

".‘E
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Interview number two
11th of December

before and after the interview was in Norweglan.
R=Respondent

1= Interviewer

I: Heit

R el heil

1: Yes, da var du klar tl & stille il interviu?

R: Det er eg jal

I: Supert. Ehm, eg kas deter il i
den undersakings.

R: Underspkdnga ja.

la, ad
implementere dette i undervisninga si.

R: Ja mhm..

1:Ja, 3 lurte eg pd, ynskjer du § ha intervjuet pd norsk eller engelsk?

R Det er det same for meg, kva er det beste for deg?

I:Mhm.

R: Yeah, that's my idea of it

I: Yeah!

R:We use it a lot at our nple .. is right?

I: Yeah!

w what? g
now

LTI

R: Hehe yeah, exactly, hehe. Technical production maybe?
I Yesh probably yeah, | think 50 yesh.

3 meg er fuet, o
A norsk.

R Ja, el men det = no worrles!

I: Supert. Alright, so fiest

understand deep learning?

R: But also, also Alright?

R:S0, the i you're thinki just in general?

1: Hehe, yeah! Okay, and 5o.. your Ehm..

I Yeah.

R specit
1: Ehm, yeah okay v
[ 1:50 you think your age or, not just your do you

R: Oh hehe right, right. think that affects how teachers view deep learning?

& Hehe, but it R Yes and no. say from school, we
want to maybe make we feel
that what has been 6. YOu €an always
implement new ideas and new stuff, and we can only get better..

the
1: Yeah!

RS0l 1 don‘tknow, d

to be able

your
to use your, yeah many languages within work.

I: Yeah, mhm!

R: Als eign
workers.

I: Yean

R: Which g0ing to TIP or Bygg or

I: Yeah!

R: Therefore, touse it.

I Absolutely, yeah.

R:Mhm...

R: And of course, ehm, Wke | said, and idealist ~
L¥eah,

lu So,

I: Yeah, alright.. but ehm, if you ehm, how do | say this..

'W.H
o e S

I: Yeah?

1:Mhm?
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w

R:Yeah, yeah, yeah.

I: Yeah?

k Yeah
\ R:50 you have made 3 way of h
\ curriculum, not the other way around, which is quite scary, and that is what they are trying and
i tie z direct enough, you
e 3 autonomy, soit’s a
tricky road!
& Yeah! >
) R: 1 hope 50,  depends e L el
R: Very tricky road, but | just  to being able 1o, or 35 and willng to et us into their teaching.
directly into t. | thought of them  grail, but now it P \ N e o
1 Aright, mhm..
& Okay, 50 this 7 5
[
R No, it changed after | started teaching full time. { and specticaty my
1: Okay, yeah. I Okay!
R: To be honest, yeah. do this, do this, R: Wher
o this and do that, but then you have a classroom... < -
1: Mbm?
1: Okey, yeah...
R: Versus what does the teacher want to teach..
“R:Then all of a sudden you are more... you are making things you think are going to work in 1 ) T S
{& hn eroam, o then 7o /12 e 1 omARC B N U Y e Y
mean? \
\,‘) Y Q* .b") R: Do you understand my point of view?
,\{\ I: Yeah )
|\ ¥ 1 Yeah!
R:So what
Stuclespesialiserende, alright?
: Yeah..
£ Mam?
R: Absolutely, yeah. ¥
» R: And | am an English teacher in one of them...
1 Mhm.. nper ¥ them..
1: Mhm?
R Mhm?
R: And, | said that . that they
NX ng taugh
[ S
o\
kzlu}\a\'
I Yeah? q - Mhm._
R: Right? | thought that that was common sense. 5y “%0 ™ u:v.m:,nn' giving you an
I: Yeah? / ‘ answer, but..
—— - ( “ 1: No, no, reatl, yeah 5o, i
i o allof came teacher understand deep learming differenty —
with their ideas of well, teacher  method freedom, | know what s best for the e d J
students, *1 know.. | know, | know”. And I'm ike “what about what the student deserves?” : 0, ah, e would be 30 much better, hehe.
1 Hehe, mhm... 1 Hehe.
R:50 there Is a difference between teacher knows best and what is the best for the student, R:No, ke,
basically, yeah. v cause itis not over Ly
the whole line, but it is mostly a generation gap, to be honest. ( I: Yeah?
I: Yeah? N—y Klf- 3 R: Like, we are doing an oral exam this spring.
R:lseeit, it pr younger of the hac - 1 Mhm?
students, ke b)
“okay, this worked this time 0 | am just gonna keep on doing that forever and ever and ever R:Sol have TIP Vg1
and ever.”
I Mhm
12 | can see your point yeah,
teachers | have had as mentors there.. o yeah! : So they ez
xt ou
R: You Il be butting your head against the wall, but don't forget it works if you don't give up. b v
— ’ h?
|| I:Hehe, yeah. That's rue.. Ehm, alrght 50, what €0 you think the consequences can be if T
Q" e these aims ¥ R:50 they are the last, the last bunch of it
R: The problem, or the biggest problem | see.. 1 Yeah!
I Mhm? R: Ehm, 50 this
N 3 ; - project that
national tests.. 1: Okay?
- Bxactly, yeah.. R:And itis ‘working
with different materials and learn a lot.
R: Yeah, 5o, if we do not the students. eing taught the s and
€ curriculum, you i actually 1: Okay!
ple and that's what |, ane of the things | was
e t y are supposed to be R
LY learning, just they make this, d et
”\\[ s\ . b
A
'3
LS
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I: Okay yeah!

R: And for to do that,

I: Yeah!

R: And also, he needs
oral exam in the shop.

I: Yeah?

R: 1f 1 need is him

to be able

I That's true,

W \rves you, ehm people don't
¥ wanno be openfor that.

I: Yeah..

R: We have igh 2 s called” g
have you ever heard about it?

1: No, | have not...

1: Oh okay, yeah?

R: S0 yes,

- Yeah, alright.. Great v with
deep learning as a concept?

R: No, never.
- Okay!
R:1do it all in my free time.

I Wow, okay..

I: Okay, wow.

R: Yeah.. So that's on me.

 But have

R T e b v g

e il
like you are and | am...

k *laughs*®

R: S0 ehm,
E Alright.

& Yeah?

R: Yean,

.50, you

Mhm.?

R: Yeah,
schools in Norway right now

& Okay!

R: And we spring. . wow tis t00 short...
anywho, they

I: Yeah?

& Yeah!

R that's it.

Oh.|

touch it.
1: Okay...

R:So, what | see is

I:Mhm?

R: Cause it's not that big of a course. Either you have itin Vg1 for one year, o maybe Vg2,
and itis only a two hour class right?

1 That's right, yeah.
R: Yeah, or a three hour class.. but It is gonna disappear.

I: Yeah?

1:Yeah, that's great! And,

teacher?
R: u:.-num ayear and 3 half,
Job Just out of studies.

Okay?
R:F've done the same a5 you, the L studies at ***** for five years..
Mhm?

R Ehm, and religion, andin

& Alright, that's oy
you this aim,

R:Mhm?

R Alright, 50 | do this every year basically...

1: Yeah?

R: We have a lot of sorry,
minutes...

1 *laughs® That's airight!

& Yeah!
R: Okay, 50 you know it well?
I: Yeah

R: Yeah,

I Mhm?

we have

ehm, 1am 2 huge user of movies...

1: Okay, yeah?
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mhm-mmmsnmum

 Yeah.
R: Then we g the world, we talk
, the movie “In the Name of the Father”
and social situati you g it as well, then
80 over to the US and we take a lot of ricans, my focus
this winter the Hate Tribute, s0 they A
and then they 1o Northern-ireland..
1: Okay, yeah!
R Yean,  but you
have to think about speaking
of different stuff, how nativ ive Americans, and look at
bject, frica, we do
there, we talk Australia, we talk about the
& Yeah...
R:But
& Okay?

R: Theoughout the whole winter, o | always go back to comparisons.

- Mhm,

R Did that make sense at all?

I Yeah it did, yeah.

R: S0 any movies that we do is, ehm we have “In the Name of the Father” In Northern-
raland. | use “Remamber the TRans" n the US cause the'ssegregation n the 19701, we

do...it's classics, boring but it shows what's
‘within the British y

: Absolutely!

R Ehen, 1 also do 12 lave, but | do B because | have a lot
of multi-ethic 50 1’s not fitting, Ethiopia, Eritrea so
It's not doable.

Ligetthat..

that'’
& Yeaht
US with Yyou have to. 0
we use a lot of politics within it.

I: Yeah, that's good, mhm. Okay, 50 that's what | had, | am done really!

R: Alright, great!

asit

consisted of practical information for the respondant.
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Interview number three
Thursday 12° of December

R=Respondent

I: D& berre startar
?

(3]

B3, chm. gg harjo hate litt vanskar med & 4 det heit under hudas..

W

deter forste dret mitt pd

I: Jaha, okay!

R:Ogeg

I:1a?

R: Sdnn at
der er s mange

Lale fall

I Mhm...

R: *ler* Ja...

14 Ehm, trur du... e, Ja vl du...nd har o du svart it pd det da, men trur du
engelskundervisninga di kjem til § bli annleis?

I Ja, mhm, men vi har jo ikkje

R a7

deter jo mange dei har
men pi ein mite kjenne igjen element | det...

ordfast,
heilt framand for det,

1: Meinar du at det at det stir

retning eller

Ngger underbevisst heile tida?

eller at det

1: Jada, det er det berre § giere...

e

redd for er at.. altsd, det vart

" dei same tinga, sant...

1:Ja, mhm?

& har dei

forskjel, eg

1 Mhm, nei...

La.
R: *ler* Kva var spersmilet ditt?
&= *ler*

mite implementere det frd neste haust av?

A o o i et o s s et

b s

I Mhm?

N, Moe cee@lasion

R: Ehm, , der har vi litt meir 3 g3

(31

R: 58 det tenkjer jo e

L Mhm

4 w

s, ehm.
ehm...
definisjon som pd ein mite idge...

R e
e
e

I: Okey, nei?

R Eg synest det er ext bt forvrrance omgrep, og s3...ja...

1: Ja, det er det jo mange som seier, 3 det ef j0...

1: Okey, ja) Enm,

R Nel,. - veldg -e2

I: Nei?

R: Vi var jo pd

1: Nel, ikkje sant...

R Ja, 58 det vor itt ehem.. ke sett meg
lese gjennom del nokre gangar.

ks,

leitar dei fram.
R:Aja, .
L,

R: Ja, skal visjd...
EMhm...
R: S5 var det § finne rett versjon her...

1:Ja “ler®

R: Skal vi sj3, kor ar

I Ehm, eg

engelsk... “ler* OFf, det er

R: *ler* Neida, der! Ny kereplan...
327
R:Ja, dbl

1 No fann du det?

R:Jal No.
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13, vi

R: Jal ves?

11, 55 shik du ser kompetansemdla, eg gir ikkje 53 djupt inn | dei da, men om du synest
i i ‘om det passar til

jupnelaeringskonseptet?

(374

g foler
pd naturfag, som var veidig mykje meir spissa.
(3]

R:SHkat... altss,
da... Kva var det eg hugsa eg 1a merke tl 047 Jo... det var vel eitt eller anna om desse her
indigenous people...

I:Jal
R: Ehm.. at den ikkje, den var jo veldig tydeleg sist gang sant?
1 Mh, ja...

R:Ognoer —_—

I Mhm...

R Ehan...sb,Jol

I:Ja, A i = det er Jo fleire
som har det hadde 3, i

nkelt larar ~kva tenkjer du om

det?
R: Ja, cet synest eg og.
a2

R:Ehen...jo, altsd
tema og, ja stort sett...

I: Ja, at det blir litt opp ti, altsd har il

R Og <8 synest eg og at ndr eg leser desse her si synest eg det er... ja, eg veit ikkje, eg synest
detersd... g .

1:Ja, men fgler du at det
kva som inngsr under kvart kompetansemdi?

R: Ja, g foler litt sdnn ehm. 4 stor A
det har vore, sant.

1 Nei?

R: Dette er jo eigentieg... beklager, o sy
4 enkelt for det var 54 tydeleg, og eg vart liksom, greitt om eg kanskje Ikkje e like
Interessert | alt eller,

fal, det var 4 g4 pé ein mi

1= Mhm, 3 pd atdet var
ompetansemdla til naturfag...

Rojal

.; pdden

vje
R: *ler* Ja eg er ltt sdnn, men eg md jo berre tilpasse meg... *ler®
113, Ja, ja, det er heilt | orden ~ eg berre provar & fi ei... ja... Og sd,

R:Men ja sant, sb fole egat ja,
sialjo.

det glelder ja dei
Altsd, eg veit kje... Det...Ja,

nei...

I: Eg skjgnnar kva du meiner, for engelsk er eit sprakfag, sd det vert litt anna, medan

naturfag er at det er meir e

er mei
spraket s& har du giort ein del av greia?

R:Ja, ja.

" 155 eg er med pb tankegangen. Ehm, men kva trur du kan vere... visst kerarar forstir

08 gler ganshe ke thg, ehm

st

R: Eit lite oyblikk...

kla

R *pratart

R "Ler* Unnskyld! Det er
1 Ajat

R: Okey, kvar var vi? Eg 53 eitt eller anna om samarbeid?

Laa,

R:Ja, men b tenkjer eg meir shon tema glerne, sinn...

1:3a, kva tema som ber kva tenkjer du? Altsd...

R: Nei, altsd pd vir skule, vire elevar, eller
Leraren som er her...

14l

amarbeid ki eller atvi
™.

1 Ja?

R: Beklager det var vanskeleg § haide triden her no *ler*

1: Neida, det ghe
nye hompetansemila

R:Nel, aitsd... ehm,

3y

R: Enm.
rett av meg 3 bruke, ja..

527

™o oy \
hat jo sdon at... ehm, ja. oy ‘
| for at det skal verte ulikt | engeisifaget, nei... |

[i: e, obay pd det

YR 2 ehm, eg erjo pé den db, fordi at, ehm... at del
| b s vide som ein, Jobba med
da..

: Mhm, jal Ehm...

R: Og det har People, som har
Jo vire veldig sherjodet,
Kan kome pé eksamen, sant. Jo...

1: Ja, mhm... Visst ehm, det er
forstir djupnelaering uiikt for eksempel...

skulen, faget?

R:Ehm...ja, altsd det vil... *ler* Veit ikkje heit...

1: Nei, du snakdiar vertfall pd
var skule, innanfor
Tenkjer du at det er vegen &

2, eller syntest du det skal vere it forskjel?

T, nel, ver
\w.&ﬂ,m—b‘“*qwhﬂbwﬂmid&qﬁw

va som bee ]

I Mhm...

ReEhm. Vihar ik
heiter det. % ehm...det er

13, ja, ja stemmer.

R: Prover & glere noko siikt da, men ehm...
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I:Ja, det var

P4 skulen.
R: Jada, har men
& Jal Trur 413 noko med det?
R:Jo. Det skal vi
T i for .. Eg lurte pd kor lenge du har arbeida
som kerar?

I & kagcxpuinu.

20871, trur alder har oppfattar

eg tenkjer jobl de
| har jo vire glennom fleire ehm, reformer, 53 det er jo klart at kanskje det kan ha noko & seie,
| kanskje ikije, eg veit ikkje...?

[ R-Enm...o ait, e det eg ehm, det har o vire veldig mykje mb sant? Det har jovore
| veldig mykje  forholde seg til...
—_—

I MAm?

R: Ehm... Og eg er o glad for at det p3 ein mite har krympa litt, *ler®

& Ja?

|| R For ein har Hksom helle tida det der Ll o8
Kkanskje 14 litt meir ro med ting, hipar eg...
M7
Mm»rnuumnwmummuq'mmmmm
men eg ser Mlmmnnmm J

da sher detjo og ein har
ein karakter | munnleg o ein |
I Mhen.

p:ﬂp.ﬂdﬁmmwnmm..‘hv' 7
T —
I: Ja, mhm det skjgnnar eg...

I: *ler*, men du treng ikkje § svare s konkret, 03 Men
det or altsh o har o
for fokus pd

R Ja. Erdet . eg treng kanskje ikje A 5|4 dd eller?

I Det kan du o, visst du vil ha det framme... Det er det som heiter eller, det ligg nesten heilt
i shutt pd Vi1 for studiespesialiserande.

R Ja?

Lk 3
5(’;\ " utfra historiske sammenhengers.
R: Mhan... Og kva eg ville ha...

R: Ja, altsd... Denne svarte eg sikkert pd | underspkinga...

I Ja, men eg har som sagt, eg veit ikkje kven som har svart kva, 58 d3...

R: Nei, du kjem til § hugsa eg at e skreiv
uqmwumlmmu&

1: Aja, jamen det ghr bra *ler*
R: *ler” Eg grossa etterpd... Nei, ehm... altsd, det er jo veldig ehm... det er jo veldig lett &
tenkie, 483

& Mhm...

R Og ehm...eg foler jo at det er
samanhengane sant, enm...
Ea?

R, men il

I: Nei, altsh det er 4 gere, d
mmma«mmhmwmuanmmnwnmmmm

R: 13, ja. Og det er jo, det er jo kjerna | det pd ein mite *ler*

& Ja sant!

/ Jo hedt drieg, det er el kjem t &

|

R: Ehm... kva eg skal sele 437 Nei, eg veit ikkje...
& Nei?

ehm... M-u*hu&ﬁhiw
l erjo ke sbonateg

& Nei?

ummuumw ot

t'u'mmm---p“mmmmpu—nvmnmv

g og er fungerer
o 58 deter der da,
Kanskic oppfattar eler ser haldning kanskje?
[ ¢ b —_—
- Ja, atsd lwcarar e jo ecjoaliid

forferdeleg for mange. «Ah, no e det noko mtt, dh.. --n,-om-nw-«w det er

R g trur ikkje de gier det heiit da, eg trur det er ML....

1 *ler® Du trur det er bt sdon.. o

: — ——eee
R:Ja, det er ‘men det er ikkje
eg heller alitid, sant - eg er . o ein liksom

Stir | det 53 er det jo berre 3 brette 0pp ermane 0g.. a hive seg rundt. /
132, 3, ja.. £g har eit siste sparsmil, det er kanskje det vansidegaste....
R: Huff dd!l *ler*

R: Og dd ser dei har sbeer deijo inne

Eajaja

Rida,sd

ksl

R: Ehm ja. Og sh er atsd eg b Aprove

1 Mhm..

R: Ehm.. og 54 er det jo ehm. .

I *ler* Det starta  hagle her, det briikar, beklagar!

R: *ler® Aja! Neida, deter sban

der, ehm... og 33 har ein jo, eller
d3, eller krigane, men,

it dette her sant..

R: Der er jo det 0g... med Brexit
. . 2

o8,
spennande men.. ler*
& *ler® Ja, mhm...

R:Men...
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ehm....i alle fall ikkje
Som gruppe, heller meir individuelt da..

I: Nel, nei...

R: Men for

R:Ogd3 : tre, d3, og alle

og sinne ting, og
dd, ehm...

og sint di..

&:Ja?

I *ler* Ja?

R: Men det var liksom ikkje 53, leis for, menat
g brukte tid pd det og liksom... ja, eg veit ikkje.

I: Ja, neimen det var o it godt deme det pd kva det kan vere... Det er jo mange som ikkje,
altsd Klart sjolv UDIR siit jo sjsive med 4 definere kvav det er, 54 det er jo... Ja.. sb det er jo
berre d, ja...

R:Ja..

I: Yes, neimen du, eg trur eg har det g trenger eg.

R:Ja, og skjgnna ikkje kva du skal fd ut av dette her men.... *ler®

12 Jo eg har jo fitt massel Svar er jo svar 0g...

R:Eg [ § eg har

1: Neimen det er ogdeter

phein e og 53 det er klart det er

R: Nei, eg filer i asjs ingar og
avkode, og p3 sideter

ligg men deter._ ler!
R vler® Ja..

LSdja.

R: Neimen e seier neir fole akk
1o, det gler det absokutt!

I: *Ler®, Ja eg hiper det! Hipes mange

*The rest of asitmainly
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Interview number four
13th of December

*This interview was done in English.

R = Respondent
1= Interviewer

ginning of
information given to the respondent.

I: Okay, so my is how!

| I: Yeah! S0, more in-depth than...

R: Yes!

A

{ for a couple of years. y
J.)Q\ subject curriculum?

R: Ah, just one moment - *talks®. Sorry! *laughs®
I: *laughs* No worrles! | could just ask again?

R: Yeah!

2 ame : oy o
X" thatyou aiways have been using It n your teaching?
F;Tm.n....rw..m..m... =7 Ly educated,

(

I: Okey, yeah great!

iu: lm.wlpnammmmtmmm_‘l

1: Oh, alright okay!

because | am not

one of L
why, why do P =

I: Mhm._. Okay, that's very interesting, yeah!

R: Yeah!

1: Because yeah, in Norway and in o L king when it

yeah..
R: Yeah, | kind of saw the effect of their very later
stage, where well, for got hureh
with squares, and we cid not have 8 ruler 50 we had no way of measuring...
1 Mhm?
R: And when | suggested “y that Is one
‘»« centimeter, will be...
I Yeah?
R: And they “wow, thisis ¥
T hey , they were at v they just... they weren't trained
at..
L i { I No, being creative and stuff?
R: Yeah!
: Yeah, that's Okay, at I's great that you're 3
fresh teacher I for thirty years, and I've
that have ng for like for ten nd 50 0n, 50 it’s
fresh one as well yeah, it's and it’s
interesting.
R: Yeah!
Oy, your Isit ehm...
familiar with for many y isi
what do you think?
L3
mentioned...

I:Mhm?

R: And, “oh
not correct?”

I: Yeah?

I: Yeah?

R: They seem more. X them to
elaborate a little bt more..,

1: Mhm, okay. »
teaching right? .

R:Yeah,

& Okay, yeah. But do you feel... if in Norway,
that you ehm,

her think it's
been doing it for 5o many years. So, &'s a difficy e
think? Do you think it

ooy Setm s hchdudin the cancslen or?

s

I: Yeah?

R: And | studied one year in Spain
they did not have the capacity of reflecting...

1: Okay, yeah?

1: Yesh?

ReEhm.. but,

1: Yesh?

1 Mbm, yeah?

1: Yeah, absolutely.. ‘s nge your teaching, you

said that you already bke.’ it into your teaching right? But do you think when the
both you and

other .

ehm, oy I you, or many
teachers say that they have been doing it for 3 couple of years, do you think these ones as.
onit, v

R

I Yeah?
R: Or a little more systematically.

1: Yeah.

i
I: Mihm, yeah... Okay, and | don’t know how

L3 3 hem all by heart...
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r

r

I: In what way?

R:Enen... open, many open

I: Okay?

R: That's uses...

I: Yeah?

R: But, some of which | like, reedom
o choose

I: Yeah!

R: Ehm... | think it is im:

& Mhm?

R: Ehm, | am not well...
I: Okay, yeah?

R: it would ehm, certainly limit my teacher creativity

I Yeah, ¥

ims v more
a teacher you sort of

have to interpr yourself, ehm... bu , ehm.. you feel that your
ngs than before, in t

he

legally

teaching... s that something you can relate to?
R: *nods®
 Yeah?

R: Yes, a lttle bit yes. Also, | think that ... writing down that you have to teach the puplls to
¥ lot more,

the facts,

& Yeah?

R: Because they don'

| 1 Yeah? And what do you

thm,
1 Mhm?
u.mmlmudmmmmml-\“
I Mhm?

R:And, \

I: Yeah?
R: T think that we have that now as well..

T Mhm, yeah..

I: Yeah, but you think that the teachers, yeah = you

R: Yeah - we are humans, so we wil always interpret things subjectively...
d

[ Yeah. And wh about ehm,
couid be

R:Yeah. Ehn...| but!

definiti 1 don't problem. |

I: No?

| ReBut...there sure are many ways and ehm.. *laughs®, It's a large 1=

I Mhm, section of

learning... so hopefully because
v they, y

your school

R: Ehm... well, this far

:Mhm?
R: They are... well, Y.
Y just
1: That's a great point, yeah... And it
aims, for especially Vg1, people pupils are supposed to
getallof v and then
k... ehm,
5chool or yeah, there is when are we going
10 learn in depth, and when are we going to learn the facts?
R: Yeah,
learned in depth...
I: Yeah?
R: Ehm . have to use

,’Qe\ 1:Yeah, of course, yeah... Okay, 50 ehm, but if you think of the formulation only, of the new

R think they

1: Yeah?

point | struggle the most with._.
I Yeah?

R aoig

moment..

feah, mhm._. Good .

R: S0 | think we need to think a ittle bit easier..

["1: Yeah, absolutely — and ehm,
| aims, do you
Nowc

\\ R: Yeah, most definitely yes. Yeah! {

1531

R: And, ehm, but._.| think, well in my school we had the advantage that it's ehm ~ 3

1 Mhm?

I Mhm?

R: Ehm,
& Yeah?
R: Each section, ehm._.

I Mhm?

I: Yeah?

R: S0 hopefully | wil get some more inputs then...
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roughout your and - yeah, you have been
doing earfier ~ in your career, and your teaching.

R Yeah!

& Yeah?
R And what worked for me -

kM.

e =

I Yeah? o

R: But - reforms and age... it's a difficult question...

- Yeah, because, yeah, there’s no clear they are pos
whether they

'salot of like

v
say, o X ke you have

.

I: Yeah?

R ARG well,  sign
I: Yeah?

R They...

daylong...
1 Mhm?

R Ehm, but I negati the
schedules where you have one signature allday...

I Yeah?

R:I'm not sure if that but | think it's ¥

I: Yeah?

1Oh...

and that they can work in their own pace...
Eh?

R: But they said that ~I'

: Yeah?
R: Because Spanish don't tend to be the favourite signature of any pupil...

1: Right, yeah...Yeah that Ehm, and aiso... That
el

subjects more together now —
R:Yeah!

I~ And if

= like, say politics in America, and how it’s ... ehm, in naturfag for instance, talk about -

B ehm, 50 yeah.
‘will be challenging in terms of time in any way?

R: Ehm, yeah. they

havetodoit..

1 Mhm?

the
shallow, easy answer
& Yeah?
R: But also
adjust
1 mean, et
butif you are going

: 30... Of course, not every
session will be...| don’t know.

R 1 thunk perhaps f they start specializing earler -

I: Yesh?

climate

and 50 0n, 50 there's ifferent aspects... Ehen, | have one final - ehm, we have been
mmm.mm.nmnmm%mhm-mm
this, because it's w i
with

ut

fra historiske sammenhenger”
Rohm..

1 Mhm?

R’E-ﬁ—;‘n—

1 Mhe, yeah?

think, p

I: Okay, yeah?
R: - Because it's 50 ful of anxiety for the pupils but...
I: Definitely...

groups,

I:Mhm?

- . " ot o

I: Alright. Okay, yeah — that's great, and that was my final question and....
R: Yesh!

I: And ehm._. *switches
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Appendix K. Examples of translations

R1 quote:
R: Men eehm, sé eigentleg sa syntes eg kanskje at ein del av dei tinga me driv pa med er jo det -
R: Ja, altsa, nér eg starta & sja pa kva det var for noko...

R: S& syntes jo eg at det var noko eg hadde heldt pa med lenge, for ein ser jo pa at dei skal lere ein del
grunnleggjande ferdigheiter, og det gjeld jo bade i norsk og engelsk og i forste klasse, kjeldebruk, korleis
strukturere ein tekst, korleis skrive innleiing, ehm — og ein del sann, og ehm — sé ein del sann, og for eksempel sa
underviser eg og i vg3 i engelsk, og der er det mykje sann skills da, sann som for eksempel «how to read a cartoony,
«how to read a graph», «how to analyze language»...

But ehm, so actually I do think that maybe a part of the things that we are doing are.. yeah, well, when I started to
look at what it was... I did think that it was something I had been doing for a long time, because one can see that
they are supposed to learn a great deal of basic skills, and that is equal in both Norwegian and English, and in the
11th grade, use of sources, how to structure a text, how to write an introduction, ehm — and a great deal of, and
ehm — so a great deal of those things, and for instance, I teach Vg3 English, and there is a lot of such skills there,
like for instance «how to read a cartoon», «how to read a graph», «how to analyze language»....

R3 quote:

R: Ehm, nei, eg syntest vi trenger & fa ein liten sdnn avklaring oss i mellom, kva som liksom... jada. Eller s&, kan
ein jo leggje veldig, eller eg trur jo vi legg veldig forskjellig i det, og det trur eg vi kjem til & gjere uansett om vi
har snakka om det, men eg trur det er viktig at ein far ei nokolunde felles forstaing for kva som ber gjerast og ikkje
ber gjerast da...

Ehm, well, I do think that we need to get a tiny clarification among us, what is like... yeah. Or, then one can place
a lot of, or I do think that we place different meanings into it, and I think we will even though we talk about it, but
I think it is important that one can get a somewhat common understanding of what should be done and not...

R3 quote:

R: Nei altsa, sdnn som eg forstdr omgrepet og sdnn som eg ser det i engelsk, sa ser det ikkje ut som sénn kjempestor
forandring sann eigentleg, ehm, det som eg ser er kanskje at ein ehm, det legg opp til litt meir samarbeid mellom
fag...

I mean, the way I understand the term and the way I see it in the English subject, then it does not look like a huge
change, really... ehm, what I can see is that it might require more cooperation between subjects..

Survey participant, 20-30 years” experience:
Tverrfaglig arbeid med andre fag/laerere/klasser vil vaere sentralt, men man ma ikke nedvendigvis ha store prosjekt.

Det kan ogsa handle om & jobbe med de samme temaene eller ferdighetene i flere fag, og fé elevene til 4 bruke det
de har lert i ett fag ogsé nar de meter liknende utfordringer i andre fag og sammenhenger.
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Interdisciplinary work with other subjects/teachers/classes will be central, but you do not necessarily have to have
big projects. It can also mean to work with the same topics or skills within several subjects, and to have the pupils
use what they have learned in a subject, also when they meet similar challenges in other subjects and contexts.

Survey participant, 10-20 years” experience:
Legge opp til arbeidsmetoder som er bedre egnet for dypdykk i faglige tema, som for eksempel prosjektarbeid.

Facilitate for work methods that are better suited for going in-depth in the subject’s topics, like for instance project
work.

Survey participant, less than 5 years” experience:

Eg vil generelt gjore undervisningen mer relevant for elevene, og koble fagstoffet til dagsaktuelle saker som gjor
at de far bedre grunnlag for & forstd den engelskspréklige verden og hvordan spréket bidrar til dette.

I will generally make the teaching more relevant for the pupils, and connect the subject content to more time-
relevant matters that provide them a better foundation to understand the English speaking world, and how the
language contributes to this.

R3 quote:

Nei altsd, sénn som eg forstar omgrepet og sann som eg ser det i engelsk, sé ser det ikkje ut som sénn kjempestor
forandring sann eigentleg, ehm, det som eg ser er kanskje at ein ehm, det legg opp til litt meir samarbeid mellom
fag...

The way I understand the term, and the way I view it in English, then it does not look like a huge change, really,
what I see is that might facilitates for more cooperation between subjects [...]
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