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Abstract 

 

Title: Trust the process, surrender the outcome. Diversity and education. 

 

This thesis explores how diverse groups in education can be beneficial for learning, and how 

it can inform the development of pedagogical methods for citizens today. It looks into how 

arts can contribute to creating teaching methods that can accommodate general differences in 

communication and learning styles, and neurodiverse groups. The lack of education for 

citizens with development disabilities is in breach with the CRPD. The practice of placing 

pupils that do not comply with the standards of today’s schooling system is in breach with 

The Education Act (Opplæringsloven). By virtue of action research, methods and teaching 

styles have been researched in a diverse group. The thesis aims to shed light on how 

perspectives from arts and a concept of diversity and facilitation can re-negotiate the 

epistemological premises of modern education, in order to engage a paradigm shift that 

facilitates the development of an educational system that can comply with visions about a 

non-discriminating society, based on an expanded and deepened understanding of 

fundamental principles in Waldorf education. The research explorers teaching methods and 

approaches that can be relevant both in higher education and in Waldorf schools.     

 

 

 

 

 

 

Keywords: diversity, education, arts, Waldorf education, facilitation 
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the wisdom to trust that humanity must find its way. I am thankful to those who have found 

inspiration in these perspectives and enabled them to manifest in a manifold of ways in the 

world. I find great joy in the daily quest of trying to understand what it means to be a human 

being and exploring the mystery of life through new thoughts and perspectives. In this project 

I have become acquainted with a world of new theories, practices, and visions. I feel deeply 

inspired to contribute in creating new practices and new perspectives, and I hope that some of 

the work I have done so far can be of value to the realm of pedagogy.  

In this project I have enjoyed the support of Julia Wolfson, who has been my external mentor. 

Julia has generously shared of her experience, intuition, and love for process work. She has 
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positive, open-minded, and effective counselor during the project. Your prompt advice and 

assistance has been uplifting and encouraging.  

It has been exciting to share this journey with my dear Hedvig. From start to finish.   
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1.  Introduction 

1.1 Introductiary reflections 

As educators we often ask ourselves what is wrong with education. We discuss thoroughly 

what schools, parents, children, and ourselves can do better. There is little doubt that we hold 

ourselves to a high standard, and we put much hard work, love, and energy into performing in 

accordance with it. When I experience life within schools and education, a question keeps 

coming to me: Who’s purpose are we serving right now? Often times the answer seems to be; 

not ours.  

Within the community of Waldorf schools, I often hear that the kids of today are different. 

Within the community of higher education, I often hear that the students of today are 

different. In general, the conversations tend to move in a direction of criticizing the people we 

have at hand, including ourselves. There seems to be certain distrust in ourselves. Based on 

the way we speak. Today’s children cannot play, the pupils cannot learn, the students cannot 

study, and the teachers cannot teach — not like they used to. In short, there is a sense that we 

are not who we ought to be. There seems to be an intangible sense of inadequacy, a feeling 

that ideally, we should have been someone else.  

This is a very interesting dynamic in a pedagogical context, and especially in Waldorf 

education, where the pedagogical intention is not to generate a predetermined result, but to 

facilitate growth based on individual abilities and talents. It is interesting because it is in fact a 

counter intuitive and somewhat unreasonable approach, merely resisting to accept what is. 

Learning from thinkers such as Eckart Tolle (2005), you cannot change anything before you 

accept it as it is. On the other hand, teachers in schools and higher education are confronted 

with a societal shift that leads to new challenges both within the collegial groups and in the 

classes. In recent years there has been a surge in socio-psychological difficulties among 

children, gradually coming to more severe expressions. In addition to learning difficulties, an 

increasing tendency is that pupils merely refrain from coming to school (FHI, 2018; 

Brochmann & Madsen, 2022; Eide, 2022). My contention is that a change can be both 

necessary and healing for all if it starts with who we are. By that I am not referring to helping 

some pupils or students that have fallen behind in catching up. Furthermore, neither reacting 

to any given difficult situation within a school. I am concerned with how current ways of 

organizing schools, teacher training and social pedagogical institutions need new impulses, 
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that are relieved of instrumental implications and are based on a trust in the value of the 

activities and participants in themselves. 

Our time asks for teachers and teacher trainers to teach in more transformative and co-

creational ways, and on a deeper level de-instrumentalize the general mindset in educational 

institutions. Further, I hope that this leads to an everyday life with a strengthened lust to hear 

all voices, and a confirmation that this is an unavoidable step towards a more healing society. 

In my opinion we are trying to solve challenging situations with complicated answers when 

what we need is to simplify. The challenges are asking us to simplify our lives, simplify the 

methods, the timetables, and the curriculums. On the other hand, we need to deepen our 

understanding, work with principal questions, intuitive perspectives, and social aspects of our 

being. In short to simplify our framework and strengthen our conscience.  

1.2 Conformity or diversity  

Traditionally we separate ourselves from people who differ from us, and this is also done 

structurally within all kinds of education (Lamont & Molnár, 2002). We have a language 

through which we can express our voice, and we have ways of understanding levels of 

awareness that are like our own. One could assume that humans prefer what they understand 

and can relate to, and hence they seek towards environments where they are not exposed to 

what they do not understand. How can we develop languages and understanding for other 

voices, and what will we learn about ourselves in the process? We have many dimensions 

within ourselves that are yet to be discovered, because we lack a way of understanding and 

expressing them. In this perspective, learning about others is learning about ourselves. 

Traditional ways of teaching, especially in higher education discriminate against ways of 

communicating that are not based on verbal and written skills. There are no courses for 

neurodiverse people in higher education in Norway, and people with intellectual disabilities 

are not reckoned with and effectively discriminated against (Langøren, 2020). This is in 

breach with the Convention on the Rights of Persons with Disabilities (CRPD) which 

explicitly states that people with disabilities have the right to education “without 

discrimination and on the basis of equal opportunity” (United Nations, 2006). Effectively 

pupils with developmental disabilities do not have access to higher education or schooling 

beyond upper secondary school (NOU 2016: 17). Why are we not providing for our brothers 

and sisters in humanity with educational opportunities? People with different abilities have 

the same fundamental rights to discover themselves and to “the full development of human 
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potential and sense of dignity and self-worth” (UN, 2006). The first classes in the inaugural 

Waldorf school of 1919 were completely mixed and when Steiner created a class for children 

with special needs, the intention was for them to return to the main class (Edlund, 2008). 

Today, pupils who do not follow the expected progression receive special education in and 

outside the classroom. Assistants without pedagogical education provide for most of this 

education, where pupils receive 2,5 hours with an assistant per every 1 hour with a trained 

teacher. The proportion of pupils receiving special education rises from 3% in 1st grade to 

10% in the 10th grade, resulting in an average of 8% in primary and secondary school. Around 

half of these pupils receive their education outside the classroom (Udir, 2021). This leads to a 

question of who today’s schools are for.   

1.3 The future of Waldorf education 

The core of this thesis is an action research project, where the focus lies on innovation of 

methods in education for Waldorf pedagogues and pupils. Through the research I investigated 

how concepts of diversity, the role of arts and facilitation can inform the development of new 

methods in diverse groups. I have focused on people within Waldorf education, not just 

teachers and students, but pupils and receivers of curative education. The relation between 

theory of teaching and practice of teaching has been a point of emphasis. A working 

hypothesis has been that there is a substantial amount of untapped potential in how the 

training of pedagogues is conducted today. Considering the recent development within 

Waldorf schools, where a stronger focus on quantifiable learning outcomes has been 

implemented in the curriculum (Stabel, 2016), one could argue that it is critical that Waldorf 

education is transformed, predominantly regarding methods, but also on an ideological level. 

Waldorf education is based on the perspectives and teachings of Rudolf Steiner, who was 

explicit about how education must be transformed, and that education must become 

transformative (Steiner, 1997). This thesis finds itself in an intersection amongst several 

interrelated factors; the development of Waldorf pedagogy, societal challenges, and the need 

to develop an educational system that is accessible and meaningful to all citizens. 

These factors constitute an ever-changing landscape and implies that a different approach in 

the training of pedagogues is required. In this regard, Steiner’s motto of the social ethic is 

descriptive of how education can be moved in a constructive and inclusive direction. In the 

motto Steiner points out that the wellbeing of all presupposes that all individuals have a place 

in the community, and that the two (individual and community) are intrinsically connected 
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(Steiner, 2004). This brings about the question as to how one can develop methods that 

empower students to develop their own methods adequate to the situations they find 

themselves in. These methods might prove adequate by facilitating processes where people 

can show and give their talents and teaching to everybody else and become agents of their 

own life. 

In a context of Waldorf education, this point of view was explicitly formulated by Steiner, 

who stated that the goal of Waldorf education is to reveal new methods of teaching (Steiner, 

1997). Waldorf education emphasizes the development of the ability to think, rather than the 

content of the thoughts. In short one could say it is not about what to think, but how to think 

(Steiner, 1997). This approach has the potential to empower pupils to take charge in their own 

lives, being supported by their cultivated ability to act and think, regardless of what the 

subject or context might be. Has Waldorf pedagogy become a methodical schooling system? 

And is it possible to constitute an impulse for the empowering of free individuals within a 

methodical framework? The challenging dynamic between pedagogy and methodology 

appears to be just as present in higher education as it is in schools. The dynamic is important 

to take notice of because education of Waldorf teachers will directly affect the education of 

pupils in Waldorf schools.  

In Norway, there has been a significant development mainly driven by a political agenda 

throughout the last 30 years. This development was characterized by educational reforms 

emphasizing measurable outcomes, higher academic achievements and greater involvement 

and control by the state (Stabel, 2016). The increasing focus on measurable outcomes of 

education was something Steiner was concerned with and described as a materialistic way of 

thinking that penetrated the children’s bodies and caused insomnia (Steiner, 1997). There is an 

ongoing debate about the consequences of these policies (Bornemark, 2018), but the general 

development seems to proceed in the same direction. This is critical for both schools and 

higher education because the students in teacher training are prone to reproduce the education 

that they are subjected to. I suspect that to meet the expectations and demands of national 

policy, pedagogues are predominantly methodically trained, which can lead to a lack of 

pedagogical experience. The distinction is subtle, but critical, because the first can more 

easily be formulated and reproduced, the latter must be expressed differently depending on 

context, person, and time. The first derives from a general idea about pedagogy as a provider 

of quantifiable materialized outcome and fixed teaching styles, the latter is a matter of 

principles, which manifestation depends on a trained ability to see the pupil and oneself, to 
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understand the situation and to create adequate methods based on it. Stabel says that if the 

subjects are to become a “transformative tool” for the pupils, then the teacher can never rest 

in an established style of teaching. Continuously it will be necessary to find new ways of 

teaching, new ways of conveying subject matters and new ways of processing the content for 

the student. Freedom for student and teacher is a presupposition in this work (Stabel, 2011). 

1.4 Brief overview of the research 

In line with the above-mentioned focus on the intrinsic relation between theory and practice, I 

have emphasized that my thesis stays close to the field of practice. The study consists of 

theory and literature from several fields that can be related to education in a new way. This 

part of the study presents and demonstrates historical and current factors that have led to the 

challenges presented above, and presents new impulses, theories, and practices that can help 

to address these challenges. By virtue of an action research project, I have explored some of 

these challenges and possible solutions in a social pedagogical seminar. For the moment I am 

the course leader in social pedagogy at the Rudolf Steiner University College in Oslo, 

Norway. This course is a bachelor's degree for people who work within the social pedagogical 

field, including schools, social initiatives such as Camphill, curative education and other 

caregiving institutions. I have tried to explore how methods at the University College can 

become more empowering for each student and transform and strengthen the course as a 

social pedagogical impulse. This led me to a three folded research question. 

1.4.1 Research questions 

• What benefits are there to diverse groups in education?  

• How can arts inspire the development of new forms of education fruitful for all kinds 

of personal abilities? 

• How can diversity and arts inform a facilitation style that makes higher education 

relevant and transformative for learners with diverse learning and communication 

styles? 

1.5 Thesis justification, method, and structure  

The thesis is justified by how the current educational system fails to comply with both CRPD 

and the Norwegian Education Act (Opplæringsloven). People with learning differences and 

intellectual disabilities are not provided with educational opportunities after finishing high 
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school. A substantial number of pupils are victims of a school system where they live with a 

continuous experience of failure, as they are asked to perform tasks and comply with 

expectations that exceed their abilities. Both pupils, teachers and potential students need an 

educational system that develop and welcome new teaching methods that emerge from a 

renegotiated view on knowledge. Teachers and students must be cultivated to create and 

perform a transformative pedagogy that leads to teaching methods accessible and constructive 

for all members of society.  

The method of the thesis is an action research project combined with literature studies, 

constituting a basic qualitative study. Empiric data will be collected from literature studies 

and action research, where methods of participant observation, interviews, field notes and 

participants drawings will be analyzed. The study utilizes an abductive method, where theory 

from the field sheds light on empiric data, and concepts extracted from the data makes new 

contributions to the understanding of already existing concepts and theories.  

The first chapter gives insight in the background for the study, on a personal, pedagogical, 

and societal level. In the following subchapter a brief description of the action research 

project is given. This is done to make the reading of chapters 2 and 3 more fruitful. Lastly, as 

a part of the introduction I will give a presentation of the historical development of education. 

Chapter 2 contains the literature review, followed by a presentation of the conceptual 

framework. In chapter 3 I will present the research methodology, including methods for 

collecting and analyzing data, ethical considerations, and evaluation of the quality of the 

study. In chapter 4 I will present findings from the action research. Chapter 5 contains a 

discussion where I discuss the findings considering the literature review and newly emerged 

concepts. In chapter 6 final conclusions will be presented, in addition to implications for 

future studies.  

1.6 Creating a social pedagogical seminar 

The initial idea about a social pedagogical seminar came to me when I was teaching students 

at the University College. During lectures I kept hearing myself and others referring to groups 

of people who were not present. They would often be referred to as the individuals “we are 

working with”, the “people in need of care”, “inhabitants”, “pupils”, “clients”, or merely by 

naming a diagnosis, like “people with Asperger’s syndrome”. Regardless of how legitimate 

the mentioning was, and how respectfully I was shaping my formulations when teaching, it 
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still gave me a feeling of placing issues and problems outside ourselves, outside the group, 

outside the room. I also became aware of how this potentially was creating and legitimizing 

an objectifying way of thinking of the individuals in question. It did not feel right, and I 

started wondering what this way of teaching enabled the students to do, both in terms of 

taking actions and general attitudes. I mentioned my concerns to mentor Julia Wolfson, and 

she burst out with the idea “Why don’t you arrange a module for everyone, where the students 

bring someone they work with in their daily life?” I intuitively knew it was a great idea, but 

not something I could execute immediately within the frames of the course. When my 

master’s project was approaching, I knew that this was the right occasion to try out something 

new. I wanted to explore the processual teaching style I had developed with the pupils in my 

former school. I was curious to see how this worked with an even more diverse group of 

participants. The idea frightened me because I had never done it outside the school before but 

I believed that if I could succeed at teaching all these different individuals at the same time, 

something new would manifest itself.  

It was essential to find a place where the participants could stay during the seminar. I asked 

Vidaråsen Camphill to host a four day social pedagogical seminar there. Invitations 

(attachment 1) were sent out to all Waldorf schools and social therapeutic communities in 

Norway. I arranged digital informational meetings where I presented the project and people 

could ask questions. The immediate reaction from people was that an event where all 

“parties” were invited was uncommon, but long awaited. After having had around 35 people 

sign up, which was too many in my eyes, the date of the seminar was approaching, and we 

ended up with 23 participants. The group consisted of the following: Three colleagues from 

the curative high school in Bergen where I worked, two pupils from the same high school, 

two pupils from a curative Waldorf high school in North-Eastern Norway, their teacher who 

was also a student at the bachelor’s course in social pedagogy, two teachers from a Waldorf 

school, two co-workers from Vidaråsen and four inhabitants from Vidaråsen in their 20s and 

early 30s. The age span in the group was from 19 to 70 years.  

1.7 To plan or not to plan 

In advance of the seminar, I spent much energy on the difference between planning and 

preparing. I was anxious about what I had set in motion, and especially nervous about how 

the participants would react to what we were going to do. I was continuously going back and 

forth between a need to create a much clearer schedule and the wish to be able to facilitate an 
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open process based on the participants and their abilities. I was continuously tempted to create 

a timetable where the four seminar days were separated into different sessions like singing, 

eurythmy, arts, social games, etc. The approach seemed safe, but it was not what I envisioned. 

I wanted to challenge myself in facilitating an open process the way I had done many times 

before as a teacher. I hoped that the ability and courage to facilitate an open process was 

something that could be a genuine, and new contribution to the world. The risk of doing 

something like that in this context seemed higher to me, and I kept imagining myself on the 

open floor with the group without a clear idea of where we were going. It terrified me. I kept 

negotiating with myself, going back and forth between feeling ready to take the leap and not 

ready at all. I created a schedule (attachment 2) that constituted a daily rhythm, to help 

participants be at ease with the seminar, especially in advance. I had asked two colleagues 

two contribute with one session each every day, where Gudrun Sanden had eurythmy and 

Karina Skilbrei had arts. I created one session called fellesskaping (which means co-creation 

and is also a wordplay on community) and this was where I did not have a plan for what we 

were going to do. My vision was to create something together that we could present to the 

village on the last day of the seminar.  

1.8 The seminar — Putting words into action 

1.8.1 Day 1 of the seminar 

We met on the first Monday of November on a cloudy morning at Vidaråsen. We started our 

first session together where I led the participants through breathing exercises, singing and 

games. It felt good to finally be underway! I was also very pleased to be reminded how 

wonderful colleagues I had asked to help me and got to be merely a participant in their 

sessions. The quality of their contributions was something I could only have dreamed of, as it 

was realizing itself right in front of my eyes. That afternoon when we were having supper, I 

was touched by seeing the group come together. We were people from the whole of southern 

Norway, and many of us had never met before. Our first day together was completed, and 

people were chatting and eating. I could feel the warmth in the room. In the evening I had put 

something named “open mic night” in the schedule. This idea derived from my experience 

with pupils from my old school, who could struggle with taking social initiatives. It would be 

many hours for them to fill if nothing was organized after supper. So, I created an informal 

meeting point where people were encouraged to share something with the group, for example 

to sing a song or recite a poem. On this first night people were a bit shy, but we had a nice 
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time drinking tea and having some snacks. I was quite hectic within myself, feeling that I had 

to “carry” the social load. But I felt that the group was starting to warm up and I left that night 

with a good feeling. 

There were not enough rooms for me to stay at Vidaråsen, and since I lived a 30 minutes’ 

drive away, I stayed at my house. Driving home in the evening, I finally felt completely calm 

and confident. I had seen the group, I loved its diversity, I had gotten a feeling of how they 

responded to the seminar. I could let worries go and inspiration come. While driving I was 

thinking back at a mentoring session I had with my mentor Julia. I was anxious that I was not 

a good enough listener, that I would not be able to create enough warmth in the seminar. In 

the session she guided me through a journey in my mind. During this journey I realized that 

my task was not to create warmth. Warmth was something that emerged if individuals came 

together and collaborated. My task was to give light and power, which to me meant clarity (of 

thought) and the courage and ability to mobilize so that the seminar could take place. The 

warmth would come from the people who had gathered if I facilitated their meeting. After that 

first day I had gotten the confirmation I needed.  

1.8.2 Day 2 of the seminar 

The next day I was completely relaxed and happy, which allowed me to be a better version of 

myself when teaching. I could let inspiration come to me during the day, and act on it together 

with the group. This resulted in us creating several interesting pieces of social art. In the 

evening we were invited to listen to a concert, and this was very inspiring to me. During the 

concert I knew that I had to compose music for the project, and afterwards I did.  

1.8.3 Day 3 of the seminar 

On the third day the participants had gotten warm and comfortable with each other, and I 

enjoyed seeing how new relations emerged. People were joking and talking enthusiastically 

about different subjects, and I felt grateful to be a part of such an atmosphere. In the co-

creation session, they had now experienced my style of teaching, and they were taking more 

and more ownership in creating something that we could present to the village. The co-

creation work was expanding into the other sessions and that day we worked with parts of it 

in the eurythmy session and morning session too. It felt right, it felt organic and processual, 

and I felt that I had managed to create something open where everyone had an invaluable 

space and role.  
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That evening we had our last open mic, and it was a truly magnificent experience. The group 

now felt as if it was welded together, and many new bonds, humor and relations were filling 

the room. I was especially touched by observing how the young participants who were pupils 

and inhabitants in their everyday life had befriended each other. They were playing a board 

game, laughing, and were completely enthralled by each other. On the open mic everyone 

contributed. One after the other seized the moment and shared something with the group, 

coming forward as themselves. There were many beautiful moments that night, and all voices 

were heard. When the last person was singing to us, a Capella, I cried tears of happiness, as 

did many of us.  

1.8.4 Day 4 of the seminar 

The last day was upon us, and the energy was a bit nervous. The night before I felt that what 

we prepared was too serious. During the week we had played social games, games with our 

bodies and clapping games, and smiles and laughter were never far behind. I wanted us to 

show that part of ourselves too. Together with the group I decided to implement this element. 

We went through the morning session and the arts session as usual. This concluded a 

marvelous part of the seminar, because throughout the week we had worked in two groups 

with a common painting (figures 7 and 8). Each group was given a sentence from a poem that 

Karina recited to us, and we did not know which sentence of the other group. We were to 

paint a painting together inspired by the sentence we were given. This was something we 

worked with throughout the week. And on this last day we got to see the other group’s 

painting and try to guess what their sentence was.  

In the afternoon we presented our performance to the people from the village. It went well, 

and afterwards the we could exhale and congratulate each other. We concluded the seminar 

with a session where everyone was asked the following question: What have you gained and 

what have you given? Before I was to say some final words, I knew that that thing I was 

dreaming about had happened. It had happened, and I knew that everyone in the room could 

feel it. The participants were grateful and happy, and expressed that they felt enriched and 

fortunate to have been a part of this. They could not really understand how it had happened, 

but they were amazed by what we had managed to create together.  

I have now given some insight in how the action research part of the study came about and 

unfolded. Moving on from the seminar, I will now turn to the historical dimensions of the 

thesis. 
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1.9 Understanding education — historical dimensions 

During this project I have come to realize how important a historical consciousness is when 

trying to understand the educational system of today. The limits of the thesis do not allow 

thorough presentation, but some key perspectives have been selected.  

1.9.1 Antiquity  

The roots of our current educational system can be traced back to ancient Greek society. As 

early as 2500 years ago Plato presented ideas about education that capture the same tensions 

that we are discussing today (Ringborg, 2007). In the Socratic dialogues of The Republic 

Plato describes that “for while bodily labours performed under constraints do not harm the 

body, nothing that is learned under compulsion stays with the mind. ‘True’ he said. ‘Do not, 

then, my friend, keep children to their studies by compulsion but by play’” (Plato Rep. 7, p. 

536-537). In the classical era, the Greeks developed ideas about an educational institution 

called paideia, which largely has become what we now understand as Bildung. The Greek 

education, paideia, however, was not for all citizens. It was realized within the confines of the 

gates of the polis, where women, children or slaves were not allowed (Løvlie & Steinsholt, 

2007).  

1.9.2 The concept of Bildung 

The ideas that would become what we now know as Bildung were passed on and evolved 

through Roman culture, humanism, and the Enlightenment in the 18th century. The term 

Bildung came into use when protestant Pietists explored it as personal religious, spiritual, and 

moral growth in the image (German: Bild) of Christ” (Andersen, 2020, p. 8). The concept was 

further developed and explored as a secular phenomenon in the late 18th century. This was 

done by philosophers such as Friedrich Schiller, Johann Gottfried Herder, and Wilhelm von 

Humboldt, who related Bildung to emotional, intellectual, and moral development. Bildung 

also constituted parts of the foundation of the philosophical movement later known as 

German idealism, which has been essential in the development of western philosophy.  

1.9.3 Locke and Rousseau as the architects of secular pedagogy 

In the Middle Ages, schools were mostly associated with apprenticeship and learning of 

specified trades. This was before the invention of printing, and reading was therefore not a 

pressing issue for common people. In the 17th century John Locke (1632-1704) introduced a 

new understanding of the child. He published a short treatise on education, called Some 
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Thoughts Concerning Education in 1689 (Steinsholt, 2007). Here Locke introduced a 

completely new way of seeing the child as distinctively different from the adult. He described 

the child as a true empiricist and a different kind of learner. Locke is known for describing 

children as blank slates, or tabulae rasae, meaning that they have an ideal outset for 

empiricism. Children are masters at trial and error, and they learn by discovery, by seeking 

evidence. Locke’s thoughts on education were also radical in the sense that they were based 

on an understanding of how children learn. Another contribution was the notion that 

upbringing was severely decisive in the individual’s development (Steinsholt, 2007). His 

views on education did not only entail perspectives on children’s development, but also 

political and societal views. He is regarded as the first progressive educator, not only because 

of his views of the child, but because he contributed to the development of an open, liberal 

polity, advocating a fair, open-minded system that welcomed citizens who think for 

themselves (Thomas, 2013).  

Jean Jacques Rousseau (1712-1778) published the book Emile, or On Education in 1762, 

where he went into the conflict zone between formal and progressive education. Through five 

shorter books the reader follows Rousseau's pedagogical reflections and the boy Emile’s 

educational path and development from his early years until he leaves his master to start a 

family of his own (Oettingen, 2007). The book was an instant success and was later banned in 

Paris. He argued that anything outside the world of the children would be meaningless to 

them. These ideas became foundational for progressive thinking, where the child was viewed 

as different from the adult “as open-minded: an eager, ready learner. Children learn from 

experience, he observed, not from being force-fed facts” (Thomas, 2013, p. 19). But 

Rousseau’s perspectives were not unambiguous, and his approach led to several paradoxes 

that are known from contemporary discussions. One of them being: If man is only free when 

he himself acknowledges and understands his freedom, how can one raise someone else to 

their freedom? (Oettingen, 2007) For Rousseau paradoxes like this were not a reason to 

abandon ideas about upbringing, but simply constituted its foundation. The views of Locke 

and Rousseau were in line with a new empirical take on philosophy—that of the 

Enlightenment. Even though their thoughts had limited impact on how schools were shaped in 

their present time, they had sparked new ways of thinking about education. They became the 

grand architects of the modern, secular pedagogy, one with his views on the upbringing of the 

English gentleman and the other by anchoring upbringing in human nature, instead of church 
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and culture. Entering modern ages, pedagogy had two essential contentions: the idea of 

human equality and the state being responsible for schooling (Løvlie & Steinsholt, 2007).  

1.9.4 The practitioners Pestalozzi, Fröbel, Montessori 

The Swiss pedagogue Johann Heinrich Pestalozzi (1746-1827) was an admirer of Rousseau 

and incorporated his perspectives combined with the ideas of Aristotle, among others. He is 

one of the earliest educators that wished to develop a scientific pedagogy based on 

psychological principles (Steinsholt, 2007). Even though Switzerland was a nation closely 

connected to Rousseau’s pedagogical philosophy at the time, learning was still regarded as 

mechanical memorization, and the child’s duty was to learn (Steinsholt, 2007). Pestalozzi 

opened his own schools and presented his pedagogical ideas in a book titled How Gertrude 

Teaches her Children (1820). Friedrich Froebel was a student of Pestalozzi, and started what 

we now know as kindergartens, meaning the children’s garden. In his publication Die 

Menschenerziehung (1826) the importance of practical, creative activity and playing was 

emphasized. He described how education is a cultivation of the already existing talents of the 

child (Thomas, 2013).  

The Italian doctor Maria Montessori (1870-1952) developed her ideas in the early 20th 

century when working and researching in a psychiatric ward where mentally disabled children 

were kept completely unstimulated (Signert, 2007). She observed how well they responded to 

a modified style of teaching and discovered that they were able to learn to read and write. She 

became an advocate for women’s rights and education for children with diverging abilities. 

She started her own education with the opening of Casa dei Bambini in Rome in 1906. It was 

a success and her pedagogical ideas started to spread. Observation was a key element for 

Montesorri, something she had learned from her medical practice and anthropology studies 

(Signert, 2007). She emphasized that teachers must learn to observe what the child wants. 

This ability had to be trained through observation. Only by seeing how the child interacted 

with its surroundings, could the teacher know what it wanted to learn and develop the right 

task (Signert, 2007). She developed her own teaching style and contents, where practical tasks 

were at the core of the education. Her engagement was that of children’s rights and wellbeing, 

and she was convinced that education was the key to a more peaceful world.   
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1.9.5 Nietzsche, Steiner, and the concept of freedom 

As the ideas about how humans could be brought up, taught or developed expanded and was 

more explicitly developed and formulated, a dilemma emerged. Who decides what should be 

the goal of the upbringing, teaching, or development? In other words, what is to be prioritized 

in the negotiation between the needs of the individual and the society. This relationship was 

sternly brought to attention by Friedrich Nietzsche (1844-1900). He addressed this theme in 

his Gedanken über die Zukunft unserer Bildungsanstalten (1872). He meant that the German 

state had created educational institutions and teachers that were not fitted to promote the 

individual’s true Bildung (Dobson, 2007). According to Nietzsche this kind of Bildung 

promotes a suppression of the true education of individuals who show a sign of talent 

(Dobson, 2007). 

Rudolf Steiner (1861-1925) was an Austrian philosopher, social reformer and esotericist. 

Steiner was very much inspired by Nietzsche concepts of freedom and developed them further 

in publications such as The Philosophy of Freedom. The ideas about the individual’s freedom 

were also essential when Steiner founded the first Waldorf school in 1919. The school was 

initiated by factory owner Emil Holt, who had asked Steiner to provide an education for the 

children of the factory workers at the Waldorf-Astoria Cigarette Factory (Steinnes, 2007). 

Steiner subsequently developed a teacher training course and developed his pedagogical ideas 

through a vast number of lectures, books, and courses. His ideas were in line with several 

other reform pedagogues at the time, as he emphasized a holistic education that also took 

spiritual knowledge about human development into consideration. On the other hand, Waldorf 

pedagogy is not easily placed within the Enlightenment project. It places a stronger emphasis 

on the individual, and Steiner also advocated the separation of cultural and spiritual life from 

that of state and government. This was to ensure the freedom of culture and spiritual life. 

Steiner regarded schools as a part of the cultural sphere. Hence, the pedagogical content 

should not be prescribed by the government more than the theater's repertoire (Steinnes, 

2007). The classes were mixed gender wise and children from all social layers were welcome. 

Steiner died six years after the first school was founded, but the ideas spread and today there 

are over 1000 Waldorf schools in the world.  

1.9.6 Dewey, Piaget, and Vygotsky 

In the 20th Century a professor from Michigan by the name of John Dewey (1859-1952) 

became a profiled voice within education. He built on several of the ideas of John Locke and 
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founded his Laboratory School in 1896. It was the publications that he put forward around 

1900 that initiated the progressive tradition that many associate with Dewey (Englund, 2007). 

Just like Locke, Dewey was very outspoken about the unique qualities of childhood. The 

child was an instinctive scientist, due to its fertile imagination, curiosity, and love for 

experimental inquiry (Thomas, 2013). He criticized the schooling system for concentrating on 

conveying information to pupils at the expense of knowledge. Dewey was concerned with the 

relationship between education and democracy and advocated an “open society where people 

related on equal terms and all benefited from the work that they devoted to society” (Thomas, 

2013, p. 49). His most prominent pedagogical idea was that of the students’ hands-on 

engagement. He is known for coining the slogan learning by doing, which is a 

misinterpretation of Dewey’s original expression “learn to do by knowing and know by 

doing” (Englund, 2007, p. 382). The progressive movement grew strong in the early 20th 

century, and he is reckoned as one of the 20th century’s most influential pedagogical thinkers 

(Englund, 2007). 

Halfway through the century several important ideas were developed by psychologists Jean 

Piaget (1896-1980) and Lev Vygotsky (1896-1934). Neither attempted to implement the ideas 

into practice, but their discoveries have become leading in pedagogical theory in the second 

half of the 20th century. After WW2 philosophers such as Lévinas, Arendt, Freire, Foucault, 

and Derrida have received widespread acknowledgement (Steinsholt, 2007), but at the same 

time it is challenging to find their ideas materialized in any school system. This is where 

Montessori and Steiner separate themselves from the rest, by virtue of the schools that have 

been offering an education based on their ideas throughout a century.  

This concludes the historical presentation. The history of education is one of polarities and 

tensions. On this spectrum, life and practices of the real world have found themselves (Løvlie 

& Steinsholt, 2007). The outer positions of this spectrum can be described as the formal and 

the progressive stance, where questions about the individual as goal or means, development 

from within or formation from without, and freedom versus structure are some key points of 

discussion.  

1.9.7 Education and school in light of history 

To finalize the introduction chapter, I will look closer at two concepts: education and school. 

Etymologically education derives from the latin word educere which can be translated to 

“bringing out”. The word school originated from the Greek word schole, which meant leisure 
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or free time (Thomas, 2013), as intermission or break from the labor of everyday life. So how 

has school and education transformed from a place of free time for individual development, to 

the educational system of today? According to Biesta the “foundations of modern educational 

theory and practice were laid when the tradition of Bildung became intertwined with the 

Enlightenment” (Biesta, 2006, p. 3). Here the production of the rational autonomous person 

became the goal of education, and the role of the educator was that of a midwife who released 

the rational potential of the person (Biesta, 2006). The arrival of Enlightenment is essential to 

this because the era and its ideas are the origin of rationality as an ideal. Through this 

development, Bildung became one of the main suppliers of premises for education. The 

educated human being was one who “had acquired a clearly defined set of knowledge and 

values” (Biesta, 2006, p. 3). In this chapter I have demonstrated that some tensions have been 

present for as long as man has been concerned with education. Thomas (2013) touches upon 

this tension, and points out that schools and education are not necessarily the same thing and 

asks: “How did we get to a point where many of the finest minds (along with even more not-

so-fine minds) resent the time they spent at school? How did we arrive at a position where 

education and schooling are, for many, so far apart?” (Thomas, 2013, p. 2). This makes up 

one of the underlying questions in this thesis.  

1.10 Summing up the introduction 

In this chapter I have introduced the background for this thesis on a personal, pedagogical, 

and societal level. I have attempted to convey the somewhat complex dynamic that has fueled 

my motivation for this project. This dynamic has been described by bring forth the questions 

that I have grappled with, both before and during this thesis. Why is it difficult for many 

pupils to participate in everyday school life and what can we learn from this? Why are there 

no options within higher education for people with learning differences, and what does this 

tell us? How can we understand the relationship between methods and pedagogy education in 

general, and specifically within Waldorf schools? Can a methods-based education become an 

obstacle in a freedom-oriented Waldorf pedagogy? I have presented the action research 

project, which has been an attempt to address some of these issues on a micro-level. These 

questions have fueled an interest in education on a societal and structural level. Who is 

education for, and what is the purpose of it? Reflections around this, led me to the history of 

education, in search for answers. In the following chapter, I will build on the historical 

dimensions and to see if light can be shed on the current situation. 
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2.  Literature review 

The literature review will present a selection of relevant theories and perspectives related to 

pedagogy, education, epistemology, facilitation, role theory and social art. In this chapter I 

will start out with a presentation of some current perspectives and challenges regarding 

education. This part builds on the chapter about historical dimensions and serves as a general 

frame for the concepts and theories that follows.  

2.1 Delimitations  

The literature review could have contained more concepts from several fields, but limitations 

were due. It is worth mentioning that a literature review in this context could have contained 

more concrete educational theory. There is a great deal of educational research taking place 

within the field of humanities today, and especially research on the relation between learning 

and teaching and inclusive education could have been comprised. This is something I have 

not prioritized, because I have wished to take the opportunity to find impulses that have put 

ideas that resonate with my ambitions into action, and I have moved outside the realm of 

education to find them. Hence, several of the theories presented have not emerged from 

educational practice, but are manifested approaches that conceptualize relevant aspects to the 

further development of education.  

2.2 The current situation – education as a marked? 

Understanding the historic aspects of education is in my eyes vital to understanding the 

current situation. Before moving on the literature review, I will connect the historical aspects 

to some current challenges of education. This is important to help identify factors that shape 

schools and higher education, affecting the everyday lives of pupils, students, and teachers. 

The polarities that have remained a point of debate throughout history, are still a key 

challenge in today's educational system. The value and intention of these polarities are 

metaphorically described as light and engine by Løvlie and Steinsholt (2007). Today the 

overall questions remain the same, but some factors have changed significantly. The most 

significant change can be found in the forces that are influencing the fundamental ethos of 

education. Ever since schools took the shape we know them by today in the mid 19th century, 

the state has been involved at some level. According to Varkøy (1994) the Norwegian school 

law of 1860 is already showing signs of governmental intervention. Pedagogy, administration, 
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and architecture should make sure that the school functioned ideally by being socially 

modernizing and nationally integrating. The worldly knowledge was supposed to give the 

pupils the skills that every citizen should possess. The school’s task was to balance between 

the higher Bildung of the people and the material development of the nation—between 

classical subjects like Latin on the one hand, and math, science, and modern languages on the 

other (Varkøy, 2009). The anchoring in the German traditions of Bildung, as mentioned in the 

chapter above, was defeated in the late 1930s. The romantic inheritance from Rousseau and 

Fröbel are still active in schools but was significantly degraded. Psychological knowledge 

gained status, and was expected to contribute to the goals of the competitive school (Løvlie & 

Steinsholt, 2007). The new power elite had its foundations in a technocratic reform ideology. 

The schools were expected to move on and contribute to building a more egalitarian society. 

The state’s role and influence in the schools became much felt during the 20th century, and 

according to Varkøy this can be distilled down to one aspect: the relation between the 

individual and the state. This relation consists of a balancing between two needs: the state’s 

need for useful citizens and the individual’s need for a meaningful education and life. The 

state prefers a quick formation of the individual, so that it can contribute to the societal 

project. This leads to an instrumentalization of education, where all activities are implemented 

for the purpose of creating useful citizens. The individual on the other hand would prefer a 

Bildung based education, which is something free and individualistic, without distinct 

purposes or demands of usefulness (Løvlie & Steinsholt, 2007).  

The state has maintained its influence and decision-making power in schools, but a new force 

has gained increasingly more authority and control—that of the market. This influence came, 

according to Thomas, from politics and economics. “Before the final quarter of the century 

politics and education had rarely had much to do with eachother. (…) But now, in the last part 

of the century, government took its own robust view about the way education should be 

organized” (Thomas, 2013, p. 60). The state had played a significant role before this, but now 

the form and level of active involvement from politics changed. This was “a brand of 

economics that put markets and individual choice at the core of economic success” (Thomas, 

2013, p. 61). In the 1980s these sentiments gained momentum and materialized as hard-

hitting critique of state-run systems. Choice became a key factor in the rhetoric of politics. 

Compared to classical liberalism (laissez-faire) where the state would stand back and let the 

market unfold itself, neoliberalism presupposed a strong state that can promote its interests. 

This coincided with new ideas that were emerging from the neo liberalistic economic model. 
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Considering the historical development, where the state was expected to play a significant 

part in the shaping of schools, one could assume that this left schools vulnerable to politics, 

because the state is always subject to politics. And in recent developments we have seen that 

politics have become subject to the market. According to Kumar and Hill, “the strong 

interventionist state is needed by capital, particularly in the field of education and training—in 

the field of producing an ideologically compliant but technically and hierarchically skilled 

workforce” (Kumar & Hill, 2009, p. 3). They argue that the current globally dominant form of 

capitalism, neoliberalism, among other things require suppression of oppositional critical 

thought and “within education the creation of “opportunity” to acquire the means of education 

(though not necessarily education itself) and additional cultural capital, through selection” 

(Kumar & Hill, 2009, p. 4). They regard New Public Management (NPM) as the “business 

plan for education”, importing the language and management style of private capital into old 

public services. “Education as a social institution has been subordinated to international 

market goals, including the language and self-conceptualization of educators themselves” 

(Kumar & Hill, 2009, p. 20). This kind of society poses a fundamental change to the lives of 

the pupils who are morally congested, more so of moral uncertainty rather than moral 

suppression (Løvlie & Steinsholt, 2007).  

Swedish philosopher Jonna Bornemark has gained significant recognition in the Nordic 

countries for her perspectives on the challenges of NPM. She published the book Det 

omätbaras renässans: en uppgörelse med pedanternas världsherravälde (2018) [The 

Renaissance of the immeasurable: Day of Reckoning for the Pedantry’s world domination]. 

She writes about the effects of New Public Management in society, with focus on the negative 

impact it has had on education and professional life. Bornemark describes how we have 

organized professional life in a top-bottom manner based on the idea that it can be turned into 

a market. For this to work, efficiency and value for money is key. Bornemark describes how 

professions that involve relations between humans are suffering under NPM, because it is a 

system that was not made for interpersonal dealings (Egge, 2020). Biesta is describing the 

same challenges related to NPM, and according to him “‘Value for money’ has become a 

guiding principle in the transactions between the state and its taxpayers. This way of thinking 

lies at the basis of an emerging culture of accountability that has resulted in tight systems of 

inspection and control and ever more prescriptive educational protocols” (Biesta, 2006, p. 19). 

An obvious example of these systems of inspection is the PISA tests, short for Programme for 

International Student Assessment, run by (OECD) Organisation for Economic Co-operation 
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and Development. The testing movement that has advanced in the OECD countries, leads to 

the concept of learning being operationalized to specific knowledge and skills. This means 

that what a few years ago were called “extraordinary” learning processes among children and 

young people, will probably be worse off because unambiguous criteria of utility have gained 

a stronger impact (Løvlie & Steinsholt, 2007).  

In this subchapter I have tried to give an overview of the current landscape of education that 

we find ourselves in. The focus in the chapter has been on identifying some aspects and 

factors that are challenging and potentially undermining the mandate of education. This 

mandate is threatened by allowing financial forces to play a dominant role in the discourse of 

education. I will now turn to perspectives that might contribute to the improvement of 

education. 

2.3 Rudolf Steiner’s Motto of the Social Ethic 

Steiner developed many concepts and the one in question is referred to as The Motto of the 

Social Ethic. It goes as follows: “The healthy social life is found when in the mirror of each 

human being the whole community finds its reflection and when in the community the virtue 

of each one is living” (Steiner, 2004, p. 117). This winding sentence entails quite radical 

social ideas when looked at more closely. It can be divided into two parts, where the first part 

states that social life can only become healthy when the entirety of the group is mirrored in 

each individual. I interpret “mirrored” as a description of how each individual relates to and 

experiences the entirety of the community. The second part states that everyone must have a 

place in the community. According to Steiner, this must be realized to create a healthy social 

life. In the English translation the statement has been softened a bit, compared to Steiner’s 

original declaration. In German, the quote starts with the line “Heilsam ist nur, wenn” 

(Steiner, 2004, p. 116), which can be translated to “Healthy is only, when”. So, Steiner puts 

the fulfillment of these exchanging dynamics between the individual and the group as a 

condition for a healthy society. In other words, there can be no compromise or intermediate 

state. This means that in Steiner’s eyes, society is unhealthy unless everyone can resonate in 

the whole, and that the whole resonates in each and every one.  

Seen in a pedagogical context, these perspectives set precedence for an approach that is 

fundamentally different from the characteristics of the modern school system. Today, most 

educational settings are characterized by a group of people with common denominators 
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coming together to achieve certain standards conceptualized as learning. People are divided 

into different categories to increase the probability of learning (NOU 2016: 17). The criteria 

for division can be skills, age, cognitive or physical capabilities, interest, behavior, or 

diagnosis. The implicit notion seems to be that homogeneous groups enable and enhance 

learning. Going back to the motto of the social ethic this is not the case, as I interpret Steiner. 

Considering the historical aspects, one could say that most educational philosophies 

emphasize the growth of the individual, but policies have shaped schools differently. If we 

imagine encounters with phenomena and situations as mirroring that point to something in 

ourselves, we are getting closer to what Steiner might have aimed for. Growth or knowledge 

is enabled by contact and experiences with different phenomena, which I will return to in 

chapter 2.7. A basic educational algorithm could be formulated as follows: The more diverse 

experiences with phenomena, the more the individual will learn about itself. Further on, 

Steiner points to enrichment of the community or group and how its health is dependent on 

enabling every member to be a part. This part of the motto of the social ethic is especially 

relevant regarding groups in educational contexts. In the lecture Wie kann die seelische Not 

der Gegenwart überwunden werden? held in 1916, Steiner asks how the spiritual distress of 

our time can be overcome. He presents three key solutions, where social understanding is one 

of them. Steiner describes how social understanding is an increasing challenge as humanity 

develops in a direction of a more individualistic state of mind. Hence, social understanding is 

not only increasingly challenging, but also increasingly crucial.  

2.4 Joseph Beuys’ concept of the social sculpture 

Joseph Beuys (1921-86) was a German artist and social activist who became known for his 

concepts of the social sculpture and that every man is an artist. Beuys was very much inspired 

by the work of Rudolf Steiner and referred to or paraphrased Steiner in different contexts. 

Through a series of lectures, he presented the concept of a social sculpture where everything 

is considered as art, and everyone is considered an artist. This concept united his ideas about 

society with his artistry, when he stated that life is a social sculpture that all people take part 

in shaping. I imagine Beuys’ social sculpture as a sculpture emerging as the social product of 

any given combination of people. This sculpture takes its shape as an immediate result of 

whomever is a part of it. This notion takes every single individual's contribution to a group 

into unconditional consideration. Beuys was also inspired by Rudolf Steiner’s Christology, 

and according to Eric Michaud, Beuys “wanted to make art the instrument of resurrection, for 
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the unification of man” (Michaud, 1988, p. 36). In this regard Beuys was concerned with the 

concept of warmth. Not in a traditional sense relating to temperature, but as a description of 

the potential quality of human relations. Beuys described how the inter relational conditions 

in the age of materialism have become stiffened. This stiffening demands a flowing texture 

with the character of warmth to be overcome. Hence, Beuys is not referring to physical 

warmth, but social warmth. And this warmth has a sacramental character, and the exact same 

substance as that of love. According to Beuys, this is a higher evolutionary form of warmth. 

The alienation between humans in our time takes shape as a cold sculpture, and in these 

relations a warmth sculpture must occur. That is where interpersonal warmth must be created. 

It is this love that lies in the secretive idea of Christ (Harlan et al., 1976). Here we can see that 

Beuys had aspirations for how humanity can find new ways of understanding itself. His 

concept of the social sculpture emphasizes how all people have a voice in the whole, and that 

their individual contribution is indispensable.  

2.5 Deep democracy and Worldwork 

Deep democracy is a concept originally developed by Arnold Mindell, and later Amy 

Mindell, and is characterized by a process-oriented approach. The concept has become 

renowned worldwide within research and theory related to social work. It is a mindset and 

practice that views relationships and human collaborations as an entire ecosystem. In deep 

democracy all voices, levels of experience and states of mind are needed for the entire field to 

get to know itself. In a deep democracy worldview all individuals are teachers, and an 

awareness of both central and marginal voices is key. According to Amy Mindell, deep 

democracy “refers to the philosophy and practice of facilitating openness to all experiences 

and parts of ourselves, of our relationships, and of the groups to which we belong, as well as 

an openness to all of the various levels of awareness” (Mindell, 2016, p. 16). Worldwork is 

the name that Amy and Arnold Mindell have given to their praxis, which they refer to as 

process-oriented psychology. Worldwork is applied to small and large groups to help them 

live, work, and grow together within their given environments (Mindell, 1997). Deep 

democracy is the core principle and practice of Worldwork. The relation between individual 

and community is essential in deep democracy, where each one is regarded as a channel for 

the world, “just as the world is a channel for each of us” (Mindell, 1993, p. 45). Individual 

awareness cannot be understood as something separate from community awareness, and 

consciousness entails being conscious both inwards and outwards. This strive towards 
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coherence between individuals and community can lead to what Wolfson refers to as 

numinous experiences, where “Being in the presence of others with whom you share 

something important can invoke a spirit of community that is beyond the ordinary. At times 

you may experience yourself for an instant as one with the whole of humanity” (Wolfson, 

2017, p. 133). According to Arnold Mindell, Worldwork facilitators do not have an emotional 

directive for people when working with a group. The facilitator follows the process that is 

present (Process Work Institute, 2015). Bodily awareness is a key dimension in deep 

democracy and is among other things considered essential as to accessing internal and 

external information. Mindell describes the human heart as the most fundamental forum. 

According to him, “you must learn to hear yourself there” (Mindell, 1995, p. 95). Wolfson 

describes how understanding and listening to the body is vital in a deep democracy approach, 

and refers to this as self-attunement (Wolfson, 2017). “Self-attunement is a practice for 

noticing what you notice - tuning into moment-by-moment experience, allowing an 

appreciation for inner richness in its manifold expressions” (Wolfson, 2017, p. 78) It denotes 

an awareness of thoughts, feelings, and bodily sensations, and by this provides access to what 

Wolfson refers to as “internal information such as joy, excitement, relaxation, and curiosity, 

and to follow inner directions arising from your depths” (Wolfson, 2107, p. 82).  

2.6 Emergence and coming into the world 

In the article “From Representation to Emergence: Complexity’s challenge to the 

epistemology of schooling” (Osberg et al., 2008) the concept of emergence is presented as a 

potential solution to the epistemological challenges of a representational form of schooling. 

With the concept of emergence, the authors are challenging a practice based on a static and 

spatial concept of knowledge. The authors criticize that the purpose of schooling in the 

Western world is to ensure that pupils acquire knowledge of pre-existing practices, events, 

and entities. “The knowledge that is learned is then tested to see if the learner has acquired a 

correct or adequate understanding of it” (Osberg et al., 2008, p. 213). Schooling is based on a 

representational epistemology, meaning a view of knowledge as a representation of an object 

that is separate from knowledge itself. The criteria for the quality of the knowledge becomes 

the level of accuracy in the representation. “Since the object of knowledge is assumed to exist 

separately from the knowledge itself, this epistemology can be considered ‘spatial’” (Osberg 

et al., 2008, p. 213). But according to the authors the relation between knowledge (object) and 

the knower (subject) is not spatial but must be understood as relational and temporal. Hence, 
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they oppose the notion of knowledge and reality as two separate systems. And they challenge 

an educational system whose perceived task is to bring the two systems into alignment with 

each other. In contrast, the two conceived “systems” are “part of the same emerging complex 

system which is never fully “present” in any moment in time” (Osberg et al., 2008). 

The concept of emergence describes this dynamic through pointing to a processual quality 

rather than a product or outcome. It refers to how something emerges in the temporal relation 

between an individual and its surroundings. This implies time as a key factor to understanding 

the relationship between knowledge and reality. The concept of emergence also points to the 

importance of acknowledging the role of the “unrepresentable” or “incalculable” (Osberg et 

al., 2008, p. 213). “With this understanding knowledge reaches us not as something we 

receive but as a response, which brings forth new worlds because it necessarily adds 

something (which was not present anywhere before it appeared) to what came before” 

(Osberg et al., 2008, p. 213).  

This brings about an understanding of knowledge that suggests that the acquisition of 

curricular content should not be considered an end in itself. Rather, curricular content should 

be used to bring forth that which is incalculable from the perspective of the present. 

According to the authors, an epistemology of emergence calls for a change of focus in 

curricular thinking, turning away from questions about presentation and representation and 

turning towards questions about engagement and response (Osberg et al., 2008). An emergent 

process has no beginning and no end, and processes that include human beings cannot be 

controlled, they can only be facilitated. Ratter (2012) formulates this in the following way: 

“The question is no longer how to reduce complicated issues to simple processes but how can 

something complex arise from the simple? The explanatory paradigm (A is just the same as 

B) changes towards the exploratory paradigm (can A create B?)” (Ratter, 2012, p. 96). These 

perspectives constitute a significant opponent to the notion that schooling can lead to a set of 

measurable outcomes, because the complex system of the world never stops emerging, and 

“however we order the world, there will always be more ordering yet to come. That there 

cannot be a notion of any final order” (Osberg et al., 2008, p. 214). 

2.7 Anthroposophical epistemology and pedagogy 

Moving forward within the realm of epistemology, I will now give some key insights into 

Steiner’s ideas on the topic of knowledge. He was engaged with epistemological questions 
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throughout his working life, and already in his doctoral dissertation of 1892 he took on the 

fundamental problem of the theory of knowledge. After that he moved on to publishing The 

Philosophy of Freedom (1984), where the problem of knowledge is central. An essential 

aspect in Steiner’s epistemology is that all knowing must start with self-knowledge. He 

claims that the concepts in which we think are not derived from a sensory experience, but 

from an “inner seeing” or what he refers to as intuitive thinking (Steiner, 1964). This kind of 

thinking is according to Steiner a “self-sustaining experience within the process of 

knowledge” (Steiner, 1964, p. 130). Steiner developed a thesis where no knowledge can be 

acquired without being experienced by the individual. He regarded truth and the pursuit of 

truth with great reverence and worked to understand the concept of truth. Steiner states that it 

“is only actual experience that gives knowledge; no theory ever does so. Every theory starts 

from some special domain and then proceeds to generalize. True knowledge can only be 

acquired when we start from life and from experience” (Steiner, 1922, The Spiritual 

Communion of Mankind, lecture III). He goes on to describe how the laws of nature should 

not be considered by themselves, “because if we do, we think only of their details, generalize 

them, and then arrive at entirely false conclusions. We must have in mind where the Nature-

forces are revealed in their cooperation and mutual interaction” (Steiner, 1922). Knowledge 

comes from experience, and therefore it cannot be considered something pre-fixed that the 

pupils are to attain. Steiner differentiated between two kinds of truth. According to Mazzone 

(2010) “The first is that truth gained by ‘intellectual thought’, where we first observe [or 

experience] the world and then think about our findings” (Mazzone, 2010, pp. 102-103). The 

second is derived from “creative thought”, which is “first grasped in the spirit and then 

verified by observing [its] influence on outer life” (Mazzone, 2010, p. 103). Steiner believed 

the approach of natural science, “concentrating on only this first kind of truth, provided 

accurate descriptions of only a limited part of reality” (Mazzone, 2010, p. 103). Steiner 

viewed anthroposophy to be an example of the second kind of truth.  

Building on the notion that truth must be experienced, Waldorf education emphasizes 

phenomenological approaches to learning. The phenomenological experiences as a 

presupposition for truth is an essential factor in how Waldorf education is structured. The 

Waldorf curriculum is clear on the value of pupils experiencing the phenomena themselves. In 

the Norwegian curriculum it is stated that teaching is given a phenomenological touch by 

presenting scientific experiments or historic facts in way so that the pupils themselves can 

deduct laws and contexts from them (Steinerskoleforbundet, 2020, p. 34). Phenomenology 
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lies at the core of Waldorf pedagogy (Steiner, 2000) and a truly phenomenological approach 

presupposes less control of what the pupils make of their experiences. When Steiner describes 

phenomenological teaching he states that the goal is not to cause the children to reflect and 

understand it in their head, but to teach them in a way “that evokes a kind of silent, thrilled 

awe (within limits) and in a way that evokes pleasures and sorrows that continue to echo after 

the child has left you, gradually to be transformed into understanding and interest” (Steiner, 

2000, p. 15). Steiner also emphasized that the teacher must be conscious of man as an 

organism of time, and to consider the entirety of life when teaching children (Steiner, 2008). 

Steiner was clear on how the teacher should relate to the pupil, and an example of this can be 

found in Waldorf Education and Anthroposophy (1995), where he states that  

Only teachers whose natural authority awakens the belief that what they say and 

do is the right thing, and who in the eyes of the child become representatives of 

the world, will prepare their pupils to grow into really living human beings when, 

later on, they enter life. Such teachers prepare their pupils not by controlling their 

intellect or their capacity to form judgments but by setting the right example as 

living human beings. Life can evolve only with life. (Steiner, 1995c, p. 121)  

The teacher’s task is to live as a representative of the world, not as director of the pupils 

actions. The level of control that Steiner describes is in other words quite low, and the level of 

risk and the need for trust is high. This need for trust brings about the question of freedom. 

Freedom was one of the key motives in Steiner’s work throughout his life. Starting out with 

Philosophy of Freedom (1894) and ending with having developed a pedagogy with the 

explicit ethos of providing an education for freedom. Another characteristic in Waldorf 

education is the way in which the child is viewed, described as “a unique being, and indeed, 

the greatest wonder of the world” (Steiner, 1995d, p. 194). This way of viewing the child 

leads to great emphasis being put on understanding them. One must study the human being in 

a way that leads to unique knowledge of each child. This is a presupposition in order to 

provide appropriate education, which enables “children to take their place socially in the 

everyday world” (Steiner, 1997, pp. 80-81). 

2.8 An extended epistemology 

I will now move on to some epistemological perspectives that are both relevant to the 

epistemological dimensions of the thesis, and to its action research design. Heron and Reason 

(1986, 1997, 2001) introduced the idea of Cooperative Inquiry, where they described new 

ways of researching human experience through participatory inquiries. A key tenet in 
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Cooperative Inquiry is that one does not do research on or about people, but with them. This 

approach is closely connected to action research. As a result of Cooperative Inquiry, Heron 

and Reason developed an extended epistemology, where four ways of knowing are organized 

in a pyramid and cycles, demonstrating that one way of knowing is grounded in the lower 

form. The four interconnected ways of knowing are experiential, presentational, propositional, 

and practical. Experiential knowing emerges from “embodied encounters and participation in 

the cosmos” (Gayá, 2021, p. 177), is the direct, lived being-in-the-world, and makes out the 

foundation for all other kinds of knowing. Building on the experiential knowing, the 

presentational knowing is the “intuitive grasp of the significance of patterns as expressed in 

graphic, plastic, moving, musical and verbal art-forms” (Heron, 1996, p. 122). This “content” 

gives shape to our pre-conceptual knowing. The intuitive or imaginal understanding of the 

presentational knowing prepares the ground for the propositional knowing which is 

characterized by its discursive and explicit form. “This is what we most readily recognise as 

knowledge within the dominant Western worldview” (Gayá, 2021, p. 177). The propositional 

knowing is knowledge about something in intellectual terms, such as ideas and theories. 

Knowledge culminates in the practical knowing, which allows people to take effective action 

in the world, based on the other forms of knowing. Practical knowing “is knowing how-to do 

something. Its product is a skill, knack or competence—interpersonal, manual, political, 

technical, transpersonal, and more—supported by a community of practice” (Heron & 

Reason, 2008, p. 367) Heron and Reason’s contribution to qualitative research has been 

significant, especially by highlighting the value of presentational knowing, “participatory 

researchers worldwide sensitively making space for artful knowing” (Gaya, 2021, p. 178). 

The presentational knowing can be characterized as holistic and tacit. The relation between 

this knowing and language is challenging, because, according to Heron and Reason (1996), 

language can constrain this imaginal knowing in a hierarchical way.  

2.9 The role of arts by Steiner and Schiller 

Steiner developed perspectives about the role of arts regarding human development in 

general, and pedagogy in particular. Steiner regards art as the “missing link” between spirit 

and matter. He argues that it is the duty of aesthetics to understand art as the third realm, 

between the realm of matter and the realm of spirit. It is man’s task to implement the divine 

that is missing in nature. The mission of the artist is to bring God’s realm to earth (Steiner, 

2006). The relation between the two realms has been a religious and philosophical problem 
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dating back to the earliest sources of philosophy. Steiner is emphatical about the role of arts in 

human development, and especially in pedagogy. He described the process that occurs when a 

human being through the outer form of an artwork, connects its imagination and feeling with 

the spiritual forces behind it. The impulses that the I receive would then work all the way out 

into the etheric body. If this principle is taken into account, Steiner asserted that one would 

get a picture of the immense impact that art has for all human development. (Steiner, 1995b) 

To Steiner, art was vital to many dimensions of existence, and to the fundamental 

understanding and implementation of anthroposophical notions in thinking and society. 

Steiner viewed art as a way for mankind to extricate itself from naturalism. “Drowned as it is 

in philistinism and pedantry through everything abstract, theoretical, merely scientific, 

practical without being really practical” (Steiner, 1964, lecture III). According to Steiner, 

humanity needed a new thrust and energy, and anthroposophy is dependent on this to thrive. 

Steiner argued that anthroposophy would go short of breath in an inartistic atmosphere, “only 

in an artistic element can it breathe freely. Rightly understood, it will lead over to the 

genuinely artistic without losing any of its cognitional character” (Steiner, 1964, lecture III). 

According to Steiner, music occupies a special place among the arts, and has been something 

of an enigma from an aesthetic point of view. Other artforms have models in the physical 

world, while music leaves no remains after it is performed. Other artforms “have to work 

through images and produce only pictures of the Will. But musical sound is a direct 

expression of the Will itself” (Steiner, 1906, GA283). Steiner’s view of music was inspired by 

that of Schopenhauer, who thought music reflected the feeling of the cosmos, and therefore it 

is deeply satisfying (Steiner, 1906).   

Steiner’s perspectives on art were also inspired by Friedrich Schiller’s (1759-1805). In his 

dissertation Letters Upon The Aesthetic Education of Man published in 1794 he presented a 

vision of a morally improved, aesthetically conscious society (Schiller, 2004). Schiller’s ideas 

were never attempted to be realized, but Steiner’s development and realization of the Waldorf 

school “reveals the underlying potential of Schiller’s philosophy to unify and morally 

transform the individual and, ultimately, society itself” (Saperstein, 2004, p. 4). Schiller 

developed a theory about formdrive and sensedrive as two sides of human existence. The 

sensedrive refers to the physical, material life, changeable and earthly things. Formdrive 

refers to rationality, eternal ideas existing above the physical world. Sensedrive is life, 

formdrive is shape. Similar perspectives can be found in Steiner’s work. The soul forces 

sympathy and antipathy “represent our feeling, which exists as a continuous rhythm of the 
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interplay between sympathy and antipathy” (Steiner, 1996, p. 53). Schiller introduces a third 

drive, which is Spieltrieb or play drive. It emerges when form drive and sense drive melt 

together and join forces, through which human existence is emancipated. This drive is 

imperative to heal the fragmentation humanity has experienced since antiquity (Saperstein, 

2004). In Steiner’s words, the natural has become spiritual and the spiritual has become 

natural (Steiner, 2006). Schiller describes the mission of art as one of leaving reality, as “art 

must abandon actuality and soar with becoming boldness above necessity; for Art is a 

daughter of Freedom, and must receive her commission from the needs of spirits, not from the 

exigency of matter” (Schiller, 2004, p. 24). 

2.10 Playing and games 

Proceeding from Schiller’s playdrive, I will now present some perspectives and research on 

the role of play. At the core of Schiller’s concept lies the word play or Spiel. In addition to the 

artistic and existential dimensions of this, there are also several relevant perspectives to be 

extracted from it that can be understood more concretely and directly connected to playing as 

such. Schiller was very clear on the role of play and described this as a state of mind or a 

human condition. He stated that “For, to declare it once and for all, Man plays only when he 

is in the full sense of the word a man, and he is only wholly Man when he is playing” 

(Schiller, 2004, p. 64). In the context of Schiller, play can be understood as all that is not 

internally or externally contingent, nor yet constrained. Schiller sees playing in an expanded 

perspective and understands all human actions free from external conditions as play. 

According to the Norwegian curriculum, Waldorf pedagogy values the role of playing in 

children’s development (Steinerskoleforbundet, 2020). It is believed that free play is crucial to 

the development of social skills, imagination, learning and physical development. According 

to Steiner, many ideas about play in his present time were misguided.  

There is today, for instance, so much nonsense concerning the importance of play 

in the education of children. In considering the importance of play, we often 

forget the most important thing, namely that if play is strongly regulated and 

children are made to direct their play toward a particular goal, then it is no longer 

play. The essence of play is that it is free. (Steiner, 1995a, p. 47)  

But merely playing was not sufficient in an educational context, and Steiner emphasized that 

play must alternate with other kinds of activities, so that the children learn the seriousness of 

work. “We will have a time for work and a time for play” (Steiner, 1995a, p. 65).  
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Gadamer (1900-2002) was also engaged with the concept of play and describes playing as the 

master in the sense that the person who is playing is no longer in charge. Play is an event that 

the players are caught within. To play therefore means to be played (Steinsholt & Harstad, 

2021). The player becomes part of a greater and more all-encompassing activity. Thereby the 

individual gives themselves to the playing, so that its movements become more important 

than how each participant performs. The players “lose” themselves, which can give the 

experience of timeless time (Steinsholt & Harstad, 2021). This state of mind is something that 

Mihaly Csikszentmihalyi (1934-2021) was concerned with, as an essential part in his flow 

theory, where he also underlines the importance of the activity being autotelic to achieve flow 

(Csikszentmihalyi, 2013). He argued that playing is inside and outside of reality at the same 

time, hence playing is both experience and representation (Steinsholt & Harstad, 2021). 

Huizinga’s (1872-1945) Homo Ludens (1937) made a significant impact on how play was 

regarded in his time, and argued that play is a part of human culture and has always been. 

According to Huizinga, play is older than culture, and it is not reserved for children, but is 

something universal. He views playing as something beyond reason (Sando, 2021). Playing is 

something one does voluntarily, and is an expression of excess, which means that it can be 

interrupted at any time. Huizinga described playing as an “activity connected with no material 

interest, and no profit can be gained by it” (Caillois, 2001, p. 4). Caillois stated that when 

humans play, life is experienced in an immediate relation to what is happening here and now 

(Caillois, 2001). It can be useful to be aware of the potential distinction between play and 

games. According to Walther “Play is an open-ended territory in which make-believe and 

world-building are crucial factors. Games are confined areas that challenge the interpretation 

and optimizing of rules and tactics - not to mention time and space” (Walther, 2003).   

In recent years, a vast amount of research has been performed on play, within the fields of 

psychology, educational studies (Diamond, Barnett, Thomas & Munro, 2007; Hyson, Copple 

& Jones, 2007; Barker, Semenov, Michaelson, Provan, Snyder & Munakata, 2014), 

anthropology (Gray, 2009) and neuroscience (Pellis & Pellis, 2009). The listed research is 

merely a sample of the amount. Some of the key findings in research on play is that physical 

play promotes exercise and cognitive self-regulation, and that this mediates a relationship 

between active play and school achievement (Colwell & Lindsey, 2005). Rough-and-tumble 

play appears to facilitate development of social cognition and emotional awareness by coding 

and decoding social cues and signals (Bjorklund & Brown, 1998). Playing with objects seems 

to strengthen the development of representational abilities, reasoning, and problem-solving 
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strategies (Stroud, 1995). This claim was first made by Vygotsky (1978) and has been further 

developed. There is research indicating that play with objects can be linked to the 

development of language, math, and spatial skills. Other forms of play can be symbolic play, 

pretend play, and games with rules, where pretend play is linked to development of reasoning 

skills, narrative skills, and language. Games with rules are linked to children’s adaption to 

formal schooling and improvements in numeracy. Symbolic play has been linked to 

communication, higher cognitive functioning, and language (Whitebread et al., 2017).  

In the context of my project, this research serves as a background, but it is play among young 

people and adults that is relevant. Compared to the amount of research done on children’s 

play, there is not so much to show for regarding adults. Albeit there has been some research 

done on the role of play for adults and adolescents, and the principial perspectives from the 

abovementioned theories can be applied to all ages. Barnett & Magnuson (2013) has 

performed research on the relation between young adults’ degree of playfulness and how they 

perceive stress and cope with it. They conclude that the benefits of playfulness persist beyond 

childhood, and that it can contribute to the individual’s resilience (Barnett & Magnuson, 

2013, p. 140).  

2.11 Learning in light of pedagogy, power and freedom 

I will now proceed to perspectives on education and pedagogy, where the term learning has 

become increasingly pertinent. The understanding of learning has undergone substantial 

changes throughout the last century. Some central perspectives on learning have been the 

behaviouristic, psychological, constructivist and socio-constructivist (de Corte, 2010). The 

behavioristic perspective regarded learning as a change in behavior. The change in behavior 

was seen as a result of “the acquisition, strengthening and application of associations between 

stimuli from the environment” (de Corte, 2010, p. 36). The psychological theorists disagreed 

with psychology as a science of behavior and viewed this as too mechanistic. In Europe, the 

Gestalt psychologists represented an approach that emphasized learning as an organized 

whole, not a collection of parts. Insight is to discover structures, and hence acquiring 

understanding (de Corte, 2010). The American response to behaviorism was strongly 

influenced by Gestalt psychology and argued that people are not a collection of responses, but 

information processors (de Corte, 2010). This view became dominant in the 1970s, before 

constructivist perspectives emerged in the 70s and 80s. The learner was seen as a sense-

maker, and knowledge was no longer regarded as something one acquired, but something one 
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constructed. The constructivist views were further developed into a socio-constructivist view 

on learning, where the context grew increasingly important. This led to the concept of situated 

learning. Learning was no longer regarded as something that took place encapsulated within 

the mind, but as something situated, and thereby cognition was seen as relational involving an 

interactive agent. New metaphors for learning as “participation” (Sfard, 1998) and “social 

negotiation” (Mayer, 1996) emerged. de Corte concludes that learning is constructive, self-

regulated, contextual, collaborative, individually different and cumulative.  

Illeris (2004) describes how learning includes two essentially different processes, where the 

first is an external interactive process between learner and environment, whereas the second is 

an internal psychological process of elaboration and acquisition in which new impulses are 

connected to prior experiences (Illeris, 2004). In addition to the two fundamental processes, 

learning has three dimensions, according to Illeris. The dimensions can be characterized as 

the cognitive, the emotional and the social. The cognitive refers to the learning content and 

the understanding that is built consequentially. The learner constructs meaning, and this 

makes up the personal functionability. The emotional dimension refers to the mental energy, 

feelings, and motivations. It secures the mental balance of the learner, and thereby personal 

sensitivity can develop. The social dimension refers to external interaction, for example 

participation, communication, cooperation. Based on this, the learners’ sociality can develop. 

This process takes place based on the two other dimensions (Illeris, 2004).  

Biesta (2006) problematizes the language of learning that has developed in the last decades. 

His main argument is that language is decisive for how education is shaped, and that it 

constitutes “what can be seen, what can be said, what can be known, what can be thought, 

and, ultimately, what can be done” (Biesta, 2006, p. 13). Biesta refers to it as the new 

language of learning (Biesta, 2006), and according to him it is comprised by an economic 

understanding of the process of education, where the learner is supposed to know what he or 

she wants, and the educator is supposed to meet the needs of the learning. The other effect is 

that the logic of the new language of learning “makes it very difficult to raise questions about 

the content and purpose of education” (Biesta, 2006, p. 24), and this leads, among other 

things, to an undermining of professionalism. This learnification (Biesta, 2014) is highly 

problematic because it shifts status and focus from what learners are learning to the mere fact 

that they are learning. According to Biesta it is not a goal in itself that pupils learn, but what 

they are learning and why they are learning it. When learning becomes the center of attention, 

the result is a pedagogy that emphasizes adjustments, first and foremost to the needs and 



39 

wants of society and democracy (Biesta, 2017). And the needs are defined and driven by 

many factors that have little to do with education, some of which were mentioned in chapter 

2.2. According to Biesta, learning is the last thing an educator should be concerned with 

(Biesta, 2014). In addition to the political and economic dimensions of learning, Biesta 

highlights that learning implies evaluation. Learning is not a natural consequence that we 

cannot control, but a concept of an event that is an evaluated change. When we refer to an 

event in a person’s life as learning, we have implicitly assumed the power of definition and 

we have evaluated someone’s behavior considering given standards that we are referring to. 

Considering the ideal of education as a means of emancipation, that evolved from Marxist 

perspectives, the question is whether there can be emancipation without learning. (Biesta, 

2014) In a pedagogical context, there are two ways of looking at the logic of emancipation: 

Monological and dialogical. The monological assumption is that emancipation presupposes an 

intervention from an outer force. Emancipation is something that is done to someone, hence 

there is a difference between the liberator and the liberated. The teacher knows something that 

the students have yet to learn. This dynamic is referred to as the banking concept of education 

by Paulo Freire (2005). According to Freire “Education is suffering from narration sickness” 

(Freire, 2005, p. 71), and the scope of action for the students is limited to receiving, filing, 

and storing. Freire introduces a dialogical approach, where emancipation is not regarded as a 

process where the teacher liberates, and the student is liberated by the truth presented by the 

teacher. In a dialogical approach, truth is something that is uncovered collectively. This starts 

with a “solution of the teacher-student contradiction” so that both are “simultaneously 

teachers and students” (Freire, 2005, p. 72). In this context, the task of the teacher is to restore 

dialogical and reflexive praxes, because learning is constructive or generative (Biesta, 2014). 

This leaves us with the question of what emancipation really is, and by the help of Foucault, 

Biesta presents emancipation as a practical criticism that takes shape as a potential 

transcendence. The role of learning within emancipation changes and becomes an act of 

transcendence. The process of emancipation is understood as something that never comes to 

an end, and hence the road towards freedom is a lifelong journey (Biesta, 2014). 

Building on the discussion of freedom, Hanna Arendt has introduced the concept of the three 

vita activa, labor, work and action. Vita activa can be understood as categories of human 

activities, where labor refers to the human never ending self-sustaining operation, whereas the 

work or production has a start and finish. These two categories have utility value. According 

to Arendt, action is the only category of activity that is meaningful in itself (autotelic), and 
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therefore the only state in which humans can experience freedom. If actions are justified by 

something else, they cannot be free. This might sound like freedom can only be experienced 

when humans are isolated from other factors, but according to Arendt, freedom can only be 

experienced in a social context. Arendt views social life as political and being political as 

being as human. Arendt argued that education should not be placed within the public realm, 

nor in the private sphere. She views schools as an institution that is placed between private 

life and public life, to make the transition from family to the world possible (Biesta, 2014). 

According to Arendt human affairs are bound by the law of mortality, and it is only the 

“faculty of action that interferes with this law because it interrupts the inexorable automatic 

course of daily life” (Arendt, 1959, p. 222). She describes how the inevitability of death could 

carry everything human to ruin and destruction, but by virtue of something or someone new 

continuously emerging, this process is interrupted. “A faculty which is inherent in action like 

an ever-present reminder that men, though they must die, are not born in order to die but in 

order to begin (Arendt, 1959, p. 222)” Arendt describes a world where humans are subject to 

an ecological reality that they have no power over, but Arendt points out that man has one 

tool in order to create a meaningful existence. “Action is, in fact, the one miracle-working 

faculty of man(...). The miracle that saves the world” (Arendt, 1959, p. 222). In this context, 

the question becomes how education can facilitate Arendt’s action. 

2.12 The risk of education — trust, violence, and responsibility 

As a response to the challenges of learnification, Biesta suggests a new language for 

education, where he describes some of the key aspects of educational relationships. He points 

to three qualities, namely Trust (without Ground), (transcendental) Violence and 

Responsibility (without Knowledge) (2006). These concepts are a contribution from Biesta in 

creating a new language for education that is relieved of some of the sentiments entangled 

with attitudes deriving from New Public Management and a commercialized way of thinking 

education. The first quality of education is trust (without ground). This is what constitutes the 

educational relationship, and it comes into play in situations where you cannot not know what 

will happen. Trust is without ground, because if there were ground, trust would not have been 

needed. If one knew what would happen, one would not need trust, one could simply 

calculate (Biesta, 2006). Hence, trust and risk are closely connected, and education is about 

the incalculable. “To negate or deny the risk involved in engaging in education is to miss a 

crucial dimension of education” (Biesta, 2006, p. 26). Biesta’s second quality of educational 
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relationships is what he calls (Transcendental) Violence. This might sound dramatic, but 

merely refers to the fact that learning is a response to something. As opposed to a view where 

learning is to acquire, to master or to internalize, learning is understood as an individual’s 

response to a given situation. In this sense, learning cannot be seen as an accumulative 

acquisition, but as a way of showing who we are and where we stand (Biesta, 2006). The 

word violence here refers to the elements that “demands” a response from the pupil. These 

elements can be challenging, irritating, or disturbing, and a person’s response to this 

“intrusion” or “violence” is what constitutes learning.  

Biesta uses the phrase coming into the world and showing who you are as a description of this 

quality of learning. This approach entails that the task of the educator is “that of providing 

opportunities for individuals to come into the world” (Biesta, 2006, p. 28). Biesta emphasizes 

the uniqueness of each individual, and by that he places a great deal of responsibility on the 

educator who must be able to create a fruitful climate that is sufficiently challenging for each 

person. Biesta continues to underline that coming into the world requires that there is a world 

to come into, in other words; something that constitutes the educational environment. He both 

emphasizes the uniqueness of each pupil, and at the same time reminds us that “the very 

structure of our subjectivity, the very structure of who we are, is thoroughly social” (Biesta, 

2006, p. 27).  

Biesta’s third dimension of the educational relationship is that of responsibility. The 

responsibility of the teacher is not only to make sure that the teaching lives up to a certain 

standard or quality, but that of the subjectivity of the student and that which allows the 

student to be a unique, singular being. Biesta views the responsibility of the teacher as 

unlimited because the teacher does not know what he or she takes responsibility for. He states 

that “To engage in educational relationships, to be a teacher or to be an educator, therefore 

implies a responsibility for something (or better, someone) that we do not know and cannot 

know” (Biesta, 2006, p. 30). The three dimensions are radically different from that of the 

politized measurement regime that was presented above. An essential difference is precisely 

that of measurement, because how can you measure trust, responsibility of the unknown and 

the violence it entails to be changed by something? These perspectives touch upon the 

psychological edges in an educational situation, that are connected to the fears of the 

practitioner. The practitioner’s need to control the learning environment is likely a result of 

his or her own fear of losing control. In The Beautiful Risk of Education (2014) Biesta 

highlights the need for the incalculable dimensions of education and argues that teaching 
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cannot truly take place without something being risked. He points out that the pursuit for 

certainty always ends with trouble. Life is too many-faceted and contradictory for that to be 

constructive, but most of all looking for certainty will hinder you from engaging in life 

(Biesta, 2014). In The Rediscovery of Teaching (2017) Biesta goes further into the dynamic 

between teaching and learning. One of his main points is that one must avoid tying teaching 

too closely to learning, and that teaching and learning should not be viewed as a cause-effect 

relationship. The dilemma of freedom is recurring (2014, 2017) and Biesta reflects on 

whether individual freedom is attainable through education. Based on an understanding of 

emancipation as a question of the will rather than of knowledge, he considers how teaching is 

not “a limitation of the freedom of students but the very way through which the student-as-

subject emerges” (Biesta, 2017, p. 41). Subjectification is, according to Biesta, one of the 

three main objectives of education. The other two are socialization and qualification (Biesta, 

2014).    

2.13 Education as facilitation  

American psychologist Carl Rogers was a prominent educator, and advocated client-centered 

therapy. He was concerned with group work and developed an educational theory that was 

based on student-centered learning. Rogers viewed facilitation of learning as the aim of 

education (Rogers, 1989). Rogers claimed that his educational theory was applicable to any 

educational level, from kindergarten to university. To actualize facilitation of learning, the 

facilitator should possess certain qualities. The first quality is realness or genuineness, 

meaning that the teacher must be authentic and frankly express his or her feelings to students. 

Rogers argued that the facilitator is more likely to be effective when he or she “is a real 

person, being genuine, and entering into a relationship with the learner without presenting a 

front or façade(…). This means that the feelings that she is experiencing are available to her, 

available to her awareness” (Rogers, 1989, p. 306). The second quality is prize, acceptance 

and trust in the human organism and its potentialities. According to Rogers the teacher must 

trust the capacity of the individual to develop its potential. Then the teacher can provide the 

student with “many opportunities and permit her to choose her own way and her own 

direction in her learning” (Rogers, 1989, p. 313). Lastly the teacher must be empathic, 

meaning that he or she can perceive the feelings of the students, refrain from judging and 

simply understand (Hirano, 2013). Rogers became increasingly interested in learnings that 

significantly influenced behavior and stated that “the only learning which significantly 
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influences behavior is self-discovered, self-appropriated learning” (Rogers, 1989, p. 302). 

Consequentially Rogers realized that he had lost interest in being a teacher (Rogers, 1989). 

Rogers also described some subtle traits of character that the teacher must possess in order to 

facilitate learning. The teacher must be “sufficiently secure within herself [or himself] and her 

[or his] relationship to others that she [or he] experiences an essential trust in the capacity of 

others to think for themselves, to learn for themselves” (Rogers, 1977, p. 327). Rogers 

underlined that the facilitator should trust that the group and its members will develop its own 

potential. He described that “To me this is a somewhat awesome kind of thing. To meet with 

many kinds of groups and to find that each one does have this really inherent ability to help 

the members develop their own potential” (Rogers, 1970). Rogers also described how a 

facilitator must trust his or herself in a process: “I have come very much to trust my own 

spontaneous impulses in a group. It’s a physical feeling with me. When I feel something 

rising in me, I know I better respect it and express it” (Rogers, 1970). This approach can also 

be found in Wolfson who describes how “A facilitator with a deep democracy attitude is 

awake to her own multifaceted process and is caring for the whole at the same time” 

(Wolfson, 2017, p. 212). The facilitator must strive to listen, rather than control. Wolfson 

points out that it is common to manage and supervise nature rather than following it. The art 

of facilitation lies in focusing on what can be noticed “rather than what you believe should be 

happening and where you believe you are going” (Wolfson, 2017, p. 201), hence facilitating 

collaboration is both an art and a science in Wolfson’s eyes.  

2.14 The principle of Vidar 

In connection to Biesta’s perspectives on teaching, Geert Mulder provides some perspectives 

on what is required when entering a teaching context. Mulder (1988) underlines the necessity 

of a surplus and presents the following image: When preparing for a lecture, a therapy session 

or a teaching hour one must prepare 120% to be able to give 50% in any given situation. But 

which share of the 120% one ends up utilizing can never be known in advance. To make 

teaching an art form, there must be creativity, and creativity can only emerge from a surplus 

of creational forces (Mulder, 1988). In the age of effectiveness, these thoughts of surplus 

might seem ineffective and unnecessary, but they are in fact vital for the facilitation of 

learning processes. Yeshayahu Ben-Aharon refers to this as the teachings of the Norse God, 

Vidar. He utilized all the excess leather parts when the other gods had made their leather 

shoes. He put all these “unnecessary” parts together and made an incredibly strong shoe that 
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helped him prevail over Fenrir, by shoving the foot into the wolf’s mouth (Ben-Aharon, 

2016). The principle that both Mulder and Ben-Aharon are describing is the importance of 

surplus when teaching. The teacher must have a surplus of material to create the education 

from, in order to constitute pedagogy as an artform.  

2.15 The wisdom of not-knowing 

The abovementioned concepts have led us into the personal qualities of the teacher or 

facilitator of any given process, and this brings about the concept of not-knowing. This theory 

was conceptualized by psychologist Harlene Anderson. Anderson was the cofounder of the 

Postmodern Collaborative Approach to therapy and has become renowned for her concept of 

not-knowing. According to her, it has several features: One of them is an attention to how one 

thinks of the creation of the construction of knowledge. In other words, how knowledge is 

produced. Anderson points out that the idea of how knowledge is produced influences how 

one thinks about what one knows. When explaining what it means in practice, she says:  

Yes, not-knowing is not to know anything or to forget everything. Impossible. It 

would be very close to that idea of mindfulness. To be present in the moment 

where you are involved in this conversation in this room, and you are 

participating in this conversation and not one you are bringing from outside. 

(Malinen & Anderson, 2004)  

These perspectives emerged from her practice as a psychologist. She describes how she began 

to let go of her professional descriptions and started paying more attention to those of the 

client. It became clear that the expertise is not in terms of “what the better story might or 

should look like, but that our expertise was/is in the ability to create a space and invite others 

into what I call the collaborative relationship in the dialogical conversation” (Malinen & 

Anderson, 2004). She also describes how people have responded that not-knowing has helped 

them to deal with uncertainty.  

The concept of not-knowing was also touched upon by teachers at Crossfields Institute. The 

institute educates educators of varying sorts, through developing and delivering educational 

programs at a postgraduate level. They state that the following principles guide them in their 

approach: Holistic, deep, transformative, transdisciplinary, life based and lifelong learning, 

diversity and inclusion and care for nature and the environment. Charlotte von Bülow is the 

founder of the institute group and the director of Crossfields Europa. Von Bülow states that 

“Teachers in the future will have an incredibly significant role. What their main responsibility 

will be, I think, is to help children and young people discern what it is to be human” 
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(Crossfields Institute, 2019). This is also a position that I have found in Gert Biestas work, 

who says that “The question as to what it means to be human is also, and perhaps even first of 

all, an educational question” (Biesta, 2006, p. 2) and that we should “treat the question of 

what it means to be human as a radically open question, a question that can only be answered 

by engaging in education rather than as a question that needs to be answered before we can 

engage in education” (Biesta, 2006, pp. 4-5). Associate professor Peter Simpson at the 

Crossfields Institute course makes a point about the future role of the educator and his or her 

ability to model not knowing.  

I think one of the things that our education system, mainstream education system 

in the West, has done, is to put so much focus on what we know and transferring 

this knowledge to our students, but more fundamental is for the teachers to be able 

to model not knowing. And there is huge pressure on a teacher to come up with 

some sort of answer. Whereas actually we need teachers to be prepared to run 

sessions with students, I think of all ages, where actually it is legitimate for the 

students to experience the teacher saying: Actually, I really don’t know, so how 

can we begin to think about this. (Crossfields Institute, 2019)  

Neither Anderson nor Simpson are advocating incompetent teachers, that has little knowledge 

of the world. Their perspectives highlight something essential in teaching. That is the ability 

to facilitate open processes where something new emerges. A teacher who has these 

ambitions must be comfortable with leading a process where the outcome is not given.  

2.16 Role theory and boundaries 

Having looked at some qualities valuable for the teacher, the premise of the role of the 

teacher has been the basis. But the context of education implies a web of roles and 

boundaries, and I will now turn to role theory and some research on boundaries, to illuminate 

some of the dynamics that are playing a part. Role theory has been subject to a vast amount of 

research throughout the last 50 years (Van der Horst, 2016). According to Biddle, at least 

10% of all articles published in sociological journals up until 1986 used the term role in a 

technical sense (Biddle, 1986). Given the limitations of the thesis I will only present a few 

selected concepts from role theory. These concepts have been further revised and re-

negotiated in the field of sociological research, so the theoretical understanding of them that I 

utilize is one of many potential ways. In an educational context, theories about roles can help 

us understand more about the relational dynamics that are in play. According to Biddle, role 

theory “explains roles by presuming that persons are members of social positions and hold 

expectations for their own behaviors and those of other persons” (Biddle, 1986, p. 67). The 
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term role suggests that the theory began as a theatrical metaphor, and although the 

conceptions and theories vary across the field, the basic concerns are with characteristic 

behaviors, parts to be played and scripts for behavior (Biddle, 1986). Within role theory a 

central question is, what generates roles. A common belief is that expectations are responsible 

for roles. Varying interpretations of expectations has led to an understanding of expectations 

as norms (prescriptive in nature), beliefs (subjective probability) or preferences (“attitudes”) 

(Biddle, 1986). Regardless of the different ways of understanding expectations, most versions 

of role theory presume that expectations are the major generator of roles, and that 

expectations are learned through experience. Within role research the concepts of consensus 

and conformity are essential. The first denotes the agreement on the expectations held by 

various people and has been differentiated as preferential-consensus and normative 

consensus. The latter connotes compliance to some pattern for behavior (Biddle, 1986). 

Within role theory, research on role transitions has become widespread. Louis (1980) for 

example, makes a typology of role transitions and contrasts inter role transitions from intra 

role transitions. Where inter role transitions refer to changes in objective roles, intra role 

transitions refer to subject reinterpretations of old roles (Van der Horst, 2016). Stephens 

(1994) distinguished objective role transitions from subjective role transitions. An objective 

role transition could be to retire from a job, and subjective role transition could be to adapt to 

a role of the retiree. (Van der Horst, 2016). In the context of education, consciousness about 

subjective role transitions can function as a factor to understanding processes such as 

learning, identity, group dynamics and growth.  

In the extension of roles, a great deal of research has been performed on the concept of 

boundaries in social sciences (Lamont & Molnár, 2002). This research has generated theories 

related to research cognition, census categories, cultural capital, collective identity, ethnic 

group positioning, to name a few. A central question is what generates and constitutes 

boundaries. Social psychology has shown that cognitive categorization and stereotyping is a 

way of adapting to the environment. Sociologists have shown that collective identity is made 

up by a “dialectical interplay of processes of internal and external definition” (Lamont & 

Molnár, 2002, p. 170). On the one hand, individuals “differentiate themselves from others by 

drawing on criteria of community and a sense of shared belonging within their subgroup” 

(Lamont & Molnár, 2002, p. 170). On the other hand, an objectified collective identity 

emerges when these internal identification processes are recognized by outsiders. In the 

context of education, Collins (1979) found that the correlation between requirements of 
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educational credentials and the skills or knowledge required in jobs was surprisingly weak. 

He argued that education effectively socialized prospective professionals into status cultures 

(Lamont & Molnár, 2002). On an individual level these boundaries constitute a core challenge 

of being human. On a structural level these boundaries both fundamentally characterize and 

challenge society regarding categories such as ethnicity, class, gender, and many more 

(Lamont & Volnár, 2002).  

2.17 Social presencing theater 

Social presencing theater (SPT) is a result of a collaboration between senior lecturer Otto 

Sharmer at Massachusetts Institute of Technology and choreographer Arawana Hayashi. This 

approach to process work has profoundly re-negotiated the notion of social processes being 

led by a teacher/facilitator. The Presencing Institute was founded in 2006 with the intention of 

working for profound social and organizational change. Their concept of Theory U has 

become known globally, and the institute launched a journal called Journal of Awareness 

based systems change in 2021. In an article by Arawana Hayashi and Ricardo D. Gonçales 

(2021) some key elements of SPT are presented. The article refers to several workshops that 

the authors have arranged. Workshops are a key aspect of the activities related to SPT. “We 

argue that to address the complex challenges of our times, we must cultivate embodied and 

perceptual capacities and a language for our embodied experience(s)” (Hayashi & Gonçales, 

2021, p. 36). They base their action research practice on a hypothesis that “society inherently 

has the potential for well-being and health” (Hayashi & Gonçales, 2021, p. 36). Hayashi and 

Gonçales introduces embodied and artful as different forms of knowing. They consider direct 

subjective experience as valid research data, and therefore “To begin with, we must first 

acknowledge our embodied experience—the first-person experience of living in a body” 

(Hayashi & Gonçales, 2021, p. 37). Furthermore, the authors point out that participants must 

be able to relax, so that they can come into touch with their inherent spontaneity, “and allow 

activities to emerge naturally from collective awareness” (Hayashi & Gonçales, p. 38, 2021). 

The authors continue to state that they rarely differentiate between doing research and doing 

art. They consider their SPT work to be an “integration of art, action research, and 

social/organizational applied contexts” (Hayashi & Gonçales, 2021, p. 38). This entails that “a 

social process of change within a social group, organization, or system would be understood 

as a piece of social art, as well as a research outcome” (Hayashi & Gonçales, 2021, p. 38). 

The collaboration between dancer Hayashi and researcher Sharmer has led to what seems to 
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be an acknowledged technique of bringing forth the wisdom that lies within a group on 

different levels. Hayashi explains:  

I think a lot of the work that we’re doing is helping people get out of living in 

their conceptual framework. There is enormous wisdom there. What we see or 

how we see and hear and feel is a direct experience of something, but so often 

very quickly it gets wrapped up in some kind of downloading, some kind of 

conceptual framework. It means something and it does not stay open. It’s like the 

sense perceptions are like an opening. What we’re doing is developing more 

sensitivity. But it also means that we can trust that more. We don’t have to retreat 

quickly into what we think about it. (Presencing Institute, 2021)  

The conceptual framework formulated by Hayashi can be understood as a world of ideas 

existing within the intellectual sphere. These ideas are continuously affecting how we 

understand our experiences, because we understand our experiences within the framework. 

The participants in SPT are asked to suspend these preconceived ideas as much as possible, 

for something “fresh” to come forward. SPT draws upon several of the perspectives presented 

in the literature review, such as the social sculpture, the role of arts, not-knowing and 

emergence. One can also observe inspiration from Zen-perspectives exemplified by Shunryu 

Suzuki (2011), contemporary choreography, movement theater and modern qualitative 

research methods such as action research and arts based research. Otto Sharmer explains that 

“Social presencing theater is about accessing your deepest senses of knowing. Not as an 

onlooker or as an observer, but as a creator and a somebody who is able to co-sense and co-

shape the future” (Presencing Institute, 2019).  

2.18 Conceptual framework and research questions 

In the table I have organized the concepts from the literature review to clarify how they make 

up my conceptual framework consisting of diversity, the role of arts, and facilitation. These 

concepts are located in the Categories column to indicate how they relate to my research 

questions.  
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Table 1 Conceptual Framework and Research Questions 

Scope Categories Concepts/theories Originator Research question in 

focus 

Structural, 

society, 

schools, 

classes, 

groups 

Diversity Motto of the 

social ethic, deep 

democracy, social 

sculpture, social 

presencing theater 

Steiner, 

Mindell, 

Beuys, 

Hayashi 

What benefits are there 

to diverse groups in 

education? 

Education, 

content, 

learning 

The role of arts The role of arts, 

playing, artistic 

expressions 

Steiner, 

Schiller, 

Huizinga, 

Caillois 

How can arts inspire 

the development of 

new forms of education 

fruitful for all kinds of 

abilities? 

The educator,  

the teacher 

Facilitation The wisdom of 

not-knowing, 

coming into the 

world, the risk of 

education, role 

theory 

Anderson, 

Mulder, 

Ben-Aharon, 

Biesta, 

Steiner, 

Biddle, 

Rogers 

How can diversity and 

arts inform a 

facilitation style that 

makes higher education 

relevant and 

transformative for 

learners with diverse 

learning and 

communication styles? 

Structural, 

epistemology 

Epistemology 

& pedagogy 

Emergence, 

knowledge from 

experience, 

transformative 

education 

Osberg, 

Cilliers, 

Biesta, 

Steiner, 

Heron, 

Reason 

All research questions 
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I have chosen to focus on the three above-mentioned concepts for several reasons. Diversity is 

a very broad concept that generates questions and perspectives that are scalable from smaller 

groups to the entire society. On this scale we find groups like classes, pupils in schools, 

students in higher education, teams, and collegial groups. This concept provides the analysis 

with structural and sociopolitical perspectives regarding human rights and non-discrimination, 

in a addition to pedagogy and concepts of learning. The role of arts narrows the scope and 

allows analysis of the individual’s chance to express itself and participate. This can generate 

insight about the content and shaping of education, with focus on the “learner”. The concept 

of facilitation puts emphasis on the style of teaching and can generate insight about education 

considering process work, with focus on the “teacher”. By utilizing these three main 

categories I have hoped to shed light on the topic from different angles. The ambition has 

been to generate insight that is not one sided, but a body of knowledge that is informed by 

both societal and individual perspectives, welded together by perspectives from education. 

The framework could have consisted of a completely different set of concepts, but the 

selection is an expression of my interest in education as a complex arena where the dynamic 

between individual and society can be materialized, explored, and refined.  

2.19 Summing up the literature review 

In this chapter I have identified some challenges of the current educational system. Thereafter 

I have presented the theory and concepts that make up the fundament of the thesis. The 

complexity and width of these concepts is substantial, and at the same time they appear to 

have many connecting points and ways of building on one another. The literature review 

consists of concepts related to epistemology, anthroposophy, pedagogy, and social 

theories. Based on these concepts I have presented a conceptual framework and presented 

how this relates to the research questions.  
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3.  Research methodology  
In this chapter I will explain the methodological foundation of the study, the design, the 

methods for data collection and analysis, and consider ethical challenges. To start off, I would 

like to contextualize qualitative research, to give a clearer understanding of the project’s 

methodology and design. The very existence of this master’s program is highly indicative of 

recent developments within qualitative research. It is worth taking some time to consider just 

how profoundly we have moved from an objective universal, truth-seeking, answer-driven, 

evidence-claiming research tradition to a highly subjective, truth-creating, question-

generating situation. According to Ellingson “Researchers abandoned claims of objectivity in 

favor of focusing on the situated researcher and the social construction of meaning” 

(Ellingson, 2008, p. 2). This development within the field of social sciences is astonishing, 

and is worth bearing in mind, when trying to grasp the richness and complexity of today’ 

landscape. I mention this, because it can clarify how this is a highly fluid ever-changing 

landscape, where the role, status and creational freedom for each researcher has become 

almost limitless. Hence, there are a vast number of concepts, terms, techniques, and 

approaches that are currently in use or underway, and this can be understood more as an 

expression of processuality rather than the threshold of reality as such. This provides 

researchers entering the field of qualitative research with vast opportunities to create one’s 

own design, approach, conceptual framework and methods. This has brought about an 

implicit expectation that research should not or cannot aim to generate answers, albeit this is 

very much the core of many discussions in the field. One could think that giving up the quest 

for truth would limit the possibilities for disagreements. But Ellingson describes how a 

“wonderfully productive dissention—philosophical, practical, analytic, ethical—exists in the 

field of qualitative methodology (e.g., Potter, 1996), generating a myriad of opportunity for 

collecting, analyzing, and representing data and findings” (Ellingson, 2008, p. 2). The 

research projects in themself are seen as the production of knowledge, not regarded as 

potential providers of answers, but generators of new questions, and ways of developing new 

situations to experience society from within. This shift from the positivistic situation that was 

still dominant within social sciences up until the 1980s, cannot be emphasized enough when 

trying to understand the current situation. I mention this because this study is situated within 

the discourse, and as far as I can see, there are innumerable potential angles for it. The 

challenge is to navigate and to find an approach that takes care of the fundamental intention of 
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the project in a way that complies with academical standards. I find that Pomeroy et al. (2021) 

has summed up the challenges in a satisfying way when stating that 

The development of appropriate research methodologies is itself an iterative, 

experiential learning endeavour. Methodology must develop in tandem with the 

work in order to develop an understanding that is a. accurate and whole, and b. 

useful in practical, actionable terms. Our current context of disruption makes the 

need for methodologies that both serve emergent phenomena and generate 

knowledge from it all the more pressing. (Pomeroy et al., 2021, p. 115)  

I have now given a general presentation of the context of qualitative research, to give a sense 

of the fluidity of this field. I will now turn to my project and present methodology, data 

collection methods and ethical considerations. Each of the following sub chapters will start 

off with some theory about the subject followed by a description of the study in that regard.  

3.1 Methodological background and research design 

According to Merriam, a basic interpretive study is the most common form of qualitative 

research within education (Merriam, 2009). An essential attribute to this type of qualitative 

research is the notion that reality is constructed by individuals when interacting with the 

social world. This implies a constructionist view of knowledge, where the goal is to 

understand the meaning of a phenomenon for those involved (Merriam, 2009). The research 

design of a project can be understood as an overall plan (McNiff & Whitehead 2010). 

The thesis is a basic qualitative research project (Merriam, 2009), meaning a basic, 

interpretive study. It also entails an action research section, inspired by arts-based research 

methods. My research design can be divided into four phases. The first phase consisted of a 

literature study and preparations for the social pedagogical seminar. This phase consisted of 

theoretical preparations by orientating myself within potentially relevant theoretical concepts. 

I was also planning the seminar, inviting participants, and presenting the seminar in online 

meetings. In the second phase I executed a participatory action research in the shape of a 

social pedagogical seminar lasting four days and conducted interviews with twelve 

participants in the following month. In the third phase I analyzed the collected data from 

participatory observation, participant drawings, interviews, and field notes. In the fourth 

phase I discussed and interpreted the analyzed data considering the literature review and new 

concepts that had emerged and completed the thesis.  
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3.1.1 Action research  

According to Rönnerman and Salo, action research is a suitable method for “researching and 

improving educational practices” (Rönnerman & Salo, 2012, p. 2). Action research promotes 

collaboration and moves beyond the dichotomy of theory and practice. “In our view 

educational action research is about different practices, and the views of knowledge 

embedded therein, coming closer together in order to reveal the very character of the practice 

to be researched on” (Rönnerman & Salo, 2012, p. 2). Instead of asking questions about what 

is happening or what someone is doing, action research turns towards the researcher, who 

reflects on her own actions and how to improve them (McNiff & Whitehead, 2010). “In 

action research, the researcher becomes the centre of the research. The focus is on the 

improvement of personal learning, so they adopt an insider, self-study perspective” (McNiff 

& Whitehead, 2010, p. 11). According to Bradbury action research is emergent, 

developmental, and primarily participative and democratic. The fundamental characteristic is 

that one works together with participants towards knowledge in action, and the action one 

chooses to take becomes a part of the study’s methods (Bradbury, 2015). Action research 

separates from other forms of qualitative research in several ways. Most of all, action research 

is about improving learning for improving practice (McNiff & Whitehead, 2010). The method 

of action research derives from a constructivist approach, where some theoretical aspects can 

be traced back to Dewey’s (1938) pragmatic philosophy, who emphasized the importance of 

practical action in cognitional development, and Freire’s (1970) work for education as a 

human right and focus on changing society through taking action. 

With basic qualitative research as a methodological starting point, I have drawn inspiration 

from action research and implemented as a part of the study. Action research is a common 

method within social sciences that emphasizes social intervention and hence implies an 

interpretive approach. To improve educational practices has been an ambition in this project, 

and hence I found action research suitable as a method. The intention of exploring and 

improving was a driving factor in designing and arranging the social pedagogical seminar, 

and it is this part of the study that utilizes methods from action research. Action research also 

actualizes the relation between theory and practice, a relational dynamic which is at the core 

of this study. Perspectives that emphasized the researcher’s reflexivity have been important 

when designing the seminar as a research method, and in the analysis.  
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My action research takes place within an educational context, to study the effects of diversity 

in learning groups, the role of arts and facilitation. I wanted to explore this, by putting myself 

amid an educational situation. The aspect of taking action and creating something has been a 

strong motivation for implementing action research as a method in the study. I chose 

participatory action research as one of my methods for several reasons. First and foremost, I 

wanted to challenge myself as a practitioner within the field of education by exploring the 

research questions firsthand. Secondly, I wished that this project could be of immediate value 

to people within Waldorf education, and that the project became an arena where ideas could 

be exchanged, and a pool of common experiences could be built. Another reason for selecting 

participatory action research as a method was the wish to explore the named division between 

theory and practice.  

There is a sense of “aboutism” in much of what is taking place in higher education. Aboutism 

is a term used within gestalt therapy, pointing to what Perls refers to as “the science game”. 

He states that “aboutism is found in rationalization and intellectualization, and in the 

“interpretation game” where the therapist says, ‘This is what your difficulties are about. ‘This 

approach is based on noninvolvement” (Perls, 1970, p. 17). My concern is that this leads to 

objectification and alienation, and I am searching for ways to bridge the gap between theory 

and practice, and promote subjectification (Biesta, 2014) and contact. Hence, it would be odd 

to create a master’s project that adds to the amount of theory about a field that first and 

foremost needs a strengthening in the mid-section, bridging the gap between presentational 

and propositional knowing.  

3.1.2 Arts-based research  

Arts-based research has become increasingly legitimate and widespread within qualitative 

research. In a qualitative context arts-based research has been defined as 

the systematic use of the artistic process, the actual making of artistic expressions 

in all of the different forms of the arts, as a primary way of understanding and 

examining experience by both researchers and the people that they involve in their 

studies. (McNiff, 2008, p. 29) 

Vist defines it as “qualitative research that draws inspiration, concepts, processes and 

representational forms from the arts” (Vist, 2015, p. 260). Arts-based research can “fuse the 

creative and imaginative possibilities of the arts with social science research” (Knowles & 

Cole, 2008, xi). Borgdorf (2012) points out that “it is not formal knowledge that is the subject 

matter of artistic research, but thinking in, through, and with art” (Borgdorf, 2012, p. 143). 
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Regarding framework and analysis, Borgdorf illuminates an interesting aspect of arts-based 

research, where the research is transposed from being on the arts into being in and through 

arts. This “reduces the distance to the object of research to such a degree that the work of art, 

the creative process, and the signifying context themselves all become constituent parts of the 

research” (Borgdorf, 2012, p. 24). The role of the researcher is essential in arts-based 

research. Depending on the chosen method, the researcher will most often be the artist, or at 

least the creator of an artistic research method. “This demands us to see the researcher as an 

important research instrument, in addition to seeing the presence and signature of the 

researcher in the research, although the researcher is not necessarily the subject in arts-

informed research” (Vist, 2015, p. 267). This description is a reminder of how important 

reflexivity is when conducting research that is inspired by action research and arts-based 

research. I will return to reflexivity in chapter 3.3.1. 

Creative thinking and a performative style have always been a vital part of my approach to 

teaching. In the seminar the teaching style and activities were based on arts, and the 

facilitation was also supported by the goal of creating a performance to be premiered in front 

of an audience on the last day. Art was intrinsic in several ways, because it was both essential 

in the activities and tasks, and it was also an overall approach and catalyst for the seminar. 

You could say that art was both what, how and why. Art was what the activities were, artistic 

techniques were how we worked and creating artistic expressions was the reason for doing it. 

These perspectives have been central in the study for several reasons. One of them is the 

emphasis on process. The understanding of and focus on processes is a vital contribution from 

art. One of the main concepts in the research is how creative processes can be facilitated. The 

representational forms that Vist refers to are also important, and these have been actualized in 

how the seminar was designed, and through participant drawings as a data collection method. 

Through art it is possible to create representations of human experiences that are not possible 

to convey verbally or in writing. In this specific context this perspective is of the utmost 

importance because the research explores how different communication styles and levels of 

experience can inform each other and improve education. The ability to handle and analyze 

the information and insight that emerged in the project is inspired by arts-based research. I 

will go deeper into this in the following chapter. 
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3.2 Methods: Data collection and analysis  

In qualitative studies it is recognized that people have multiple planes of experience, and it is 

this complexity that the research is trying to make sense of (Josselson, 2013). Josselson 

underlines that most of the essential information cannot be put into words, and that 

researchers “must humbly accept that not all experience is narratable” (Josselson, 2013, p. 

167).  

The data in this study was collected through participatory observation, interviews, participant 

drawings and field notes. The background for the different sources of data was among other 

things the barrier of language, but also the ensuring of research quality through triangulation. 

Based on the complexity of the group, I suspected that the barrier of language would be even 

more applicable to my research, and therefore the goal was to create a combination of data 

sources that provisionally helped more levels of experience surface. The data analysis formed 

an abductive approach, where the data was analyzed considering selected concepts from the 

theory, and some modifications in existing understandings came into question as a result of 

the analysis. I will now present how the data was collected.  

3.2.1 Interviews  

Qualitative interviews are one of the most familiar strategies for collecting data. All 

interviews are used to get to know the interviewee better, but the purpose of knowing varies 

according to the research question and disciplinary perspective (DiCicco-Bloom & Crabtree, 

2006). There are several types of qualitative interviews, often categorized as unstructured, 

semi-structured and structured. This division is artificial (DiCicco-Bloom & Crabtree, 2006), 

but provides us with some key traits of the format. The interviews in the research project can 

be deemed as semi-structured, characterized as “scheduled in advance at a designated time 

and location outside of everyday events. [And] generally organized around a set of 

predetermined open-ended questions, with other questions emerging from the dialogue 

between interviewer and interviewee/s” (DiCicco-Bloom & Crabtree, 2006, p. 315). There are 

also aspects to consider when selecting interviewees. The selection should seek “to maximise 

that depth and richness of the data to address the research question” (DiCicco-Bloom & 

Crabtree, 2006, p. 317). 

The interviews in my project were carried out after the seminar was concluded. As the 

participants were traveling to the seminar from different parts of Norway, it was not possible 

to do the interviews in person. Most of them were done over the phone, some were answered 
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in writing, a few of them were done in person and two were done via Teams. I used an 

interview guide (attachment 5) with six questions and adjusted or elaborated them according 

to the development of the interview. I was taking notes during the interview, writing down the 

answers in full. After the interview I sent the transcription to the interviewee for confirmation. 

I conducted a total of twelve interviews. The interview subjects are ascribed a pseudonym to 

ensure their anonymity. When analyzing the data, codes referring to four roles were created. 

The participants represented four different roles, named Waldorf teacher, Pupil or resident, 

Facilitation team and Support worker. As I was forced to prioritize, I did not interview 

anyone from the facilitation team, because I would function as a representative from that 

group. In general I sought to secure a proportionate number of representatives from each role 

group.  

Each role has a distinct first letter in the pseudonyms. Names starting with S indicate that the 

person is a Waldorf teacher, names starting with C indicate a pupil or a resident, names 

starting with M indicate a support worker. I have not anonymized myself and refer to my own 

reflections explicitly in the findings and discussion. The roles are not at all unambiguous, and 

all participants have more than one role. But in the context of analysis, I have concluded that 

these roles are constructive, because it is vital information when presenting the findings. This 

selection of interviewees makes up just over half of the participants in total and is an attempt 

to manifest a representative selection. 

 

Table 2 Participant Synonyms, Roles and Backgrounds 

Name Role Background 

Sophia Waldorf 

teacher 

Five years in a Waldorf school, in a curative education department. 

Student at the bachelor’s degree in social pedagogy. 

Sarah Waldorf 

teacher 

Ten years as a social pedagogue in Waldorf school, after-school 

program. Former student at the bachelor’s degree in social pedagogy. 

Mary Support 

worker 

Twenty-five years in Camphill. 

Claire Pupil or 

resident 

Pupil in a Waldorf high school for curative education. 



58 

Charlie Pupil or 

resident 

Pupil in a Waldorf high school for curative education. 

Sylvia Waldorf 

teacher 

Twenty-five years in Waldorf school, last ten years as class teacher in 

middle school. 

Celia Pupil or 

resident 

Twelve years as a young villager in Camphill. 

Chloe Pupil or 

resident 

Pupil in a Waldorf high school for curative education. 

Simon Waldorf 

teacher 

Nine years in a Waldorf school, mainly in a middle school 

department for curative education. 

Stella Waldorf 

teacher 

Eleven years in a Waldorf school, in a high school department for 

curative education. 

Siena Waldorf 

teacher 

Ten years in a Waldorf school, in a high school department for 

curative education. 

Sam Waldorf 

teacher 

Twenty-two years in a Waldorf school, mainly in a middle school 

department for curative education. 

 

3.2.2 Participatory observation  

Participatory observation is a qualitative and interactive experience, and one of the reasons for 

doing participatory observation is that many aspects of social life are only visible to insiders 

(Guest et al., 2013). According to Savin-Baden and Major (2013), there are five observation 

roles. They are presented on a scale from “least involved” to “most involved”. The roles are 

as follows: Peripheral, passive, balanced, active, and complete participation. Regarding 

observation roles, John Whiting makes an apt distinction when stating that “An observer is 

under the bed. A participant observer is in it” (Guest et al., 2013, p. 78). The researcher 

should be consciously aware of observing continuously when out in the field. At the same 

time, it is a good idea to “just experience” (DeWalt & DeWalt, 2011, p. 92). There are several 

points of emphasis regarding attention to detail, community mapping and “being on” that 

participatory observation requires. On the other hand, there is a limit to what a researcher can 
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do at the same time, and priorities must be made continuously when observing. DeWalt & 

DeWalt emphasizes that  

It is the tacit understandings and insights that being a participant bring to research 

that make participant observation an important method. To the extent to which 

“being on” interferes with that experience, the researchers may sometimes need to 

lay aside the explicit observer role and attend not to remembering but to feeling 

and experiencing. (DeWalt & DeWalt, 2011, p. 92)  

These perspectives become even more prominent when doing action research, where the 

researcher is an intrinsic part of what is going on and is also observing and researching his or 

her practice.  

During the seminar I observed the group and its participants, taking field notes and recording 

personal reflections in the evenings. The observation role was complete participation, which 

is characterized by the research being “fully immersed and is an active participant; it also 

means that the researcher is an accepted member of the community at the research site and is 

engaged in insider fieldwork” (Savin-Baden & Major, 2013, p. 396). It was important to me 

that the group of participants was diverse, consisting of people that had different learning and 

communication styles. Through this I hoped to shed light on what is gained when we allow 

groups in education to be less uniform. I was curious as to how I would develop methods that 

facilitate processes suitable for the entire group. With this outset, I wanted to observe myself 

in the teaching context, and explore how the participants and I responded to this form of 

education. I was able to experience the participants and myself for four consecutive days 

throughout the seminar. The better part of my consciousness and energy went into teaching, 

creating, and adjusting, while simultaneously observing as well as I could.  

3.2.3 Field notes 

Taking field notes is a central aspect of observation in qualitative research. According to 

Hammersley   

The writing of fieldnotes is not something that is (or should be) shrouded in 

mystery. It is not an especially esoteric activity. On the other hand, it does often 

constitute a central research activity, and it should be carried out with as much 

care and self-conscious awareness as possible. (Hammersley, 2007, p. 142) 

Hammersley stresses that fieldnotes are always selective, and that there is a “trade-off 

between breadth of focus and detail” (Hammersley, 2007, p. 142).  

As I was the leader of the seminar and was involved in teaching, organizing, and socially 

participating continuously, I did not find the time to take notes during the day. Considering 
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the social dynamic, this could have seemed like an odd thing to do, as I was trying to create 

an atmosphere where all participants felt safe and free to take part in the activities. My notes 

were taken at the end of each day when I was alone. The first day I recorded myself while 

thinking back on the day. I transcribed the recording. The next three days I put my thoughts in 

writing. These texts have a very immediate and personal style and are not following any given 

structure. The content of these notes are my spontaneous reflections upon how the day has 

developed, how the artistic process developed, how the group responded to the activities, how 

I felt in general, and observations made on how the group and its participants were settling in 

and taking part in the seminar.  

3.2.4 Participant drawings 

Considering perspectives from arts-based research, I wanted to create a more tangible source 

of data, to see if I could analyze them in a different way than the other empiric material. As an 

attempt to help other dimensions of the experience come forward, I had the participants draw 

a quick sketch each morning and afternoon with their non-dominant hand. This was a way of 

trying to help other expressions surface, and an experiment to see if I could detect a 

development in the group’s general mood from day to day. I did not have a clear idea of how 

this would work in the seminar, but it became a part of the everyday rhythm. There are many 

potential ways of analyzing the sketches. I choose to think of the drawings as a way of 

thinking with art (Borgdorf, 2012). I understand this as a way of using artistic experiences and 

descriptions to provide a wider access and deeper understanding. In this specific context, one 

could for example study each one of the participants’ sketches and see how they develop 

during the week. This would require a more thorough artistic conceptual framework to 

analyze within. I have decided to look at the drawings as a whole from each session. I have 

arranged all the sketches according to when they were drawn. Thus, I ended up with six 

images, one for each drawing session. The reason I do not have eight, is because we had to 

skip the drawing on Wednesday afternoon and Thursday afternoon.  

3.3 Analysis theory and methods 

In this chapter I will explain how I analyzed the collected data and present some perspectives 

on qualitative research data analysis that have been essential in my approach. According to 

Merriam (2009) the analysis in a basic qualitative project involves identifying patterns that 

are recurring and characteristic of the data. Regarding analysis within a basic qualitative 
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research project, she argues that the findings are the patterns or themes that were derived from 

the data (Merriam, 2009). One thing is the findings, another thing is how they are interpreted. 

And “the overall interpretation will be the researcher’s understanding of the participant’s 

understanding of the phenomenon of interest” (Merriam, 2009, p. 24). Hence reflexivity is a 

valuable and inevitable part of the analysis. Srivastava and Hopwood point out that “patterns, 

themes, and categories do not emerge on their own” (Srivastava & Hopwood, 2009, p. 77). 

The themes and concepts that make up the findings “are driven by what the inquirer wants to 

know and how the inquirer interprets what the data are telling her or him according to 

subscribed theoretical frameworks, subjective perspectives, ontological and epistemological 

positions, and intuitive field understandings” (Srivastava, 2009, p. 77). 

In the data analysis I started out by reading through the transcripts several times. Gradually 

some concepts or “big ideas” (Bloomberg & Volpe, 2008, p. 100) started to emerge. Some of 

them had been present in my thoughts since before seminar when studying literature, and 

some of them occurred during the analysis. According to Bloomberg and Volpe (2008) it is 

likely that the big ideas will be altered or refined, but they function as an initial framework for 

developing the findings. As the big ideas started to emerge, I created a qualitative research 

spreadsheet (attachment 3) where I entered quotes related to them. An example of a big idea 

could be the role of arts. When I read something that was related to art, I copied this and 

entered it into the spreadsheet, marked it with the concept, what role the interviewee had and 

what question from the interview guide this was an answer to. Smith (1996) suggests four 

levels of analysis, described as classification/typology, development of theory, 

complexity/ambiguity and life story. I found myself mostly between the first and third. After 

having analyzed all the interviews considering the initial framework, I marked the themes 

with a distinct color. I was also checking for concepts that had not emerged in the first rounds, 

to ensure I had not become one-sided in my analysis. To mark the concepts with colors 

allowed me to systemize the analysis spreadsheet according to roles or themes, and I could get 

a visual impression of the distribution and occurrence of the themes in relation to the roles or 

without a relation to the roles. Based on this I created a coding table for the analysis 

(attachment 4).  

3.3.1 Crystallization and reflexivity  

Perspectives from crystallization and reflexivity as knowledge have become important in my 

analytic approach. The role of researchers is crucial within the paradigm of qualitative 
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research. It depends on the approach, but all in all the researcher is no longer seen as a 

discoverer of truths. In contrast, the researcher is regarded a creator of truth, and subjectivity 

is therefore a key element of all qualitative research. The subjectivity of the researcher was 

traditionally viewed as hindrance for the intention of research, and many academical and 

ethical cautions have been taken to minimize the potential influence of the researcher’s 

subjectivity on the data. In recent years this attitude has profoundly shifted towards an 

approach where one has come to terms with subjectivity, and not only accepts this factor as a 

key element, but actively seeks out to create research from it. Without the possibility of 

leaning on “hard facts”, qualitative research is completely dependent on establishing its own 

credibility and certainty. This is where accountability comes into play. This involves being 

transparent about as much as possible regarding process and position, and according to 

Ellingson “subjectivity in research can be transformed from a problem to an opportunity” 

(Ellingson, 2008, p. 13). 

Moving further into this area there is one tension that stands out. Regardless of their position, 

researchers will have to deal with the dynamic between art and science. It could perhaps be 

described as the arch-dichotomy, where all researchers must define themselves whether they 

like it or not. The historical development described at the beginning of this chapter can be 

understood as a process moving along the line from an idea of hard science to an 

understanding of (de)constructivism as creation or art. Within the current field of qualitative 

research, we find innumerous positions emphasizing art or science to a larger or smaller 

degree. Ellingson (2008) introduces crystallization as a concept that dismisses an art/science 

dichotomy in the field of methodology. Instead, methodology exists along a continuum from 

positivism, where scientific research claims objectivity, to radical interpretivism viewing 

scholarship as art. “Art and science do not oppose one another; they anchor ends of a 

continuum of methodology, and most of us situate ourselves somewhere in the vast middle 

ground” (Ellingson, 2008, p. 5).  

The discussion leads to questions about how truths within research can be represented, which 

has led to a widened horizon within traditional research genres. According to Ellingson 

dichotomous thinking is still the modus operandi of academia. Moving away from this, 

presupposes creative thinking where negotiations about art not being science and science not 

being art are discontinued (Ellingson, 2008). When we are not seeking to detect the truth as 

such, the analysis of data becomes a part of the evidence. Therefore, choices made regarding 

analysis will impact the research outcome. Crystallization “utilizes forms of analysis or ways 
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of producing knowledge across multiple points of the qualitative continuum” (Ellingson, 

2008, p. 11). An essential contribution from crystallization is the formulation of the 

researcher’s own role and reflections around this, where multiple forms of analysis and genres 

of representation can be combined into a coherent text or series of texts. This openly partial 

account of a phenomenon problematizes its own contribution, “highlights researchers’ 

vulnerabilities and positionality, makes claims about socially constructed meanings, and 

reveals the indeterminacy of knowledge claims even as it makes them” (Ellingson, 2008, p. 

4).  

The analytic approach of the study can be described as more traditional than what Ellingson 

here presents. To “fulfill” crystallization as a method, this would also impact how the data is 

presented. I have not proceeded in this direction, but I have learned a lot from these 

perspectives, and they have become an intrinsic part of my understanding of qualitative 

research and analysis. Learning from crystallization, the intention is to generate less naive 

representations (Ellingson, 2008) and become better suited to “engage in and learn from 

systematic knowledge production without simply perpetuating the remnants of positivism” 

(Ellingson, 2008, p. 15) in my writing.  

3.4 Ethical considerations 

This project has several areas where ethical considerations are due. An interpretive 

methodology brings forth questions of reliability because the data is collected from personal 

experiences and is then the object of my interpretation. The method of action research gives 

much freedom, but with freedom comes responsibility, especially by maintaining the ethical 

dimensions of the research. I will now discuss ethical considerations regarding consent to 

participation, participatory observation, and interviews.  

The first ethical challenge lay in how the participants gave consent to take part in the project. 

The invitation and participation of teachers, RSUC students and caregivers was not ethically 

complicated. But it was vital for the project that there were participants that are receivers of 

care and/or pupils in their everyday life. The invitation to this group was extended to them by 

teachers and support workers, and in advance they would have had to make a choice as to 

who they would invite. I could not control who they chose to invite from their school or 

institution, and it was also challenging to control how the invitation was communicated to 

them. Some of them had cognitive capabilities to understand what they are invited to and to 
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decide. Others would not have the same level of impact, based on difficulties that make them 

reliant on teachers or support workers to decide together with them. Considering this, it was 

vital that the invitation provided thorough, yet graspable information about the seminar. In the 

Zoom-meetings in advance the importance of the fact that this was a voluntary project was 

underlined, and that all potential participants must be assisted in making a well-informed 

choice. Moreover, in the process that led up to the main event, I wished to practice inclusion, 

agency, and accommodate a variety of communication styles. All participants were asked to 

sign a letter of consent, and for some participants that involved both an adjusted version and 

one that their legal guardian signed.  

During the seminar we were all participants in the research, and the key intention was that we 

strive towards creating methods where we take part on equal terms. At the same time, I was 

also observing the activities and taking notes daily. According to Kang and Hwang (2021) 

“Researchers employing both observation and interview methods of data collection are 

responsible for warranting the participants that they are informed to the best possible extent 

concerning the nature of the research or study” (Kang & Hwang, 2021, p. 7). When observing 

I was dealing with sensitive information, which demanded diligence in securing the storage, 

and that descriptions and reflections were made in a dignified and factual manner.  

The setting of the qualitative interview is a fragile and multifaceted phenomenon. I was 

especially concerned with this, as several of the interviewees had varying styles of 

communication and were receiving support in their everyday life. Edwards and Holland 

illuminate the power and emotional dynamics of qualitative interviews, and perspectives are 

highly relevant in my situation. They point out that the interview involves asymmetries of 

power by nature, and even more so in contexts with interviewees from marginalized groups 

(Edwards & Holland, 2013). Even though interviews with marginalized groups have been 

criticized for perpetuating the exclusion and increase perceptions of them as problematic, one 

can also see this as an attempt to “making audible what they [researchers] regard as the 

‘silenced’ voices and perspectives of the marginalized” (Edwards & Holland, 2013, p. 79). 

For my part, there were two aspects I was mainly concerned about: Limitations in spoken 

language and what Edwards and Holland refer to as “positionality”, which can be understood 

as social status and identity. Regarding language, I am familiar with different communication 

styles from my years of teaching, and this was also a key motivational factor for arranging the 

seminar. I will go deeper into different communication styles in the findings chapter. 

Regarding positionality, I knew that there was going to be a risk that the interviewees who 
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were pupils would feel compelled to give answers that seemed satisfactory to me. At the time 

of the interviews, I had already been their teacher for four days during the seminar, and I was 

aware that some of them had acquired an emotional bond to me, and vice versa. Considering 

this, I was trying to keep the questions as open as I could and to create a non-binding 

atmosphere. At the same time, some of the interviewees needed assistance in understanding 

the questions, or they received help from their support worker to give answers that were a bit 

more elaborate. In this dynamic it is hard to differentiate factors from each other, but the most 

important thing is to try to keep a clear mind about how an interview setting consists of much 

more than questions and answers. Regarding position, power, and presenting the participants’ 

voices, Ellingson points out that the participants too occupy a certain standpoint. She claims 

that that no position is an “innocent” one, not even when occupied by participants that can be 

viewed as subaltern.  

Thus, participants’ voices should be respected and considered valid accounts of 

participants’ experiences, and researchers should incorporate participants’ 

perspectives into analysis, representing them in ways that honor their 

perspectives. At the same time, researchers should take great care not to 

romanticize participants’ accounts as objective or somehow authentically true in 

their efforts to respect participants; all perspectives necessarily are partial, even 

severely marginalized ones. (Ellingson, 2008, p. 14)  

The question of power and positionality is a large and intrinsic topic that penetrates all parts 

of the study, which is also an attempt to illuminate some of the mentioned challenges. At the 

same time, it will never be possible to escape the dimensions of power, and the most 

constructive tool available is our own reflexive ability and willingness to become aware of 

ourselves.  

3.5 Evaluation of the quality of the study 

Regarding evaluating a qualitative study there is no clear consensus on how this can be done 

in a constructive manner (Savin-Baden & Major, 2013). As we have seen, qualitative research 

has undergone a substantial transformation in the recent decades, and this also leads to 

challenges when it comes to evaluation. One could argue that to set fixed criteria for quality is 

“contrary to the subjective nature of qualitative research and inappropriate considering the 

range of research approaches” (Savin-Baden & Major, 2013, p. 471). The result is a whole 

range of different approaches, where many of them, such as validity and reliability, originate 

in quantitative research and have been re-negotiated in a qualitative context. Some of these 

were not applicable in the context of this project, whereas others were highly relevant. Savin-
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Baden and Major point to some contemporary criteria that can ensure the quality of a 

qualitative research process. These ideals are criticality, reflexivity, honesties, integrity and 

verisimilitude (Savin-Baden & Major, 2013, p. 474). The authors also suggest some strategies 

to operationalize the quality criteria during the study. They highlight methodological 

coherence, experience over time, triangulation, audit trail, member checking and negative 

case analysis (Savin-Baden & Major, 2013, pp. 477-478). When looking at the research 

project considering these strategies, there are some comments to be made.  

3.5.1 Methodological coherence 

Regarding methodological coherence, it has been challenging to create a methodology that 

fully grasps the span of the research. My approach has been inspired by perspectives from 

action research and a selection of epistemological perspectives. My experience from this 

project is that the more fluent the epistemological approach, the more intricate the 

methodology. I suspect that the combination of action research and literature study demands a 

high level of consciousness and experience to ensure methodological coherence. I found 

several relevant approaches, but in arrears I see that my ability to operationalize them in a 

structural and transparent manner might have turned out insufficient. This area is probably 

where I knew the least and have learned the most regarding research, and probably an area 

where this project could have been more coherent if I could start again with the experience I 

now have.  

3.5.2 Experience over time  

The amount of time spent in the field links directly to how much exposure the research has 

gained. My action research was limited to a time frame of four days. In addition to this, there 

were the interviews. At an early stage in the process, I wanted to arrange two seminars, one in 

the fall and one in the spring. I wanted to generate more experiences and get a picture of how 

the seminar developed over a longer time span. After some consideration, I realized that the 

amount of work exceeded the frames of this project, or at least my capacity. In this aspect 

transparency is important. The findings I present are only those that emerged during the four 

days. They are only accounting for small parts of what happened at the seminar. This 

naturally limits the validity in a quantitative perspective, because it is a set of highly particular 

factors that make up the context that generated these findings. At the same time, the context 

was not artificial in any way, and they are transferable and representative for many 

educational settings that I have taken part in. 
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3.5.3 Triangulation 

Triangulation as a strategy to ensure quality in research means that several factors of 

something are applied. It can be methods, researchers, participants, or theories. (Savin-Baden 

& Major, 2013). In the research I created several data points, to broaden the understanding of 

the object of research. Paying heed to the time frame of the study, I aimed to create a broad 

set of data by utilizing four types of data collection collected from the same event.  

3.5.4 Audit trail 

Audit trail involves developing descriptions of the entire research project, entailing theoretical 

notes, sound recordings, analysis products, etc. This is a comprehensive and time-consuming 

strategy and might be more relevant from the level of doctoral theses and onwards. I have 

tried to comply with some of these demands, by keeping a journal of the process from the 

beginning (Savin-Baden & Major, 2013). In the journal I entered simple short descriptions of 

what has happened. I also keep a record and notes of all the mentoring sessions and meetings 

I have had with both mentors and colleagues.  

3.5.5 Member checking 

This involves checking with participants, and in this case interviewees, for feedback or 

verification of interpretation (Savin-Baden & Major, 2013). After having conducted the 

interview, the transcriptions were sent to the interviewee for confirmation. A different 

dimension of this was the dialogue and interviews with colleagues and teachers that 

participated in the seminar. To have the gaze of experienced colleagues as a part of the 

research was very awareness raising, and hopefully it strengthened the credibility of the 

study. At the same time, several of the participants were people I knew in advance. The fact 

that I knew some of the participants might have led to them to a state of mind where they felt 

like “helping” me achieve a good seminar. This is not necessarily a negative thing, because 

one would expect people to take part in any given seminar with a positive or willing mindset 

if they have chosen to be there. At the same time, one could try to imagine that I executed the 

seminar with a group of participants I did not know in advance. This is something I am 

hoping to do more of in the future. Furthermore, there were participants who had limited 

abilities to communicate verbally and in writing. My intention was to try to sense how they 

experienced the seminar, and I also trusted their support workers to be aware of this. But 

within the scope of the project, I was not able to develop interview methods that provided 

them with a richer set of possibilities to express themselves. 
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All in all, I would say that the complexity of the group and the project made me aware of 

ethical challenges related to consent, and I have acted to the best of my knowledge throughout 

the process.  
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4. Findings 

In this chapter, I will present the findings from participant interviews, observation, field notes 

and participant drawing. The selected findings are those relevant for answering my research 

questions:  

• What benefits are there to diverse groups in education?  

• How can arts inspire the development of new forms of education fruitful for all kinds 

of abilities? 

• How can diversity and arts inform a facilitation style that makes higher education 

relevant and transformative for learners with diverse learning and communication 

styles? 

The findings will be presented in dialogue with the conceptual framework, diversity, the role 

of arts and facilitation.  

4.1 Diversity 

Diversity was brought forward by all interviewees with the roles of support workers and 

Waldorf teachers. Some of the interviewees with the role of pupil or villager also mentioned 

diversity. Support workers and Waldorf teachers provided numerous descriptions of how the 

diversity of the group was decisive for their experience in a positive manner. “I thought it was 

extremely nice that we were there together. Yes, I am their teacher, but it was the three of us 

at a seminar, and that was it.” This is a statement from Sophia’s interview. During the seminar 

I felt that the complexion of the group was one of the key factors to success. Based on the 

response in advance, I knew that the participants were enthusiastic about this aspect of the 

project. It was essential that this was not a course for anyone in particular. By that I mean, 

that the course was not more for the pupils or residents, or more for teachers or students. The 

course was for everyone, and my intention was to create something that was an immediate 

result of the very group at hand. Sophia reflected on how divisions that usually exist in 

society vanished during the seminar. “The experience of us just being a group of people. The 

division between who you are, what diagnosis you have, etc. It just disappeared.”  

The diversity of the group created a dynamic that would have been unattainable without it. It 

affected everything, not just the particular outcome of the artistic work. It also changed how 

we went about the complete framework of what we were doing. Sylvia reflected on this in her 
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interview. “I think that in today’s society we are often separated into “groups”, where you 

tend to end up in a “group” with people who resemble yourself, and this can make a process 

less rich.” This enrichment of the creative process was also brought forward by Siena, who 

uttered that “Regardless of language and other ‘outer’ skills, everyone’s significant 

contribution became visible. We could meet in something creational that felt important and 

real.”  

Regarding how we worked artistically, the diversity led me as a facilitator to try to find ways 

of direct and real engagement for every participant. This affected both the methods I chose 

while we were underway, and it affected the artistic expressions. The methods and general 

approaches were led in the direction of a “softer”, more collective sense. The exercises that I 

used were soft in their shaping, meaning that I did not set in motion anything that would 

expose anyone in their ability to perform, encourage competitiveness or stress any given 

outcome. The exercises were mostly collectively oriented, meaning that we as a group tried to 

do the same thing, but not in a strict manner. The movements or tasks were aimed to be 

relatable and manageable for all. This generated activities that encouraged much inner 

activity. If a participant felt very comfortable doing the movement or the task, the person 

would have room to be fully present in the activity and take in the atmosphere of the group 

working together. If the movements were a challenge for a participant, the person would 

benefit from trying to do them as well as possible. This is because the movements in 

themselves were meant to bring health. The contribution of each participant would be of 

importance to the group, and the fact that the collective result was diverse was what made it 

beautiful to experience. I strived to create exercises that encouraged sincerity when doing 

them, and to create activities that were playful. Sarah emphasized this and uttered that “There 

were games. Playing is super important. The game where we tied strings to each other. To tie 

the string to the foot. To bring forth laughter, that is so important. I love to play!” 

In addition to what I call “soft” exercises, the diversity of the group prompted new approaches 

continuously within the creative processes. If singing was hard, playing a bell that gave a rich 

tone could feel better for the participant in question. This way the participant took part in 

creating harmonies, and the fact that singing was not right at the point, led us to the bells, 

which provided an even richer soundscape. The diversity enriched the group and the process. 

If a movement was not feeling right for a participant, we could come up with a way that the 

movement revolved around that person who was standing still, or simply adjust the movement 

in question. Then individual expression became what we were all oriented towards, and 
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something that could have been interpreted as a failure under other circumstances, became our 

strength or specialty. This lifted and acknowledged the diversity, and it also gave new 

dimensions to what we were initially doing. Maybe the person could hold a candle while 

standing there, and suddenly that person became the most important actor in this part, and the 

diversity was not a problem, it was something that enriched us. Sarah described this in the 

following way: “We were allowed to be who we were. We got to express ourselves without it 

being wrong. And then I loved that we were so different, that we were allowed to be different, 

that no one questioned that.” 

Another prominent point in the findings related to diversity, was the aspect of consideration. 

Regarding the general structure and atmosphere, the diversity of the group made the 

participant more considerate of each other, and this propagated more consideration, also 

towards themselves. Sylvia stated that “From the first day when I arrived, I felt a warmth 

from all the participants.” The consideration was expressed on all levels of the seminar, from 

how we set the table, talked to one another, moved from one activity to another and how we 

spent our time together. Several of the teachers expressed gratitude towards the social 

diversity of the group. This countered a general conception that it is more stressful to be with 

a diverse group, especially when being on a trip like this for several days. Instead, they 

emphasized that they could be themselves. Sylvia describes how she managed to overcome 

personal difficulties because of this dynamic.  

I could feel that there were people in the group who perhaps had a more 

challenging outset than mine, but they went into it with their entire selves and 

gave so much! That became very powerful, and it gave me strength and a feeling 

of something outside myself in a way.  

This overcoming of one’s own insecurities by the help of the group was also a theme in 

Siena’s interview. She said that she felt included and lifted into the fellowship. “It gave me a 

feeling of togetherness and a stronger belief in myself in relation to the group.” Societal 

demands and expectations about being intellectually productive and to have something “to 

show for” can be stressful also in informal social settings. Whereas this context allowed the 

participants to relax and just be. The fact that the “bar” was “lowered”, did not make 

participants lesser versions of themselves, quite the opposite: They were allowed a larger part 

of themselves to be expressed within the social context. This was valuable to the group 

because it is not just some people that need consideration. Gradually participants could 

become more considerate of themselves, taking things more slowly. By learning to appreciate 

that in others, participants could cultivate this ability when encountering themselves. Sam 
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refers to this dynamic and says that “I experienced an immediate warmth, and it was like I 

could lower my shoulders the moment I arrived. There were no expectations towards me that I 

could not fulfill.” Going back to the deep democracy understanding of diversity, we have 

arrived at a vital part. Namely how the diversity that came from the contribution of all 

participants was necessary for the group to get to know itself. You could say that the more 

diverse a group was, the more it would get to learn about itself. Siena described this in the 

following way:  

To be seen as a whole human being, to be allowed to contribute with something. 

That everyone has something significant to contribute with. To trust that. That 

there is safety and that you will be cared for. To learn about oneself through being 

with others. I think that is very valuable.  

A key intention in my action research was to demonstrate the relevance of diversity in 

education. I view this as an area with much untapped potential, both within schools and 

higher education. With her background as a support worker, Mary was asked about how she 

found the seminar relevant in terms of education for people with learning differences. She 

then brought these aspects into a context of rights.  

I think it is of great relevance. To create together. To have a room where we are 

equals. Then I am also thinking in terms of rights, where a lot of factors enter. 

And about today’s field of care, which is very much oriented towards the roles of 

‘caregiver’ and ‘care receiver’. How can we create a society where everyone has a 

place, and to create the place on equal foundation and terms, even though we have 

different needs? 

The question of relevance also brought Sarah into reflections about everyday life in schools. 

“How nice it would be if we achieved this in the schools as well. That everyone was allowed 

to be in the school with their challenges, or the way we are. That was a very good thing about 

participating in the seminar.” Among the participants with the role of pupil or villager the 

aspect of diversity was not explicitly mentioned in the interviews. This can be interpreted in 

several ways. One hypothesis could be that these individuals do not have a conscious concept 

of diversity on a sociopolitical level. Another is that it was never mentioned during the 

seminar, and that the differences in backgrounds and abilities were never a topic. Therefore, 

one could assume that differences between people was not something that came to mind when 

they were interviewed. Claire uttered that “It was nice to meet new people” and when Celia 

was asked what the best part of the seminar was, she answered “That I met many new people 

that I had not met before. I thought that was good”.  
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When facilitating processes in the seminar I could never know what the outcome would be, 

and to find the right balance in the teaching was an ever-present challenge. But Mary shed 

light on this aspect in a different way, when asking “Where do you position yourself when 

you have a seminar for a diverse group? Even though you do not reach everyone with 

everything, you must trust that they bring with them what they need.” The key word here is 

trust. When facilitating, I strived towards providing a rich and integrating situation filled with 

engagement, growth opportunities and warmth, but when it came down to it, it was always the 

individual who decided what was right for them to take in and carry on in their lives.  

4.2 Differences in abilities to answer 

Considering the concept of diversity, I also found significant differences in participants’ 

ability to answer the interview questions. The answers by participants with the role of pupil or 

villager are consistently much shorter. Of the thirteen interviews performed, four of the 

interviewees were people from this group. Their answers are limited to one or two short 

sentences per question. On average their answers measured between 10 and 20 words. The 

other interviewees gave answers that could span from a hundred to a thousand words. Most of 

these answers were between 250 and 500 words in length, meaning between 10 to 100 times 

as long. These differences were something I expected in advance and a challenge that I had 

been trying to accommodate in different ways. The seminar was an attempt to facilitate 

learning processes for people with different communication skills. And during the seminar a 

great emphasis was put on bringing different voices and levels of experiences into their own 

right through new methods and ways of facilitating. I also implemented the mentioned 

drawing session each morning and afternoon to get ahead of differences in verbal 

communication skills, which I will come back to in the next chapter.  

4.3 The role of arts 

One of the approaches when entering this project was to think of art as an equalizer. The 

intention was to develop a seminar that utilized artistic approaches. One of the reasons for this 

was my own experiences from teaching adolescents with learning differences. I have always 

based my teaching in art, especially music and singing, and gradually expanded my practice 

into scenic expressions, eurythmic movements, dance, and theater exercises inspired by 

Augusto Boal and Arawana Hayashi. When planning the seminar, I had a clear intention to 

develop these teaching methods further, so that the activities were approachable for people 
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with an even wider array of differences. A new challenge was that I had both young people 

resembling the pupils I have usually taught, in addition to adult participants who work as 

Waldorf teachers or support workers in their everyday life. My attitude towards this was that 

in art we are all equals, and cognitive variations, learning differences and communication 

styles are not qualitatively decisive when working with arts. Art functions as an equalizer and 

provides a genuine arena to work within, both as a group and for individuals. When Sophia 

was asked if there was anything in the seminar that she would carry on, she replied as 

follows: 

It is difficult to put into words because it really was the feeling of mutuality. The 

interplay that occurred. That was really it. I have experienced that before, but that 

this interplay, with the possibility of interaction between humans lies in the 

creational and artistic. It does not lie in something theoretical, but that you do 

something together. That is what I brought home.  

According to the field notes I was anxious about whether I would succeed in creating 

exercises that would be suitable for the entire group. After the first day, I noted that I was 

especially impressed with the artistic sessions led by painter Karina and eurythmy teacher 

Gudrun. When seeing them in action, it struck me that they radiate sincerity and a genuine 

engagement in what they do. One thing that became clear to me, is that the artistic exercises 

did not depend on a given outcome in the exterior. When the tasks were given by Karina and 

Gudrun, the intention had been reflected upon to the extent that the inner activity shone 

through on the surface. This is one of the most important dimensions of the role of art in 

teaching. The exterior outcome can vary a lot, but a skilled teacher is able to see the inner 

activity and based on this determine how the exercise is working. Furthermore, the teacher 

can facilitate in such a manner that inner activity is enabled. This can be done in different 

ways depending on the context. The inner activity can be orally validated by the teacher, or 

the activity can be facilitated in such a manner that the inner activity has a greater chance of 

becoming a part of the exterior life. To bring the inner activity out is not necessarily required, 

and sometimes it is sufficient that the teacher is aware of it. Other times it can be very 

soothing for the pupil or student to see the inner activity or intention become a tangible part of 

a meaningful whole, visible to more than that person, and probably also expressed to a greater 

extent. Mary reflected upon the role of arts in the seminar, and said that 

It also gives an impression of to what extent art is a platform where many people 

can…How art is utilized in teaching in this sense. Also, in regard to further 

development, I always wonder how you can use it creatively within other 

subjects.    
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One of the activities mentioned by several participants was a big common drawing, where 

Karina had split the group in two and the two groups created one big art piece each. The 

drawing was created in the following way: One person went up to the canvas and drew 

something, and then the next person did the same. When all members of the group had drawn 

something, the first person went again followed by the whole group. This process continued 

for all four of the days, until there were two big drawings  (figure 7 and 8). When Sarah was 

asked if there was something she would bring with her from the seminar, she answered:  

The exercise where we are all going to use…the big drawing. Where everyone 

had to relate to each other. The harmony we had. To use chalk and to draw. 

Where we were allowed to do our part in it. In harmony with others. I liked that a 

lot.  

Sarah’s description of what this form of artistic task enabled is noteworthy. She described 

how this approach allowed everyone to do their part in the drawing, in harmony. She 

continued to describe the social aspect, by saying that “You learn to do things together 

without having to criticize each other, but rather see what other people are doing and build on 

that.” The last part of this statement is particularly interesting. In the drawing exercise the 

participants observed what their fellow artist put on the canvas, and then had to create 

something building from that. This is an essential point both socially and pedagogically. This 

dynamic within the group was also touched upon by Siena, who said that “It was exciting to 

create a painting as a group, and to create elements that could be put together to an entire 

performance.” In my own field notes I highlighted that the “Silence in the room when the 

groups were watching one and one go up to the painting and make their mark was something 

very special.” On the last day we got to see the other group’s drawing and I noted that “Many 

of the participants expressed great enthusiasm about these painting sessions.” 

The role of arts is also a recurring theme in the interviews with the participants with the role 

of pupil or villager. Celia described that “Those bells were fun. The stroll was fun. The trip 

when we went to the stream, out in the forest. That was fun. And the clapping game that 

Johan taught us.” Chloe emphasized that “Josefin played the bells, eurythmy. That was good. 

Walking, music, clapping game.” Claire mentioned that “[I liked] to draw and to do Karina’s 

technique.” The technique the interviewee was referring to is drawing with chalk when 

Karina, the arts teacher, recited a part of a poem each day. Claire referred to this poem and 

stated that “It was fun to paint cosmos and to pull down the sun to the earth.” (The first line of 

the poem was “Bær solen ned på jorden”, meaning “Carry the sun down to the earth”.) 

Interviewee Charlie also highlighted arts, when answering “Yeah, remember the harmonica? 
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Played it. Made it very nice for the night and the seminar at the end.” The interviewee is 

referring to a harmonica that he was invited to bring into the artistic process. This turned into 

a beautiful improvisational part with a Waldorf teacher playing the saxophone while the 

group was doing eurythmic movements. When interviewee Chloe was asked if there was 

something especially enjoyable about the seminar, the answer was “1, 2, 3, 4”. This refers to a 

clapping game that I taught the group during the seminar. The clapping game is both rhythmic 

and challenging at the same time. Some of the teachers did not always master it, but this was 

something Chloe mastered, and she would often ask if we could do it together.  

4.4 Findings from drawings 

When looking at the drawings (figures 1-6) from day to day, I get a general sense of how the 

group was feeling. On the first morning the drawings are a bit pale, the participants do not use 

many colors and the lines are somewhat weak and uncertain. In the afternoon on the same 

day, the expression changed radically. Now almost all the participants use several colors, and 

the papers are filled with more activity and have a higher degree of intensity. The same 

tendency can be observed on the second day. But here the starting point is richer and more 

vivid compared to the first morning. In the afternoon one gets a sense that there has been an 

energetic lift through the day. On the third and fourth day, something interesting happens 

regarding the motives. The participants appear to have become more confident and calmer in 

how they choose to draw, and the motives have a stronger sense of symbolism.  

There are two perspectives or interpretations that come to mind when observing this 

development. It is believable that the observed development is an expression for the 

participants’ relation to the drawing task. On the very first morning they had never done it 

before and were most likely a bit insecure about what they were doing. As mentioned, the 

drawing session became a familiar part of our rhythm that people seemingly enjoyed as a 

reflective “timeout”. The other perspective is that the drawings give a general sense of the 

creational energy and individual confidence during the week. A transformation can be 

observed, going from searching and insecure, using few or little color, via more powerful 

expressiveness and richness in colors, to a confidence where clearer motives emerge in the 

drawings. As with all other interpretations of data, one must always account for the 

interpreter’s role and contribution in the findings. The drawings were one of many exercises 

we did during the seminar, whereas most of them are not presented here. I find it meaningful 

to incorporate the drawings to give the reader a glimpse of something that was created during 
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those days. In addition, I find that the drawings and the tentative analysis performed provides 

a richer collection of data, hopefully giving a broader sensation of how the seminar was 

experienced for the participants.  

4.5 Facilitation 

A goal in facilitating the seminar was to enable the participants to take part. Sylvia compared 

her experience of the seminar with that of a lecture and stated that “It gives greater knowledge 

when we are allowed to participate and act, than when you get something presented via your 

head. The feeling and understanding I had of something here, I could never have gained 

through a lecture.” Sylvia touches upon the fundamental intention of facilitation, to provide 

space and opportunity for the participants to enter the process with their uniqueness and 

talents. A social surplus can contribute to enabling this. Hence, there was one element that 

was clear for me from the beginning; It was important that the participants lived together 

during the seminar. When you ponder this, you could argue that it is unnecessary to spend so 

much time together, and that the seminar could have been arranged in a city which was more 

accessible and had many possibilities regarding accommodation. But living together was a 

catalyst in the process. As the participants got acquainted at all hours of the day, they 

instantly became much more visible to each other. Many informal settings occurred where 

participants interacted and experienced how their fellow human beings were going about 

things. One can assume that this fueled the creative and social processes, because the time it 

took to become comfortable in the activities was drastically shortened. This again led to 

situations where participants felt encouraged to share more of themselves in the creative 

processes. Sam expressed that “I really liked living together at the same place. And to be able 

to be together from morning till night”. Sylvia stated that “I am very happy for all the human 

encounters during the days. It was like being in a bubble that it was almost strange to leave.” 

This experience of being in a bubble is something I recognize from my own experience, even 

though I was only there from about 8am to 10pm. The “bubble” that Sylvia referred to, was of 

great value both socially and artistically. It was something very different than coming together 

daily to work together, and then going our separate ways in the afternoon. The “bubble” 

meant that we had succeeded in creating a social momentum, which deepened the relations 

and strengthened the experience of being a part of a collective. Sylvia shared how this 

affected her ability to participate:  

It is hard for me to perform in front of others. In this setting it was not. It felt that 
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this had to do with the group dynamic and that I as an individual was a part of 

something bigger and more important. It is difficult to explain, but I felt like my 

performance anxiety was exchanged with a wish to achieve something in this 

fellowship. I was happy to do this together with the group, happy to be a part of 

it.  

The experience that Sylvia described is remarkable because it gives testimony to how the 

complexion of a group can affect seemingly fundamental presuppositions. This feeling of 

togetherness or fellowship was also highlighted by Stella who described that “I had the 

impression that we truly were together, in a way, not as similar people, because we will never 

be, but that everyone was as valuable and could make a substantial mark.” It seemed that the 

seminar was facilitated in such a manner that several participants felt a strong connection to 

the group. In my own field notes I was clearly anxious about how teachers would experience 

the seminar. After the first day I noted that  

What is new in this situation is that there are many adults. About half of the 

participants are pedagogues, and that affects the dynamic and does something to 

me, because I have a different gaze on myself than I am used to. At least, an 

imagined gaze. 

Simon commented on the facilitation and expressed that “Co-creation is exciting. It allows 

human encounters and learning across perceived paths and paradigms.” This formulation is 

quite interesting because he uses the words “perceived patterns”. My interpretation is that he 

referred to expectations of how different people function and ideas about how we can 

contribute within delimited areas. He described how co-creation enabled things to happen 

across these boundaries, and maybe even implied that these boundaries are futile. Stella 

reflected upon this lack of boundaries in the following way:  

I wonder if the reason for our success at Vidaråsen was that it was established 

quickly that this was something we were going to create together, and that we did 

not know what it was going to be. In my head this meant that what we, each and 

every one of us, would bring into the group would be enough.  

Two key words in Stella’s quote are “create together”. To me the aspect of co-creation was of 

utmost importance when I facilitated processes at Vidaråsen, and it was something I put much 

emphasis on when planning the seminar. I knew that it was going to be different than what I 

was used to because the group was so diverse, and all participants were participants, not 

pupils in addition to teachers that were assisting them or me. Hence, I put a lot of effort into 

creating activities and a schedule where I ensured that all participants could take part. This 

not-knowing approach to facilitation is described in a beautiful way by Siena who calls it  

To give space. That something is allowed to come to expression by itself. It was 
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interesting to observe that when you give time and space, good and beautiful 

things happen. To be able to let it happen and ‘wait’ for something to arise 

(almost) by itself.  

This quote touches on the core elements of facilitation and has been a valuable contribution to 

my personal understanding of what it was I was trying to achieve. The first aspect of the 

facilitation that Siena mentions is “to give space”. This is an interesting formulation, because 

at first glance space is the quality of something being empty. At the same time, it is delimited. 

One could say that the first dimension of facilitation is to create an outer boundary, with a 

room inside that is open for something to unfold. After the first day I commented upon this in 

my fieldnotes and concluded that I had ended up using a bit tighter approach than I had 

expected. This was partially related to me being nervous and partially because I felt that it 

was needed because the group was completely new, many of the participants had never met 

before and almost none of them had experienced my style of teaching. “Today I have kept it 

more closed than I had imagined that I would dare to. Not closed in a negative way, but I have 

facilitated the process with a clear leading voice from beginning until end. I have taken input 

and naturally picked up on the energy I have felt and what the group needed.” I concluded 

that it was necessary and a result of my intuitive choices during the first day, but my vision 

remained the same. I continued to ask myself “The big question is, can we come into flow 

together as the human beings we are?” On the second day my jitters were gone and in my 

fieldnotes stated that “Today everything loosened and I could lower my shoulders and just be 

the teacher and leader that I am. That has been very liberating.” Mary commented on my style 

of facilitation and confirmed that I achieved much of what I was hoping for.  

I could see that you managed to create a big room and that it was something we 

were going to create together. I thought that you were very much in sync and 

provided safety and a framework for that, which then again created opportunities 

for one to participate and take part. Both according to abilities and possibilities.  

Proceeding into this topic it gets increasingly interesting. A question that I have been 

grappling with for years is whether I am truly open when facilitating processes like this. I like 

to think that I am open when I work with creative processes in groups, but it is important for 

me that I dare to challenge my own preconceptions. The seminar provided opportunities for 

exploration. This room or space that has been highlighted by the interviewees is an interesting 

paradox. Because to leave something open, one must decide where the outer limits are and 

possibly also constitute them. And when doing that one has created a limitation. The 

limitations can be interpreted as an expression of the facilitators experience and artistic 

foundation. The task as a facilitator was to create meaningful frameworks for the process, and 
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these frameworks derived from my competence in areas such as arts, performance, music, 

dramaturgy, and pedagogy. Siena touched upon this aspect when stating that  

Even though we created something new, there was a good framework there, even 

though it might have been invisible to us that participated. I at least was not 

conscious of it. I was full of trust and took part with an open mind. For that I am 

very grateful.  

By the help of Siena’s words, we are approaching a central aspect of facilitation. She 

describes how a feeling of invisible framework could be felt, but not as something that she 

was conscious of. The trust she was filled with was assumably a result of this feeling. If there 

had not been an invisible framework surrounding her, it would probably not provide her with 

the same feeling of trust and ability to keep an open mind. Stella is also touching upon the 

topic of safety, when stating that “At the same time, the different activities were led by 

competent people, which provided safety for the group.” This brings about another dimension 

of facilitation, namely the qualities and skills the facilitator must possess. My experience is 

that the ability to lead open processes as a teacher depends on the level of experience and 

knowledge. To listen to the participants and what emerges from their processes, one needs an 

apparatus to listen with. Sarah pointed out this listening quality in how the eurythmy teacher 

worked. “The eurythmy was also good. That one took input from others. Gudrun was good at 

that. She invites people with. She probably knows how she wants to do it in advance, but she 

invites people in and brings in the ideas of others.” Sarah proceeded to describe my role, 

which is interesting. She expressed a balance that a facilitator is constantly in contact with, 

namely the balance between being involved and being a leader. “I think you led it well. You 

were in it, but you were observant. Clear and listening and participating of course. 

Comfortable to be around…yes, it was comfortable. Not stressful.” Sarah highlighted the 

ability to be both listening and participating at the same time. Further on, this aspect can be 

deepened in the direction of the dynamic between insight and oversight. On the one hand the 

facilitator must be in touch with the process and be involved to such an extent that continuous 

insight is gained. This insight combined with an oversight of the process for all participants 

can lead to well-informed decisions in the facilitation.  

4.6 Findings summary 

To sum up the findings I have found that the diversity of the group was of great importance to 

how the seminar turned out. Diversity had a significant impact on the teachers that were 

participating, who expressed that they felt relaxed and welcome, and more prone to relax, take 
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part, and express themselves. Several findings indicate that social surroundings were 

nurturing for the educational dimensions of the seminar, because it created a richness in 

experiences and methods. The diversity of the group prompted activities that were accessible 

for all participants, which led to more approachable exercises that put the focus onto the 

group and the wellbeing of all. 

The length of the interviews was in itself a finding. The fact that the participant interviews 

were a lot shorter underlines that there is much knowledge that is not accessible in the verbal 

channel. The artistic approach in the activities was vital for participation across the group and 

allowed participants to express themselves regardless of communication styles, abilities, and 

background. Through artistic activities the group was equalized, and the participants could be 

somewhat liberated from the normal status. In the artistic processes, what could be taken as an 

individual limitation could become a transitional point for the whole group. Diversities could 

be transformed into artistic contributions and unique expressions. This promoted might have 

promoted a sense of playfulness in the general attitude, which was also supported by playful 

activities and games. Looking at facilitation, the findings indicate that this role is much about 

creating outer boundaries and supporting freedom within them. By creating the framework, 

the facilitator can assist the individual expressions in becoming part of a meaningful whole. 

The facilitator is taught by the diversity of the group, and this can contribute to creating a 

more inclusive space.  
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5.  Discussion 
In chapter two I presented theoretical aspects that have been the foundation of my research. In 

the fourth chapter I presented my empirical findings. In other words, I have now presented 

theoretical dimensions and experiential dimensions. In this chapter I will start out with 

looking at four central concepts from the literature. Thereafter, I will discuss the theory and 

the empiric material in light of each other, to see if I can come further in answering my 

research questions:  

• What benefits are there to diverse groups in education? 

• How can arts inspire the development of new forms of education fruitful for all kinds 

of abilities? 

• How can diversity and arts inform a facilitation style that makes higher education 

relevant and transformative for learners with diverse learning and communication 

styles? 

5.1 Facilitation 

The title of this thesis is Trust the process, surrender the outcome. After years of teaching 

people with learning differences, I have come to treasure the process increasingly. And I have 

also learned that most of the “outcome” or results can be found and obtained within the 

process. Considering education as a process, I will now discuss the intention of education by 

going on a short journey through four concepts that have been central in this project: 

schooling, learning, teaching, and facilitation.  

5.1.1 From schooling to learning, from teaching to facilitation 

What is the relation between schooling and learning? This somewhat constructed dichotomy 

might be useful to shed light on how our educational system is predominantly based on a 

schooling approach. This type of education comes with a clear-cut idea about the given 

outcome of the education. When trying to describe schooling, one can use a metaphor of a 

gingerbread man cookie cutter. In schooling the outcome has a clear shape that the pupils are 

supposed to fill. The parts that exceed the cookie cutter shape are cut off, and the areas where 

the pupils do not fill out the shape become holes. Biesta describes this as “a process of the 

insertion of newcomers into a preexisting “order” of humanity and, in the case of modern 

education, as the insertion of newcomers into the preexisting order of modern reason” (Biesta, 
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2006, p. 7). This preexisting order is a result of the dynamics described in chapter 2.2, The 

Current Situation – Education as a marked? In short it can be described as the rational legacy 

from the Age of Enlightenment combined with ideas about Bildung that can be traced back to 

ancient times, highly influenced by forces of the financial marked. Intuitively learning can 

sound more open and emancipated from an outer “force”, but Biesta points to how learning 

implies an evaluation of a change, and therefore one must ask who this change is for. In other 

words, learning implies a problematic dynamic of power, a problem which Biesta uses 

Foucault and Rancière to demonstrate (Biesta, 2014, p. 94). Considering Biesta’s point about 

the risk of learnification, the search for a more fitting description of the activity continues, 

free(er) from the institutional and relational premises that perforate education. This brings 

about the concepts of teaching and facilitation. Most teachers probably think of themselves as 

teachers and would say that their main activity is teaching. Gradually through this project, the 

word has felt insufficient or imprecise. I still relate deeply to the identity of being a teacher. 

The word teach has etymological roots in old English (tǣcan), Germanic (token) and Greek 

(deiknunai), which all refer to the activity of presenting, showing, or demonstrating. This 

resonates with ideas about teaching, where the teacher has subject matters, skill sets and 

knowledge that he or she intuitively feels compelled to share with or show to the students or 

pupils. Considering the research, my understanding of the dimensions of teaching has 

gradually expanded. Throughout this project, it has often felt more descriptive to use the word 

facilitation when formulating my role and intentions as seen in the seminar. Earlier this year 

when I was teaching in a high school I was amidst a lesson with a group of pupils, and I heard 

myself say “Don’t look at me, I don’t have the answer, I am only facilitating your discoveries 

about yourself.” It was interesting because I have not been aware of this dimension of my 

practice. At the same time facilitation has a certain passive ring to it and might be a fitting 

only for the relational dimensions of the activity. Steiner emphasized the need for the teacher 

to have a “natural authority” (Steiner, 1995a). According to him, it is the teacher’s ability to 

set the right example that is decisive for the pupil’s development. These perspectives can also 

be found in Roger’s idea of the qualities of the teacher, where he asserted that the mere 

presence of a teacher with such attitudinal qualities inspired the students to become self-

disciplined (Hirano, 2013). Further on teaching is to a large extent about facilitating processes 

or cultivating something that is already present in the pupil. This aspect has been emphasized 

within pedagogy since Socrates (Boghossian, 2004). In the context of this project, one could 

say that facilitation opens the act of teaching to new realms of thinking, which provides the 

flexibility of integrating new concepts presented in the literature review. So even though I still 
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identify as a teacher, I would like to proceed with the concept of facilitation because there are 

several new aspects that can be discovered through this approach.   

5.2 Facilitation and the wisdom of not-knowing 

Arriving at facilitation as a tentative description of my role at the seminar, I will now look at 

this considering some concepts from the literature and findings from the seminar. Integral for 

the concept of facilitation, is the fact that the teacher cannot know what is facilitated. This 

was described by Mary as “creating a big room” and providing safety and a framework that 

“created opportunities for one to participate and take part.” Anderson formulates the wisdom 

of not-knowing (2004) and by that she insinuates the intricacy of facilitation. Both Anderson 

and Wolfson (2017) are clear on how the facilitators must alleviate themselves from 

preconceptions about the situation. This ability to not know is not about lack of competence 

or loss of memory, so how can it be preferable not to know? One can think of it as 

acknowledging and becoming conscious of what the facilitator cannot know and control. It is 

not possible to know how a process develops, nor how words and actions are perceived by 

others, and particularly relevant in this context: The outcome of a process cannot be predicted 

or demanded. Acknowledging this, is fundamental to a wisdom of not-knowing. The 

etymological meaning of wisdom is the ability to or act of seeing. Considering this, the 

preconceptions can hinder clear sight and prevent the facilitator from seeing things as they 

are. This wisdom constitutes a foundation that strengthens the ability to encounter a moment 

as openly as possible, to participate in the activity in the room, and not in a prefabricated 

concept about it (Wolfson, 2017). The prefabricated concepts can be the facilitator’s self-

image, prejudices about members of the group, ideas about the relation between the members, 

certain expectations to the group’s abilities, etc., and most likely a combination of several. 

The wisdom of not-knowing is what Siena describes as “something [that] is allowed to come 

to expression by itself.” Diversity played a role in how the creative processes developed in the 

seminar. The different characteristics of individuals served as a catalyst for the creative 

output. Life emerged when the participants responded to the initiatives coming from me as a 

facilitator, and it continued to emerge when I as a facilitator responded to their responses. I 

was striving not to expect things to happen, but to focus on what was happening. Some 

activities were instantly fun or powerful, whereas others were challenging and something the 

group struggled with, and then again some were not the right fit for the group at that time. 
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What remains, is that the diversity in capabilities, expressions and interests were the catalysts 

of what the group ended up doing.  

Another aspect of not-knowing is the concept of surplus. In line with Mulder’s (1988) image, 

the preparations for an educational setting must greatly exceed what the teacher ends up 

utilizing. This leads us to a certain paradox, because in order to facilitate in a not-knowing 

manner one must know a lot, much more than what is strictly “necessary”. On the one hand 

Anderson’s approach tells us to meet the situation free from our knowledge, and on the other 

hand this approach demands a lot of experience. Maybe it is this somewhat contradictory 

quality that Siena describes as “a good framework” that was “invisible to us that participated. 

I at least was not conscious of it.” At first sight, Mulder’s command to prepare for more than 

necessary can seem odd, and one could argue that one risks putting in work for no reason. But 

considering Ben-Aharon’s (2016) principle of Vidar the surplus is not useless, it is essential. 

All the things that teachers end up not saying, doing, or demonstrating creates an aura or an 

atmosphere that communicates that “there is more where that came from”. In other words, the 

surplus contributes to the “natural authority” that Steiner (1995a) thought that teachers must 

have.  

In Biesta’s eyes the wisdom of not-knowing can be understood as a beautiful risk. The 

adjective beautiful suggests that there is an esthetic dimension in play, namely creation or art. 

All the descriptions now given, could just as much be descriptions of artistic activities. To 

facilitate means to be an artist, except the facilitator does not create from materials, paint, 

words, or tones, but from the social fabric in the room. Sarah describes my role as a facilitator 

in a twofold manner. “You were in it, but you were observant. Clear and listening and 

participating of course.” The aspect of being “in it” and participating is noteworthy, and one 

could assume that this is vital to being authentic. If the facilitator is authentically taking part, 

there many dimensions he or she cannot know or control. Crossfields institute brings this into 

words by describing how future teachers should be comfortable and open about what they do 

not know, and at the same time be able to facilitate a process where the group investigates the 

question together (Crossfields institute, 2019). This intersects with Steiner’s focus on 

developing the ability to think, not the content of the thinking (Steiner, 1997). The concept of 

not-knowing might sound a bit tabloid or radical, but after having looked at it more closely it 

can be summed up in two main parts: The ability and willingness to be open and sensing to 

what the moment consists of, and to be able to act alleviated from preconceptions. This 

requires sensitivity and a vast repertoire of ways to respond to the context, but most of all the 
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trust in the process and the willingness to surrender the outcome. These abilities are explicitly 

formulated by Rogers, who presupposes that the teacher permits that the student choose its 

own way and own direction in the learning (Rogers, 1989). When reflecting upon the current 

system of education, there are difficulties linked to the challenge of making the children do 

what the educator wants them to do. And one can ponder if many of the obstacles schools are 

facing in fact derive from teachers and authorities’ urge for control. Rogers was clear on how 

only self-discoveries in learning could significantly influence behavior (1989). If teachers or 

schools believe that they can and should control the children, this has a huge impact on how 

education is shaped. The “conflict of interest” between the school and the pupil is likely to 

cause problems. Considering the wisdom of not-knowing and Roger’s facilitative 

perspectives, the ability to give up control and the willingness to trust, is the heart of the 

matter. In Steiner’s words, this is about allowing interest to arise from the pupils’ own being 

(Steiner, 2000). In the seminar, this was something I explicitly wanted to explore. Was it 

really possible not to know what was going to happen and let the interest arise from the 

participants? As we have seen from the fieldnotes, I spent a lot of time preparing for the 

seminar, but I was preparing with the intention to not have ideas about what we were going to 

create. This might seem self-contradictory, but this paradox has been formulated well by a 

colleague of mine who says that “Before a class, you should prepare as well as you possibly 

can. And when you enter the classroom, you should try to forget everything.”  

5.3 Social ethics, warmth sculpture, deep democracy and 
presencing 

“The healthy social life is found when in the mirror of each human being the whole 

community finds its reflection and when in the community the virtue of each one is living” 

(Steiner, 2004, p. 117). Steiner’s motto sounds reasonable and self-evident, and it would 

assumably be difficult to disagree. At the same time, it entails an attitude towards the social 

life that in very few cases is realized and complied with today. Beuys was adamant about the 

importance of fighting alienation between humans. The alienation was referred to as a “cold 

sculpture”, and he worked to promote the ability to create “warm sculptures” that would 

replace them and overcome alienation (Harlan, 1976). What does it take for a community to 

realize the motto of the social ethic (Steiner, 2004) and to create warmth sculptures (Harlan, 

1976), and how did this come to expression in the seminar? “It was very soothing, and very 

nice to be there. And the fact that we, that everything is about interaction and being together 
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in a big community. That was incredibly rewarding.” This is a statement by Sam, who 

describes some of the aspects of Beuys and Steiner. My interpretation is that the two qualities 

Steiner points out are related. It is the fact that emphasis was placed on “interacting and being 

together in a big community”, that made the experience soothing and nice. The joy of Sam 

can be understood in light of Beuys’ concept of alienation, and in my interpretation, this was 

a feeling opposite to alienation.  

Just by virtue of being, humans are separated from others, and this constitutes a substantial 

border, and can feel alienating. Some borders or boundaries are more explicit than others. 

Borders might sound dramatic, but humans are in fact subject to innumerous borders 

continuously. The ability to speak and listen is something that helps people interact, but it 

does not necessarily mean that they understand each other. All humans have feelings, 

motives, backgrounds, reactional patterns, desires, and dreams that live within them. Some 

can be communicated and fulfilled, many will never reach the surface. All the while they are 

still affecting individuals and how they interact with others. Regardless of social status, 

physical, cognitive, or social capabilities, humans are dealing with the relation between their 

internal and external life—their relation themselves and their relation to others. The social 

ethical motto (Steiner, 2004) and Beuys’ warmth sculptures (Harlan, 1976) are advocating 

that humans must prevail over what separates them, and work proactively to transgress the 

borders between them. Looking at facilitation considering Harlan (1976) and Steiner (2004), 

these attitudes have been manifested in part by Deep democracy and Social Presencing 

Theater. Deep democracy refers to the facilitation of “openness to all experiences and parts of 

ourselves, of our relationships, and of the group to which we belong” (Mindell, 2016, p. 16). 

This quality is touched upon in the seminar by Stella, who said that “Everyone who was 

present had the opportunity to come forth as ourselves, and to make our mark.” SPT views a 

social process of change within a group as social art (Hayashi & Gonçales, 2021) Hayashi 

finds that there is enormous wisdom, that SPT can contribute to uncovering (Presencing 

Institute, 2021). SPT focuses on bodily awareness and the wisdom that can be gained through 

sense perceptions. The relation between wisdom and bodily sensations was addressed in 

several ways during the seminar, and Simon refers to one specific session where the 

participants were invited to go out into nature and experience gravity. “I really liked the 

method ‘out in the world and sensing’, back to the group and prepare a presentation of what 

you have experienced/sensed for the others.” In SPT individuals are assisted in accessing their 

deepest senses of knowing as a creator and somebody co-shaping the future (Presencing 
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Institute, 2019). Informed by these perspectives, facilitation is about bringing out the 

unspoken viewpoints in the room to bring forth more of the entire group. If the group builds 

trust in each other, borders can be overcome, and warmth sculptures can be created. Stella 

highlighted an exercise that might have done just that: “The fact that we were doing some 

exposing activities two and two, like the mirroring exercises and the other exercises you had, 

resulted in me seeing individuals very clearly. I grew fond of them.” Based on experiences 

from the seminar and these perspectives from Steiner, Beuys, Mindell and Hayashi, 

facilitation is about helping the group become itself. For this to happen, there must be room 

for all participants in the group, and everyone must be able to see the entire group. In this 

state the group must be assisted in experiencing itself. With this foundation, it can create, and 

creation gives warmth, and from that social art and change can be created. 

These perspectives are all reliant on one thing, and that is the facilitator’s ability to act within 

a moment, the ability to create and handle openness. In the findings chapter I have placed an 

equal amount of focus on diversity, the role of arts and facilitation. Fundamentally these three 

dimensions are insoluble intertwined and depending on the viewing point they will have 

varying importance. But the role of art and the diversity of the group is dependent on one 

aspect – the facilitator’s ability to act in accordance with any given moment. Each moment 

has innumerous factors playing into it, such as the participants, the relation between, the 

physical environment, the facilitator’s state of mind, the time of the day, the activity, and so 

much more. But the jumping-off point is always the ability to respond to whatever is given. 

This very complex and comprehensive pursuit of being able to act in a congruous way in any 

given situation, can be characterized as facilitation. (Rogers, 1989; Wolfson, 2017) 

5.4 Roles in groups — you in I, I in you 

The comprehensive and complex dynamics of human relations that I have now touched 

lightly upon, indicates an intimate web of relations across the group. This brings me to the 

topic of roles in groups. In my data analysis I attributed roles to the participants to better 

operationalize the analysis. But to ascribe the role of “Waldorf teacher” or “pupil” to a human 

being is a mere construct, and most of the time not a serving one. The role is always bigger 

than the person, and the person is also bigger than a role. This means that our impression of a 

role is much more than what a person can or should fill, and one person consists of so much 

more than what we associate with one specific role. The role transitions of Louis (1980) could 

be observed during the seminar and was something that I was consciously experimenting with 
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to see if roles could become more fluid, and to what extent this could serve the group. The 

fluidity of roles was commented upon by several of the participants: Sophia emphasized “The 

experience of us just being a group of people. The division between who you are, what 

diagnosis you have, etc. It just disappeared.” When we engage with other people we are 

always acting by virtue of some role, this can be explicit or implicit. This dimension of 

relations is ingrained with the dynamics of power and can deeply impact the situation and 

how people engage in it. If roles are generated by expectations (Biddle, 1986), one can 

assume that the relation between the expectations and the role have a self-reinforcing effect. 

In other words, if there are certain expectations towards a person’s role, the person is more 

likely to fulfill these expectations. This reinforces the expectations of the role and creates an 

even stronger expectation. Assumably, this also applies for marginalized groups, and this 

dynamic can be limiting, especially in pedagogical situations where the intention is to achieve 

new things, and by that develop—and in a way change—as a person. Certain expectations can 

sometimes be associated with marginalized roles, such as having a diagnosis, a physical 

handicap, or socioemotional challenges. These expectations can affect both the teacher and 

the pupil and create visible obstacles. The seminar was a way of questioning and challenging 

objective roles, such as teacher, pupil, support worker, villager, etc. Mary touched upon the 

challenges of how today’s field of care is “very much oriented towards the role of “caregiver” 

and care receiver”. By creating a diverse group, I was trying to promote transitions within 

objective roles. I was explicit about the fact that we were each other’s teachers. It is valuable 

for groups to switch roles and it has the potential to de-escalate conflict (Wolfson, 2017) 

During the seminar I was trying to enable subjective role transitions (Van der Horst, 2016). 

Sophia is explicit on how the everyday dynamic between the two pupils and herself 

transitioned. “The best part was how the three of us were there together. I was not their 

teacher. It completely disappeared.” Sophia’s experience seems to have been a clear example 

of a subjective role transition. By starting out with challenging the objective roles, one could 

assume that subjective role transitions can take place on a larger scale. Examples of subjective 

role transitions can be that a person that is usually quiet, becomes more expressive, or that a 

person who is usually taking up much space in the group, adjusts and lets other people come 

forth. Role switches (Wolfson, 2017) or subjective role transitions (Van der Horst, 2016) is in 

other words something that happens continuously within educational contexts. If the 

facilitator becomes conscious of this, it can be a valuable and constructive “lens” to observe 
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developments within the group, and potentially challenge concepts of consensus and 

conformity (Biddle, 1986). 

Although Freire (2005) encourages us to dissolve the teacher-student relation, there is no way 

of escaping roles. Assumably it is not necessary either, because it is within the frames or 

boundaries of something—or what Biesta (2006) refers to as violence—that the emergence 

(Osberg et al., 2008), of life is shaped. Even though we develop and grow conscious as a 

society, it will never be possible to rid ourselves of all the “somethings” that are affecting us. 

And learning is, according to Biesta, the individual’s response to this “intrusion” (2006). One 

can think of this working around an edge, and the task of the facilitator is to be aware of the 

edge and know where it is always. On the other hand, the task of the facilitator is also to 

create a free space for emancipation (Freire, 2005) within the frames, or away from the edges 

of expectations and norms. Not in the sense that the teacher knows something that is soon to 

fill the student’s “container” (Freire, 2005, p. 72), but that the teacher creates a constructive 

environment that can enable the student’s “coming into the world” (Biesta, 2006, p. 28). The 

teacher must know where that free space is within the subject matters or the activities and be 

aware that if a space becomes too free or big it can feel unsafe for the people within it. We all 

have a lot of diversity within us. My ambition was to allow that diversity to show itself. All 

roles are fluid by nature, because they are not the person, they are merely a construction based 

on a given combination of norms, beliefs, and preferences (Biddle, 1986), and by virtue of 

facilitation I have been trying to introduce fluid roles during the social pedagogical seminar.  

5.5 Playing as social artistry  

Considering the findings and my experiences from the seminar, playing is essential in 

pedagogical contexts. Sarah stated that “Playing is super important. The game where we tied 

strings to each other. To tie the string to the foot. To bring forth laughter, that is so important. 

I love to play!” When playing, humans enter a state of mind beyond reason (Sando, 2021) 

where nothing is right or wrong. Hence playing and freedom are closely connected (Schiller, 

2004; Steiner, 1995a), and playing can become a unique pedagogical arena where individuals 

can become a part of something greater and lose their everyday sense of self (Steinsholt & 

Harstad, 2021). Hence, playing can be an effective tool when facilitating subjective role 

transitions. To enable individuals to reach a state beyond reason (Sando, 2021) can also be an 

effective way of creating new types of relations between individuals and in groups. Beuys 
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described how the stiffened inter relational conditions can be surmounted by a living, flowing 

texture that has the character of warmth (Harlan et al., 1976). The warmth is not a physical 

warmth, but a social one. My experience is that playing can create social warmth, sometimes 

immediately. Pedagogically, playing is very effective. Playing brings about an expectation of 

the unexpected, and this prepares the group for new impulses or ways of thinking. So, if a 

participant chooses to do one thing or the other, the group is in a state where it is ready to play 

along with that. That is the beauty in the concept of playing—you take what emerges and you 

play with it. You bring people in an immediate relation to life (Caillos, 2001). Playing often 

brings smiles to people’s faces and a sense of humor to the group, and this again provides a 

climate where participants are more inclined to risk bringing more of themselves into it. 

Playing enables them to show more of themselves, and when they allow themselves to play, 

they become more engaged. It is a positive spiral.  

“Interplay” is a word that occurs several times in the findings, and I interpret this as a way of 

describing the social artistry that emerged by virtue of the respective activities and the 

framework of the seminar as such. Sophia highlighted “The interplay that occurred. That was 

really it.” She described how “this interplay with the possibility of interaction between 

humans lies in the creational and artistic.” Playing as social artistry has many similarities to 

other artforms. When playing an instrument or a character, music and theater is the fabric. 

When painting or making a sculpture, the colors or the clay is the fabric. When playing, social 

life is the fabric. Playing can be regarded as a unique arena for cultivating the ability to play 

with emotions and relations. Beuys’ social warmth (Harlan et al., 1976) can be achieved and 

social understanding can be strengthened. My experience is that the social understanding that 

Steiner (2005) highlights as a solution to the spiritual distress of our time can be cultivated 

through playing. Playing did not only affect the participants, it also affected me. The same 

way the mindset of the participants is changed by playing, it also affected my way of 

facilitating, and enabled the facilitation to become more playful. Playing affected the 

facilitation, because it changed the atmosphere in the room and promoted a readiness towards 

unforeseen initiatives and new ideas.  

Art and playing are closely connected, and in many contexts it is not possible to tell them 

apart. In a musical and theatrical context, the word “play” is used, when referring to the 

activity. One plays the guitar or plays a theatrical role. This implies that playing can be 

understood as art. All art is created in and with material, and all materials have their own 

constitutionality. Water moves in a certain way, textiles behave in a certain way, the human 
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body has certain limitations and certain possibilities. In creation the artist plays with the 

constitutionality of the material, and this is also the case with social life. In the seminar I 

observed how playing could introduce people to an artistic mindset without doing this 

explicitly, and to do so playing must be free (Steiner, 1995a). This element of freedom could 

enable people to become more familiar with an artistic approach, which could lead them 

towards being more comfortable in the artistic contexts. First and foremost, playing helped 

the participants to accept that the activity is “unnecessary”, as an expression of excess 

(Caillois, 2001). This state of mind can be instantly accessible for children, but when working 

with young people or adults, doing “unnecessary” things can be challenging. So, when the 

group of participants consisting of young people and adults were playing together, they were 

collectively accepted that they were doing something unnecessary, and this can be seen as a 

vital step towards freedom considering Arendt’s perspectives (Arendt, 1959). Playing is not 

labor or work, playing is action, so playing is freedom. From a playful state of mind, it was 

possible to lead participants towards a creative state of mind. By familiarizing the participants 

to a mindset where we were doing things, just for the sake of doing them—autotelic activities 

(Csíkszentmihályi, 2013)—, they became accustomed to a state where artistic creation can 

take place. Not everyone was dependent on this progress to the same extent, but for some 

people it could be very helpful. For others, playing could strengthen the creativity that was 

already there.  

5.6 Diversity 

At the core of this project is the concept of diversity and learning from deep democracy our 

individual voice is made up of many layers (Mindell, 2016). As individuals we show up with 

our dreaming, our spirit, our subjective experience, our communication style, and our 

pragmatic abilities. All these dimensions make up our voices and create diversity within a 

group. In this project I have tried to find out whether there are benefits to diverse learning 

groups. In the seminar I strived to facilitate a process where all participants could be engaged 

at all levels of their being, as seen in deep democracy, to make a mark not only on their own 

creative expression, but to ensure that their personal contribution can make a mark in the 

world. I used the seminar as a micro-world to test out this hypothesis. Diversity has been the 

key driving factor in this project for me because I believe that we have much to learn from 

each other (Mindell, 2016). The first thing I said to the group on the first day, was that “We 
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are here in order to be each other’s teachers.” In the following chapter, there will be emphasis 

on what can be gained from a diverse group.  

5.7 Diversity and inclusion 

A fundamental characteristic in both deep democracy and Steiner’s motto of the social ethic 

(2004) is the unwavering emphasis on every individual’s value and the need and right to be 

able to express oneself. This is an intrinsic part of modern society’s humanistic values. On the 

other hand, this is not realized in terms of societal structures and practice. This becomes 

obvious in the discrepancies between the rights of CRPD and today’s educational situation. 

Both perspectives transcend this contention of human rights and point to how society is 

dependent on every individual, not only for the individual’s sake, but for the sake of society. 

The concept of diversity is clearly accounted for in deep democracy, and the motto of the 

social ethic gives a fruitful way of showing that the individual and the collective are 

inseparable.  

Considering the literature, it is interesting to see how the motto of the social ethic 

materialized during the seminar. Sylvia described how “We humans are different from each 

other; we have different strengths and weaknesses. Together we can probably do anything, at 

least more than we can do alone.” The discourse of inclusion in society tends to implicate a 

sense of pity or a feeling of guilt. An integrated part of inclusion is the premise that 

something excluded must be included. In other words, the inclusion is for the sake of 

whomever is excluded. In Steiner’s (2004) approach this is an insufficient premise. As Steiner 

points out; the community can only become healthy when all parties have a place in the 

whole. He does not say that only then will it be healthy for the individuals, but that only then 

will it be healthy for the whole. So, inclusion is not for someone’s sake. Hence inclusion is 

not really a fitting word in this context. Therefore, I have chosen to use the word diversity 

because it does not denote any specific diversity, it merely refers to a diverse whole 

characterized by the fact that the members of the whole are diverse. The diversity of the group 

was a recurring factor in the findings, and some participants used the word “warm” explicitly 

to describe it. Emphasis was put on the value of the complexion of the group, and some 

participants described how this created a warm and welcoming atmosphere. Sam described it 

as an “immediate warmth” and that the diversity of the group was “where the gold was”. 

Sarah highlighted it as “a very good thing about participating in the seminar” and Siena said 

that she “felt included and lifted into the fellowship”. This is something that could be 
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observed in the seminar, and it made a significant impact on how the activities and tasks were 

shaped. The findings indicate that the complexion of the group had a decisive effect on the 

social dynamic. Sylvia described how “That became very powerful, and it gave me strength” 

and Sarah pointed out that “We were allowed to be who we were. We got to express ourselves 

without it being wrong. And then I loved that we were so different.” In deep democracy 

human relations are viewed as an entire ecosystem, and when we go deeper into this premise, 

we learn that all parts have an indispensable role. Learning from nature’s ecosystem, we know 

that if we remove one species everything will be affected. If we transfer this understanding 

into social life, we can understand the importance of everyone, and we can possibly also get a 

feeling of what we are missing when many “species” are missing. Learning from Steiner’s 

perspectives, we cannot become who we are supposed to become without every single 

individual’s contribution.  

5.8 The role of arts 

“Art is a daughter of freedom” (Schiller, 2004, p. 24) Schiller proclaimed beautifully, and by 

virtue of these words, we arrive at the role of arts in teaching and facilitating learning. I 

mentioned earlier that art can be thought of as an equalizer, and rightfully so. As seen in the 

findings, artistic exercises were accessible and meaningful to participants with very different 

abilities. Charlie described that “After we were done with the seminars, refreshing every 

single day. Just the least.” Further on, the experience of the participants was enriched by 

sharing it with others in a diverse group. Siena touched upon this when saying that “observing 

gravity as a phenomenon together with a person without speech provided me with new 

perspectives. It was an incredibly strong and real experience.” Artistic expression is not 

defined by outer capabilities, but by the inner activity. Going back to Schiller, “art must 

receive her commission from the needs of spirits, not from the exigency of matter” (Schiller, 

2004, p. 24). Through our inward motions we can access something that can become an 

outward expression. This is also connected to how we see each other as fellow human beings. 

Siena expressed that “To be seen as a whole human being, to be allowed to contribute with 

something. That everyone has something significant to contribute with. To trust that. [...] I 

think that is very valuable.”  

But art is more than an equalizer. As Schiller points out, above than anything, art is liberating. 

Human existence is suffused with boundaries. The most obvious one is our physical body, but 

our emotions and astral world are also filled with boundaries that separate us from oneness. 
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As Schiller (2004), Beuys (Harlan et al., 1976) and Steiner (2006) describe, art plays a vital 

role in this dynamic. Beuys regarded art as an instrument that could unify man (Michaud, 

1988). Through art, separate realms can be united, for example the realms of inner and outer, 

spirit and nature, inspiration and boundaries, and the realms of you and I. Schiller sees 

aesthetic activity as the highest form of play, as a complete whole. He is concerned with how 

aesthetics can unite two contradictory qualities. He asks: “Can it at the same time harness and 

unleash—and if it does not really manage both, how is it reasonable to expect from it so great 

a result as the education of humanity?” (Schiller, 2004, p. 47) Steiner, inspired by Schiller, 

developed an idea of art as the missing link between two realms: that of matter and that of 

spirit (2006). Proceeding with these perspectives in mind, we can imagine the boundaries and 

the “out of touch with your selfhood” (Wolfson, 2017, p. 79) that people with communication 

difficulties, physical handicaps or other emotional challenges can experience. Art poses, not 

only a means to create connection and affiliation between individuals, but it can also be a way 

of connecting and affiliating the individual with its own sense of being, by strengthening self-

attunement. Hence, art can liberate the individual, by enabling connection to self and others, 

and providing the expression of these experiences.  

Biesta describes how it is the task of the educator to provide opportunities for the individual 

to come into the world (2006). In this perspective the role of arts becomes evident. It is a 

process where the educator carries the responsibility to create a world that the individual can 

come into, and to facilitate so that the uniqueness and subjectivity of the person comes into 

place. In this sense, it is difficult to imagine a more fitting context than art. In art you find 

both the matter, “the world”, by virtue of materials, genres, textures, techniques, and infinite 

possibilities of “coming into”, by virtue of the individual’s expression and development. Art 

also has the intrinsic processuality and temporality that emergence (Osberg et al., 2008) 

entails. The authors suggest that emergent perspectives can substitute the representational 

epistemology of current educational systems. Therein lies an emphasis on what is 

unrepresentable and incalculable (Osberg et al., 2008). This characteristic is present in arts, 

and arts accommodate the unrepresentable and incalculable by enabling the process to emerge 

without representational limitations or intellectual boundaries (Steiner, 1964). By 

epistemological perspectives (Osberg et al., 2008), knowledge is viewed as a response which 

leads to the emergence of new worlds because it necessarily adds something which was not 

present before the response. This allows all kinds of individuals to gain knowledge through 

emergent processes enabled by arts. Art can enable a shift from an explanatory paradigm 
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towards an exploratory paradigm (Ratter, 2012). In a context where intellectual capacities are 

varying and not the focus of attention, activities that do not demand explanations, but 

accommodate explorations are of the essence. The role of arts is additionally strengthened 

when adding Steiner’s epistemological perspectives, stating that no knowledge can be gained 

without individual experiences. Art provides infinite possibilities for the “actual experiences” 

that Steiner sets as a presupposition for knowledge (Steiner, 1922). 

5.9 Different art forms provide different opportunities 

In the seminar different art forms were utilized, and they respectively bring forth different 

dynamics. When painting or drawing, the possibility for the individual is not limited by 

anything else than that of the imagination. The individual can have a physical handicap, but 

the consequences of this will become an integrated part of the expression. During the seminar 

the daily painting sessions were highly appreciated by the group. Stella explained that “To me 

it was almost meditative to have the time to sit and paint. I receive a task, but within this I get 

to sit and just be a human and work. That was very good for me. I assume it was for many of 

us.” Claire referred to the poem that was recited before each session and expressed that “It 

was fun to paint cosmos and to pull down the sun to the earth.” The paintings from the 

individual sessions were exhibited every day, and the next day we started the session by 

looking at them. It was interesting to see how art in fact was an equalizer in the sense that it 

was not possible to tell who had made the different paintings. This is also telling for the 

nature of the task the arts teacher had given the group. One can imagine that if the task had 

been very specific, the results would have been very different. The sessions were facilitated in 

such a way that the theme was very clear, and the participants were only provided with a 

selection of colors, but at the same time it was up to them to interpret and create an 

expression. 

In the findings music was mentioned by all the participants who were pupils. Charlie 

highlighted playing the harmonica as something very nice and Chloe thought that the clapping 

game, playing the bells and music was good. Celia stated that “What was fun were those 

bells” and described the clapping game as fun. Music is made up of three main components: 

Rhythm, harmony, and melody (Steiner, 1906). These components serve as references and 

create an implicit expectation that the listener or practitioner relates to. When listening to a 

piece of music in the key of C-major, hearing a tone from outside of the key can be surprising 

or even uncomfortable. In pedagogical contexts, singing or playing out of tune or in a 



97 

different tempo than what is currently established will cause disharmony and a sense of chaos. 

Some will feel it very strongly and have a conscious relation to it, whereas others will only 

sense this on an unconscious level. Common for all is the relation of a “spiritual prototype” 

that can be transposed into physical sounds (Steiner, 1906). Therefore music, when facilitated 

in a sensitive pedagogical manner, entails a great educational potential. Music in itself 

educates the person, because music creates a framework that is not representational for the 

sake of representation, but essential and it confirms, corrects, adjusts and lifts by the virtue of 

being music. Csikszentmihalyi’s description of playing serves well as an elaboration, stating 

that is both experience and representation, both inside and outside of reality at the same time 

(Steinsholt & Harstad, 2021). When surrounded by music the presentational knowing (Heron 

& Reason, 2008) is invoked. Based on the experiential foundation, the individual will 

recognize “patterns” in the music and intuitively try to comply with them. In this context the 

propositional knowledge (Heron & Reason, 2008) will often not become as explicit as in 

other more academical educational contexts. Propositional or conceptual knowledge might 

not be accessible to the same degree for people with intellectual disabilities. An important 

aspect is that this does not prevent practical knowledge from developing, and in line with 

Steiner’s point of view there is no way around it if real knowledge is to be gained (Steiner, 

1922). When utilizing arts in teaching, the activity becomes autotelic, and the goal becomes 

self-evident. This means that the individual can gain practical knowledge on an experiential 

and presentational foundation. Heron highlights practical knowledge as the consummation of 

the knowledge quest, by taking it “beyond justification, beyond the concern for validity and 

truth-values, into the celebration of being-values, by showing them forth. It affirms what is 

intrinsically worthwhile, human flourishing, by manifesting it in action” (Heron, 1996).  

When working with groups it is natural that the participants have different abilities and 

preferences. In a social pedagogical context, the range of variations can be bigger than in 

more conform groups. This calls for approaches that accommodate these differences in a 

constructive manner. Considering Biesta’s three qualities in education, we find all of them in 

arts. Biesta’s first quality (Transcendental) Violence (2006) underlines how learning is how 

someone responds to something, and when facilitated in a sound manner, art will always 

demand a response. Biesta thinks of it as a reaction to a disturbance (hence the word 

“violence”), which can be a fitting description of arts. Art does not only provide the 

educational situation with many possible ways of “disturbing” an individual, but it also 

provides a large room for the individual’s way of responding to this “intrusion” (Biesta, 
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2006). In other words, art demands a reaction, and it gives space so that new knowledge can 

emerge by reacting, which Biesta refers to as transcendental education. Proceeding, this 

entails that one cannot know how the pupil reacts to a given intrusion. This brings forth a 

situation without ground, which Biesta refers to as incalculable. And the response to the 

incalculable situation must be trust, and the acknowledgement that education demands trust. 

But it is not sufficient to blindly trust that everything falls into place. The educator must also 

carry the responsibility of the entire process from intrusion to response, and this requires 

responsibility for the individual. To achieve subjectification, the process must be open, which 

means that we cannot know how it evolves. To be a teacher or to be an educator, therefore 

implies a “responsibility for something (or better, someone) that we do not know and cannot 

know” (Biesta, p. 30, 2006). Hence the responsibility is without knowledge. Art provides a 

genuinely fruitful arena to accommodate the dynamics described here. A characteristic side of 

arts is that it does not only constitute the intrusion, but it also provides an aesthetic context in 

which the pupils can give a constructive response. Art in education constitutes both the 

impression and the expression.   

5.10 Group movements in light of social presencing theater  

When working with physical movements similar dynamics can be observed. Depending on 

how instructed the movement is, the activity creates a climate where the individual is 

implicitly encouraged to take part in a common movement, but at the same time each body 

has its own capabilities and expressions. In the seminar, simple “choreographies” were 

created and introduced in a subtle manner. These patterns of movement emerge from 

movements that come naturally to the group or to an individual, and as a facilitator I pick up 

these tendencies and create a whole from that. Should participants have ideas or simply be 

doing something else than the rest of the group, these impulses are integrated in the 

choreography, so that it receives a meaningful place in the whole. This approach has some 

characteristics. It provides the individual with a meaningful whole in which it can relate and 

strive towards a higher degree of correlation. But the group will not be able to move in an 

identical manner, and that it is nowhere near the point. The fact that we are not able to move 

precisely in the same way makes it congruent and truthful, because it poses a more authentic 

expression for humanity. The individual differences make up a beautiful whole, and it is the 

individual’s gesture of trying to work together that is valuable, not to which degree he or she 

succeeds at being similar. Sylvia described how “I prefer to express myself through visual arts 



99 

or language, love to sing together with others. Therefore, it was nice to be challenged in 

movements/eurythmy. This was exiting and almost meditative.” The movements are not 

decided in advance, although there might be some ideas about a starting point. Ideas emerge 

from being present with the group, striving towards self-attunement (Wolfson, 2017). In the 

words of Mindell, each participant must be seen as a channel for the world, and hence each 

expression carries some information that must be treasured. Each process is different, and 

sometimes each participant is asked to create movements and present to the group. Other 

times the participants are introduced to some ideas and based on the response, a further 

development can take place. The responses are different from participant to participant. Some 

will strive to “comply” and others will not. As a facilitator I observe the bodily and emotional 

responses to see if there is something that can be incorporated in a common pattern of 

movements. And so, new expressions emerge. In that sense, the individual expression, which 

could have been understood as something insufficient, has now become a vital part of the 

groups common expression, making it even more characteristic. This way of “allowing 

activities to emerge naturally from collective awareness” is something that resembles 

approaches from SPT. Viewing a process within a group as art, provides an expanded 

apparatus of understanding. The intention of accessing a deeper sense of knowing is enabled 

by an artistic approach (Sharmer, 2019), and must be understood considering epistemological 

perspectives from Osberg et al. (2008), Steiner (1922) and Heron & Reason (2008). In these 

processes participants can be hindered by their intellectual “conceptual framework” 

(Presencing Institute, 2021), role identity (Biddle, 1986) and boundaries (Lamont & Molnár, 

2002). These ever-present frameworks deriving from social dynamics and identity, affects and 

limits how our experiences are understood. To surpass these obstacles, bodily awareness 

(Heron & Reason, 2008), self-attunement (Wolfson, 2017) and the ability to “hear your heart” 

(Mindell, 1995) are of the essence. This can give access to “enormous wisdom” (Presencing 

Institute, 2021) and “wider way of knowing” (Heron & Reason, 2008). This indicates how 

vital the role of arts is in educational processes.   

5.11 Different styles of communication 

In the findings chapter I presented a significant difference in the lengths of the interview 

answers. This finding brings about an important “friction” that I have tried to highlight in this 

project. To me, the finding is not saying anything about the quality of the content, and I am 

not suggesting that a longer answer is preferred. Further on, there is not necessarily any 
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correlation between length and quality. On a general basis one could argue that a short answer 

could be just as substantial as a long one—and sometimes even more so. The friction that this 

finding engenders, is that our society tends to favor certain ways of communication. The lack 

of higher education for neurodiverse people is a challenge targeted by this project, and it 

would be no exaggeration to say that these institutions almost entirely base their activities on 

written and oral communication skills. But the ability to communicate with words always 

entails a risk of speech for the sake of speech, and this tendency can also be observed in 

higher education, where the traditional way of measuring outcome is in the shape of written 

exams and papers (Langøren, 2020). Differences in communication styles can be viewed as a 

resource because they do not allow us to rely on a very limited part of human forms of 

expression and communication. As a result, new understanding and methods must emerge. A 

broadening of communication styles, with support in arts, will not only contribute to creating 

a more welcoming world of education. It will enrich all parties, by promoting experiential and 

presentational knowledge (Heron & Reason, 2008). This will prepare the ground for 

propositional knowing, which will be attainable for some, but not all. And strengthen 

everyone’s practical knowledge, which allows all people to take effective action in the world, 

based on the other forms of knowledge. The deepened understanding that this presupposes 

will provide students and teachers to develop a greater repertoire of expressional forms and 

ways of understanding fellow individuals.  

This concludes the discussion chapter, where I have looked at the findings from the empiric 

data in light of concepts and theories from the literature review. I will now proceed to some 

concluding remarks.  
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6.  Conclusion 

In the introduction I shared some of the questions that have motivated me to write this thesis. 

These are questions about the role of education in society, and why it seems that our 

educational system is designed for some citizens. Whereas many do not enjoy their time in 

school and do not have opportunities in higher education. I described some of the challenges 

that current concepts of education bring about and attempted to trace these challenges back 

through the history of education. During the study, it has become clearer to me how education 

manifests a core place of encounters between the individual and the society. Everyone is 

unique and vulnerable in their own life, and in the face of the forces and demands that 

materialize in this encounter one can assume that many of us are marked, and not only in 

constructive manners. It seems that the emphasis of certain traits and abilities are malign, not 

only to the ones who do not possess them. I have explored how theories and practices can 

create a conceptual framework that contributes to a nuances concept of education. In the 

action research I have explored how these concepts can be operationalized.  

6.1 Conclusion of the research  

The research topic of this thesis has been diversity, arts and education. During research three 

main themes have emerged: diversity, the role of arts and facilitation. My first research 

question asks what benefits there are to diverse groups in education. Findings have indicated 

that the diversity of the group has a significant impact on several levels. Diversity promotes 

possibilities for both objective and subjective role transitions and it contributes to a learning 

environment that encourages to more openness and compassion. It can be proactively utilized 

as to creating artistic expressions and directs the processes towards a more generous climate 

socially.  

Further on, I have examined how the role of arts can inspire the development of new forms of 

education fruitful for all kinds of abilities. Findings have shown that arts and an playful 

mindset contributes to creating educational methods that are approachable across learning 

differences. Artistic activities are suitable to facilitate processes where all participants can 

acquire experiential and presentational knowledge forms, this also increases the probability of 

participants gaining propositional and practical knowledge. Art can inform the development 

of methods that are challenging and developing for a diverse group, because it does not rely 

on physical or intellectual abilities. Different art forms provide different opportunities and 
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methods. As opposed to methods based on written texts and verbal communication of subject 

matters, art does not enforce boundaries that only some participants can surpass. In an 

educational system that is based on representational epistemology, the ability to abstract 

becomes increasingly decisive as the teaching progresses. This generates educational contexts 

where some pieces of information are crucial to understand the next. This form of education 

has similarities to a banking concept, is arguably not healthy for anyone, and is not even 

accessible for some. Artistic activities do not impose a certain preferred output in the process, 

meaning that the process never reaches a point where only some can proceed.  

My third research question has asked how diversity and arts can inform a facilitation style that 

makes higher education relevant and transformative for learners with diverse learning and 

communication styles. The findings have shown that a diverse group could take part in a 

process where methods where developed as a result of the group’s abilities and uniqueness. 

The facilitator must acquire an attitude of not-knowing and have the willingness and ability to 

listen to how the group responds to a given situation. The diversity is not to be viewed as an 

obstacle in facilitation, but as a catalyst for creative educational processes that enable all 

participants to engage a larger part of their being into the work. This promotes a more holistic 

education, that can provide participants with a greater repertoire of expressions and ways of 

understanding themselves and others. Art and diverse group enable educational contexts with 

methods and approaches that are manifold, which implies that participants with different 

abilities can take part on individual terms. Art can contribute to education with a more 

nuanced and deepened way of understanding human existence, by expanding epistemological 

notions, which can lead to a re-negotiation of what knowledge is, how it can be gained and 

how it can be expressed. There are clear indications that a diverse group can be beneficial in 

education, and that arts-based teaching can accommodate diverse groups in a fruitful way. Art 

and theories about facilitation can contribute to the development of a pedagogical impulse 

that may provide all citizens with educational opportunities. This is a vast realm with much 

left to explore.    

6.2 Implications for further study 

A considerable portion of citizens do not have access to higher education or other sorts of 

education after finishing high school. One can also argue that the academization of higher 

education, only serves specific purposes, and arguably mainly capitalistic ones. This is not 

constructive for a substantial portion of the current student body, nor society as such. While in 
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school, pupils are not seldom separated into groups based on intellectual and social abilities. 

The current situation in higher education and schools is not only in breach with CRPD and 

The Education Act, but fundamentally failing to manifest pedagogical intentions and values 

of Waldorf education. Effectively some pupils and potential students are sacrificed to 

isolation, lack of educational possibilities and support in developing their potential, to keep 

the traditional form of education going. Considering Steiner’s motto, this is a significant loss, 

not only to individuals who are left behind, but to the entire society. As society continues to 

manifest itself as a community for some people and certain abilities, it continues to allow only 

some sides of humanity to develop. As Waldorf schools are struggling to comply with 

demands from society, striving to accommodate children with a new array of socio-

psychological challenges and the entrepreneurial spirit from 1919 becomes a vague memory, 

Waldorf pedagogy needs a strengthened and renewed impulse. The current situation provides 

several implications for further study, positioned at the intersection between higher education 

and Waldorf pedagogy. The thesis proposes the possibilities that lie within diverse groups in 

education, an epistemological re-negotiation of teaching and arts as an essential premise 

supplier in both methods and concepts. For the sake of education and pedagogy in schools, it 

is vital that new forms of higher education are developed. The transformation in question 

must emerge from a new way of thinking learning and education, but from a deepened 

understanding of essential pedagogical and existential perspectives in Waldorf pedagogy. It 

effectively calls for paradigm shift which “has implications for the ways schools are 

organized, the way teachers teach, and for the values which underpin the whole education 

system” (Dyson & Millward, 1997, p. 54). It is essential that teachers, schools, and parents 

gain a deeper understanding of central perspectives in Waldorf education, and are all 

contributing to developing methods, style, approaches and a language that emerge from this. 

This implies new areas of research, where alternative learning environments, methods, 

groups, and ways of structuring schools should be examined. I allow myself to suggest some 

tentative research questions: What can higher education gain from complying with the 

CRPD’s article 24? How can arts inform ways of educating diverse groups? How can 

education be designed to bring out the artist in everybody, the learner in everybody, and the 

teacher in everybody?  
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6.3 Study evaluation: Quality, limitations, and recommendations 

This thesis takes on a complex topic, that has a great deal of practical implications, and many 

possible ways of understanding and operationalizing of theoretical perspectives. The 

perspectives here brought forth must be understood considering the limitations of this study. 

The quality of the study lies in the proximity to the field of practice, and the immediate effect 

it gives by virtue of providing an example of how a seminar with a diverse group can be 

conducted. The limitation lies in the vastness of the topic in question, related to both human 

rights, educational theory, societal structures, and pedagogical challenges, to name a few. 

Hence, the study must be understood as a legitimate attempt to create a new impulse within 

the landscape of higher education. The study does not deal with the formal implications as to 

how it can be organized on a larger scale or quantified. One could also question to what 

degree I have been able to operationalize reflexivity regarding positionality. As this is an 

action research-based study, it is clear that I have certain ambitions and hence certain 

preferences about what can be viewed as quality in education. When executing the project, 

there is a risk that I only see what I hope to see. The challenge is to keep an open mind at the 

same time have trust and to build a momentum in the actions that are taken.  
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Figure 1 - Participant drawings Monday morning 
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Figure 2 - Participant drawings Monday afternoon 
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Figure 3 – Participant drawings Tuesday morning 
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Figure 4 – Participant drawings Tuesday afternoon 
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Figure 5 – Participant drawings Wednesday morning 
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Figure 6 – Participant drawing Thursday morning 
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Figure 7 – Group drawing from the art sessions. Half of the group.  

Figure 8 – Group drawing from the art sessions. Other half of the group.  
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Attachment 1 

 

På seminaret vil du få gleden av å møtes
på tvers av de tradisjonelle skillelinjene
som trekkes opp for læring. Vi ønsker å
skape et rom hvor hver og ens opplevelse
kan få en stemme som frembringes og får
klinge i fellesskapet. Vi arbeider ut ifra
maling, eurytmi, musikk og sosiale øvelser. 

Du vil kunne få inspirasjon til ditt virke
innen skole, kollegium, sosialterapeutisk
virksomhet, studier og egen utvikling. 

@
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Attachment 2 

 

Plan for uken

Mandag Tirsdag Onsdag Torsdag

Morgensamling

Eurytmi

Lunsj

Natur

Fellesskaping

Middag

Open mic

Eurytmi

Lunsj

Natur

Fellesskaping

Middag

Open mic

Kunst

Morgensamling

Eurytmi

Lunsj

Natur

Fellesskaping

Middag

Open mic

Kunst

Morgensamling

Eurytmi

Lunsj

Fremvisning

Kunst

Morgensamling

11.30-12.30

12.30-13.30

13.30-14.30

15.00-16.00

16.30-17.30

19.30-20.30

10.00-11.15

09.00-09.45

Denne timeplanen er et utgangspunkt for dagene vi skal ha sammen. Den kan vi

endre på om vi ønsker eller får behov for det underveis. Det finner vi ut av i

fellesskap. Intensjonen er at vi skaper vår tid sammen ut ifra nettopp de

menneskene vi er. Derfor er rammene der kun for å understøtte det vi

bestemmer oss for å gjøre. Ansvar for tilberede måltidene fordeler vi mellom oss

gjennom uken.  

Avslutning 15.00

08.00-08.45 Frokost Frokost Frokost

Open mic er en uformell mulighet til å dele noe med de andre, det kan være en

fortelling, en sang, dikt, et hemmelig talent eller en mulighet til å være sammen. 

 

Ta gjerne med et instrument eller noe annet du liker å gjøre, som kan bringes inn

i fellesskapet. Jeg håper at vi gjennom å møtes kan oppdage og utvikle

hverandres og våre egne kvaliteter. Et nøkkelord for vår tid sammen er prosess,

og den foreløpige tittelen på masterprosjektet er Trust the process, surrender the

outcome. 

 

Jeg gleder meg til å se dere. Vel møtt!

 

Josefin Winther
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ikke viderebehandles til nye uforenlige formål
- dataminimering (art. 5.1 c), ved at det kun behandles opplysninger som er adekvate, relevante og nødvendige for formålet med
prosjektet
- lagringsbegrensning (art. 5.1 e), ved at personopplysningene ikke lagres lengre enn nødvendig for å oppfylle formålet.

DE REGISTRERTES RETTIGHETER
NSD vurderer at informasjonen om behandlingen som de registrerte vil motta oppfyller lovens krav til form og innhold, jf. art. 12.1 og
art. 13.

Så lenge de registrerte kan identifiseres i datamaterialet vil de ha følgende rettigheter: innsyn (art. 15), retting (art. 16), sletting (art.
17), begrensning (art. 18) og dataportabilitet (art. 20).

Vi minner om at hvis en registrert tar kontakt om sine rettigheter, har behandlingsansvarlig institusjon plikt til å svare innen en måned.

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

Teams er databehandler i prosjektet. NSD legger til grunn at behandlingen oppfyller kravene til bruk av databehandler, jf. art 28 og
29.

For å forsikre dere om at kravene oppfylles, må dere følge interne retningslinjer og eventuelt rådføre dere med behandlingsansvarlig
institusjon.

MELD VESENTLIGE ENDRINGER
Dersom det skjer vesentlige endringer i behandlingen av personopplysninger, kan det være nødvendig å melde dette til NSD ved å
oppdatere meldeskjemaet. Før du melder inn en endring, oppfordrer vi deg til å lese om hvilken type endringer det er nødvendig å
melde:

nsd.no/personverntjenester/fylle-ut-meldeskjema-for-personopplysninger/melde-endringer-i-meldeskjema

Du må vente på svar fra NSD før endringen gjennomføres.

OPPFØLGING AV PROSJEKTET
NSD vil følge opp ved planlagt avslutning for å avklare om behandlingen av personopplysningene er avsluttet.

Kontaktperson hos NSD: Lene Chr. M. Brandt

Lykke til med prosjektet!
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