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»Teaching all things to all people” - From Johan Amos Comenius to the development of
Powerful Knowledge and Epistemic Quality

Anke Wegner & Laura Tamassia (University of Trier, KU Leuven)

We let the words of Jan Amos Comenius (1592-1670), the Moravian founding father of
didactics, inspire us to think about didactics in a both timeless and timely manner.

Following Meyer (Meyer 2005, 2012, 2016; Hudson/Meyer 2011), we first elaborate on the
famous triad omnes — omnia — omnino: all people - everything - in every respect or
thoroughly. What did Comenius mean with the ‘omnes’, the ‘omnia’ and the ‘omnino’,
creating a striking new educational concept in the context of his time? How can we re-think
and re-interpret the ideas of ‘omnes’, ‘omnia’ and ‘omnino’ today, in order to develop a
critical European didactical programme?

In particular, how does the idea of teaching everything (that is necessary) to everyone
resonate with today’s curricula, policies and tensions? How can Comenius’ idea of the
needed depth of learning (‘omnino’) resonate with today’s ideas of powerful knowledge
(Young 2013; Muller/Young 2014; Winch 2013) and epistemic quality (Hudson 2018, 2022)?

In fact, for Comenius general education should lead to more than broad knowledge. By
stating that through education a person is transformed, Comenius introduced a first concept
of Bildung. According to him, education should lead to a form of responsible behavior, in a
world where he considered humans free to choose between right and wrong. We first place
this idea of human choice into its original historical (and theological) context, and we then
allow it to resonate with today’s didactical ideas in our time of polycrisis.

Comenius himself had gone through hard and uncertain times, having experienced the
atrocities of the Thirty Years War and an uncertain life as a refugee. With his great
educational undertaking he inspires us to react with optimism for humankind, not with
despair.

With his thesis of a cultura universalis, he aimed for a universal, solid and transformative
culture for all people. While he was, of course, a priori not sure of the success of the
monumental dialectical undertaking needed to prove his thesis, he approached this
uncertainty with an inspiring ‘salto mortale’ thinking: while it is possible that his cultura
universalis thesis is wrong, we do not have to start assuming its refutation. Because the wish
is wonderful, we have to accept it as a reality as long as it is not refuted.

We reflect on how this way of reasoning can inspire us today in our critical didactical
endeavor, in particular in the light of today’s tensions between the role of ‘evidence’ in
educational policies, leading to increased accountability in education, and the role of the
‘wonderful wish’” in educational and didactical thinking.

References

Comenius, J. A. (1992): GroRe Didaktik. [1657]. Ubers. und hrsg. Von A. Flitner mit einem Nachwort von K.
Schaler. Stuttgart: Klett-Cotta.

Comenius, J. A. (1960): Pampaedia. Hrs. von D. Tschizewskij in Gemeinschaft mit H. Geissler und K- Schaller.
Heidelberg.

Hudson, B. (2018) ‘Powerful knowledge and epistemic quality in school mathematics’. London Review of
Education, 16 (3): 384—397. DOI https://doi.org/10.18546/LRE.16.3.03



Hudson, B./Meyer, M. A. (2011): Introduction: Finding Common Ground Beyond Fragmentation. In: Hudson,
B./Meyer, M. A. (Eds.): Beyond Fragmentation: Didactics, Learning and Teaching in Europe. Opladen:
Barbara Budrich, 9-28.

Hudson, B. (2018). Powerful knowledge and epistemic quality in school mathematics. London Review of
Education: Special Issue on Knowledge and Subject Specialist Teaching, 16(3), 384—-397. https://
doi.org/10.18546/LRE.16.3.03

Hudson, B. (2022). Evaluating epistemic quality in primary school mathematics. In B. Hudson, N. Gericke, C.
Olin-Scheller, & M. Stolare (Eds.), International perspectives on knowledge and curriculum: Epistemic
quality across school subjects (pp. 17-36). Bloomsbury Publishing. https://
doi.org/10.5040/9781350167124.ch-002

Meyer, M. A. (2012). Focus Article: Didactics in Europe. Zeitschrift fir Erziehungswissenschaft 15(3).
DOI:10.1007/s11618-012-0322-8

Meyer, M. A. (2005): Stichwort: Alte oder neue Lernkultur?. Zeitschrift fiir Erziehungswissenschaft 8, 5-27.
https://doi.org/10.1007/s11618-005-0120-7

Meyer, M. A. (2016): Riickstandig oder zukunftsweisend? Reflexionen zum Potenzial der Allgemeinen Didaktik.
In: Wegner, A. (Ed.): Allgemeine Didaktik: Praxis, Positionen, Perspektiven. Opladen: Budrich, 49-86.

Winch, C. (2013): ‘Curriculum design and epistemic ascent’. Journal of Philosophy of Education, 47 (1), 128—46.

Young, M. (2013). Overcoming the crisis in curriculum theory: A knowledge-based approach. Journal of
Curriculum Studies, 45(2), 101-118. https://doi.org/10.1080/00220272.2013.764505

Young, M./Muller, J. (2013): On the powers of powerful knowledge. Review of Education, 1(3), 229-250.
https://doi.org/10.1002/rev3.3017

Muller, J./Young, M. (2014): Knowledge, power and powerful knowledge re-visited. In: The Curriculum Journal,
30 (2), 196-214. https://doi.org/10.1080/09585176.2019.1570292

Interdisciplinarity from the Perspective of General Subject Didactics
Martin Rothgangel & Ulrich Riegel (University of Vienna, University of Siegen)

In the context of the various disciplines of educational science, one problem can be seenin
the fact that research in individual subject didactics on overreaching concepts such as digital
education, inclusive education, etc. is often insufficiently taken into account in general
didactics or in educational policy statements. Against this background, this article aims to
highlight the potential of general subject didactics for interdisciplinary dialogue between
subject didactics, which ultimately also serves the dialogue between subject didactics and
general didactics.

General subject didactics can be defined as a theory of subject didactics. Through its
comparative observation of subject didactics, it contributes to interdisciplinary dialogue
between subject didactics. Examples of interdisciplinary dialogue between subject didactics
are Volume 2 (Rothgangel et al. 2021) and Volume 3 (Frederking & Romeike 2023) of
General Subject Didactics.

In Volume 2, 17 subject didactics responded to a total of six jointly agreed impulses, which
addressed, among other things, scientific-theoretical aspects of subject didactics. One of the
findings of the comparative analysis of specialist texts relates to the interdisciplinary self-
understanding of subject didactics. It emerges that there are four constitutive dialogue
partners or reference sciences in subject didactics. (Rothgangel 2021b, pp. 566-570): subject
sciences, other subject didactics, especially empirical educational research, and educational



science in general. In addition, other related sciences can be mentioned with which subject
didactics are in interdisciplinary dialogue, but which, when viewed as a whole, do not have
the same constitutive significance: e.g., ethics, neuroscience, and media studies.

A similar approach was taken in Volume 3 of Allgemeine Fachdidaktik (General Subject
Didactics), entitled “Fachliche Bildung in der digitalen Welt” (Subject Education in the Digital
World) and edited by German didactics expert Volker Frederking and computer science
didactics expert Ralf Romeike (Frederking and Romeike 2023). Here, too, certain ideas were
formulated in cooperation with the authors of 15 subject didactics and this database was
analysed comparatively (Rothgangel 2023). At the same time, Volume 3 makes it clear that
interdisciplinary dialogue between subject didactics makes them more effective in terms of
education policy than if they acted alone. Volume 3 of Allgemeine Fachdidaktik (General
Subject Didactics) examines the education policy publication “Bildung in der digitalen Welt”
(Education in the Digital World, Dec. 2016), which focuses entirely on generic skills regarding
digitalization. However, this means that the connection between digital and subject-specific
education is given completely insufficient attention. In contrast, Volume 3 also addresses
subject-specific issues such as “Promoting subject-specific skills digitally” and “Promoting
digital skills subject-specifically.”

This also highlights another interdisciplinary function of general subject didactics: it can
stimulate dialogue between subject didactics and other sub-disciplines of educational
science by establishing links between generic and subject-specific aspects. For example, it is
by no means easy for general didactics to gain an overview of the diversity of subject-specific
didactic research and to engage in dialogue with the multitude of different subject-specific
didactics. In this regard in particular, general subject didactics can lay the groundwork for a
fruitful dialogue between subject didactics and general didactics and other subdisciplines of
educational science through its comparative observation of subject didactics.

Curriculum integration as a question for general subject didactics
Mikko A. Niemeld (University of Helsinki)

Around Europe, interest to examine subject-based education in a comprehensive manner
has been on the rise. In Germany, development of the theory of general subject didactics
begun in the turn of the 2010’s. In France, comparative subject didactics has been
developing already since early 2000’s (Ligozat et al., 2015). General subject didactics aim to
surpass the limitations of looking at subject education only through the lenses of single
subjects. It acts as a metatheory of subject-matter teaching and learning (Rothgangel &
Vollmer, 2020; Vollmer, 2021b, 2021a). This presentation takes an overarching perspective
on subject education through the concept of integration.

The aim of this presentation is to theoretically understand better the phenomenon of
curriculum integration, so that it could be fully recognized as one of the basic questions of
subject education. Usually, the integration of subjects has been considered to rely on
teachers’ work. For instance, Vollmer (2021b) claims that teachers’ knowledge of general
subject didactics can be a way to allow teachers to integrate the curriculum:

”[W]hat each individual teacher needs to perceive additionally are the wider educational
perspectives in school education (in terms of personal and functional goals) and to reflect on



the contribution of one’s own subject(s) or topics as well as their links and interaction
among them. Only then can there be something like informed networking or potential
cooperation among representatives of different school subjects or even a whole school
policy perspective in one or the other area (e.g. multilingual language policy or language
teaching across the curriculum). This in turn requires higher levels of knowledge and a
standpoint above the individual SD which are only enabled through GSD and the didactic
empowerment of subject teachers beyond their specific field.” (Vollmer, 2021b p. 241)

However, this presentation proposes that teachers’ knowledge about general subject
didactics is not enough for advancing subject integration. As also Vollmer notes above,
integration of subjects increases the knowledge requirements of teachers’ work (Niemela &
Tirri, 2018). Therefore, differentiation and integration of educational knowledge needs to be
more fully acknowledged as a question of curriculum design (Niemeld, 2021).

Applying especially the work of Basil Bernstein (1977, 2000), this study presents a model of
the dimensions of integration within a subject-based curriculum (see Appendix 1). The

model recognizes four phases of integration: 1) when the subjects are designed, 2) within
the subjects, 3) between the subjects, and 4) between the subjects and students’ lifeworlds
(cf. Fogarty & Pete, 2009). In the model, integration does not refer only to boundary-crossing
between subjects, but it is also a question for each subject. Many subjects are as such
integrating knowledge from multiple disciplines, such as social studies. Further, also the
students are agents of integration connecting knowledge from multiple subjects and with
their everyday experiences (Stevens et al., 2005).

This study suggests boundary-crossing subjects, such as architecture or sex education, as
vehicles to support teachers and students in their integrative work. As school subjects are
purposefully designed wholes typically organized internally into several units, units between
subjects can form deliberatively built boundary-crossing points. This would mean curriculum
integration via differentiation. The overarching perspective provided by general subject
didactics can provide the space for the design of boundary-crossing subjects in collaboration
with subject-specific didactics. Some of the key aims of this process includes mapping the
key content and objectives the subjects share to locate what the most beneficial places for
boundary-crossing would be in each socio-cultural contexts (see Niemeld, 2022).

APPENDIX 1: MODEL OF THE DIMENSIONS OF INTEGRATION WITHIN A SUBJECT-BASED
CURRICULUM
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Didactic formalisms in the biology classroom: an obstacle to high epistemic quality during
instruction and the mediation of powerful knowledge to students

Martin Ja¢ (Masaryk University and Palacky University)

The quality of teaching and learning (TL) in the classroom across different school subjects is
significantly influenced, among other factors, by the quality of content transformation
(Gericke et al., 2018; Janik et al., 2024). We consider content transformation to be the
mutual interplay of didactic transformation and cognitive transformation, with the
transformational turn coupling both transformation processes (Janik et al., 2025).

During instruction, we may occasionally encounter disruptions in the content transformation
due to inconsistencies between teachers’ and students’ activities, TL content, and TL
objectives. This phenomenon is referred to as a didactic formalism. Based on comprehensive
research into the quality of TL, several didactic formalisms have been identified, with the
stolen cognition and concealed cognition being most prevalent in the classroom (Janik et al.,
2019, 2024, 2025).



In this paper, we will present the results of a multiple-case study of biology instruction, with
an emphasis on the prevalence of didactic formalisms during biology lessons. As a
theoretical and research framework, the content-focused approach and the 3A Methodology
(M3A) were used (Janik et al., 2024). Together, 21 didactic case studies covering different
biological and environmental education topics were included in the multiple-case study (cf.
Jac¢ et al., 2019).

The paper will present several distinct didactic formalisms identified in biology lessons: (a)
stolen cognition; (b) concealed cognition; (c) misleading (misdirected) cognition, and (d)
unfinished (open-ended) cognition. Examples of each didactic formalism will be presented
through selected transcripts of TL situations, as well as conceptual structure diagrams.
Because didactic formalisms can be considered obstacles to both achieving high epistemic
quality during instruction and mediating powerful knowledge to students (cf. Muller &
Young, 2019), improving alterations of TL situations burdened with didactic formalisms will
also be discussed.
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Challenges in achieving transdisciplinary climate change education
Nina Christenson & Jesper Haglund (Karlstad university)

This paper explores climate change education as a living and responsive field of didactic
inquiry, drawing on empirical findings from two complementary studies on students’ and
teachers’ understanding of climate change. Together, these studies illustrate how climate
change education evolves at the intersection of knowledge, emotion, and action, revealing
both the potential and the tensions inherent in teaching for climate literacy and action
competence.

The first study, a large-scale survey of upper secondary students (N=582), examined
relationships between climate literacy, risk perception, and climate-friendly intentions to
act. The results demonstrate that risk perception significantly improves predictive models of
climate-friendly action, more strongly than climate change content knowledge. This suggests
that how young people feel and interpret risks is a crucial component of climate action
competence, although excessive perceptions of risk can also induce anxiety and



disengagement. These findings highlight the didactic challenge of cultivating an informed,
balanced sense of risk that motivates meaningful engagement rather than paralysis.

In the light of students’ perceived anxiety in relation to climate change, the school board of a
municipality in Sweden took initiative to a collaboration with didactic researchers on how
such emotions can be addressed. The second study employed action research together with
science and social science teachers at three lower secondary schools. Teachers and
researchers co-designed teaching sequences focusing on local risks of flooding linked to
climate change. Data from meetings, classroom observations, and interviews reveal
disciplinary tensions and differing didactic orientations: science teachers emphasized the
physical phenomena underlying climate change, whereas social science teachers prioritized
emotional engagement, value discussions, and civic participation. Students appreciated
learning about concrete, local climate impacts but expressed weak emotional engagement
and low perceived personal risk. The study revealed large differences in perspectives on
climate change among the teachers and researchers in the project team, the school
administration that initiated the project, and the students that took part in the teaching.
One reason for the different perspectives might be the rapid changes in the media focus,
turning from sympathies with Greta Thunberg when the project was initiated to a concern
about petrol prices when the teaching was planned. However, there might be more
fundamental reasons behind the differences between science teachers and social science
teachers. The science teachers tended to prefer a focus on students’ knowledge of climate
change as a physical phenomenon, adhering to a traditional Vision | (Roberts, 2007) of
scientific literacy. In contrast, the social science teachers had an ambition to address
consequences for how the students lead their everyday lives and can engage in the
community, which relates more closely to an alternative Vision Il (Roberts, 2007) of scientific
literacy.

Our experience from these two studies is that climate change is an educational topic that
calls for a transdisciplinary approach, where teachers move beyond their disciplinary
boundaries, to target students’ values and emotions. However, in the current research it was
challenging to adopt a joint perspective on climate literacy, and disciplinary boundaries
remained. We propose that powerful knowledge as a notion could be a way to ensure
relevance of climate teaching in society and students’ lives, while not losing sight of core
content.

On the relationship between general and specific subject didactics regarding education for
sustainable development

Helge Kminek (Universitét Klagenfurt)

The relationship between general didactics and subject-specific didactics is described and
conceptualised in different ways in educational science: some describe the relationship as
complementary, while others describe it as tense.

Basically, the following perspectives can be identified: firstly, general didactics is understood
as an overarching theoretical and model foundation, i.e. as an umbrella; secondly, general
didactics is understood as a foundation and subject-specific didactics as an extension of this



foundation; and thirdly, general didactic principles are adapted from subject-specific
didactics in conjunction with subject-specific requirements and content.

The so-called ‘didactic triangle’ is a theoretical model typical of all these cases(Porsch, 2016,
p. 232ff). The criticism of this model is that classical modelling does not adequately take into
account the fact that teachers and students view the object differently and that, as arule, a
teaching situation involves one teacher and numerous students (Gruschka, 2011). Not only,
but especially in the case of sustainability, such as education for sustainable development, it
is not possible to speak of a single object to be taught and learned (Kminek, 2023).

Against this background, the proposed contribution consists of two parts. The first part deals
with general didactics and critically examines common models of general didactics (pupil,
teacher, object) (Gruschka, 2011). An alternative model is proposed: a multidimensional
didactic pyramid that attempts to adequately address the problems mentioned above. This
is based on a previous version of this alternative modelling (Kminek, 2022).

This alternative modelling is then used in the second part of the lecture as an analytical tool
or analytical lens to enrich theoretical reflections on didactic dilemmas with theory.
Reference is made here to a contribution by colleagues (Hedefalk et al., 2021)who
empirically analysed the communication of preschool teacher students' conversations during
the planning of a teaching project concerned with sustainable development (Hedefalk et al.,
2021).
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Consumer education in flux: Cross-pollination with subject didactics
Heike Miiller (Technische Universitdt Berlin)

Consumer education is a cross-curricular theme that has been gaining ground in Europe
within the last years (see VVA Brussels, 2024; UN, 2016; Brennan et al., 2016). Yet, several
understandings of consumer education exist (Mdller, 2025; McGregor, 2025; 2008; Ueno et
al., 2009; Wittau, 2021), and it remains largely open how different understandings inform
and shape practices in education and research. Grounded in the didactics of Home
Economics Education (nutrition and consumer education), this study explores consumer



education as a living and responsive field that stretches to and in between socially
differentiated contexts (see Miiller, 2025). The lead questions for this study are: How have
subject didactics responded to consumer education as a cross-curricular theme? How can
subject-specific didactics and consumer education as an interdisciplinary issue influence and
stimulate each other?

To answer these questions, the analysis first focusses on the development of consumer
education. It shows how lesson studies have lately been supplemented with consumer
education as a matter of school development. Second, the analysis targets transfers
between education and research on the example of the publication landscape. Drawing on
the “Generic Model of Research Designs in Subject Didactics” (Riegel & Rothgangel, 2022), a
publication analysis for consumer education in the German-speaking context (2010-2019)
found, inter alia, that empirical studies are important and that theoretical-conceptual
contributions dominate (Miiller, 2025). Finally, grey literature is highly relevant for
detangling the divergent understandings, as political documents or reports on subjective
experiential knowledge, without any claim to research or rigour, inform the fringe areas
between education and research. Thus, they have a place and role to play in the cross-
pollination between subject-specific didactics and consumer education.
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The EBAN Framework: Theoretical Foundations for General Didactics in the Anthropocene
Kenneth Nordgren & Jesper Garsdal (Karlstad University & VIA University College)

General didactics faces a fundamental theoretical challenge: how can inherited educational
frameworks address contemporary conditions where knowledge transmission alone proves
insufficient for transformative learning? This paper introduces EBAN (Education-Bildung-
Anthropocene-Knowledge) as a theoretical framework that synthesizes Bildung traditions
with systems thinking and curriculum theory.

The framework responds to a central paradox: societies with well-developed education
systems and highly educated populations often fail to translate knowledge into meaningful
action. Drawing on Meadows' (1999) systems theory, we argue that didactic interventions at
the level of information and behavioural change represent shallow leverage points, while
deeper transformation requires engaging the worldviews and paradigms that underpin
educational systems themselves. This systemic perspective repositions general didactics as
operating at education's deepest structural levels.

EBAN integrates three major theoretical traditions relevant to general didactics. First, it
draws on the German Didaktik tradition, particularly Klafki's (1995) theory of categorical
Bildung, which conceives education as reciprocal opening between learner and world.
Klafki's elementary and exemplary principles offer didactic tools for connecting subject
matter with personal formation, linking epistemic access to ethical and existential growth.

Second, the framework engages Anglo-Saxon curriculum theory, specifically Young and
Muller's (2013) concept of powerful knowledge. While powerful knowledge clarifies what
gives disciplinary knowledge explanatory strength,

Klafki's Didaktik emphasizes how knowledge becomes formative through teaching and
reflection. EBAN positions these traditions as complementary: epistemic access gains
meaning only when transformed into relational understanding that shapes perception,
imagination, and responsibility.

Third, the framework incorporates Cassirer's philosophy of symbolic forms, reconceiving
knowledge as a plural constellation where science, language, art, myth, and other symbolic
systems represent equally legitimate expressions of human sense-making. This pluralist
epistemology addresses critiques that powerful knowledge risks equating epistemic value
solely with analytical rigour, neglecting creative, emotional, and ethical dimensions of
understanding. The theoretical contribution of EBAN lies in identifying four constitutive
tensions that structure didactic practice:

e Tension A: Formation as human mastery versus formation as co-formation within
living systems

e Tension B: Autonomy of specialized knowledge versus integrative demands requiring
recontextualization

e Tension C: Individual self-formation versus collective ethical interdependence

e Tension D: Education as reproducing existing paradigms versus enabling
transformation

These tensions function not as problems to overcome but as a dynamic grammar for didactic
reflection, revealing where paradigm negotiation occurs within educational structures. The
paper concludes that general didactics requires theoretical frameworks capable of holding
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contradictory demands, coherence and diversity, critique and construction, in deliberate
tension. EBAN provides such a framework by reconceiving Bildung as sustained engagement
with constitutive tensions rather than their resolution.
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Discovering Place-Based Education as a New Didactic Model
Marko Turk (Institute for Migration Research, Zagreb)

What didactic model can substantively forge a meaningful nexus between educational
institutions and their distinctive local milieus, histories, and communities, particularly within
geographically and culturally specific contexts such as the Croatian archipelago? This inquiry
underpins our exploratory study into place-based education (PBE) as a prospective didactic
model, potentially serving as a novel pedagogical framework for insular schools (in Croatia),
and forms an integral part of the broader ethnographic research project "Etnographies of
Islandness — Island Migration, Mobility, and Identification” (ETNOTOK).

Place-based education (PBE) is a pedagogical model that orients learning within the cultural,
ecological, historical, and social matrices of a given locale. As underscored by Gruenewald
and Smith (2008) and reiterated in recent systematic reviews (Yemini et al., 2025), PBE aims
to bridge formal education with community life, thereby fostering civic consciousness,
ecological stewardship, and the preservation of cultural heritage. From an ethnological
perspective, PBE resonates profoundly with the lived experiences of island educators and
pupils, whose educational realities are intricately influenced by indigenous knowledge
systems, seasonal cycles, and distinctive socio-cultural practices.

This preliminary inquiry draws on a comprehensive literature review of global PBE research
and considers its applicability in the Croatian insular context. It is assessed how PBE’s
principal dimensions, biophysical, psychological, socio-cultural, and political-economic
(Ardoin et al., 2012), might be actualised within island-centric teaching and learning.

Concurrently, it has been examined contemporary frameworks (e.g., Granit-Dgani, 2021)
that delineate between learning "in," "from," "about," and "for" a locale. Such models offer
profound insights into how education can emerge not merely within a specific place but on
its behalf, fostering stewardship and intergenerational continuity.

Ethnographic fieldwork envisaged within the ETNOTOK project will build upon this
theoretical edifice to explore how educators on Croatian islands navigate the tensions
inherent in the relationship between standardised curricula and local relevance. Preliminary
hypotheses posit that local teachers have already embraced informal PBE practices, such as
storytelling, field excursions, and the integration of maritime or agricultural knowledge,
despite the absence of systematic institutional support or formal acknowledgement.
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The extant literature also underscores the obstacles to PBE implementation, including
institutional inertia, curricular rigidity, and the professional isolation endemic among
teachers in peripheral regions. Such factors are particularly pronounced within island
contexts, where schools often confront depopulation, resource scarcity, and mobility
constraints. Nonetheless, the literature accentuates the transformative potential of PBE to
reconceptualise educational spaces as sites of community resilience and cultural identity.

In conclusion, this exploratory investigation advocates that PBE presents a promising didactic
model grounded in ethnological sensibilities. It invites further empirical inquiry into how
Croatian island teachers might collaboratively devise teaching and learning approaches that
authentically reflect, uphold, and invigorate their distinctive island worlds.

Building knowledge about historical sites and cultural heritage in primary school social
studies: Between discipline and everyday life

Martin Stolare, David Ludvigsson & Cecilia Trenter (Karlstad University, Link6ping University
& Malmé University)

This paper is based on an ongoing project, “To establish a sense of community: The local
cultural heritage in social studies education in primary school". Previous research shows that
teachers wish to include cultural heritage and visits to historic sites in their social studies
lessons, but they face challenges (Zipsane, et al. 2018). According to teachers in these
studies, limited economic and time resources hinder this integration. In our project, we aim
to find ways to overcome these obstacles and utilise the cultural heritage that is close to the
schools. This involves engaging with non-institutional cultural heritage. The aim is to develop
a didactic model to help teachers plan lessons centred on this focus (Sjostrom 2022; Harris &
Bilton 2019).

The research problem in this project involves developing knowledge—along with methods—
to enhance pupils’ connection to local knowledge and their immediate environment. It is
essential to emphasise different types of knowledge and to integrate emotional and bodily
experiences with cognitive understanding (Ludvigsson et al. 2024). The goal is to provide
pupils with opportunities to engage with places physically, experiencing the traces and
remnants of history present in their environment. The physical encounter is central to
exploring how cultural heritage can foster place attachment and a sense of belonging. In this
paper, particular emphasis will be placed on the relationship between specialised knowledge
and everyday knowledge to highlight perspectives on what constitutes powerful knowledge
in social studies teaching at primary school.
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A classroom observation framework for analysing the didactic quality of teaching
(JADMTQ)

Florence Ligozat (University of Geneva)

In Continental Europe, the conceptualization of teaching and learning regarding knowledge
content and school subjects falls within the field of “Didactics” (e.g., Gundem & Hopmann,
1998; Hudson & Meyer, 2011; Ligozat et al., 2023). This field, characterized by broad interest
linked to educational goals’ historical evolution in national contexts, remains fragmented.

Beyond the general versus subject-specific didactics research strands that are much debated
in German-speaking countries and Eastern countries (Krogh & Qvortrup, 2021; Meyer et al,
2009), “Didactics” research conceptualization varies across countries while sharing
epistemological roots in linguistically and culturally proximate regions.

In the French-speaking tradition for “Didactics”, the tension between subject-specific and
more generic characteristics of instructional process is addressed through the development
of comparative didactics (Ligozat & Leutenegger, 2012; Ligozat, 2023; Ligozat & Buyck, 2024;
Mercier et al., 2002). This approach adopts different orientations: comparison of ordinary
classroom practices about different knowledge contents and subjects; between different
school levels, between different pedagogical practices, and between different cultural or
national contexts. Since the 2000’s, the Joint Action framework in Didactics (JAD; Sensevy &
Mercier, 2007; Sensevy, 2012, 2014; Ligozat et al, 2018; Ligozat, 2025 / in press) offers a
generic set of concepts to investigate how knowledge content develop in the teacher and
students’ classroom interactions, and how this content relates to the broader social
practices out of school through the didactic transposition (Chevallard, 1985; Chevallard &
Bosch, 2014).

From a different perspective, classroom research on teaching and learning has developed
considerably in recent years, grounded in empirical-quantitative studies supported by video
recordings of classroom practices (Klette, 2023). In many countries, classroom observation
frameworks have been established for examining teaching-learning correlations, comparing
teaching across settings, and providing feedback for developing teachers’ professional skills
(Bell et al, 2019). A key aspect of these frameworks is to reduce teaching complexity analysis
using predefined, systematic rubrics to situate teaching practices within well-defined
teaching quality specifications (Gitomer, 2021). While certain frameworks assume a subject-
specific orientation through the definition of subject-specific constructs (e.g., Mathematical
Quality of Instruction [MQJ; Hill et al., 2008] or the Protocol for Language Arts Teaching
Observation [PLATO: Grossman et al., 2015]), others are profiled as generic to all teaching
(e.g. the Classroom Assessment System [CLASS; Pianta et al., 2008], the International
Comparative Analysis of learning and Teaching [ICALT; van de Grift (2007)], or the Three
Basic Dimensions [TBD; Praetorius et al., 2018]). Despite the many efforts to understand
relations between generic versus subject-specific dimensions of teaching, this dichotomy
remains strong in the debates in teaching quality (Praetorius & Charalambous, 2018). Ways
of capturing content-related dimensions of teaching remain uncertain (Klette et al., 2020).
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This paper will present the key aspects of a Model for analyzing Teaching Quality based on
the Joint Action framework in Didactics (JAD-MTQ; Ligozat & Buyck, 2024; 2025). Based on
the comparison of teaching and learning practices in different subjects - this paper pursues a
twofold objective: 1) proposing dimensions of teaching for capturing subject-specific
components of the quality of teaching practices through a generic set of categories that can
be worked across subjects; and 2) highlighting certain methodological conditions for
ensuring qualitative analyses of the dimensions of teaching quality. At the crossroads of
these two research strands - Comparative didactics and teaching quality research —we
feature the JADMTQ as a responsive approach to the need for improving teaching and
learning from the standpoint of the knowledge content developed in classrooms.
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The Flemish knowledge-turn and powerful knowledge: didactical implications
Laura Tamassia in collaboration with J. Ardui & D. de Ceuster (UCLL & UHasselt)

In Flemish speaking Belgium an educational reform is currently taking place oriented
towards a knowledge-rich curriculum. The implementation of this reform started in
September 2025 in early childhood and primary education, with particular emphasis on
proficiency in the native language, mathematics and science & technology. Teacher
education will be reformed accordingly, with focus on subject content, classroom
management and ‘teaching in the right way’. The reform is aimed at improving the
performance of Flemish students, whose results are plummeting according to international
studies (Flemish Ministry of Education, 2024-25).

This Flemish ‘knowledge turn’ urgently challenges teachers to change their didactical
approaches by putting ‘knowledge’ (subject matter content) back centre stage. In recent
years the competency-based approach has in fact been dominant in Flanders (Struyven, De
Meyst, 2010). As a result, knowledge was not considered to be relevant by itself, but only
when integrated with skills and attitudes needed to perform concrete tasks in relation to a
professional profile or future studies and careers. Assessment was correspondingly expected
to demonstrate mastery of a competency, and not the fact that a student had acquired
certain specific knowledge. This makes clear that the didactical shift expected from Flemish
teachers in the context of this reform is far from trivial and will require a large effort. At the
same time, the aim of improving the performance of students in international tests might
not provide a meaningful pedagogical motivation for all teachers.

The pedagogical origins of the movement toward a knowledge-rich curriculum lie in the
concept of ‘powerful knowledge’ (Young, 2013), which stems from the right of all young
people to access expert knowledge. However, in current Flemish communication, the
cognitive science discourse dominates and ‘powerful knowledge’ remains largely invisible,
while this educational framework could provide a meaningful didactical guidance towards
conceptual understanding, avoiding pitfalls such as memorizing random facts.

During the course of three years (2025-2028) we will conduct a practice-oriented didactical
research project focusing on powerful knowledge, aiming at providing resources and
inspiration for the Flemish school practice and teacher education in the context of the
ongoing educational reform. During the first year we are currently conducting a literature
review coupled to a study of Flemish policy and practice documents. In the following two
years we will design and test powerful knowledge didactical scenarios in co-creation with
Flemish teachers.

In the presentation we will focus on the didactical results of the literature and document
study. What principles of instruction should be followed when the aim is providing students
with powerful knowledge? Which didactical aspects are related to general didactics, and
which are subject specific? Which examples described in the literature, for which school
subjects and subject matter content, are relevant and inspiring for the Flemish case?

Based on these results, we will discuss the co-creative didactical scenario development
phase for the following two years.
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Between didactic formalisms and didactic excellence: Multiple-case study revealing quality
of content transformation in the classroom

Tomds Janik, Jan Slavik, Tereza Ceskovd, Petr Najvar, Martin J&&¢ & Eva Minafikovd (Masaryk
University and University of West Bohemia)

The transformation of content lies at the core of teaching and learning. As Ingvarson (2019)
summarizes, successful teaching depends on high-quality instruction, the willingness and
effort of the learner, a social environment supportive of teaching and learning, and the
availability of opportunities to teach and learn. However, content remains a neglected topic
in educational research, and our understanding of how improvement processes unfold is
limited. In this paper, we focus particularly on the quality of TL, whereas we consider
teaching and learning as a process of content transformation. Recent studies have dealt with
content transformation from a comprehensive curriculum perspective, spanning a wide
range of cultural domains, curriculum programs, and TL processes in the classroom (Deng,
2007, 2021; Gericke et al., 2018; Hudson et al., 2023; Savelli, 2016). These approaches
mainly focus on transformations aimed at bringing content closer to students. However,
content transformation takes place in two opposite directions: (1) from culture or disciplines
to the student, i.e. transformation carried by teaching — referred to as didactic
transformation, and (2) from the student to culture/disciplines, i.e. transformation carried
by learning - referred to as cognitive transformation (Janik et al., 2024; Janik et al., 2025;
Kohout et al., 2024).

We argue that the quality of TL cannot be identified solely by looking at one of these
directions but depends on the interplay between them. In preparing the TL environment, the
teacher should consider the content from the perspective of the discipline. However
learning opportunities must be designed from the reverse perspective — so that students
have the opportunity to approach the discipline through their own epistemic activities. We
refer to this construct as the transformational turn, as we have elaborated in detail in our
previous study (Janik et al., 2025). The quality of a TL situation depends on the extent to
which the transformational turn is mastered. The construct of the transformational turn thus
directs attention to practical issues within the theory of content transformation, particularly
those related to curriculum planning, TL in the classroom, and the evaluation of TL quality). It
is an interactive epistemic procedure in which students, with the teacher’s guidance,
develop their experience through cultural content. This formative approach is typical for the
European educational tradition characterized by the German term Bildung (Hillen et al.,
2011; Hopmann, 2007; Klafki, 1991) and is in line with our attempt to develop our own
theory and methodology focused on the qualitative analysis and evaluation of TL with an
emphasis on content transformation (Janik et al., 2019a; Janik et al., 2024; Janik et al., 2025).
The core of our theoretical model is based on the modification of the traditional didactic
triad construct (content — student — teacher). We have proposed a research model for the
study of content transformation in the classroom, referred to as the Model of Deep Structure
of Teaching and Learning (Janik et al., 2019a, 2020; below referred to as the DSTL model).
This model serves as the foundation of a methodological approach that enables the
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reflection on TL through case studies. We refer to this approach as the 34 Methodology,
named after its three fundamental steps — Annotation, Analysis, and Alteration (below
referred to as M3A, Janik et al., 2024). Case studies resulting from an in-depth qualitative
analysis of TL using the 3A Methodology allow for a detailed examination of content
transformations occurring in the classroom, along with an evaluation of their quality.

This paper aims to reveal the nature of quality improvement trajectories that describe the
progression from relatively poorer ways of mastering the content transformation (didactic
formalisms) to their relatively better counterparts (didactic excellence). Drawing on the
Deep Structure of Teaching and Learning Model, which underpins the 3A Methodology, we
conducted a multiple-case study that revealed the following quality improvement
trajectories: (a) from stolen representation toward closeness of representation, (b) from
distortion of representation toward interconnection of empirical and instrumental
experience, (c) from instrumental ineffectiveness to instrumental aptness, (d) from
instrumental obscurity to instrumental clarity, and (e) from untapped to constructive
handling of mistakes. Through concise examples, the paper offers a framework to help
researchers and practitioners in evaluating and improving teaching and learning practices in
the classroom.
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Teacher on YouTube - staging a professional role on a social media platform
Christina Olin Scheller & Ann-Christin Randahl (Karlstad University & University of Gothenburg)

Over the last years, a new teaching practice has entered the educational scene. This teaching
practice is performed on social media, and comprises videos, which teachers in different
school subjects produce and publish for a wider audience than their own students
(Durgungoz, 2022; Gil-Quintana et al., 2020). According to students, watching these videos
have become a natural part of their schoolwork (Randahl et al., 2024). In Sweden 370 000
students are enrolled for upper secondary school during a school year. To give an impression
of how widespread this phenomenon is, some of these teachers have 50 000 followers and
some videos are viewed up to 330 000 times. The teachers provide videos from 30 seconds
up to several hours and some profiles have uploaded over 60 000 videos. The main benefit
of these videos is, according to the students, that they help to explain a specific content or
process in a distinct way. Videos labelled as preparation for national tests belong to the most
viewed.

We have interviewed eight of the most well-known Swedish teachers on YouTube about
their motives, trajectories, production, and ethical considerations. The aim of the study is to
deepen the knowledge about social media as arena for teaching practice and the role of
teachers as representatives for a profession on commercial platforms.

Former studies of teachers using social media for professional purposes have mainly focused
on teachers professional development and networking, for example by creating professional
learning communities on Facebook, Instagram or Twitter (c.f. Krutka & Carpenter, 2016;
Lantz-Andersson et al., 2018; Randahl et al., 2023). There has also been a focus on teachers’
contributions to social media platforms as a kind of unpaid virtual work or digital labor
(Bergviken Rensfeldt, et al. 2017). Less focus have been put on teachers who use social
media to develop personal brands and monetize from their activities. Carpenter et al. (2021)
suggest that these teachers should be termed educational influencers or edu-influencers
(Shelton et al. 2020). Studies of e-professionalism within healthcare professions have shown
that individuals, which achieve a kind of influencer status on social media have created an
image of themselves as legitimate representatives of their profession (Kerr et al., 2020). In
our analysis we try to capture how the teachers create a legitimate professional identity by
identifying different ideologies of professionalism: professional responsibility, accountability,
and marketization (Englund & Solbrekke, 2015; Fenwick, 2014).

Preliminary findings show that the teachers emphasize professional responsibility, a
compensatory mission, specialized knowledge, and control. They try to develop personal
brands at the same time as they resist to monetize from their activities, and finally they
consciously separate their employment as teachers from their on line teaching.
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Instruction for Improved Digital Reading Comprehension in First Language (L1) Education
Marie Wejrum (Karlstad University)

Emerging technologies are reshaping the very concept of literacy (Green & Erixon, 2020;
Pandya & Avila, 2014), rendering uncertainty what constitutes a text or the act of reading
today, as well as the competencies required for comprehension. As the conditions for
textual communication evolve, so too do the parameters of first-language education (Green
& Erixon, 2020) and the pedagogical imperatives for reading instruction (Wejrum, 2024).

The aim of the project is to develop and identify effective teaching designs that deepen
students’ digital reading comprehension and critical reading skills, guided by the following
research questions: RQ1. Which aspects of the tested teaching designs do teachers perceive
as successful in supporting students’ development of digital reading comprehension? RQ2.
Which aspects of the tested teaching designs do teachers perceive as challenging for
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students’ development of digital reading comprehension? RQ3. What do teachers identify as
key factors in fostering students’ critical reading skills?"

The study involves seven teachers (grades 4-9) from five schools who test and evaluate four
teaching designs. The teachers participate in four monthly sessions that include group
reflections, a lecture on a specific theme (explicit reading strategy instruction, media
literacy, rhetorical analysis, multimodal analysis), and collaborative lesson planning. After
each session, the teachers implement the planned lesson. The research material consists of
notes from classroom observations, teachers’ logbook entries, transcripts of semi-structured
interviews, and audio recordings of group reflections. Qualitative content analyses of the
material will be conducted based on the Five Resources Model for Critical Digital Literacy
(Hinrichsen & Coombs, 2013) and the concept of Powerful Professional Knowledge (Stolare
et al., 2022).

Although the project is still in progress, preliminary analyses suggest that the majority of
participating teachers have limited prior experience integrating digital texts into reading
instruction and regard explicit strategy instruction as highly beneficial. Additionally, teachers
working with grades 4—6 must exercise heightened attention to lesson design, as younger
learners tend to exhibit difficulties sustaining textual engagement when interacting with
digital devices.
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Developing teaching models with instant feedback as a way of focussing research on the
core of teachers’ day-to-day work

Yvonne Liljekvist & Annika Pettersson (Karlstad University & Municipality of Kristinehamn)

Overall, high demands are placed on mathematics teachers in municipality adult education
(MAE) to handle both a large knowledge variation in the student groups, and to manage the
students' feelings about learning mathematics (Reily et al., 2025). Both the student and the
teacher need to quickly get a picture of what knowledge the student possesses, be able to
identify knowledge gaps, and then continuously monitor the progression during the course

22



(i.e. how learning is progressing in relation to the planned teaching content and the course
objectives).

In Sweden, Mathematics is the subject where dropouts are the highest, grades are the
lowest and the percentage of failed students is the highest of all courses taught in MAE
(Swedish National Agency of Education, 2024). Developing methods that increase goal
achievement in this particular subject is therefore of utmost importance. Well-functioning
methods for feedback are a success factor for learners' knowledge development (e.g., Hattie
& Timperley, 2007; Safford-Ramus et al., 2016; Wiliam, 2015), but there is a lack of
knowledge about what works in adult education (Gal, 2024).

This project is a collaboration between the researcher and active teacher and the researcher
from the academy. In this presentation we will outline the results from a study carried out in
a three-year project. The overarching question in the project is: How do different types of
methods for instant feedback affect adult learners' academic performance? The study is
based on work initiated by the project's practitioner researcher (Pettersson & Liljekvist,
2023). The methods were first tested in one school, then systematically assessed together
with MAE teachers in other schools.

The study had a sequential exploratory design where phases of qualitative data generation
and analysis are combined with document studies, and reflective notes. Data was generated
via student interviews and student material (both when using the models and in summative
tests). The aim was to further develop and test teaching methods containing instant
feedback to adult learners by working together in teacher-researcher team, as well as
develop knowledge and practice on how teacher-researcher collaboration can be
established and sustained in a fruitful way.

Findings show that a inside-out perspective, that is, focussing directly on the core of
teachers’ day-to-day work: the structure of teaching and learning itself (e.g., Nordgren et al.,
2021; Petterson & Liljekvist, 2023) makes the interventions ecologically valid and useful in
the demanding teaching and learning MAE context. By working closely on planning,
preparation, and the concrete design of teaching methods knowledge-rich, collaborative
culture can be obtained. The centre of the developmental process was what and how
students actually learn; that is, to handle conditions for student learning, forms of feedback,
and how subject content is made available to the MAE students.
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Towards anchored reflexivity to improve the didactic quality of teaching towards the use
of a standardized instrument. A case study with the JAD-MTQ

Yoann Buyck (University of Geneva)

Among professional development approaches rooted in Schén (1983) and the imperative to
cultivate teacher reflexivity, interest has grown in teacher noticing (van Es & Sherin, 2002).
Building on this model and subsequent refinements (e.g., Jacobs et al., 2010), the framework
assumes that expert teachers mobilize specific characteristics while teaching (Berliner,
1988). Yet the number, labels, and definitions of these characteristics vary across the
teacher noticing community and remain non-consensual (Amador et al., 2021; Konig et al.,
2022; Stahnke et al., 2016). From a didactic standpoint, this study consider reformulate the
following characteristics: Attending... relevant student actions amid classroom activity;
Interpreting... their relevance in light of teaching and learning theories; Acting
appropriately... in response to these observations. Beyond the teacher noticing
demonstrated value for various professional development purposes, recent work
underscores the need for didactic tools that orient noticing to the specificity of the
knowledge content in a given teaching unit (e.g., Benedict-Chambers & Aram, 2017 in
science; Baecher et al., 2014 in TESOL). However, none of the subject-specific tools explicitly
addresses the development of knowledge content as a central dimension of noticing.

In this study, we use the JAD-MTQ (Model for analyzing Teaching Quality based on the Joint
Action in Didactics; Ligozat & Buyck, 2024, 2025), purposely built to position knowledge
content development as the core assumption for analyzing teaching quality. This model
offers two complementary interests. First, it draws on tools for studying the didactic system
developed by comparative didactics to observe ordinary practices (Ligozat & Leutenegger,
2023; Mercier et al., 2002). Anchored in the joint didactic action framework (Ligozat, in
press/2025; Sensevy & Mercier, 2007), it describes specific phenomena related to the
knowledge content teaching-learning process using categories generic to all subjects.
Second, it is a systematic model structured around nine criteria across three dimensions,
each evaluated at an associated analysis scale and grain-size (Lemke, 2000). By producing a
detailed assessment of the didactic quality of the observed teaching unit, the model aims at
prioritizing the most crucial aspects to discuss and transform in interviews. This leads us to
our research question:

Do such standardized-instrument-interviews (here with JAD-MTQ) enable - and under what
conditions — teachers to anchor their reflexivity during interviews while improving the quality
of their teaching?
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Two interviews were conducted with in-service physical education teacher in Geneva. The
data were collected in two primary classes (11 y.o. students) during two successive
contemporary dance teaching units. The process was structured in three stages:

1) PACK — assessment of the didactic quality of teaching based on video recordings;
2) UNPACK — interview to unveil the diagnosis to the teacher;
3) REPACK — interview aimed at supervising the replanning process with the teacher.

The analyses show a significant improvement in teaching quality for D1 (content and tasks
selection) and D2 (learning situations). Analysis of the interviews for identifying the origins of
this improvement uncovers that standardized JAD-MTQ instrument to conduct the two
interviews anchored the teacher's reflexivity in terms of 1) priorities for improvement
identified and 2) theoretical models associated to the criteria.
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The Reading of Fiction as a Transformative Process
Anna Lyngfelt (University of Gothenburg)

The reading of fiction could be regarded to be a transformative process. To be able to
discuss this, | will firstly discuss Bildung as a process, secondly conceptions of literary texts as
transitional objects, and thirdly the meaning of encounters with literary texts that are
culturally distant.

To see Bildung as a process, rather than a well-defined goal, implicates an activity directed
towards the outside world, a creative process dependent on the activity of the interpreter
(Biesta, 2021). As Sorlin puts it, Bildung could be regarded to be part of human development,
aiming at responsibility (Sorlin, 2019); a cross-border competence that makes it possible to
move between different worlds, and make ourselves understood in different worlds
(Kristensson Uggla, 2012).

So, if Bildung is a process, what does this process include? Discussing the reading of literary
texts as a transformative process, there must be the use of an object — here a literary text,
and a play with objects that opens the way for getting lost in self experiencing. Additionally,
this process needs to include observation of the self as an object, in relation to what has
been read and discussed. Here, an object can be transitional by its location in the third
space, between an individual’s inner world and the external world. In that sense, the object
is part of the reader’s ’self’, as well as the reader’s 'not-self’, simultaneously. As Rosenblatt
(1978) puts it, reading means a transaction between the text and the reader, that breaks
down the boundary between inner and outer world, making it possible for the literary work
of art to lead the reader into new worlds. By this, the transaction becomes part of the
experience, which the reader bring to his/her future encounters in literature and life.

To me, Vaihinger’s als ob-philosophy is of interest here (Vaihinger, 1911). To him beliefs that
people hold are fundamentally false — they are fictions — but form part of our perception,
necessary in that they push us forward towards new understanding of something that we
feel that we need to understand. One of Vaihinger’s points is that we need to extrapolate
not only how something is, but also how something may turn out to be - as if, and that it is
the play between as is and as if that contributes to our understanding of ourselves and our
world. In line with this, Vaihinger’s als ob-philosophy could be used for conceiving the
interpretation of literary texts, since literary texts are more than what is depicted — what is;
also, they open the way for possibilities for interpretations — as if (Lyngfelt, 2023).

However, what is worth noticing is that the inner processing that literary texts may facilitate
extends beyond the interests of the individual, to also affect cultures, since reading requires
negotiation of ‘otherness’, i. e. a mediation between cultural and historical contexts - the
text’s and the reader’s; in fact, it involves negotiation across cultures. To be pointed out here
is that what frustrates, confuses or bores the reader may be a form of cultural contact, an
experience of difference worthy of reflection, since what literary texts do is to invite conflicts
to become a matter of the course, which in turn makes the reader aware of the role that
his/her own cultural location plays in encounters with literature. Accordingly, formal
gualities of literary texts need to be seen as manifestations of the cultures from which they
emerge, meaning that it is necessary to be aware of the expectations we have for different
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types of texts, i. e. how they are shaped by the cultures they inhabit, and the genres to
which they are accustomed. So, to sum up, it is both the reader’s life experience, and his/her
willingness to play with thoughts (as if), and cross established boundaries, that determines
the possibility for texts to serve as transitional objects for readers.
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Tell-ability: Storytelling as life skill and interactional competence in L2 language education

Birgita Ljung Egeland, Erica Sandlund, Silvia Kunitr, Christina Olin-Scheller & Stina Lindgren
(Karlstad University & Linképing University)

This presentation is grounded in an ongoing three-year research project funded by the
Swedish Research Council [Ref. No. 2022-02920]. The project, Tellability: Oral storytelling as
life skill and interactional competence in L2 language education, which explores the role of
oral language skills in fostering subject knowledge, social relationships, and interpersonal
understanding in the L2 classroom. Particular attention is given to oral storytelling in
interactional contexts, understood as a key narrative and interactional competence. This
competence must also be developed in a second language, as the linguistic and interactional
resources for storytelling vary across languages. Yet, research on how oral storytelling is
experienced and enacted in language classrooms remains limited (Kasper & Monfaredi,
2021).

To address this gap, the project integrates narrative approaches (Goodson, 2012; Pavlenko,
2006) with interactional perspectives (Barraja-Rohan, 2015; Pekarek-Doehler & Berger,
2018; Wong & Waring, 2021) to conceptualize second-language storytelling in conversation
as a distinct competence, both within and beyond instructional settings. The project
comprises three sub-studies, with data collection conducted in grade nine classrooms in the
subjects Swedish as a second language and English. The combined dataset comprises
subject-specific focus group interviews with lower secondary teachers of Swedish as a
second language and English (N=4), individual life-story interviews with students (N=34),
video recordings from a task-based intervention in four classes (N=46), post-intervention
surveys (N=204), and post-intervention interviews (N=21).

In this presentation we will report an overview of the main findings based on teacher focus
group interviews, student interviews, the task-based intervention, and post-intervention
surveys. The project is expected to contribute to the fields of second language research,
language pedagogy, and research on interactional competence by providing knowledge
about students’ and language teachers’ experiences of oral storytelling, as well as empirical
insights into narrative competence in social interaction. Furthermore, the project aims to
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advance theoretical understanding of subject-specific didactics and the role of oral
storytelling in achieving the overarching goals of schooling.
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International Comparative Research into Didactics: New Trends and Methodological
Approaches

Anatoli Rakhkochkine (Friedrich-Alexander-Universitét Erlangen-Niirnberg)

Since the 1990s, a growing body of comparative research on teaching, learning, and didactics
has been published. The early publications on comparative didactics (e.g., Hopmann/Kinzli
1992) provided foundations for the comparison of different ways to conceptualise the
relationship between the teacher, the learner, and the content of school teaching. These
publications identified and described the Anglo-American tradition of curriculum studies and
the German and Scandinavian traditions of Didaktik. In the following years, the focus on
international comparative studies in didactics has become increasingly visible in didactics
research. This is evident, for example, in the publications of networks such as the Thematic
Network of Teacher Education in Europe (e.g., Hudson et al. 1999) and, in particular, as a
result of academic exchange in the European Educational Research Association (EERA)
Network 27: Didactics - Learning and Teaching, as well as in conferences and book projects
(Hudson & Meyer, 2011; Hallizky et al., 2016; Ligozat et al., 2023). The regional and cultural
focus of the comparisons has developed beyond the Western (European and US-American
traditions) and has become increasingly global (e.g., Sino-German Didactics Dialogue
Conferences; the network “Didactics — Learning and Teaching” within the World Education
Research Association (WERA), currently inactive). This expansion of research activity has also
raised methodological questions and problems. Some of these resulted from the insufficient
integration of topics and methodological approaches from International and Comparative
Education and research in Didactics towards systematic comparisons (e.g., Rakhkochkine
2011, Rakhkochkine 2012).

The presentation takes up these considerations and reviews the methodological
developments in international comparisons in didactics research. It considers both the
recent developments in the theories and methods of comparative education (e.g., research
into "lending and borrowing," the concept of transnational educational spaces) and the
development of international concepts and theories in didactics that are now used across
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different national research contexts. Examples include "powerful knowledge" and concepts
of general subject-matter didactics, which should facilitate the international theoretical
conversation about what is observed in the classrooms. The presentation is a theoretical-
analytical and systematising examination of newer publications in the field of international
comparative didactics. It is based on a scoping review of recent publications (last five years)
and a number of selected publications from the last 15 years in explicit international
comparative research in didactics. It also reviews (as far as available) the abstracts accepted
for presentation in the EERA Network 27: Didactics - Learning and Teaching. The main focus
of the review is the methodology of international comparisons applied in the studies
reviewed. The results should contribute to the systematic reflection of trends and
methodological advances in international comparisons in didactics.

Elements of constructivist teaching in early school education in Poland — Polish and
international curricula

Elzbieta Szulewicz (University of Lodz)

Contemporary pedagogical approaches emphasise the importance of constructivism as the
foundation of an effective and engaging learning process, including at the early school
education stage. The aim of the presentation is to analyse the extent to which elements of
constructivist teaching are present in classes conducted by constructivist-oriented teachers
working in Polish state schools and in schools offering the International Baccalaureate
Primary Years Programme (IB PYP). The presentation will compare the key assumptions of
constructivism — such as student-centred learning, interdisciplinarity, reflection, project work
and individualisation — with the solutions used in schools offering Polish and international
programmes. This study was conducted within the framework of qualitative research
(Merriam and Tisdell, 2015). Data for the study was obtained through unstructured
interviews with early years teachers (n=18) working in Poland in schools with both national
and international curricula. The interviews were conducted during face-to-face meetings
with teachers and online. The aim of the study is to understand the activities of teachers
who use elements of constructivist pedagogy in early school education. The research
method used, i.e. grounded theory according to Kathy Charmaz (2021, 2014, 2006), allowed
for the collection of rich data (Morse, Bowers, Charmaz, Corbin, Stern and Clarke, 2016),
some of which formed the basis for reconstructing the place and meanings of elements of
constructivist teaching in the work of early school education teachers. Simultaneously with
the collection of material, the analysis of individual interviews began, initially creating codes
and then concentrating the codes into categories (Babbie, 2015; Rubin and Babbie, 2008).
When analysing the interviews using qualitative content analysis (Glaser-Zikuda, Hagenauer
and Stephan, 2020), the focus was on understanding the conditions for the application of
elements of constructivist teaching. The analysis will cover both the curriculum content and
the working methods used, highlighting similarities and differences in the approach to the
role of the teacher, the student and the educational environment. The study distinguishes
between external conditions at the macro level, i.e. the changing socio-political reality,
including the external and internal situation of the country (Leek & Szulewicz, 2025).
Conditions at the meso level, i.e. the approach to creating a constructivist-oriented
educational environment at the school level, i.e. the type of school, whether it is a school
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implementing an international core curriculum or only a Polish core curriculum. And at the
micro level, i.e. at the school class level, which may consist of a culturally homogeneous or
multicultural group. At the micro level, teachers' own approach to teaching and their
interest in personal development were identified. Next, working methods that direct
students' attention to being active in the learning process were identified. It is important to
use activating methods, not only at the level of declarations, but also in practical activities.
The conclusions provide important information for teachers who want to develop
constructivist teaching in early school education. The results of the study show that the
Polish core curriculum contains selected elements of constructivism and that international
programmes are characterised by a much more coherent and systematic focus on learning
through discovery, collaboration and reflection. The results of the study emphasise the need
for further integration of constructivist solutions into the Polish education system and
indicate potential directions for their development. An additional value is the practical
implications for early school education teachers in Poland, especially in the context of the
possibilities of implementing constructivist strategies within the framework of existing
national regulations and international programmes.
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The inside-out perspective:The subject specific way of school improvement

Kenneth Nordgren, Yvonne Liljekvist, Martin Jakobsson, Ann-Christin Randahl (Karlstad
University & University of Gothenburg)

School development has, in Sweden as well as internationally, often been described as an
interplay between top-down and bottom-up strategies, where top-down refers to centrally
initiated reforms and bottom-up to initiatives emerging from teachers and local school
practices (see e.g. Fullan, 2009; Hakansson & Sundblad, 2016). There is also a clear ambition
in many policy documents and development programs to balance these two strategies.
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However, we argue that it is possible to identify a third, complementary perspective: what
can be called an outside-in perspective on school improvement.

This outside-in perspective refers to improvement work that aims to enhance teaching and
learning indirectly, by changing the broader organizational conditions rather than directly
shaping classroom practice. Typical examples include reforms that focus on leadership
training, new school structures, performance management systems, and collegial learning
(e.g., Jarl et al., 2017; Katz & Dack, 2012). The underlying idea is that by strengthening
leadership, clarifying roles, and improving organizational routines, the quality of teaching
will eventually improve “from the outside in,” through a more supportive and coherent
school environment.

In contrast, an inside-out perspective focuses directly on the core of teachers’ day-to-day
work: the structure of teaching and learning itself (e.g., Nordgren et al., 2021; Petterson &
Liljekvist, 2023). This means working closely with teachers on planning, preparation, and the
concrete design of lessons, and building infrastructures for collegial cooperation that can
translate research and professional knowledge into everyday practice. Such inside-out
approaches aim to build a knowledge-rich, collaborative culture in schools by engaging
teachers directly in the development of their pedagogical work, rather than assuming that
change will “trickle down” from organizational reforms. Based on several subject-didactical
studies over different subjects, we believe that truly sustainable educational development
requires an inside-out perspective (Nordgren et al., 2021; Nordgren, 2024; Pettersson &
Liljekvist, 2023; Randahl et al., 2023). Here, the planning, implementation and monitoring of
education — as well as what and how students actually learn — are at the heart of the change
process. The conditions for student learning, forms of feedback, and how the content of
education is made available to all students need to be in focus.

In this perspective, needs for continuing education and development arise through reflection
on, and analysis of, the concrete challenges of teaching, rather than through generic
interventions. Students’ goal achievement is a complex process that concerns not only
whether students learn, but also what and how they learn. Brian Hudson (2024), drawing on
broader discussions of knowledge and curriculum, emphasizes the epistemic dimension of
learning, where the quality of learning is shaped by the interplay between goals, content,
and methods, rather than by any single component in isolation. This epistemic side of
learning, we argue, is still comparatively underexposed in the school development literature,
even though it is crucial for whether schooling becomes meaningful for students and
teachers (e.g., Gericke et al. 2022; Stolare et al. 2022).

In this oral presentation, we will discuss the theoretical framework we have outlined,
developed from several subject-didactical studies conducted in different subjects and school
levels. We will illustrate how an inside-out perspective can inform the design of school
development initiatives that engage directly with the content and processes of teaching and
learning.
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Responsive Reading: Literature Teaching in the Age of Digital and Cultural Transformation
Nida Batool (NUML, Islamabad)

This paper explores how the concept of Didactica Viva, didactics as a living and responsive
field can revitalize literature teaching in an age of digital and cultural transformation. It
introduces responsive reading as a pedagogical approach that views literary learning as an
evolving dialogue between text, reader, and context. In today’s multimodal environment,
students engage with literature not only through printed texts but also via digital narratives,
social media, and collaborative online platforms.

Drawing on reader-response theory and digital pedagogy, the paper illustrates how
literature classrooms can become *living spaces* where interpretation, creativity, and
cultural exchange coexist. Examples include student-created digital stories, online reading
circles, and reflective multimedia projects. By aligning Didactica Viva with contemporary
literacy practices, the paper argues for a more adaptive, participatory, and culturally
responsive literature didactics—one that mirrors the fluidity of modern communication and
empowers learners as co-creators of meaning.

Intercultural Cognitive Frames in the Classroom: A Cross-Regional Psychological Study of
How Cultural Schemas Shape Students’ Learning Behaviors and Teacher-Student
Interaction Styles

Rida Batool
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Globalization has intensified the need to understand how cultural and psychological factors
shape teaching and learning within specific regional contexts. This quantitative study
examines the role of intercultural cognitive frames. The culturally influenced mental
structures individuals use to interpret educational experiences in shaping didactic processes
within Pakistani educational settings. The research investigates how students’ cultural
schemas affect classroom communication, motivation, feedback interpretation, and
preferred instructional styles.

Data were collected from 200 Pakistani university students using standardized scales
measuring cultural cognitive orientation, classroom communication preferences, learning
behavior, and perceptions of teacher—student interactions. Statistical analyses, including
descriptive statistics, correlation, and regression, were conducted to identify patterns and
predictive relationships among key variables.

Results indicate that cultural—-psychological factors such as power-distance orientation,
collectivist motivational tendencies, and culturally conditioned interpretations of teacher
feedback significantly influence learning engagement and responses to instructional
strategies. Students with stronger collectivist orientations showed higher sensitivity to
teacher authority and a preference for structured, directive teaching approaches.

The study highlights the importance of recognizing culturally rooted cognitive patterns when
designing effective didactic strategies in Pakistan. These findings contribute to the broader
discourse on culturally responsive pedagogy and emphasize the need for instructional
practices that align with local psychological and cultural expectations to enhance
educational outcomes.

Research on Transformations of Pupils’ Preconceptions in the Learning Environment:
Examples of Qualitative Transdidactic Studies Using Semantic-Logical-Operational
Networks Mapping

Alena Nohavovd (University of South Bohemia in Ceské Budéjovice)

The poster offers insight into the shared features of different research approaches based on
the mapping of Semantic—Logical-Operational (S-L-O) networks as tools for analysing and
visualising instrumental changes in pupils’ preconceptions. The theoretical framework draws
on the construct of transformational turn, describing the linkage between didactic
transformation by the teacher and cognitive transformation by the pupil, accompanied by
instrumental changes (Janik et al., 2025; Kohout et al., 2024). Through the transformational
turn, pupils gradually modify their subjective grasp of content towards a professionally
shared conceptual framework, leading to epistemic ascent (Winch, 2013) and thus to the
instrumentalisation of pupils’ experience by educational content towards powerful
knowledge. These transformations take place in the learning environment through
interactions between the subjective, intersubjective, and objective modalities of content
(Janik et al., 2024).

The transformational turn can be visualised and analysed through S-L-O networks. These
networks make it possible to capture the meanings pupils attribute to concepts, the logical
relations they construct between them, and how they operate with these concepts in
concrete situations. Close examination of how curricular content (scientific schemas) passes
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through classroom discourse and is transformed within pupils’ mental models makes it
possible to reveal subtle yet critical points that can fundamentally affect the quality of
understanding, but often remain unnoticed by teachers and researchers. These points may
therefore be referred to as blind spots of teaching and research.

Building on this theoretical framework, the poster presents several different, yet
theoretically coherent, research approaches across school subjects: physics (Kohout et al.,
2023), biology (Chocholouskova & Hajerova Miillerova, 2020), psychology (Nohavovd, 2018),
and history (Nohavova et al., n.d.). All approaches are based on S-L-O mapping as a tool for
analysing and visualising instrumental changes in pupils’ thinking, grounded in an
understanding of the teacher’s didactic transformation of content.

Using concrete examples, the contribution shows how S-L-O analysis can be used to identify
points in teaching where shifts, stagnation, or difficulties in pupils’ understanding occur. It
thus demonstrates how S-L-O analysis can contribute to a deeper understanding of the
learning process in the school environment.
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A Deep Structure of Teaching and Learning Model: Past Forms and Proposals for the Future
Vdclav Stacke, Markéta Kuberskd & Jindfich Lukavsky (University of West Bohemia in Pilsen)

The present contribution focuses on a critical analysis and prospective development of the
Diagram of the Deep Structure of Teaching and Learning Model (DSTLM), which represents a
key tool in Czech educational discourse for evaluating teaching quality within the 3A
methodology (Annotation — Analysis — Alteration). In line with the conference theme, DSTLM
is conceptualised as a dynamic element of subject didactics that reflects the need for deep
understanding of the internal logic and integrity of teaching and learning processes.

The main aim of the contribution is to present the developmental phases of DSTLM and,
based on this retrospective analysis, to propose directions for further innovations of the
model that could enhance its analytical validity and practical applicability for reflective
practice among both pre-service and in-service teachers. DSTLM is defined as a structural
visualisation intended to demonstrate the integrity of teaching through three horizontal
levels: thematic, conceptual, and competence. The development of the model is not viewed
in isolation, but rather as a responsive process reflecting current educational policies and
paradigms of general and subject didactics. In this contribution, six developmental phases of
the model are distinguished:

e Proto-modelling phase: The period following the adoption of the Education Act
(2004) and the introduction of the first generation of Framework Educational
Programmes. The idea of deep modelling appears implicitly in various contributions,
with authors experimenting with representations of the relationship between
learning tasks (content cores) and expected learning outcomes in response to the
newly established curricular framework.

e Structural stabilisation phase: Characterised by the publication of Case studies of
instruction in different school subjects (Slavik et al., 2017). The model acquires a fixed
visual form; however, the competence level shows weak integration and often
mechanically reproduces the labels of key competences from the Framework
Educational Programmes.

o Deep structuralisation phase: Framed by the publication Productive Culture of
Teaching and Learning in didactic case studies (Janik et al., 2022). A key feature of
this phase is the strong emphasis on subject didactics and “content cores”. Within
the conceptual level, semantic—logical-operational (S-L-O) networks become
prominent, reflecting scholarly debates on the need to specify and structure
educational content more precisely.

e Analytical integration phase: Influenced by the preparation of the “major curriculum
revision” and the Education Strategy 2030+. The model becomes more complex; the
thematic level includes descriptions of activities and tasks, while S-L-O networks
dominate the conceptual level. The coherence between levels is strengthened. This
development reflects an emphasis on instructional effectiveness (learning
progression) and on epistemic ascent and its outcome in powerful knowledge (Janik
et al., 2025).

e Content condensation phase: DSTLM is transformed into a tool for pre-service
teacher education and the assessment of teaching practice. It responds to ongoing
reforms in teacher education (the so-called Graduate Teacher Competence
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Framework). The model becomes increasingly dense, incorporating specific subject-
based aims, instructional procedures, and detailed descriptions of student activities,
enabling deep reflection on teaching at the cost of increased cognitive demands on
users.

e Prospective phase (vision of future development): A set of recommendations aimed
at further simplification and digitalisation of DSTLM in line with the anticipated
implementation of revised Framework Educational Programmes and adaptive
educational technologies.

The poster combines theoretical and analytical insights with illustrative examples of
prototypical diagrams corresponding to each developmental phase. The presentation also
includes a QR code linking to a virtual environment featuring multi-scalar examples of
DSTLM, highlighting their strengths and limitations in reflective teaching practice.
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The Role of Terminology in Using Multiple Representations in Social Studies
Jana Vasikovd, Marcela Janikovd & Marie Pavelkovd (Tomas Bara University in Zlin)

The paper presents a didactic case study focused on working with multiple representations
in Social Studies teaching in the 4th grade of primary school. The point of departure is the
subject-specific didactics of Social Studies; however, the research framework draws on
transdisciplinary concepts, particularly in the areas of didactic transformation of subject
matter and the use of multiple representations (text and image) in the learning process.

Data analysis is conducted using the 3A Methodology (Annotation, Analysis, Alteration) (see
Slavik et al., 2017; Janik et al., 2024), examining a teaching situation that reflects work with
visual and textual materials within the curriculum on the regions of the Czech Republic. The
aim is to critically assess the effectiveness of working with multiple representations in a
specific instructional interaction that influences the quality of the learning environment.
Using a concept diagram, the main lines of didactic problems were identified as follows: (a)
ambiguous and misleading task instructions for pupils in terms of the use of terminology; (b)
semantic inconsistency of task instructions; (c) inappropriate task design that cannot be
successfully solved; and (d) absence of feedback.

The results show that the instructional situation contained missed opportunities for pupil
learning. In particular, the terminology used in connection with multiple representations was
not fully utilized to support pupils’ understanding, assessment, and reflection on learning
tasks.
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With regard to the main focus of the study, we consider it crucial to address the
interconnectedness between verbal and visual representations, as a lack of correspondence
between verbal and visual meanings may lead to pupils’ misunderstanding, which in turn
affects the quality of their knowledge. In this instructional context, didactic formalism in the
form of misleading learning was identified.

The paper thus contributes to the discussion both within subject-specific didactics and
within a broader transdisciplinary framework concerning the quality of instruction, the
transformation of subject matter, and the use of instructional tools across school subjects.
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The challenges of teaching sustainability in science education — and the need for
multidisciplinary perspectives to overcome these challenges

Niklas Gericke (Karlstad University)

In this session | will discuss the role for school subjects and their constituting curriculum in
the era of the Anthropocene. The world has entered a new geological era, the
Anthropocene, were humans are the supreme transformer of the natural world. To mitigate
and to adopt this change of living conditions, policy has launched the idea of education for
sustainable development (ESD) as a mean to empower students in line with sustainability. In
this quest, a reorientation can be seen in education away from traditional disciplinary
content knowledge towards action. Education from an ESD perspective is aimed to develop
students with the necessary competence for taking action, i.e. action competence (Gericke,
2022).

The reason for this turn is that extensive research shown knowledge not being enough to
influence people’s actions towards a more sustainable way of living. The question then
arising is what possibilities there are for subject specific teachers, in this case science
teachers, to enact this new teaching approach, that is to enact a curriculum no longer aiming
for subject didactics and disciplinarily excellence, but action competence? In this oral
presentation | will draw on the theories of Basil Bernstein (1999) about vertical and
horizontal knowledge discourse to discuss the challenges science teachers encounter to
teach ESD or sustainability. | will discuss the need of a curriculum in which subject specific
education of different school subjects collaborate in cross-curricular teaching (Sund &
Gericke, 2020). Only if disciplinary traditions of the different school subjects together
provide their perspectives, it becomes possible to develop students’ action competence for
sustainability.

References

Bernstein, B. (1999). Vertical and horizontal discourse: An essay. British Journal of Sociology of Education, 20(2),
157-173.

37



Gericke, N. (2022). Teaching for the Anthropocene: Bildung-oriented education for sustainable development in
a subject-specific curriculum. In E. Krogh, A. Qvortrup, & S. Ting Graf (Eds.), Bildung, Knowledge, and
Global Challenges in Education, 53-69. Taylor & Francis, London & New York.

Sund, P. & Gericke, N. (2020). Teaching contributions from secondary school subject areas to education for
sustainable development —a comparative study of science, social science and language teachers.
Environmental Education Research, 26(6), 772-794.

Between Iteration and Innovation — Performativity as a Didactic Paradigm
Alexander Hallet (University of Trier)

The concept of performativity has been widely discussed in cultural studies, particularly with
regard to the notion of the performative turn (Wirth 2002: 9; Wulf/Zirfas 2007: 7). Three
main approaches to performativity can be identified that have the potential to contribute to
a fundamental theory of Bildung in general and subject didactics in particular:

1) The term performativity was originally introduced by Austin (1962) in his influential work
How to do things with words. Austin classified specific utterances as performative, meaning
that words and utterances not only describe the world, but also constitute it. Certain
utterances accomplish what they say (“I hereby declare...”; “I name this ship...”; “l bet you...”
etc.). In his later work, Austin revised his approach in favor of his concept of illocutionary
speech acts, arguing that all utterances are performative and all of them adhere to specific
rules in order to communicate successfully within a particular sociocultural context.

2) It was Derrida (1988) who later attributed this regularity of language use to the inherent
iterability of linguistic signs. Each sign, he claimed, could be isolated from its original context
and implemented in a new context. This idea of iterability, which Derrida refers to as
“grafting”, bears the potential of change and alteration. As soon as a sign is reiterated, it is
redefined and renewed. In other words: Using established patterns, signs and designs
creates new patterns, signs and designs, which are then reintegrated into a system of
available semiotic resources — an infinite cycle of figuration and refiguration.

3) This instability of signs, meanings and actions links the concept of performativity to a
material and corporal approach, shifting the focus to the act of performing, staging, process
and event. It is only against the backdrop of difference that the eventful nature of a
performance becomes evident, making the singularity and uniqueness

of the event perceptible and experienceable (Kramer 2004: 18) and underlining the
importance of process, immediacy and the moment. Furthermore, performance can be
understood as an act of self-expression and staged self-development which is of growing
importance in a (post)modern society, which Willems/Jurga (1998) call the
Inszenierungsgesellschaft (‘the staging society’). Staging also plays a crucial role in Butler’s
(1990) gender theory which she builds upon the idea of utterances and interactions as stage
acts and re-signification, either maintaining or undermining the powers of subjects,
institutions or systems.

All three approaches regard sign-making as meaning-making and thus as “worldmaking”
(Goodman 1978) and acknowledge that signs represent as well as constitute the world. A
performative perspective is productive for didactic approaches because performative
practices evoke norms, rules and stability, while also having a
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transformative effect, since executing norms and rules involves de- and encoding, renewal
and innovation (Wulf/Zirfas 2007: 17). Learners need scaffolds, ideas of regularity and
exemplarity while at the same time they need spaces and opportunities to make use of such
rules and patterns in order to transform them, constitute new

realities and design their futures (New London Group 2000). Performance opens up spaces
for enacting practices, habits, rituals, mimesis, alteration and innovation, for tasks of “high
epistemic quality” (Wegner/Hudson/Loquet 2022: 59). In terms of knowledge, it needs to be
put into practice and to be enacted to make it powerful (Young 2008; Maude 2018) and
vivid.

Moreover, the concept of performativity aims at the center of the Bildungsdiskurs, since the
notion of Bildung is closely tied to processes through which individuals transform and
negotiate their relationship with the world (“transformation of self- and world relation”,
Wegner 2016: 89; Peukert 1998: 26). Bildung links the individual

(learner) to society, enabling the former to participate in the latter by performing (and
engaging) in diverse contexts and by processing innovative and transformative interactions
(Wegner 2011: 41). It is the ambivalence between iteration and innovation and the act of
staging that makes performativity a fruitful approach to designing a contemporary theory of
Bildung and subject didactics. The presentation on the conference (Didactica Viva: General
and subject-specific didactics as living and responsive fields) attempts to outline the
theoretical background of performativity, its cultural relevance and its potential applications
in educational discourses, with a focus on the concepts of Bildung and subject didactics.
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Subject Didactics as Teachers Discipline
Jesper Sjéstrom (Malmé University)

Subject didactics can be seen as a distinctive and autonomous discipline for the teaching
profession. ‘Didactics’ (as part of the term subject didactics) is here being used synonymous
with Continental European Bildung-oriented Didaktik. Different specialities (subdisciplines)
for different subject areas (and educational levels) have in common an interest in teaching
and learning of contents (powerful knowledge, values, critical thinking, action competence
etc.).

The term ‘general subject didactics’ is being used for the umbrella connecting different
subject/level-specific subject didactics. There are three integrated bases for subject
didactics: educational content (theory), practice (theory), and educational theory/research.

The main purpose of (subject) didactic research is to strengthen the practical-theoretical
basis for schooling as a whole and especially teachers’ (curriculum) work, by making it more
reflective and based on content for Bildung. The knowledge basis — Subject Didactic
Knowledge (SDK) — is the content of the teacher discipline and is central for teacher
education. One important part of SDK is teachers’ powerful professional knowledge.

Different frameworks for subject didactics as a discipline will be elaborated on. Some key-
concepts for such frameworks are: Bildung, praxis, didactic models, didactic modelling,
educational content, transformation processes, (trans)disciplinary thinking,
problematization, and global challenges.

Citizenship Education in Language Teaching and Learning in Immersive Schools in the
Northern Basque Country: Teachers’ Perspectives on Powerful Knowledge and Epistemic
Quality

Anke Wegner (University Trier)

The Eduling project is concerned with citizenship education in language teaching and
learning in France, Austria and Germany. It is an international comparative study on three
teaching-learning settings: language teaching and learning in minority schools, in CLIL and
mainstream classes. Although citizenship education is repeatedly considered in the policy
discourse on language teaching and learning in Europe, there have been hardly any studies
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on citizenship education in this context as a didactic category to date. The project therefore
aims to empirically reconstruct selected European concepts and practices of citizenship
education in language teaching and learning and addresses the research question of the
extent to which the mentioned language teaching-learning settings contribute to citizenship
education / éducation a la citoyenneté (Ravez 2018) in three different European countries.

The reconstruction of teaching and learning practice focuses on the concept of powerful
knowledge and epistemic quality (Hudson/Gericke/Olin-Scheller/Stolare 2022). The
promotion of epistemic quality must be seen as elementary, especially in the context of the
challenges of the UN Sustainable Development Goal 4, i.e. with regard to the development
of an inclusive and equitable quality of education (UN, 2015) that grants all students
epistemic access (Young 2013: 115; Morrow, 2008) to powerful knowledge. According to
Winch (2013), powerful knowledge includes propositional knowledge (knowing that) as well
as inferential and procedural knowledge (knowing how). Hudson (2018) accordingly defines
creative thinking as a particular characteristic of high epistemic quality in school
mathematics, for example, while superficial, rote and algorithmic thinking in mathematics
must be regarded as of low epistemic quality.

The concept of epistemic quality can be transferred to the context of citizenship education
in language teaching and learning. The proposal is limited to a discussion of the substudy of
French and Basque language teaching and learning in immersive schools in the Northern
Basque Country, the lkastola. The paper highlights teachers’ perspectives on powerful
knowledge and epistemic quality. It discusses pedagogical and didactic concepts of teachers
that focus on interdisciplinarity, participation, student orientation and a consistent
promotion of citizenship education and language education in the language classroom. It
also shows that the teachers’ perspectives are representing a case of powerful knowledge
and epistemic quality, thus a practice-model to be discussed and exploited for didactic
innovation. The research promises a profound insight into chances and challenges of
citizenship education in language teaching-learning settings and enables an empirically
based conceptualisation for future classroom practice in Europe.
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‘Learning reality.’ Episodic narratives as learning opportunities for university teaching
methods in civic education

Lara Kierot (University of Vienna)

Social and political reality is contradictory and dynamic. Everyday- and life-world-related
learning processes thrive on negotiation and change. The planned presentation (25 minutes)
will provide insights into my research focus ‘Learning reality (German: “Die Wirklichkeit
lernen”). Democracy education as a space of possibility between subject orientation and
Zeitgeist.” With regard to the call for papers, the focus here will be on the common
pedagogical space of possibilities between (1) subject orientation and (2) transformative
learning for higher education didactics in civic education, based on episodic narratives from
students at the University of Vienna.

The episodic narratives were developed by 19 students during the 2025 summer semester in
the seminar ‘Subject and Transformation in Democracy Education’ as part of the teacher
training programme in history and civic education at the University of Vienna. Working
individually, they dealt with a challenging situation they had experienced during their school
days, university studies or teaching practice at schools and wrote it down as a short story to
share with their fellow students. In doing so, they reflected on the limitations of their
previous thought patterns and the new perspectives that the situation they had experienced
could open up. On this basis, they gradually developed an action plan with individual steps,
guided by Mezirow's (1991) model of learning as transformation. This action plan was
further developed in small groups and finally presented in a plenary session. Through
experiences of crisis and irritation, previous perspectives on meaning were thus questioned,
making them accessible to transformative processes of change. The catalyst for an
educational process here is therefore ‘a kind of crisis experience in which a person's previous
relationship to the world and to themselves proves to be no longer sufficient’
(Koller/Marotzki/Sanders, 2007, S. 7).

The planned presentation provides insight into episodic narratives, which have been
evaluated using content analysis (Kuckartz's, 2018). From a research perspective, the focus is
on ‘understanding and attributing meanings’ (Flick, 2005, p. 155). The lecture will cover the
following three learning spaces: (1) upper secondary school = at school, (2) seminars = in
teacher training, (3) teaching practice at schools = in teacher training. The overarching basic
characteristics of the following two types of meaning-construction are grouped into
categories: The narrated experience in the learning space as (1) a challenge and (2) a space
of opportunity that reveals needs and prospects for further development as well as potential
connections to target group-specific narratives. In summary, the focus is on perspectives for
transformation: the teaching objective is to ‘activate existing ideas and provide learning
opportunities to transform and differentiate them’ (Lange, 2011, p. 101).

The aim of this lecture is therefore to classify the meaningful connection between subject
orientation and transformative learning in civic education in terms of learning theory with
regard to ‘Didactica Viva’, to substantiate it empirically on the basis of the aforementioned
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empirical analyses of episodic narratives, and to reflect on it as a learning opportunity for
subject-specific university didactics.
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