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Abstract

Thetwo investigations concerning teachers' understanding of culture deal with teachers’ concepts of culture and
their experiences of transferring culture. The resultsindicate that there seemsto exist arelationship between the
teachers’ understanding of culture and their practice in school.

The investigations have been carried out during a space of 10 years, in aregion of Norway called Telemark. The
first one started in 1990 and included a purposeful sample of 34 teachers related to aesthetic subjects. Each of
them was interviewed for two hours during their school time. The interview guide from this investigation as well
asits results represent the basis of the next investigation ten years later. But the project anno 2000 is related to a
more representative sample of 300 teachers chosen by chance, engaged in all school subjects. This time the
teacher group got a questionnaire of 7 pages, constructed around the same questions as the interview, but
formulated more specifically. Unfortunately only 60% of them returned their responses. As both sample and
methods are different in the two contexts, it is two different projects concerning the same problems over time,
that will be discussed.

In spite of these differences, the results have something in common. Primarily the terms culture and cultural
heritage seem to be concentrated to humanistic areas and not to all school subjects.. Secondly each teacher group
seems to have the same concept of culture both in relation to life world experiences, experiences of school
teaching and as general concepts. Thirdly the results confirm alack of correspondence between the content of
the curriculum and the teachers' views and practice, especially in the last investigation.

The most explicit difference is between a normative concept of culture hold by teachers in the first investigation
and amore descriptive onein the last one.

Key words culture, culturd heritage, trandference of culture, teachers understanding,
aesthetics
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1. THE FRAME OF REFERENCE

1.1 The intention of the project
An andyss of Norwegian school documents during the last thirty years reveds that culturd

heritage has been acentra theme in the compulsory school (Havorsen 1997, 1998, 2001: 65-
107). The basc school commisson for that period defined the task of the school in three
ways, as a preparation of life, as a transference of cultural heritage and as a help in the
growth of the individud (Folkeskolekomiteen 1965:113-114). And the latest curriculum
cdled L 97 gives the culturd heritage an important function both in developing roots and
common cultura experiences and as abasisin creating new culturd expressons.

What about the consciousness of the teachers about their culturd task and their understanding
of culture? In my view conceptions are indicators of practice. Therefore the am of this article
is to reved teachers understanding of culture and of processes of culture as a key to

understand part of the lifein school.

1.2 Concepts and perspectives
The term culture is a very complex one (Hauge and Horstball 1988), (Fink 1988), (Fjord

Jensen 1988), (Klausen 1981, 92), (Barth 1994), (Hylland Eriksen 1994), (Havorsen 1997),
(Havorsen 2001). It deds with processes and products, with normative and descriptive
agoects. Culture is reveded in atefacts and inditutions and through the daly life of the
citizens. In school the subjects of teaching are parts of different agpects of culture (Halvorsen
2000b). At the same time the individuas are exponents of culture, both teachers and pupils.
From this complexity perspectives of culture will be chosen with life in school as frame of

reference. That meansin my view anormative, a descriptive and arelational perspective,



A normative perspective
An explict normative view of culture is defined in Arnold's well-known formulation of culture
as "a pursuit of our tota perfection by means of getting to know, on al matters which most
concern us, the best which has been thought and said in the world,...” (Arnold 1910:11). This
eitis view of culture has aso been rdaed to definite areas, for instance art, philosophy and
other high-leve fidds As regards the cultivation of the individud, the teem “Bildung” has been
associated to this narrow concept of culture during parts of history. Even if this term has a
broader content today, it dill conssts of a normative dimenson. So is a0 the case in the
Norwegian school documents related to the trandference of a culturd heritage
(Folkeskolekomiteen1965: 113, 117), (Mensterplanen 1987:14), (L 97).

A descriptive perspective
The anthropologica view of culture is a broad one, conggsing of “the whole way of lifé’. In
this perspective a normative standard is subgtituted by a more descriptive and differentia
view. The interest is concentrated upon the typica traits of each culture (Fink 1988:19),
(Gullestad 1989, 1991, 1996). As a consequence everyone belongsto a culture.
Life in school may aso ke looked upon as pat of a greater culturd life, where this descriptive
perspective will be rdevant. It takes into account the experiences of everyday life from
teachers and pupils, both within and without the school area, included the complex interaction
with normative school activities (Thavenius 1999ab), (Ha vorsen 2000D).

Arelational perspective: The double concept of culture
The Danish professor in literature, Johan FHord Jensen, discusses five dichotomies of culture
and makes a synthesis of them, the double concept of culture. The dichotomies are asfollows:
-the narrow and the broad concept,
-the universdigtic and the rlativistic concept,

-culturd patterns and socia structures,



-the expressive and the consensud,

-the vishble and the invisible (Ford Jensen 1988: 160).

All these rdaions he summarizes into two dimensions, culture as something you “ have” and
culture as something you “are”. In this view, the “have-culture’ is associated to the Fine Arts
and the devdopment of taste, to artefacts wel known within the tradition of “Bildung’.
Culture as something you “aé€’ is an expresson of the culture integrated in the individud.
This category dso seems to indude the more slent culture we are living into and which we
are carying with us (Husserl 1937/1970. 281). To me it looks as if the lig of the five
dichotomies condss of “have-culture’ on its left dde (narrow, universdidic...), “are
culture’ on its right dde (broad, redividic...). Hord Jensen postulates that those two forms
of culture are complementary, related to each other in a continud figure/ground interaction.
But in the same way as in the wel-known examples of perception (duck/rabbit), it is not
possible to face both of them in a smultaneous perception.

While the “have-culture’ is mainly normative, the other category has a decriptive character.
This double concept of culture is trandferred to a figure (Halvorsen 1997. 59) and the two

categories are trandated to “ artefact-culture’ and “life world culture’.

“Artefact-culture” “lifeworld culture’
Art, musc, Life-world-culture
literature etc. Integrated culture

Fig. 1: A model of the double concept of culture

The “artefact-culture’ is the documented culture of a society, representing for indtance art,
mudc, literature and science. From this culturd pool the substance of school subjects origins.
The other category conssts of both the more tacit and taken for granted culture surrounding

everyone — the life world culture - and the culture integrated in the individud. This is the



individud’s frame of reference in redion to the “artefact-culture’. Whether the labd is “life
world culture’ or “integrated culture’, our chosen category includes both these aspects.

The arow between the two categories signas processes in both directions, both the
tranderring of culture to the individud and the role of the individud in preserving and
cregting culture. In short this double concept of culture includes both a normative, a
descriptive and ardationa perspective.

Comments on legitimacy and status

The tranderence of culturad heritage depends upon its vdidity in relation to a present culturd
dtuation. The Swedish professor S. Beckman discusses this problems in an aticle caled
“Kulturarvets vdsen och véade’ (Beckman 1993:108-111) where he distinguishes between
two sorts of arguments. On the one side cultural heritage may be looked upon as a collection
of artefacts, a “treasury”, taken care of by society. On the other sde it may be related to
“infragtructure’, for ingtance specid factors contributing to communication and identity
formation. In this case the treasury plays an indrumenta role as means towards ams of
infrastructure. Trandated to a school context, what is looked upon as treasures depends upon
what is appreciated by sgnificant members of society. As regards the question of a culturd
canon in school, it has to be discussed over and over again not only because vaues change in
society, but also because the transference of a culturd heritage depends upon the receivers,
the pupils, and what seems to be exidentid to them. The ams of infrastructure in school
related to the development of personal and cultura identity depends partly upon the existence
of a culturd treasury suitable to fit these ams, partly upon the datus from the pupils point of

view both of aims and of chosen treasures.

2. THE INVESTIGATIONS
To gat ingght into teachers underganding of culture, | have gathered information from

teacher groups in the Norwegian region of Telemark. The choice of Tdemark was based upon
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its greet variety of culture. On the one hand the inner, rurd parts of the region is associated to
a fok culture with national datus, where presarvation of a culturd heritage has been
important. On the other sSde the region condgts of towns with great industria production,
where transformation and change is usud. To study whether this span between preservation
and change of culture might effect teachers way of thinking about culturad heritage, a rurd
and an urban group of teachers were chosen.

The firg invedigation was carried through in 1990, where a purposeful sample of 34 teachers
representing aesthetic subjects were interviewed.!. The second investigation in 2000 consisted
of a more representative group of 180 teachers responding to a questionnaire based upon
experiences from the first investigatior?. Because of different kinds of samples and different
methods geathering data, the invedtigations will be trested separatdly. Findly we will discuss

main results.

2.1 The first investigation (1990)
This invedigation deds with teachers understanding of culturd heritage and of trandference

of culture, especidly related to the aesthetic dimenson. A phenomenological approach was
chosen in order to illuminate concepts and experiences, patly by choosng a purposeful

sample of key persons, partly by using aqudlitetive interview as source of information.

2.1.1 Methods
The sample

To reved teachers understanding of culture it was important to find teacher groups that were
able to explain their thoughts about culturd heritage and transference of culture based upon
real experiences. Therefore local school authorities were asked to choose teachers with a

postive reputation of school practice transferring culturd  heritage within the subjects of art

! Thefirst investigation is part of my doctor dissertation (Halvorsen 1997)
2 The second investigation is published in detail in Hit-skrift nr. 4, 2000.
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and craft, musc and literature. The purposeful sample of 34 teachers conssted of an urban
group of 18 members and a rura one of 16. Our conclusions as to rura and urban teachers
refer to those two samples. There are 24 females and 10 males in the whole group.

Qualitative interviews
To illuminate concepts and experiences it is important to find vaid contexts, themes and
questions and edtablish a didogue that opens up for the ingght of the informants. Each of the
teachers was interviewed for two hours in their own school contexts. To get indgght into the
life world of the informants, an open ended quditative interview was chosen.
The responses are reating to three different contexts. The firsd context condsts of the
teachers cultural experiences from everyday life in early years After teling parts of their life
dory, they were asked to comment the culturad status of the region of Telemark today and the
daily culturd experiences of their pupils.
The second context contains experiences from their teaching practice primarily concerned
with the subgstance of teaching within aesthetic areas. The intention was to get ingght into
what substance of culture and cultura heritage teachers preferred in the subjects of art and
craft, musc and literature, and to what extend they involved the culture of ther pupils in this
task.
Findly the questions were related to thelr understanding of concepts partly concentrated to
associations to the term culturd heritage, partly to comparisons between different concepts of
culture. Moreover arguments related to legitimacy and status were in focus Halvorsen 1997).
The experiences of these didogues were postive, both as regards the richness of the

descriptions and the interpersond relations.
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2.1.2 Results
The results are treated according to the three main groups of questions.

2.1.2.1 Cultural experiencesfrom early life

Most of the urban teachers have vague reports from ther early life, accompanied by phrases
as “there are no special experiences to account. It was usua experiences, you know”. If they
were challenged to be more concrete, they added experiences as “a mother playing the piano”,
“experiences of music in brass bands’ or “old gone ruins to live within and play with”. But
these experiences did not seem worth mentioning. Only two of the urban teachers
embroidered their cultura experiences in a positive manner.

Mogt of the urban group have grown up in smadl towns and rurd didricts in different parts of
Norway. Only a minority comes from Tdemark. They confirm a specid culturd imege to the
region of Telemark, but relate it to the middie and upper parts of the rurd didricts, areas they
do not belong to.

The rural group is quite different. Mogt of the teachers have grown up in this specid rurd
area of Teemark with its satus of hegemony. Their experiences were related to folk musc,
folk at and folk literature. Living and working in the same area for lots of years, they have
got the opportunity to develop rather homogeneous experiences. Their verbaizations differ
from those of the urban teachers, partly by their more vivid and embroidered character, partly
by the pride of own culture they Sgnd. But we dso find comments of cultural discrimination
in relation to this hegemonic culture of Tdemark. The mgority of he teachers seem to reflect
culturd pride and focus from a golden period years ago, a rest which gill seems to preval in
ther memories and lives. Their school practice relaed to trandference of a locd culturd
heritage is highly appreciated by parents and grandparents. In contrast to the urban teachers
the rurd ones seem to be accustomed to portray their cultura experience.

Fndly it is worth mentioning thet neither of the teacher groups are satisfied with the daily

environment of their pupils as a cultural impulse valid to involve in the processes of cultural
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transference at school. The life world of the pupils today is filled with international popular

culture, which is not defined as a resource in the school’ s task of transferring culturd heritage.

2.1.2.2 Experiences from teaching practice

The experiences of teaching are related to the kind of culturd heritage used within the school
subjects of art and craft, musc and literature. As regards the subject of art and craft, the
experiences are scare, because the time is used to free, cregtive activities. Very few of the
teachers seem to be respongble towards a new compulsory topic in curriculum related to
studying products of art and craft. Thelr reports are to a greater extend corresponding b a
tradition of freedom according to an earlier curriculum, and to the development of creativity
which a that time was the dominating am.

The reports from the trandference of a literary heritage give little information, even if they
reved the exisence of such a transference. The teachers seem to assume that everyone knows
that sort of teaching, so it is not necessary to comment any further. Mogst of ther responses
are concerned with problems of trandferring sdections of a Norwegian culturad heritage.
While some teaechers tell about rich experiences in relation to works of our famous authors,
others have negative experiences related to the same works. As a whole, the interviews reved
a complicated badance in the mind of the teachers between their indght into the pupils “life
world culture’ and an gppreciated “artefact culture’. Different teachers seem to pay different
attention to those two kinds of culture.

On the other hand the transference of a musical heritage is portrayed in a very lively,
embroidered and varied way. The materid reveds that snging plays an important role on the
lower levels, where pupils sng by heart the mog different types of songs, from wel-known
songs from the classcad repertoire (Haugtussasanger) and from older songbooks (Mads
Berg's songbook), to modern popular melodies. At the higher leve it is more difficult to get

the pupils sing. It is too persond. The insruments used have traditionaly been associated to a
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specid flute (blokkflayte), an instrument that seems to chdlenge the skills of the pupils too
much.

These reports represent the widest span of experiences of teaching in this investigation. The
accounts have a characteristic persona profile according to the teachers own preferences. On
that background the materid does not support statements proclaiming that sdected popular
music is the only redigtic substance of teaching in school. On the contrary the reports reved
that pupils are interested in the most different kinds of musc, if ther teschers have
enthusiasm and kill.

Comparing school practice in urban and rural groups of teacher, the results vary between the
three subjects reported. There seems to be little differences as regards the literary heritage,
probably because the State is controlling the teaching of the mother tongue subject to a greater
degree than the subjects of music and at and craft. As regards art and craft rurd teachers
seem to concentrate more upon trandferring rich locd traditions of craft to their pupils than
teachers in urban didricts. This locd heritage is dso related to ethical standards concerning
the fulfilling of projects and the appreciation of “the work of the hand’. But because of the
datus of these loca modds, it seems difficult to inspire pupils to use them in a fredy manner.
This does not prevent teachers to find contexts where it is possble to combine consolidating
and transforming processes related to the field of craft.

The richest reports and aso the most remarkable difference between urban and rurd teachers
are found in the subject of music. The urban teachers choose modern insruments in order to
engage the pupils in active and creative work. From that platform other sorts of music are
introduced, also a more classica cultural repertoire. As a whole thelr teaching seems to am a
engaging and activating the pupils more than trandferring a culturd heritage. The reports of
the rural teschers dgna more consciousness about the aspect of inheriting culture. In this

group the folk musgc is commented, both as vocd and indrumental activity. The teacher with
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the most characteridic profile is dating her sysematic influence of folk music dreedy in the
“kindergarten”, following the same pupils during the firg gx years of compulsory schoal. In
addition to plan a systematic process of teaching over years, she tries to raise the reputation of
that sort of music by involving the pupils in TV- reports and recordings. Other teachers are
more engaged in a generd Norwegian canon. But adso a more popular repertoire is
represented. Even if the rurd teachers are reporting of active and interested pupils, ther
pedagogicd methods are not the same. While our eldest teacher uses folk music as his starting
point, followed up by our nationa composer Edward Grieg and further on to great European
composers (Bach etc.), our youngest informant uses the pupils own musc as her darting
point (pop and rock) continuing with folk musc and cdasscd mudgc. In spite of a different
kind of progress, they dl seem to have a conscious plan of ther teeching, incuding a
perspective of culturd transference.
External and structural frames of references
The teachers do not use external and structural frames of references to defend wesknesses in

their own practice.

2.1.2.3 Under standing of concepts

The teachers were asked to give thar versons of concepts of culture, especidly related to
cultural heritage and its legitimating and status. Moreover the aesthetic heritage was in focus.

The general concept of cultural heritage

The maerid condst of many associations to the term culturd heritage, to a great degree
related to concrete artefacts as “fiddle, national costume, old furniture and buildings’, but dso
to the literature of “the four great poets’, “the works of famous atigs’, “folk culture of
Tdemark” etc. Mogt of the associations dedl with a normative kind of “artefact-culture” of

classicd gyle, supplied by folk culture of Tdemark with its nationd daus But the materid
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adso reveds examples of culture as everyday experiences, as pat of a “life world culture’.
This culturd heritage is integrated in the individua, often as vague and unconscious traces.
In a positive way the responses signa support to arguments related to roots, continuity and the
experience of bdonging to a common context. On a negalive way they tel about
discriminating and rejecting processes.

The interpretations related to the essence of the heritage srengthen its durability and its
dimenson of vaue its qudity. Moreover culturd heritege is related to the individud, as a
persond and reationd term. Even if culturd heritage in most of the cases is reported as a
treasure you receive, it sometimes is looked upon as a potentia in a further cregtive setting.
This is dso the case when the term is compared to the term tradition. However, in relaion to
both the terms culture and tradition, culturd heritage is interpreted as a more normative and a
lesser active concept.

Confronted with formulaions of culturd heritage in school documents, most of the teachers
have a more narow and a more humanistic concept than the officid papers. Science and
technology do not belong to their concept of culturd heritage.

In short the generd concept of cultura heritage contains a normative dimenson relaed to
“atefact culturé’ within humanistic areas. The reports are reveding both fragments of the
heritage and terms that indicate a more comprehensive concept. The authority of the concept
is partly due to the long-ladting life of this heritage. The rdaion between the culturd heritage
and the individud is primarily concentrated to the effect upon the individud in a process of
developing consciousness about one's own identity. The comments upon the heritage as an
active and cregtive term is rather scare.

There are smdl differences between the two teachers groups as regards their understanding of
the concept of culturd heritage. The rurd teachers embroider their reports in a more

enthusagic way and give more and sronger arguments regarding the qudity of the heritage,
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because of its integration into the individud. This underlining of the process of inheriting
gives the concept adynamic profile.
The aesthetic dimension
The aesthetic dimension is not easy to define. In the opinion of the teachers it consists of both
a subjective dimenson rdaed to emotions in the individud and objective conditions related
to qudlities of art products. To the question whether they would use the term aesthetic in front
of Edward Munchs famous picture “The Cry”, mogt of them answered “No”, because this
meeting had no character of pleasure. A minority responding “Yes’' uses the term as an
expression of being touched, adso including responses that might be unpleasant.
Even if there is no difference between the reports of the two teacher groups as regards the
understanding of the term aesthetic, there is a marked difference in ther frequency using the
concept. While the urban teachers seem to use the concept, most of the teachers in the rurd
digricts avoid the term, in spite of thelr enthusasm about the heritage of at. The term is “too
abstract”, “superficid”, “it expresses snobbery”. It is better to use words that communicate.
Legitimacy and status
The legitimacy of a culturd heritage is rdaed to its function in deveoping continuity and
roots, both on a cultura and individud levd. This verticd dimenson is supplied by a
horizontal one concentrated to what ties people together today, whether it is in loca, nationd
or globa contexts. Those two dimensons ae interrdated. The interaction is explicitly
demondrated in redion to the aesthetic experience, whenever individuds of today are
touched by works of art years ago.
The legitimacy is comprehengve and convincing, especidly in the rud group. The pupils
have to be acquainted with a heritage belonging to them, one of nationd pride and identity,
representing a frame of reference in ther condruction of cultura and persond identity. In this

context the qudity and datus of the heritage are important. Moreover the heritage gives a
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view of higtory, representing both basic pillars and threads of development, aspects we have

the responsibility to renew and improve.

2.1.2.4 Summary

During the three contexts reported, the term culturd heritage has a dominant norméive
profile. In the teachers understanding of concepts it represents a common culture of qudity,
which is vdidated in its transference to the individud. The vaues of the culturd treasury are
means in the development of persondity and identity and in the formation of democratic and
communicative societies.

This normative concept seems to be an underlying factor in the reports from everyday life It
makes it possble to interprete the difference of volum and content in the reports of the rura
and urban group, between a rurd group living in a culture of hegemony where culturd
dandards are developed and an urban group from unthematized fidds without an officid
cultura gtandard.  “Usud” or “conventiona” experiences are not paid attention to neither by
the teachers themsdves nor by a community of authority. Findly this interpretation gives
meaning to the fact that neither of the teacher groups conceive the culturd experiences of
thelr pupils to be of any vaue in relation to the process of trandferring cultura heritage in
schoal.

There is a lesser degree of consstency between the teachers concepts of culture and
their reports of teaching practice, where curriculum and school tradition over years seem to
have given the practicad fiedd a sort of canon. But in school subjects where the tradition has
given teachers more freedom, it is possble to follow a trace between the teaching topics and
the teachers cultural and persond frame of reference. Moreover the teaching reports tell that
some teachers take into account the pupils “life world culture’ to a grester degree than what

is dominant in the teachers normative concept of culture and in ther generd attitude to the
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vaue of the cultura background of therr pupils. They seem to adjust their practice partly to

what fits the Stuation in schodl.

2.2 The second investigation (2000)
This investigation concerns the same topics as the firs one, but is not a replication study. The

am is no longer primaily to enlighten the phenomenon of culturd heritage by hep of a
purposeful sample of teachers, but to broaden our indght into teachers understanding both of

culture and of cultura heritage in a more representative group.

2.2.1 Methods
To fit this task a sample of teachers chosen by chance within a dratified context was found

auitable. An increase in number will dso give an opportunity to supply the varidble of
urban/rura contexts with gender and age. Moreover a questionnaire of 7 pages constructed
aound the same questions as in the fird investigation was defined as a vdid insrument
gathering information from a greater group.
The sample

From a teacher population of 2200 a sample of 300 teachers were chosen by chance to
represent the teacher population of Telemark. The Nationa Education Office of Teemark
caried out the precticd pat of drawing lots and gathering data Unfortunately only 180
questionnaires were returned, 60% of the origind sample® The respondent group is not a true

copy of the original one, but the margins are not the same for the three variables mentioned *.

3 Among the 180 responses 4 was condemned because of lack of reactions upon too many questions. 176 isthe
exact number used in the SSPS program.

4 An examination of the respondent group shows that the distribution between the two genders are slightly
disturbed (from 2/3 females and 1/3 malesin the original sample to 68% females and 32% malesin the

respondent group). Asregards the rural/urban variable, the original distribution of 50% in each of the groupsis
changed to 55% from rural, 45% from urban districts. This deviation may be of little importance, because the
teachersin therural and urban districts are more similar than in the first study. Half of the responders have
grown up in Telemark, most of them origin from the urban regions. The members of the rural group rooting from
Telemark have amore heterogeneous regional origin than the membersin the first investigation. This makesthe
urban and rural groupsin this study quite different from those in the first investigation and diminish a possible
effect of aspecial culture of Telemark. The character of the new groupsis that teachers working in towns usually
have urban backgrounds, while teachers working in rural districts have rural backgrounds. That means that it is
more general aspects of working /living in rural or urban districts that may be tested.
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The difference between the origind and the respondent group is margind as regards gender
and rurd/urban podtion. The bias is primarily related to the variable of age, where the
youngest group is most underrepresented. Moreover it seems to be a bias as to the distribution
of school subjects, with an overrepresentation of teschers in artisic and humanigic aress.
The totd respondent group consists of “dl-round” teachers’, responsble for many subjects in
their own school class. On the question which of the subjects they experienced to be “ther”
subject, 35% mentioned “mother tongue’, 23% “al subjects’ and the rest distributed the
answers to different subjects. A fina question testing their own conception of degree of
motivation indicates that the responders interpret themselves to be an interested group °.
Moreover the fact that they fill out a complex questionnare, indicate more motivation in the
respondent than in the non-respondent group. The results have to be interpreted in accordance
to thisinformation of the respondent group.
The questionnaire

A greater sample of teachers leads to other methods of gathering data. As it was of importance
to keep the same main problems throughout both invedtigations, a questionnaire of 7 pages
was condructed adapted both to the interview questions and to some of the most explicit
results from the firs investigation. Even if mogt of the quedions are formulated in fixed
categories, there sometimes is opened up for more than one response. Because of the
complexity of the topic, there adso is a few comprehensive questions to respond to in an open

manner. To facilitate the process of andysing, the responses are coded to be used in

As to the age variable, half of the teachers, both in the original sample and in the respondent group,
have an age of 40-54 years. While the responders consisted of 25% in both the youngest group of teachers of 22-
39 years, and in the eldest group above the age of 55, the non-respondent group had a distribution of 35% in the
youngest, 15% in the eldest group.
®The responders were asked to describe their perceptions of themselves as being “alot”, “apart” or “alittle”’
interested in transferring of culture. Their reactions reveal ed that 40% use the category “alot”, 60 % the category
“apart”. Asteachersin school have a central task of transferring culture, it is not to be expected that the
category “alittle” would be frequently used. If this self-evaluation is added to the character of their total
responses, the results do not indicate that the responders are a kind of “super group”.
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overviews of frequencies from the SSPS program of datigtic. This means a condruction of a
questionnaire being liberd according to a satitical use of data The frequencies serve only as
means in a broader hermeneutic context. The questions and their responses will be presented

in the same sequence as in the questionnaire.

2.2.2 Results

2.2.2. 1 Cultural experiences from everyday life
The teachers tdll of local contexts as important sources of developing roots and belongingness

both in early years and a present time. The areas of culturd transference is dominated by
locd community contexts (57%), while the influence of family (24 %) and school (17%) is
less important.

The teachers were asked to give 4-5 examples of their cultural experiences, as reveded in
Tablel.

Cultural experiencesin early life Degree of support
Music (song,dance) 52
Sport 34
Literature (library, fary tdes, poem) language 28
Art and craft (architecture) 28
Thegtre and film 20
Rdigion (church) 19
Traditions and objects (museums, celebration) 18

Table la: Overview of cultural experiences in early life. Distribution in percent.

Musdc is at thetop of thelist of frequency, followed by sport. Literature and art and craft have
amiddle position. The distribution as to gender isshown in table | b.

Cultural experiencesin early life among males and females Actua numbers support
Mades FemdeTota
Music (song,dance) 18 74 92
Sport 25 34 59
Literature (library, fary tdes, poem) language 10 39 49
Art and craft (architecture) 5 44 49
Thestre and film 9 26 35
Rdigion (church) 11 23 34
Traditions and objects (museums, celebration) 10 22 32

Table 1b: Overview of cultural experiences in early life. Distribution of gender in actual numbers
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As to gender it is worth mentioning that art and craft is commented by lesser than 10% of the
maes, but more than 1/3 of the femdes. The range of popularity is dso different. While the
femdes prefer musdc, at and craft, literature and sport, the maes prefer sport, musc,
literature and traditions.

More than hdf of the teacher group expresses satidfaction with their early experiences. The
loca arena with common experiences of music and sport seems to coincide with their needs.
But there are gtill more than 1/3 who experiences their background so ordinary that it is not
worth mentioning, aresponse typica to the urban group in the firgt investigation.

The teacher group is aso pogtive to the culturd environment of ther pupils as a possble
culturd resource in school. While 40% proclam that there is a great culturd potentid in this
environment, haf of them are a bit more reserved and say there probably is a great potentid if
oneislooking for it. Thisreaction is different from the negative response in the earlier sudy.

In short the responses converge towards a pattern of locdly based participation in common
activities of music and sport. The pogtive responses towards this homogeneous background
of lesure time experiences are valid both for their own experiences and as a potentid for thar
pupils. The role of both family and school is modest and it is relevant to question whether
culture has been a concept of leisure time use. The results indicate a more descriptive concept

of culture than in the firg investigation.

2.2.2.2 Experiences from teaching practice
The most typical cultural subjects and themes

The firg question treated the teachers understanding of school subjects as expressons of
culture. The responses reved that 60% of the teachers conceive only “some subjects’ to be
examples of culturd mediation, while 40% include “dl subjects’. As to which of the school
subjects they primarily defined as “culturd subject”, the didribution of the % of the votes is

asfollows
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Theteachers most central cultural subject Degree of support

Mother tongue 36
Art and craft 13
Society subjects 12
Musc 11

Table lla: The primary choice of cultural school subject. Distribution in percent

The primacy of the subject “mother tongue’ is as expected both because of its central datus
and because those dl round teachers usudly teach this subject. In comparison 8% chose
stience and 0,6% mathematics. The table reveds that it is humanidtic subjects that are

characterized as“culturd”.

Themost central cultural subjectsamong malesand females  Actual numbers support
Mdes Femdes Totd

Mother tongue 17 46 63
Art and craft 4 19 23
Society subjects 11 10 21
Musc 4 16 20
Natural science 10 4 14

Table Ilb: The primary choice of cultural school subject among males and females. School Subjects with
more than 10 votes.

The table of gender shows that it is only the primacy of “mother tongue’ that corresponds for
both males and females.
The teachers were further asked to give 4-5 examples of kinds of substance within ther

preferred subject. Their responses are presented in table 111:

The substance of teaching Degree of support
Folk culture of different kinds 57
Loca topics (locd nature, museums) 46
Smple dasscd culture (mudc, literature) 40
The pupilS own expression, aso skills of expresson 27
Customs (food, rituals) 26
Popular culture 25

Table llla: Overview of the substance of teaching. Distribution in percent.
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The table reflects the preference of culturd school subjects shown in table 1. Within this
frame of reference the mogt frequent topics are related to folk culture, local topics and simple
classical workd.® This is an extract of a well-known canon of school practice, a sort of a
common artefact culture transferred to pupils for years. On the other sde locd culture may
be interpreted as examples from the pupils life world. This may adso be the case both as
regards the popular culture and the pupils own expressons. Looked upon in this way, the
substance of teaching conssts of a balance between the two parts of the double concept of
culture, artefact culture and life world culture. This interpretation is supported by the teachers
responses to more generd questions of didactic, where they usudly take a podtion of a “wdll-
composed mixtue’ of “atefact culture’ and the “life world culture’. This mixed substance is
not looked upon as a one-way transference towards the individud, but aso as a chdlenge to
the creativity of the pupils. It is partly descriptive, partly normétive.

As regards the substance of teaching, there are some variance related to both gender and

rural/urban contexts.
The substance of teaching among males and females Actua numbers support
Maes Femdes Totd
Folk culture of different kinds 26 74 100
Local topics (local nature, museums) 30 62 92
Smpledassicd culture (mudc, literature) 19 51 70
The pupils own expression, aso skills of expresson 10 37 47
Customs (food, rituals) 19 27 46
Popular culture 7 37 44

Table Illb: Overview of the substance of teaching among males and females . Actual numbers of frequency
above 10 votes total

The experiences cover a wider span of subjects among the maes than among the femades.

While mogt of the females define only some of the school subjects as subjects of culture, the

® Looking in detail asto which school subjects that give raise to these different kinds of substance, it seemsasif
folk culture, simple classical culture and popular culture refer primarily to the school subjects: mother tongue,
music and art and craft. Thetypical local topics are related to school subject as science and history.
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mae group is divided between those agreeing with the femdes and those insging that dl
school subjects ded with topics of culture. The females range in sequence mother tongue, art

and craft, music and the subject of society, the males mother tongue, the subject of society

and science.
The substance of teaching among urban and rural teachers Actud numbers support
urban  rurd Totd

Folk culture of different kinds 42 58 .100
Locd topics (locad nature, museums) 28 64 92
Smple dassicd culture (mudc, literature) 38 32 70
The pupils own expression, aso skills of expresson 22 25 47
Customs (food, rituals) 10 36 46
Popular culture .30 14 44

Table Ilic : Overview of the substance of teaching among urban and rural teachers . Actual numbers of
frequency above 10 votes total

Moreover the urban teachers prefer a sdection of folk culture and classca culture in addition
to examples of modern and popular culture, while the rura teachers have a broader repertoire
and subgtitute the modern popular culture with more localy inspired content. This may be a
reult of ther adgpting to the life world of different groups of pupils. But it may adso be a
result of the fact that the rura group condsts of more mae responders than the urban group
and thereby relate to other subjects.
External and structural frames of references

As regards certain externd and gructura frames of reference the teacher groups are satisfied
with externd conditions as education of teachers, buildings, materids and so on. They dso
know their own school and its loca plans. But it is darming that 80% of the teachers seldom
or never have cooperated with the parents as regards topics concerning transference of
cuture. In these contexts the rura teachers have some more postive responses than the

teachersin towns.
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2.2.2.3 Under standing of concepts

The general concept of cultural heritage
Three different approaches are used to get ingght into the teachers concept of culturd
heritage. The first one is their responses to an opentend question asking for 45 associations
to the term culturd heritage. After reading through about 40 responses, the results were
caegorized in three main groups, general categories, specific categories and functional
categories (Havorsen 2000a22-23). The subcategories are not mutudly exclusve topics.

Table 1V revedsthe genera and specific categories reported.

General categories Degr ee of support

Way of life (higtory, inditutions, structures) 56
Traditions 40
Folk culture 35
Art, music and literature 17
Reigion, belief 17
Vaues and attitudes 13
Basis knowledge 7
Specific categories

Song and music 29
Literature and language 29
Visud art 16
Sport 9

Table IV: Distribution in percent of associations to the concept cultural heritage. General and specific
categories of substance

As regards the general categories, the three categories most frequently used, “ways of life”,
“traditions’ and “folk culture’, represent a cluster of everyday experiences of various kinds,
where an anthropologica concept seems to prevail. The other categories “reigion, beief”,
“vaues and attitudes’ and “at, musc and literature’ represent various aspects of a more
sophiticated cuturd heritage with normative connotations. In this interpretation the table
reveals two man tendencies of the genera associations, one of culturd heritage related to the
“everyday life’, another one rlated to normative aspects of culture. Another significant result

isthat of the low preference of “basic knowledge’.
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The specific categories supply the generd categories of at with more detalled information of
the different kinds of art. As these categories are used as dternatives to the more generd ones,
the total support to the aesthetic area is worth mentioning. On the contrary sport is not the
topic thet topsthe list.

Another table gives ingght into the responses related to the function of the heritage and the
cultural processes (Halvorsen 2000a 20, table 13). This man category gets wesk support
compared to the support given to the genera and spesfic categories of substance dready
reported. This fact makes explicit the substantial character of the term culturd heritage as a
sort of “have’-culture. But it may dso be due to bias of categorizing (categories of “mudc’ is
classfied as substance even if it includes both substance and processes). The culturd
processes mentioned are mainly related to the longitudina threads of roots and the more
horizontal ones of mutud communication and reationship. Moreover the teachers associate
culturd heritage to active processes as teaching, educating or other transferring processes,
while the role of the recipient gets little support.

The second approach congsts of the degree of support to a proposal from a central school
committee, where cultura heritage is related to “...bdief, cusoms, at and literature, science
and technology and inditutions’ (Folkeskolekomiteen 1965:113). Nealy 40 % include dl
these areas in their concept of cultural heritage, a result that gives a broader concept of culture
than what was the case in their openrend associations. Nevertheless 52% support only some
of the areas mentioned, usualy neither science nor technology.

The two approaches coincide in underlining the teachers preference of a humanistic heritage.
Nevertheless the teachers concept is broader in relation to an authorized formulation than in
their free associations. The digtribution of frequency corresponds to the results of the earlier
question whether “dl” or only “some’ school subjects were conceived as culturd subjects. In

both connections science and technology were excluded from the culturd area.
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In this context there is a difference of gender. While the mgority of the femae group
interprets culturd  heritage to include only some of the areas of the curriculum statement
(belief, customs, art and craft, locd traditions), the mae group is divided into two equa parts.
One pat agrees with the mgority of the women, the other part has a broader concept
accepting dl the formulations, including science and technology.

The third approach consists of acomparison between the concepts of culture and of cultura
heritege. Firdly the teachers were asked to support sentences they agreed with. 65%
frequency of support was given to the smilarity of the two terms including processes of
“presarving, trandferring and renewing’. Neverthdess it was the difference between the

concepts that was commented, in detall in Table V.

Differences between culture and cultural heritage Degr ee of support

Culture is more comprehengive than culturd heritege 60
Culture offers opportunity to participate, culturd heritage is 51
something to receive

Culture includes the present, cultura heritage the past 42
Cultura heritage is more than culture related to roots 36
Culturd heritage expresses more than culture durability 32
Cultura heritage expresses more than culture qudity 13

Table V: The relationship between the concepts of culture and of cultural heritage. Distribution in percent

The results are no great surprise. On the one sSde culture is a more comprehensve and active
term of the present than cultura heritage, while cultural heritage has its worth related to roots
and durability. In this context qudity is no dgnificant dgn of difference between the
concepts.

The reationship between the two concepts is aso checked by two pardle sequences of
questions. The dternatives. Is culture “the best that has been created”, “the whole way of life’
or “both parts’ are presented both for the term “culture’” and the term “culturd heritage’”. The
fact tha more than 50% of the choices are given in the category “the whole way of life’ for

both concepts correspond to the main impresson of the whole materid. As regards the
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category “the best that has been created”, it is supported by 4% related to the term culture,
16% related to culturd heritage. Such a normative tendency is dso consgtent with a certain
normative profile in the associations of Table IV. In spite of this normative aspect, the main
interpretation remains of conceiving both the terms as primarily an expression of “ the whole
way of life” - and of a descriptive view of culture.

In short: even if the term culturd heritage seems to have some more normative threads than
the term culture, it is not the dimenson of qudity that is its mogt typica trat. To a larger
degree it seems related to the “whole way of life’. The heritage enters into the exigential
cultura process as a durable and lagting part related to roots and relaionship. In a world of
change and homeessness a factor of continuity may represent a necessary and complementary
resource. Findly culturd heritage is primaily a humanidic affar with lesser references to
science. It isnot related to the rationa world and its basic knowledge.

The aesthetic dimension

The fact that most of the teachers are deding with aesthetic subjects, added to the extended
role of the aesthetic dimenson in the new curriculum in Norway, legitimates a focus upon the
aesthetic dimenson in this invedtigation too. The quedions formulated in the questionnare
are congructed according to experiences in the fird investigation, where both objective and
subjective values were in focus and where the concept of beauty seemed to be complicated. It

was alowed to give only one response and the results are revedled in Table VI.

The aesthetic dimension is associated to Degree of support
a subjective experience of beauty 38
a subjective experience of being touched 35
qualities of the object, form 15
qudities of the object, beauty 11

Table VI : Conceptions of the aesthetic dimension. Distribution in per cent
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According to the table about 3 of the teachers relate the term aesthetic to a subjective
experience. Haf of them characterize this experience as an experience of beauty, the other
haf to that of being touched. ¥4 of the teachers refer their experience to qualities of the object.

This question was supplied by an explicit reference to the painting of E. Munch, an art
product that might challenge a traditiona view of beauty. Do the teachers use the term
aesthetic in this context or do they not? Table VII shows the reationship between the

responses in those two contexts:

What does the term Yes to use the term aesthetic No to use the term aesthetic Tota

aesthetic mean? to Munch’'s” The Cry” to Munch’s” The Cry”
Something objective/ 4 16 20
beautiful
Something objective/ 9 17 26
form
Something subjective/ 17 49 66
Beautiful
Something subjective/ 53 7 61
that of being touched
Total 85 89 176

Table VII :The relationship between the conception of the term aesthetic and the use of this term in
relation to Munch’s ”"The Cry”.

This question splits the group into two equa parts, where one haf is responding “yes’, the
other hdf “no”. The most dominating trait of the group saying, “yes’, is related to tha of
being touched. It is however worth mentioning that some of the yes- responders experience a
kind of beauty in rdation to this painting of Munch. The group responding “no” has no
experiences of beauty in relaion to the same work. The other responses in this group give
indications of the role of objective criteria

When the teachers were asked to argument for their view, they referred to ther earlier
response to the term aesthetic. The results confirm the teachers subjective gpproach to the
term aesthetic. It looks like the term “ beauty” is both a crucial and a complex one, aterm that

ischdlenged in relation to “The Cry” of EMunch.
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Legitimacy and status
The teachers associaions to the concept of culturd heritage reveded that “roots’, “identity”
and “rdationship” were frequent terms. When they were asked to give their support to
maximum 3 of the datements of legitimacy in Table VIII, ther responses confirm the main

tendency of the earlier results:

Main argumentsfor cultural heritage Degree of support
Roots and development of persond identity 93
Development of basic values 69
Development of rdations 49
Content that may develop ingght and experience 36
Basic knowledge as a foundation of further development 32

Table Villa : The most important justifications of cultural transference in school. Distribution in percent

There is adifference between mae and femaes as regards legitimacy, where basic knowledge
is more often preferred by males than by females (37%-30%), while the contrary is the case as

to attitudes and values (75%-56%).

Main argumentsfor cultural heritage Actua numbers support
Mades Femdes Totd
Roots and development of persona identity 48 115 163
Development of basc values 32 89 121
Deveopment of relations 26 60 86
Content that may develop indght and experience 21 42 63
Basic knowledge as a foundation of further development 21 36 57

Table VIlIb: The most important justifications of cultural transference in school. Distribution of actual
numbers among male and female teachers

Their concept of cultural heritage. A summary
The concept of culturd heritage seems to be more related to cultural substance than to cultura
processes. The associations reported ded primarily with experiences of daly life, but aso
aesthetic areas and other normative contexts of culture are mentioned. The heritage has an

explicit humanigtic character with little avareness upon science and rationd basic knowledge.
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The dominance of a concept related to “the whole way of life’ is reveded in three contexts.
Primarily this category is the dominating one both in the associations to the term culturd
heritage and in the comparisons of the definition of the terms culture and cultura heritage.
Secondly the legitimating of culturd heritage in school does not seem to origin from the
qudity of the sdected heritage but upon its potentid in developing roots and relaionships.
Because the arguments of legitimacy do not underline the quality of the heritage but its role in
defining roots and reationships, the heritage gets its primary task in defining the individud
within a cultural context. In this connection a descriptive anthropological concept seems to fit
the indrumental task of the culturd heritage in school. Moreover the conceptions of the
aeshetic dimenson underlining subjective more than objective aspects move the focus from
qualities of objects to persond experiencesin theindividud.

The associations contained also “idess, values and norms’ — to quote part of the definition of
culture by the Norwegian anthropologis A. M. Klausen (Klausen 1981:10). There seems to
exig a culture outsde the daily sphere that is “great enough and dsrong enough to survive’,
but which is not easy to concretise. But this tendency is not strong enough to dominate their

responses during the questionnaire as awhole.

2.2.24 Summary

The main group
As regards the substance of cultural heritage, the experiences from the growing up life and
the practice of teaching do not belong to a high culturd area. The everyday life experiences
are concentrated to participation in loca and collective leisure time arangements and are
usualy reported in a podtive manner. Most of the teachers are satified with ther growing up
experiences and those of their pupils.

The culturd heritage in school represents a well-known school tradition of common treasures

within humanistic areas. But as the ided of the teachers seems to be a “suitable mixture’ of
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old and new substance, of central and local character, related to the world of culture as well as
to that of the pupils, the sdection represent no canon of values. As a whole the experiences
reported are to a greater extent descriptions of parts of a “whole way of life’ than reports of a
normative view of culture.

It is ther comments on concepts that complement our underganding of their view of culture.
Their asociations to the term cultural heritage confirm the reports of experiences and their
focus upon everyday life where cusoms, traditions and examples of folk culture are
dominating. But the associaions dso widen the perspective of the experiences towards
greater aspects of culture and adso to more normative dimensons. But neither the responses
relaed to the function of the cultural heritage, nor the responses given when the terms culture
and culturd heritage are compared, give high frequency to formulaions relaed to normetive
perspective. The most consstent result in the materid is therefore that of defining both culture
and cultural heritage as expressions of an anthropological perspective of “ the whole way of
life”. Within this context there seems to be little room to knowledge, science and technology.
That is dso one of the tendencies going through the whole materid.

The legitimacy of the cultura heritage in school is related to the development of roots,
relationships and identity, where the individud is defined into a grester culturd sgtting. In this
context it is the relaions more than the qudity of the heritage that seem to be important. This
type of response confirms the interpretation of a predominantly descriptive concept.

The reports of experiences give some ingght into the transferring processes. They tel about
active participation in loca activities where the processes in themselves seem to be important.
The school experiences reved a teacher group taking the experiences of the pupils serioudy.
Moreover they define their task in school not only as one of transferring culture but dso as
one giving the pupils opportunities of going further and creste something new. The man

tendency does not underline a preference of a cdasscd view of “Bildung” where a specific
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kind of substance is anticipated to have a specid effect upon the individud, but a view of
activating and developing the kind of substance that dready isvalid to the pupils.

Variance as to urban/rural locality, age and gender
As a man rule the results of the study are confirmed in the subgroups. Some nuances are
reported in relation to some factors:
There exists no sgnificant variance as regards the rural/urban locality.
Because of the reduction of responders, the composition of the age groups has a certain bias.
Unfortunately it is the youngest group that is proportiondly mostly reduced. The results
indicate that the variable of age may give some fluctuations, with a broader concept of culture
and a gregter affinity towards the development of reationships in the youngest group. These
nuances are in tune with the time both as regards the use of a descriptive anthropologica
coneept of culture and of amodern view of the aesthetics (Halvorsen 2000a: 42-43).
It is the factor of gender that reveds some nuances and confirm a wel-known tendency of
more humanidic interests of women, more interests of sport and science among men. This
tendency aso seems to influence the concept of culture and has as a consequence that femaes
have a more narow and humanigic view of culture, while maes have a broader concept
including science. This deviation of gender is worth discussng in reaion to the dominance of

femaeteachersin schoal.

3. DISCUSSIONS

What do these two investigations give us of insight into teachers' understanding of culture?
In our discusson we have to keep in mind that the two investigations are carried through with

different kinds of samples and different methods within a span of ten years.

3.1 Whatisrevealed inthe cultural experiences from everyday life?
None of the teacher groups origin from high culture contexts. But they have different culturd

experiences. The teachers in the first investigation refer ther culturd experiences to ther
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homes. They confirm the specid culturd image of Tdemark, but do not concelve the culturd
experiences of their pupils today as a resource in the school’s task of transferring cultura
heritage. The urban teachers have no common territoria background and seem to be
unconscious about qudities in their earlier culturd experiences As a contrast the
homogeneous rural group has lots of experiences to embroider, and reveds pride and
satisfaction. These differences seem to refer to both red differences of experiences and
differences of interpretations. The rurd group seems to have culturd Standards related to
gudities in the specific folk culture of Telemark which got datus in the process of building a
new nation of Norway. There gill seems to exist a rest of this status of hegemony. The urban
group, however, does neither belong to this culture nor to a culture related to the Fine Arts.
Their experiences are conventiond and not worth mentioning. As a whole the responses in the
tota group may be interpreted according to a normative concept of culture with definite
standards.

The everyday experiences in the second investigation 10 years later are quite another. The
area is no longer the family, but the loca community. The reports are concentrated to leisure
time experiences being the same for the whole teacher group. Most of the teachers are
saisfied with their early experiences and dso find culturd qudities in their pupils everyday
life. The results indicate a more descriptive concept of culture.

The mogt interesing result comparing the two investigations is reveded in the teachers
evduations of the background of ther own and that of ther pupils. As the differences
correspond to differences in concept of culture, the results raise important questions as to

practical consegquences of teachers understanding of culture.

3.2 What is revealed in the experienced from teaching practise?
In the first investigation the substance of teaching in the three aesthetic subjects is part of a

common normative cultura heritage. The transferring process underlines the relation between
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individud and culture with focus upon a receptive process. In some examples the
phenomenon of heritage is explicit, dso with a more cregtive perspective.

The interviews reved traces of an inditutionad context both as regards curriculum and school
tradition, giving different opportunities to forma and informa influence in the three subjects
Both the individud profile of the teachers and ther different locdity are more visble in
music and at and craft than in literature. And while the rurd teachers seem to be reasoning
within a context of “Bildung’, the urban teachers express a more developmenta view of
teaching.

In the second investigation a more representative sample of teachers was expected to report
from dl school subjects. But the results reved that we dill get informaion manly from the
same subjects. Even if the questionnaire gives lesser ingght into the experiences of teaching
than the interviews, the results confirm the dominance of folk culture, locd topics and smple
clasdcd culture, a substance of the same character as in the firg investigation. The school
tradition seems to prevall in spite of different kinds of curriculums. However, the most
interesting results are related to the three parald questions aout whether the substance in
schoal is refearring to the “artefact culture’, the “life world culture’ of the pupils or “a suitable
mixture’. Ther support to the last category indicates their interest in the learning process
through ther adaptation to the life world of the pupils. Moreover they evauate a culturd
heritege both as a mediing place for mutuad communication and as a bads of further
development and credtivity.

The different methods in the two invedtigations cause problems of comparison. The man
tendency in the fird investigation is the focus of the teachers upon a heritage of “artefact
culture’, where the qudity of the atefacts is an underlying ground. The teachers want to
transfer to the pupils a normative heritage that is of higher vaue than the heritage from the

pupils “life world culture’. The other investigation widens the substance from this locd
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culture. The lesser normative view of culture is accompanied by a grester accept of the life
world culture in school. Thereby the processes of culture seem to be more dialectical and
lesser one—way directed.

Even if the teachers in both investigations have a rather liberd practice in reation to the
curriculum, this liberty is more vigble in the second invedigation because it makes a grester

contrast to the canon+inspired curriculum of L 97.

3.3. Understanding of concepts?
The teachers in the first investigation associate the concept of culturd heritage to a common

and normative “atefact-culture’ rdated to humanigic arees. The understanding of the term
aesthetic  drengthens the normative dimenson by its cdams of qudity. This normaive
perspective is intendfied as regards the reationship between culture and the individud.
Because the heritage of artefacts is a centrd frame of reference in the formation of the
individud (Bildung), it has to be of grest vaue. Even if the teachers in the rurd and urban
group have much the same understanding of concepts, the rurd teachers have a more
intensve and comprehensve interpretation related to the quality of the heritage because of its
rolein the formation of theindividua.

In these contexts terms as “treasure’, “fortune’, “roots’ and “experience’ are used to
legitimate the culturd heritager Because of the intended effects upon the individud
developing identity, belongingness and rdationships, the process of interndisation is crucid
to make the heritage vaid to the inheritors.

The understanding of concepts is not the same in the second investigation. The emphass of
the heritage of customs, traditions and folk culture are referring to experiences from daly life
confirming a profile of culture as “the whole way of life’. But as both the aesthetic area is in
focus and associations related to “attitudes, vaues and rdigion”, their concept dso has

normetive traits. The influence of normative standards is however reduced in rdation to the
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aeshetic dimenson, with their grester focus upon subjective aspects than upon qualities of
the work of artin se.

The teachers concept of cultura heritage has a normative dimenson in the firg investigation
and a more mixed one in the last one where a descriptive perspective seems most prevalen.
This result is accompanied by different arguments of legitimacy, where arguments related to
roots and relationship are frequent in the last invedtigation, arguments as regards qudity in the
fird invedtigetion. It looks as if a view of “Bildung’ refaring to a specid sdection of
substance is replaced by aview of belonging to agroup.

The main tendency in both investigations gives the culturd heritage a certain passve
character, where assmilation and reception are centrd terms. In the last investigation its role
in new cregtive satings is explicit. Neverthdess the term cultural heritage is not as active as
the term culture. The fundamenta view seems to be that the culturd heritage is a treasury that
has its mogt important role to develop a postive infrastructure related to roots, identity and

COMMOoN experiences.

3. 4 Conclusions
The results throw light upon both substance and processes of culture, but are manly

concentrated to the substance of culture The firgd invettigation reveds the teachers
norméative concept of culture related to something given the dtatus as “the bet”. This frame of
reference is used in dl contexts, dso confronted with their own life world experiences and
those of their pupils. In the second invedtigation the dominating view of culture is more an
anthropological one with descriptions of culture as “the whole way of life’. This view is most
visble in the responses related to everyday experiences of their own and those of their pupils
and in their interpretations of concepts.

As regards the processes of transference of a culturd heritage, it is important to kegp in mind

the necessity of building a bridge between an heir and his heritage. The dominating aspects in
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the reports are therefore processes of assmilation and preservation. It may dicit great effort
on the parts of the teachers to integrate such cultura experiences in the ndividud’s frame of
reference. In this connection it is possible to suggest a motive of exidentidity whenever the
assimilation process succeed . That means that even when teachers report of one-way
processes from the heritage to the individud, this may not be trandaied as a dHatic
“swalowing process’, but as an active one, which may continue in new ways. According to
the new curriculum in L 97 the culturd heritage is defined as a base for further creative work.
On the levd of society it is worth discussing whether the processes in school to a greater
extent may expand to a culturd leved, involving pupils in projects of culturd production
(Halvorsen 2001, chapter 5).

The results confirm the teachers' consistent view of culture in all three contextsin both of the
investigations. The most important result is the strong individual profile going through their
reponses. The teachers experiences of culture in leisure time, their choice of substance in
school and their verbdized conceptions have a unique character. Does that mean that a
teacher’s concept of culture is an important indicator of how teachers behave in relation to
pupils and colleges, how they evaluate themselves, and what sort of content they choose in
school subjects within a given range of choice? My research indicates such a rdationship. It is
my hope that this question can be followed up in further research both within and outside a
Norwegian frame of reference.

This condgtent understanding of culture may be interpreted as an indicator of vdidity and

reliability. But the consstency may aso be looked upon as a lack of sufficient flexibility. In

" The legitimating argumentsof roots, identity and relationships are referring to qualities that seem to fill agap
in society today.

40



my doctor dissertation the view of culturd heritage was invesigated aso among artists and
other central cultural actors, who reveded a more flexible and dStuated view of culture
depending upon the context. They aso used arguments of legitimating adapted to different
contexts (Havorsen 1997). | will argue for such a contextual concept of culture and of
cultural heritage also among teachers because:

Cultura heritage is both substance and process. It has normative and descriptive
threads, containing the best artefacts crested in the world as well as visble and invisble signs
of “the whole way of life’. The heritage is both outsde and within the individud. In a
pedagogica context this complexity is an argument for a flexible concept of culture, a
descriptive, anthropologica concept related to our experiences of the life world, and a more
normative perspective related to the world of artefects. It is as unfortunate to evauate the
pupils life world experiences with normative sandards as it is to avoid putting normative
dandards upon sdection of substance in an inditution of education. As a consequence the
different kinds of cultud heritage dso have to be associaied to different arguments of
legitimacy.

The different views of culture in the two invedigations may be due to different types of
questions, different samples, different periods of higory or an interaction of these variables.
As regards the types of questions, we know that the firgt investigation was concentrated upon
the term cultura heritage to a greater degree than the second one. The results from the second
invedtigation show such a dight tendency to look upon the term culturd heritege as more
normétive than the term culture, that it seems possible to exclude this factor.

As regards the difference of samples, we have to raise the question whether the normative
view of teachers in the first investigaion dso might have been found in a representative study
a that time. We can only guess such a concluson. The argument would be that a normative

concept of culture seemed to be usud a tha time among the ordinary man (Ek
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1988),(Thavenius 1999a,b), (Fink 1988). Nevertheless there seems to be specia causes for a
group of sdlected teachers within aesthetic areas in 1990 having a normative approach to
culture related to the dimenson of qudity. A pardld question in the second investigation will
focus upon whether apurposeful sample of teachers within aesthetic areas in 2000 is expected
to have a normative view of culture and culturd heritage. Because art today is lesser relaed to
dandards and norms than years before, the probability diminish that teachers in these areas
will have more normative views than ordinary teachers.

Even if it is not possble to excdude that the different views of culture in the two groups may
be explained as a consequence of a more dlitist group contrasting a more representative one,
in my opinion the most probable explanation is based upon a general trend in society. During
the actua space of 10 years the concept of culture has been widened in society and a more
descriptive anthropologica view has been usud. Moreover the development has continued to
diminish the influence of home and family in favour of contemporaies and a more
inditutionalised society. The expanson of the locdly gructured leisure time is an underlining
of this trend. It is aso associated to the development of cultural democracy. The differences in
the two invedtigations follow this trend of the time, both as regards the type of experiences
that are reported, the context of socidisation, and the more accepting and descriptive profile
of culture.

This interpretation does not take into account a possible effect of school documents and plans,
because it is not possble to find explicit normative traces from L97 in the conceptions of the
teachers view of culture in 2000. This result is an enormous chalenge to the implementation
of reformsin school.

Both the investigations of teachers conceptions of culture in Telemark may be treated as a
kind of ethnogrephic research where it may be possble to trandate results to other relevant

stings. Schofidd uses the terms “fittingness’, “comparability” and "trandatability” to direct
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the attention to possbilities of comparisons (Schofidld ~ 1990: 206-209). Therefore it has

been necessary to give ingght into the samples used in both of the investigetions.
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