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

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



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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

1.1 The Intended and Enacted Curriculum

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

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

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

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

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

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

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

1.2 Service Work

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

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

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

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

5> Within the capitalist mode of production.
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assess (Bolton, 2004; Grugulis & Vincent, 2009; Hurrell, Scholarios &
Thompson, 2012; Leidner, 1993; Vincent, 2011).

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

1.3 Students’ Experienced Curriculum of
Vocational Becoming

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

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

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

upon.

1.4 Vocational Becoming

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

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

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

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

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

tool per se.

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

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

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

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

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

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

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

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

educational arrangements.

25



STUDENT EXPERIENCE OF VOCATIONAL BECOMING

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

1.6 Aim and Scope

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

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

1.7 Research Questions

The thesis addresses two overarching research questions:

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

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

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

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

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

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

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

2.1 Vocational Education and Training in
Upper Secondary School in Sweden

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

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

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

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

1 There are also five introductory programmes.

12 These include Swedish or Swedish as a second language 1, English 5, Mathematics 1a, foundation
courses of 400 credits and a pass in the diploma project.

29



STUDENT EXPERIENCE OF VOCATIONAL BECOMING

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

2.2 The Child & Recreation Programme:
Origins and Development

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

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

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

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

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

Table 1 Programme Structure

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

- English - Health - Pedagogical
- History - Science work

. studies - Recreation
- Physical & health

education & - Pedagogy

health . - Social work

- Social

- Mathematics studies
- Science - Swedish

studies or

. Swedish
- Religion

asa

- Social second

studies language
- Swedish or

Swedish as

a second

language

Adapted from Skolverket (2012b)

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

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

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

Table 2 Orientations, Subjects, Courses and Vocational Outcomes

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

Adapted from Skolverket (2012b)

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

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

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

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

2.2.1 Vocationalised Pedagogy in New Service
Occupations

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

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

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

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

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

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

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

2.3 What is New Service Work?

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

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

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

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

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

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

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

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

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

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

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

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

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

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

receive more attention than others.

3.1 Procedures and Search Strategies

Relevant literature was sought®

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

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

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

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

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

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

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

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

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

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

43



STUDENT EXPERIENCE OF VOCATIONAL BECOMING

Table 3 Search Strategies

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

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

and training, apprentice®,

student* experience*32 Compulsory school

Higher education

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

3.2 Boundaries of the Literature Overview

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

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

selected sources, and final short recaps.

3.3 Research on Vocational Becoming

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

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

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

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

3.3.1 General Features

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

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

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

3.3.2 Vocational Becoming through Boundary
Crossing

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

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

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

2

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

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

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

3.3.3 Vocational Becoming through Participation in
Communities of Practice

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

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

The vocational identity of apprentices seems to be conferred upon them by
more experienced others, e.g., through “socially-sanctioned exchange of
recognition at the workplace” (Nielsen, 2008, p. 254). Therefore, vocational
becoming for apprentices is about recognition of their worth mapped onto a
possible “future within the trade” (Nielsen, 2008, p. 254). This recognition is
based on the apprentices’ growing range of responsibilities (Chan, 2017;
Reegird, 2015) and growing expertise in areas recognised as valued (Musaeus,
2002; cf. Aarkrog, 2005). Accounts of students attending the Norwegian Sales
VET Programme have confirmed that being attributed and assuming
responsibility can contribute to vocational identity formation as sales assistants
(Reegird, 2015). Initiating and taking responsibility is also reportedly one of the
learning strategies adopted by students taking a Swedish vocational programme
and may support their participation in communities of practice during work
placements: “In order to become members of the work community [industrial
workers] the students took individual responsibility, asked questions, searched
for role models, positioned themselves as resources and used jargon” (Ferm,
Persson Thunqvist, Svensson & Gustavsson, 2018, p. 79) (cf. Pang, 2015;
Reegird, 2015).

In the school context, instruction in vocational programmes also offers
students access to communities of practice where the teacher acts as both a
master and role model. Students develop a vocational identity through
participation in instruction integrated with a community of practice as well as
informal socialisation that this instruction of vocational courses is infused with
(Klope, 2015; Korp, 2012; Vestergaard Louw, 2013). Korp contends that this
instruction offers students a palpable sense of progression (2011, 2012). They
see vocational courses as “including, comprehensive and rewarding” as this
vocational content represents a community of practice that recognises and
valorises students’ background and earlier experiences (Korp, 2012, p. 89). In
sum, shaping a vocational identity is contingent on the more experienced
significant others who, by investing time for scaffold instruction, convey to
apprentices (or students) a sense of inclusion in the collective, narrative we-
position (Nielsen, 2008, p. 254; Vestergaard Louw, 2013).
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3.3.4 Vocational Becoming as Transfer

Transfer in its original cognitive interpretation deals with one-sided transition
of moving knowledge from one context to another. Issues of vocational
becoming are thus reduced to unambiguous application of what one learns in
school to what workplaces require (Aarkrog, 2005; Asplund & Kilbrink, 2016;
Berner, 2009; Kilbrink, Bjurulf, Olin-Scheller & Tengberg, 2014). In a study of
sales assistants in the Danish dual-system, Aarkrog advocates transfer of
“systematic knowledge of the goods” (2005, p. 145) from school to workplace,
as such knowledge is held in high regard at workplaces and difficult to learn
there. Thus, transfer of knowledge regarded as prestigious and coveted, from
school to work seems to provide a mechanism for vocational becoming,
strengthening the trainee’s position as a member of a community of practice
(cf. Musaeus, 2002). It should be noted that these issues of vocational becoming
are not generally major concerns in studies focused on transfer aspects of
learning an occupation (Aarkrog, 2005; Asplund & Kilbrink, 2016; Kilbrink et
al. 2014)™.

3.3.5 Vocational Becoming as Habitus Moulding

Young people’s vocational becoming has also been studied in terms of the
development of habitus, that is, the development of a certain “feel for the rules
of the game” in relation to a particular field, e.g., occupation (Colley, James,
Diment & Tedder, 2003; Vincent and Braun, 2010, 2011). Vocational habitus
(Colley et al., 2003) is investigated through a lens of certain dispositions, both
idealised and realised, that students gradually develop and eventually acquire a
currency in relation to the field in terms of social and cultural capital. Studies of
vocational habitus formation contribute to an understanding of social
stratification processes of group affiliation and social mobility. In the context
of a Swedish school-based vocational programme, Klope (2015) investigated
how student hairdressers-to-be position themselves as good hairdresser-
students, “professional” hairdressers or someone in-between. Their
interactions with teachers, peers and customers in a school hair salon seemed

to strengthen these positions as well as reinforcing the demarcation lines

3 However, the notion of transfer has been expanded to include transfer of collective patterns of social practice
in the movement between contexts (Konkola, Tuomi-Gréhn, Lambert & Ludvigsen, 2007).
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between them. Young people’s agency is not typically a major focus in studies
of vocational habitus as the locus of actions comes from the structural
constraints, e.g., gender and class, which influence young people’s social
mobility (Ferm et al., 2018; Korp, 2012). However, studies of vocational habitus
also show how young people exercise agency by putting up resistance, e.g.,
questioning messages coming from the structuring forces of a field (Vincent &
Braun, 2011).

3.3.6 Vocational Becoming as a Generalisation of
Knowing

Under the label of generalisation of knowing I have collected studies that
emphasise students’ development of vocational knowing captured through their
work with “languaged expressions”. These languaged expressions of knowing
encapsulate for learners practical, occupation-specific actions and their
implications. Vocational becoming is therefore explored as a constant interplay
between two sets of meanings for a person (context-tied and context-freed) and
subsequently described in terms of greater or lesser degrees of meaning,
depending on their immediate context. Essentially, generalisation of knowing is
about idiosyncratic meanings becoming culturally and historically shared in
contexts that they emerge in, collectively transformed and shared by learners.
This understanding of knowing generalisation as based on the interplay between
the concrete and abstract is in line with Vygotskian concepts: “The term
‘concrete’ was defined by Vygotsky as an immediate sensory grasp of an object,
and ‘abstract’ as its maximally generalized conceptualization” (Dafermos, 2018,
p. 164).

This process of what I refer to here as generalisation of knowing resembles
what others have referred to as: recontextualisation®, that is, dis- and re-
embedding contexts in contexts (van Oets, 1998); learner recontexctualisation
(Evans, Guile, Harris & Allan, 2010; Guile, 2010; Hordern, 2014); and £nowledge
propagation (Beach, 1999, 2003). Beach broadens the phenomenon of transfer
from transporting knowledge from one context to another to its generalisation,
or in his terminology, knowledge propagation. Generalisation (propagation)

3 Bernstein (1996/2000, pp. 31-33) introduced the notion of recontextualisation to explore how
discourses, knowledge, practice and identity are constituted across educational contexts. He defined
recontextualisation as a “principle that selectively appropriates, relocates, refocuses and relates other
discourses to constitute its own order” (p. 33).
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refers to the continuity and transformation of knowledge at the interface of
persons and activities, supported by systems of artefacts, e.g., texts, tools etc.
Knowledge propagation offers a useful analytical tool for studies of progress
horizontally, that is, across social contexts. More specifically, knowledge
generalisation (propagation) comprises the construction of associations, by which
Beach understands continuities and constancies as well as distinctions and
contradictions. In relation to the studies this thesis is based upon, student
vocational becoming may be seen as dependent on their construction work of
such associations.

The associations that are formed in knowledge propagation involve various
social and material forms of cultural organisation. Thus, they may support
students’ vocational identity formation as a major overhaul of their earlier social
positions (as teenage students) as well as their sensed experience of
transformation. Such a transformation is referred to as consequential transition,
which “also makes us consider that identity craftwork drives knowledge
propagation as much as it is shaped and perturbed by it” (Beach, 2003, p. 506).
Thus, the notion of consequential transition captures developing vocational
knowing and vocational identity formation as essentially recursive processes.

To illustrate generalisation of knowing, in their previously cited study,
Akkerman and Bakker (2012) found that students needed to reconcile a
disciplinary (chemistry) style of reasoning with less easily verbalised but
palpable knowing from laboratory workplace settings. In Swedish industrial
vocational programmes students reportedly make meaning of their encounters
with innovations in technology, which is an important aspect of vocational
becoming as an industrial worker (Berner, 2009). Thus, students (with
scaffolding by the teacher) entered “into a mental and physical dialogue with”
a machine they learnt to operate in a school setting (Berner, 2009, p. 191). By
localising the machine’s technology-heavy script into a school setting they
recontextualised both the task and the machine in an emotionally charged
interactive situation. Similarly, in retail settings students reportedly need to
generalise their knowing beyond discrete procedures to integrate such protocols
with a meaningful and complete cycle of sale activity (Brockmann, 2013) (cf.
Musaeus, 2002; Reegard, 2015).

Sandal et al. (2014) argue that students in vocational education for people-
centred occupations find knowing that is embedded in tasks in workplaces
difficult to perceive as vocational, and thus specialised. Young students may

locate vocational knowing in everyday and commonsensical knowing and not
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be able to generalise this knowing to other contexts. This process of
discernment of knowing as specialised is part and parcel of their vocational
becoming as they rely on help to generalise knowledge horizontally between
school knowledge, everyday knowledge and vocation-specific knowledge. They
also need help to acquire personal meanings and coherence from this
generalisation across contexts.

Bijlsma, Schaap and de Bruijn (2016) found that Dutch vocational education
students alternated between socializing and personalizing vocational knowledge.
Socialising knowledge means that they related to vocational knowing as given
or canonical in the context of a community of practice as they, for instance,
clarified and explained the meaning of such knowledge (meaning-making). By
personalising knowledge, they made sense of how this knowledge fits with their
earlier experiences in the process of particularising knowledge. In a similar vein,
Heusdens, Bakker, Baartman and de Bruijn (2016) describe how culinary
students made use of conceptualisation and concretisation as parallel learning
processes, which supported their vocational identity formation (2016). Students
conceptualised when they framed (with assistance from their teacher) a
particular culinary action, e.g., jam-making, within a framework of other
culinary relevant concepts, such as “dehydration”. Concretisation, on the other
hand, means that they related to a particular immediate activity of jam-making
they participated in, that is, of preserving fruit in culinary practice.

Vocational becoming as a generalisation of knowing appears to be marked
and enhanced by pivotal turning points. In the context of school-based
vocational education, gaining formal accreditation, for instance as a lorry driver,
is perceived by young students as a “deeply transformative experience” of
becoming a person to be trusted and respected on the basis of their specialised
knowing (Korp, 2012, p. 89), and hence a turning point. These turning points
are captured by Vaughan through her term wocational thresholds (2017). By
stepping over such occupation-specific vocational thresholds, metaphorically
speaking, not only novel but also profoundly transformed understandings of
oneself in relation to an occupation can be gained (Vaughan, 2017)”. As a
metaphor, vocational thresholds imply that a return to previous understandings
is not possible. Along the same lines, Wegener (2014) describes how trainees in
elderly care in the social and health care programmes in Denmark access entry
points into the occupation by reflection on particularly vivid and critical events,

37This study deals with practitioners (doctors) in training.
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e.g., death of an elderly resident. Wegener reports observing the trainees’
“stories of surprises and concerns about their interaction with the care
recipients” (2014, p. 463) that triggered reflection on how to interpret and
handle typical situations in interaction-heavy care work. She highlights the
importance of the ways students handled “emotional situations, curiosity,
criticism and excitement while building a professional identity” (2014, p. 471).
However, Wegener concludes that trainees were generally left to their own
devices to generalise knowing during work-placed training trying to make sense
of their experiences, including the salient events that may be conducive to
stepping over vocational thresholds. This was despite official rhetoric of
encouraging students to adopt an attitude of wonder, curiosity and open inquiry
to deal with the unpredictability inherent in care work.

Concluding this section, I argue that apart from the four established strands
of research on vocational becoming (focused on boundary crossing,
participation, transfer, and habitus), studies on generalisation of knowing offer
new insights into vocational becoming. This is because the fifth metaphor for
vocational becoming (generalisation of knowing) illuminates how students
reason (through interaction and with the help of verbal expressions) about
occupation specific actions as principled (Guile & Young, 2003), and how this
reasoning is assisted by their crossing vocational thresholds.

3.4 Research on Students’ Experienced
Curriculum

Searches for studies on this topic were carried out using “vocational education
and training” and “the experienced curriculum”, returning 693 hits (Google
Scholar) that were screened for relevance by scrutinising their titles and sources,
e.g., type of journal. Additional searches of the Supersék and Ebsco databases,
and searches withe extended terms (“curriculum-as-experienced”, “curriculum
of experience”, “curriculum-as-lived”) generated another 13 sources in total.
These studies utilise qualitative methodologies (field study & interview) to
explore how people construct experienced curriculum through meaning-

making of experience.

3.4.1 General Features

Research on experienced curriculums examines how students “execute” or
“receive” what is taught and learned in classrooms (see Hume & Coll, 2010).
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These studies address a perceived gap between different “levels” of curriculum
(Marsh, 2009), although they may explicitly acknowledge the inherent
unpredictability of an individual student’s experienced curriculum. Thus, most
empirical studies in this stream adopt such a “cascaded” view of experienced
curriculums, often in relation to specific school subjects or programmes.
Quantitative methodology, based on measuring the achievement of prescribed
learning outcomes, is often used in experienced curriculum studies. Some have
also investigated differentiating, but Azdden effects of curriculums for students
(Jackson, (1990/1968). Another strand of research studies curticulum as lived,
that is, from a phenomenological perspective (see Aoki, 1993).

3.4.2 Empirical Studies of Students’ Experienced
Curriculum

There have been very few empirical studies on experienced curriculums in
vocational education. However, the notion of experienced curriculum has been
used in investigations of apprentices’ narratives about learning by observation
and what they learnt (situated judgement) (Chan, 2015b). Chan (2015a)
concludes that apprentices needed assistance to discern what knowing was
valuable to learn mimetically (cf. Sandal et al., 2014). Other studies have also
considered how young apprentices negotiate access to job tasks (Chan, 2015)
in order to insert themselves into a smooth flow of work in workplaces (Pang,
2015). Thus, apprentices’ experienced curriculum in these cases revolved
around their efforts to establish a legitimate presence for themselves in
workplaces. They constructed an experienced curriculum by taking up clues
from the surroundings of a workplace by both observing direct instructions and
indirect observation, assisted by their senses.

Following an investigation of the emergence of student-interns’ “curriculum
of experience” in 60 varying worksites, Moore (2004, p. 326) concluded that
naturally occurring workplace curriculums allow student-interns access to
varying knowledge-in-use, which shapes their experienced curriculum. Billett
(20154, p.188) contends that higher education students’ experienced curriculum
in workplace settings differs depending on their readiness to participate, interest
in participation and both confidence and competence to participate. He reports
how international students’ experienced curriculum may be impaired by a lack
of the background knowledge others took for granted (Billett, 2015a, p. 189).
Thus, this competence to participate relies on previous or background
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knowledge. Socio-cultural heritage may also influence students’ readiness to
learn, as shown in a study of students with refugee backgrounds attending
vocational schemes in Australia (Onsando & Billett, 2009). Thus, in order to
support students in construction of their experienced curriculum as life-
transforming, students may need considerable help “to commit to readiness to
learn” (Onsando & Billett, 2009, p. 92). In sum, interpretative research on the
experienced curriculum concerns various and even disparate aspects of how
students exert agency faced with socio-cultural suggestions, e.g., learning
processes and learner readiness.

3.5 Research on Feedback-Making

There are huge numbers of studies on feedback™. To narrow my search for
contextually relevant literature on feedback-making I limited the review to
literature published between the start of 2009 and 26, April 2018, because two
reviews (Forsberg & Lindberg, 2010) cover previous assessment literature,
reflecting a growing interest in feedback as a formative tool (Hirsh & Lindberg,
2015). My intention for the literature search was to discern themes and trends
in understanding of feedback-making as a relational matter of interaction, in
accordance with my research questions. Hence, I selected studies that applied
methodologies capable of capturing aspects of such interaction, predominantly
interviews, field studies and occasionally surveys.

A combination of “feedback” and “formative assessment” or “assessment
for learning” enabled me to search literature on feedback in its formative
function to contribute to learning and in relation to my research questions. As
a strategy for narrowing the number of hits, I assumed that sources with the
word feedback in the title as well as “formative assessment” or “assessment for
learning” along with “vocational education and training” specified as keywords
would be relevant. I also assumed that a further specification “student*
expetience®” (as a keyword) would return sources that address subjective
meaning-making of feedback. Screening of the returns (293 from the Supersék
database) by title and type of publication yielded three relevant sources, focused
solely on school-based contexts. To capture studies of feedback in workplace-
based contexts I expanded my search using the following word string:
“feedback” AND “assess*” (keyword) AND “vocational education and

3 A Supersok search using a combination of “feedback” AND “formative assess*”” OR “assess* for
learning” AND “vocational education and training” (2009-2018) yielded more than 90 000 hits.
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training” AND “apprentice®” AND “student* experience*”. This search (of
the Supersék database) generated 159 hits, three of which were retained
following scrutinisation.

3.5.1 General Features

There have also been few investigations of feedback through a lens of student
experience and in VET (Forsberg & Lindberg, 2010)*°. Moreover, the few
available studies (both empirical and theoretical) have largely focused on
feedback in tertiary education settings. As feedback in vocational education and
training is context-bound cultural practice in environments that appear
unfamiliar or even foreign to young students (Vestergaard Louw, 2012),
findings from tertiary education may have limited and uncertain applicability.
However, research on formative assessment (broadly classified) in compulsory
education serves as a useful point for comparison (Hirsh & Lindberg, 2015)%.

This literature review focuses on empirical studies of feedback as an aspect
of (formative) assessment (Hirsh & Lindberg, 2015), which address feedback as
a relational matter of interaction between various parties, e.g., students, peers,
teachers and workplace trainers. Thus, empirical studies of what I call feedback-
making deal with a continuous flow of interaction in classroom settings and
workplaces, at differing levels of formality, from spontaneous comments to
grades or written appraisals (cf. Hirsh & Lindberg, 2015).

Research on feedback in education reflects feedback’s definitional ambiguity
as it is difficult to separate feedback from instruction (Bennett, 2