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his article has as its starting point the challenges
posed to curriculum theory by the phenomenon
of globalisation. Globalisation is a spatial process
(Pohlmann, 2006),1 which requires that we address the
issue of space in our research field theoretically. This
means we shall discuss more explicitly different kinds
of spaces constructed in the processes related to public
education in an era of globalisation. For some time, public
education has first and foremost been a national endeavour, with curriculum as the ‘program of the school’
(Fries, Hürlimann, Künzli, & Rosenmund, 2013) by which
the state aims to plan what is to be taught to, and learnt by,
a nation’s youth in order to secure the continuation of the
society (Hopmann, 1999). Consequently, the nation state
has been the overall frame of the curriculum, and thus a
clear-cut reference space.
This does not mean that the ‘elsewhere’ has never entered the argument (Zymek, 1975) for curriculum development either: both borrowing and lending have always
been valid processes. One only needs to recall the Prussian
impact on Nordic schooling in the 18th century (Cavonius,
1988; Hartman, 2012) or the role model for progressive
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In opposition to the process of modernisation, which is rather a temporal
process (Pohlmann, 2006).

schooling of the Swedish comprehensive school between
the 1960s and 1980s (Herrlitz, Weiland, & Winkel, 2003).
School systems became increasingly similar even while
the starting point for all reasoning was the differentiated
national state. The processes were described under the
nomenclature of internationalisation. Today, globalisation is a powerful process (Stromquist & Monkman,
2000), which challenges the borders of the nation state,
since in this process many different spheres that had
hitherto been exclusively national become globally integrated. This is why the overall frame and reference space of
curriculum requires a rescaling of what can be considered
what is national and what is global (Dale, 1999; Lingard &
Rawolle, 2010).
In this article, we argue that we must reconsider
theoretically and empirically which and how spaces are
constructed in curriculum work. That means how various
stakeholders at different levels of schooling are spacing.
This we will discuss by drawing on a minor and explorative study that investigates pictures on globalisation
in Swedish, English and German social studies and
citizenship textbooks. We argue that we know a great
deal about the interrelation between global and local on a
policy level (for an overview see Waldow, 2012), but we
know comparatively little about the level of schooling
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practice, where curriculum is enacted and achieved
(Anderson-Levitt, 2007). Put simply, how is globalisation
dealt with in the classrooms of Gothenburg, Berlin or
Birmingham? We approach globalisation as an instructional matter and not as a policy phenomenon. Textbook
pictures offer a fertile first entrance into the classrooms.
A textbook can be seen as an exemplified curriculum,
pedagogically elaborated for the purpose of instruction
(Fries et al., 2013; Selander, 2003). We know empirically
that textbooks have a significant role in guiding instruction and thereby shaping what is possible for students to
learn (Fries et al., 2013; Selander, 2003). In addition,
textbooks provide rich empirical evidence of the ‘modus
operandi’ of a society in terms of what is considered
appropriate knowledge to be learned by citizens (Schissler,
2009). For the purpose of our study, Sweden, England and
Germany constitute a strategically comparative sample
(Ragin, 1987). In terms of the issue of globalisation, they
are interesting to compare, because the three cases
represent different traditions of how the world is viewed.
Following Esping-Andersen (1990), the Danish researcher,
there are different perspectives on the relation of state
and individual welfare and regulation. Furthermore, all
three cases exemplify various interesting traditions that
might have an impact on the issue of globalisation as a
textbook topic. The variance will serve as an analytical
device for understanding the relation of a national context
and the portrayals of globalisation.
The article is structured as follows. We start with a discussion of how globalisation as a spatial process is coped
with in curriculum theory. Here, we suggest a greater
future emphasis on the more practical levels of schooling
by relating curriculum theory to didactics. Textbook
research is a first entrance into the complex didactical
relations in curriculum work. Moreover, an interest in
such material would also represent a historical recollection of the roots of Nordic curriculum theory. Then, we
present two perspectives on space that support our analyses of how the global in globalisation can be constructed.
This will then be further exemplified by a study of textbook pictures.

Theorising about curriculum and the issue
of space
There have recently been a number of works in or inspiring for Nordic curriculum theory, which are of interest
for the issue of space construction which are of interest
for issue of space construction in curriculum. Sundberg
& Wahlström (2012) investigate the most recent Swedish
curriculum (Lgr11) in a search for the origin of different
discourses which emerge in the documents. This distinction is also found in Forsberg’s inquiry into the relation of
supra-national texts and Swedish policy on competencebased knowledge discourses (Forsberg, 2009). The authors
find both international and genuinely domestic roots for
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the discourses. Karseth and Sivesind (2010) investigate the
curriculum reform, which took place in Norway in 1997
and 2006. They discuss the consequences of replacement,
hybridisation and fragmentation of various knowledge
traditions, both domestic and international. ‘Certainly,
global perspectives add new dimensions to today’s orientation towards new experiences and systems that differ
from before and for this reason need to be regarded as
significant. [. . .] individuals become the agents of a global
history [. . .]. Due to the ignorance of modern institutional boundaries, individuals are not protected against
societal demands and are to a large extent expected to
be their own care-takers and knowledge-makers. Hence,
the nation state and schooling weaken and with this the
legitimacy of national curriculum guidelines’ (p. 116). In
all three approaches, the conceptualisation of space is
implicit and basal, though nevertheless very applicable.
It distinguishes between here (national, domestic) and
there (international and/or global).
Prøitz (in this volume) facilitates the uploading and
downloading of policies through a discussion of the relation between the Organisation for Economic Co-operation
and Development (OECD) and Norway. It can be said
that such information technology (IT)-inspired terms
intimate a global space in which various users contribute
to a pool of policies that can be downloaded on demand.
In recent years, another concept has had considerable influence on curriculum theory: The European Educational
Policy Space model (EEPS) (Grek et al., 2009; Lawn &
Lingard, 2002). These researchers describe the constitution of a particular transnational space in terms of
transnational policy agency. Here, the international and
the national meet and assemble in something like a new
space, which is neither exclusively national nor exclusively international (Sassen, 2006, 2007). This policy space
becomes a factor in the governance of national educational systems, by employing either softer policy agreements or harder educational standards constituted by
benchmarks and numbers (Grek et al., 2009; Ozga, 2009;
Ozga, Dahler-Larsen, Segerholm, & Simola, 2011).
The EEPS is also related to the idea of a global
education policy field (Lingard & Rawolle, 2010), which
emphasises the existence of global and national educational fields that are interrelated by cross-field effects.
This work also related to the research of Dale (2005),
which claims that the spatial aspect of considerations of
educational policy explicitly requires a rescaling of the
phenomena from a Westphalian point of view in social
science. This means they shift from nation states and their
relations to an acknowledgement of parallel interdependent ‘fields’ that condition each other. Policies of comparison are but one example of cross-field relations. They
are produced internationally and facilitated nationally. In
other words, the argument, in line with the EEPS, claims
that international relations, as they are formed through
Citation: NordSTEP 2015, 1: 27011 - http://dx.doi.org/10.3402/nstep.v1.27011
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international organisations such as the OECD, UNESCO
or the World Bank, have a life of their own, emerging from
an agency beyond the borders of the nation state, and
partly detached from them (Lingard & Rawolle, 2010).
However, such conceptualisations mainly concern policy
phenomena, which, among other aspects, have also been
blamed for a current crisis of international curriculum
theory (Young, 2013). Policy is only one dimension or level
of curriculum work, as it is commonly understood in
curriculum theory (Anderson-Levitt, 2007; Fries et al.,
2013; Goodlad, 1979; Hopmann, 1999; Lundgren, 1999).
Here, we conceptualise distinct interrelated dimensions
that not only constrain each other but are also to a certain
degree independent. Consequently, thinking in terms of
levels is, in curriculum work, necessarily related to the
issue of space. Hopmann (1999) is a prominent example
of the aforementioned curriculum theorists who presents
the following important distinction, which in some way
summarises the guiding rationale of curriculum work:
At the top there is the public discourse on education, which results in political decisions about the
structure and goals of schooling. It is accompanied
by the development of curriculum guidelines. However, this is done by educational experts (most of
them chosen by the educational administration and
most of them active or former teachers). The public
has no direct access to curriculum making. In most
cases, it doesn’t even know what is going on inside
the curriculum making. The experts have to function as a kind of intermediary agency, i.e. their
curriculum development has to take into account
the public discourse and its results as well as what
they believe might work in schools. The school
practitioners do their own planning  more or less
within the framework of the guidelines provided by
the experts. (p. 93)

Accordingly, curriculum work in mass schooling is organised into different levels that constrain and also enable
each other, setting the borders of what is possible and
what is not (Hopmann, 1999). It can be argued that the
three levels are distinct, but nevertheless contiguous spaces
where agency takes place and these spaces follow discursively distinct logics, but are also hierarchically interrelated. In other words, teachers in schools should at least
look upwards in order to determine which expectations
they either will or will not live up to, or what they can use
as a vehicle of legitimation and as a starting point for
their own curriculum making (Fries et al., 2013; Scarth,
1987). Therefore, the question of space construction has
to be asked for all levels, and not only for the political.

Examining space construction in curriculum work
Considerations of curriculum in mass schooling cannot
deny the existence of levels in their effort to attain a holistic view on schooling. To the same extent that we invesCitation: NordSTEP 2015, 1: 27011 - http://dx.doi.org/10.3402/nstep.v1.27011

tigate the policy dimension of curriculum and its spatial
issues, we should also pay attention to the practical levels
of curriculum that work in the same way. In other words,
we propose a revitalised school practical interest in curriculum research that concerns the issues of globalisation.
This would examine what spaces are constituted in the
classrooms in residential neighbourhoods of Lund, London
or Hamburg. Such sites have remained intact, even in
a globalised world of global cities, and might be only
weakly correlated with the scientific, political or economic
networks that constitute transnational spaces, for example,
by way of a lingua franca (English), through conferences
or reference strategies. Thinking in levels avoids a logical
methodological nationalism (Chernilo, 2006), meaning
that the various dimensions of curriculum remain in the
background and empirical, for example, national, cases are
seen as a natural unity without fragmentation, presented
appropriately through policy documents and through the
voices of policy makers.
With such a practical turn, we propose a consciousness
of curriculum theory’s genetic relatedness to didactics
(Fries et al., 2013; Hopmann in this volume).2 Such a turn
means that we investigate the way in which a curriculum
issue is dealt with by considering students, their teachers
and the teaching materials they use. The trinity of teaching material, teacher and student is of particular interest,
since these represent the cornerstones, places or sites of a
didactical triangle (Fries et al., 2013; Kansanen, Hansén,
Sjöberg, & Kroksmark, 2011; Künzli, 2000), while teaching materials such as textbooks represent the content. To
a certain extent, the latter can be seen as an elaboration
of the curriculum [for a further discussion, cf. Fries et al.
(2013)].3 Such a design presents us with the possibility
of direct comparisons in terms of the ways in which
curricula are handled from different but related perspectives, thereby constituting an educational space in which
schooling practice takes place. Moreover, the triangle
facilitates the relations between the sites and places
involved in the instruction process. These can differ in
different contexts. For example, specific content enables a
certain kind of learning in every sense. To this content is
also correlated the question of evaluation of what is seen
2
This would even mean a reversion to a classic Nordic curriculum, which was
very much interested in such issues of transfer in school practice and also in
teaching material. In order not only to understand transfer but also to
intervene and, as was believed, to improve teaching and instruction, see
Selander (2003); an example for this kind of ‘implementation’ research is
provided by Wallin (2005).
3
At the very least, it provides us with rich empirical evidence of the ‘modus
operandi’ of a society in terms of what is considered appropriate knowledge
to be learned by citizens (Schissler, 2009). Although textbooks today are
produced by private companies, this relation remains unchanged. Indeed, it
has probably even been strengthened. Publishing houses are obliged to sell
their products, which is why they relate their books and materials as much as
possible to the existing curricula (Fries et al., 2013). In order to illustrate this,
the largest publishing houses in Sweden  Liber, Gleerups and Natur &
Kultur  market their most recent citizenship books by claiming that they are
related to the newest curricula (Lgr 11).
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as appropriate knowledge, in the sense of what can be
learned and what can be and is assessed (Lundqvist,
Almqvist, & Östman, 2009; Selander, 2003). Consequently,
the triangle is a fertile analytical model which can be used in
order to display the contextuality of educational practice.
Context variance, by the same token, will contribute to an
understanding of how different space, the phenomenon in
focus, is constructed where.
‘How’ refers to the processes of assembling different
aspects in a space, or in other words the construction of a
space where public education is related to. The context
variance, globally, nationally and locally, can explain why
space is constructed how. Here, the search for the ‘why’
must draw on known comparative education strategies
used in the curriculum research focused on policy. It
builds on the theoretical sampling of various schooling
practice cases that present different assemblages of a space
and thereby may negotiate curricula in particular ways,
which, in turn, may indicate culturally dependent paths
(see Schriewer, 1999). These illustrate the contingency of
space construction. Contingency indicates that a decision
made could also have been made differently, and that the
alternative choice(s) should be considered when trying to
understand the path ultimately chosen (Hoffmann, 2005).

Perspectives on space
In order to examine how space is constructed in curriculum, we draw on the considerations of Markus Schroer
(2012), the German sociologist. In sociology, we can
identify two main perspectives on space. One sees space
as a container which determines all objects in this container.
The other perspective is one of a relational understanding
of space constituting the world (Table I). In terms of
structure and agency dualism, it can be said that the first
displays a structuralist understanding of space, the latter
a constructionist one.
The relational perspective emphasises the creative possibilities of the actors who build and maintain spaces.
Spaces are fluid and are constituted in a process of communication and in the bargaining over means of communication. This perspective also argues for the power of
human agency in building spaces that have not existed
previously, such as the EEPS. The latter emerged due to

the processes of Europeanisation and globalisation and
deals with the question of how a national endeavour of
education can be steered from a transnational level with
little more than light administration. The solution here is a
process of relation building between different forms of soft
and hard governance, such as transnational agreements,
comparisons or standards. Spaces are then a kind of worksite [Balibar (2004) in Carlos (2012)] for such operations.
They change with their challenges and are better described
as ‘multi-level governance, where governance is understood as processes of continuous negotiation across and
within various levels (Marks & Hooghe, 2001) and through
constant coordination and cooperation in multi-layered
networks of relationships (Castells, 2000; Kohler-Koch &
Eising, 1999)’ (Carlos, 2012, p. 489). The same logic is
valid for global policy fields (Lingard & Rawolle, 2010).
The world-as-containers understanding, however, points
rather to complexity reduction, instead of increasing
complexity through rejecting clear-cut borders (Schroer,
2012). It saves energy by preventing a proliferation of evernew conceptual definitions. The material aspect of the
container is of particular interest at the practical levels of
mass schooling, which takes place in classrooms in certain
schools in certain neighbourhoods with certain characteristics. All of these condition the social relations being
constituted in them. Consequently, the given shape and
form of a space helps to cope with contingency (Schroer,
2012), limiting the possibilities for how something can
come to be. This also gives us the opportunity to understand the (re)constructions of the world in a different
context.
A container view then also provides us with fertile dichotomies, such as insider/outsider, centre/periphery, close/
distanced, indigenous/alien and so forth in order to analyse
spacing. Finally, investigating when the illusion of a container is present in curriculum work avails us of another
analytical device that of illusions. Which utopias, spaces
or places that do not actually exist are constructed in
particular contexts? When and why are clear-cut borders
presented, even when they are not valid? This contributes
to an understanding of excluding developments, such as
the phenomena of ‘Fortress Europe’ but also geopolitical

Table I. Space as container or relation
Container perspective
Rationale Agency is determined by particular borders of the

Example

Relational perspective
Constituted by related objects and actors

container

Spaces are multifaceted and complex and cannot be explained by

Reduces complexity by fixed, clear-cut borders

hierarchies or simple international/national dichotomies

Enables clear distinctions such as centre/periphery,

Spaces are constantly morphing with actions (as one impact the

inner/outer, indigenous/alien, close/distanced
Nation states in a Westphalian understanding

other); therefore, processes are in focus
International policy spaces (EEPS), Global cities, Transnational

International versus national dichotomies

intellectual networks

Illusions of space (utopias)
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developments such as those in Ukraine or the increasing
nationalism in Europe.
How can we interrelate these perspectives? There is an
understanding that a relational view is of a higher order
and specifically is much more appropriate to understand
a globalised world [see, for example, Sassen who in her
‘Global cities’ (1991) rejects the idea of nation state containers with hierarchic level structures]. We, however, will
not follow such an evolutional understanding of how
space should be viewed. Following Schroer (2012), we
argue that both perspectives can exist, but must do so in
different contexts, while both have different functions. To
illustrate this, we examine the example of the global cities
or the EEPS. Both strictly follow the idea of a relational
space, accommodated to the needs of each in a globalised
world. This idea is useful in explaining scientific, economic
and also political transnational networks, but it might be
argued that these are also somewhat elitist, regarding the
agency of actors who are, by their socialisation and education, able to cope with global relational spaces which
lack clear-cut borders.4
Summarising, both perspectives on space, the container
and the relational, are both applicable, but each in different contexts. The concern is not what space is, but
how it is constructed in different contexts. A multifaceted
understanding of space contributes to a comprehension
of the contextuality of curriculum work (Anderson-Levitt,
2007).

(Bohnsack, 2010b). This method focuses on how something is constructed and its applicability in different
fields. This latter aspect makes it valuable for research on
the practical level of curriculum as seen in the sites of the
didactical triangle, although this is not applied in this
article.5

In the following section, we will apply our ideas to a
minor explorative textbook study. Focusing below only
on textbooks is indeed a restriction of the practical put
forward earlier. However, textbook pictures offer a fertile
first entry into the classroom. Textbooks can be seen as
an exemplified curriculum, pedagogically elaborated for
the purpose of instruction (Fries et al., 2013; Selander,
2003). We know empirically that textbooks have a significant role in guiding instruction and thereby shaping
what it is possible for students to learn (Fries et al., 2013;
Selander, 2003). In addition, textbooks provide rich evidence of the ‘modus operandi’ of a society in terms of
what is considered appropriate knowledge to be learned
by citizens (Schissler, 2009). Moreover, a practical interest
could also be understood in terms of textbook production. In this article, we focus only on the ‘practical’ fact
that those books have been chosen for schooling practice.
We employ the documentary method with citizenship
and social studies textbooks in various national contexts

The documentary method: turning from what to
how in curriculum investigation
We argue that a conscious shift from what an issue means
to how an issue is (re)constructed in different contexts  in
terms of references, means and habits  will simplify our
search for an applicable theory of transfer in curriculum.
In terms of Luhmann’s (1990) observation of second
order, our focus is on our reconstruction of the reconstruction (of meaning) by others. Even if a particular
subject matter might, in its intended meaning, remain
always the same, it can be reconstructed in different ways
in different contexts, or perhaps even more clearly in
different lebenswelten, that is, worlds of lived experience
and frames of reference.
We will analyse our curriculum data using the so-called
documentary method, developed by Frank Bohnsack and
colleagues, which builds on the assumption that there
exist two different kinds of knowledge. Not only is there
intentional and communicative knowledge in people’s
actions, which can be described by common sense, but
also there is a kind of implicit knowledge, that is, habitual
knowledge, that is rooted in a certain practice (Bohnsack,
2010a; Bohnsack, Nentwig-Gesemann, & Nohl, 2013).
This method has its roots in Mannheim’s (1936) reasoning on the nature of knowledge and in the work of the art
historian Panofsky (in Bohnsack, 2010b) on iconographic
analysis in pictures.
In first step, the analytical process starts with the
so-called formulating interpretation (Bohnsack, 2010c).
In this step, the content of the material is elaborated and
is only to be understood within the particular case under
investigation, which means in its communicational or discursive structures. For example, in the case of our interviews, group discussions and instructional situations, this
refers to the search for sequences that build one on another
and thereby constitute entities of shared or collective
meanings. Question and answer sessions are organised in
IRE sequences containing initiation, requesting a response
that is evaluated in a third step (Bohnsack, 2010c). In
teaching material, we search for patterns and triggers,
cues or prompts (Selander & Kress, 2010) provided by
texts, tasks and pictures.
In the next step, we conduct a reflective interpretation,
which focuses on the so-called documented meaning, that
is, the modus operandi, which emerges in the negotiation of an issue in an action. Here the other (national and

4
It might also be that such spaces appear empirically when one elite (scientists)
interviews and analyses another elite (politicians).

5
However, there are indeed many other fertile approaches in textbook research
related to text and pictures (Petterson, 2008).

Approaching the issue of space in curriculum:
analyses of depictions of globalisation in
citizenship textbooks in Sweden, England
and Germany
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local) cases come into play, and choices in communication and action are contingent, which means that the
choices could in fact be different. First, knowledge about
other or alternative choices makes the choice in the case as
such visible. Here, we interpret how a matter is discussed
in relation to the other cases: Which methods and styles
are used? Which references are made? Finally, we conduct
the so-called sociogenetic interpretation, in which different types are elaborated from the material, describing
the different dimensions of how an issue is processed.
Bohnsack (2010a) calls these different dimensions of
experience related to different contexts of lebenswelten.
The interpretation starts with the search for similarities
in the modus operandi of different cases. The similarity
presents a first frame of orientation for the actors, in other
words, similar experiences result in similar modi operandi
in discussing globalisation, and from this vantage point
we search for differences that might point to other frames
or orientations related to other experiences. With every
case, the tertium comparationis, the object of interest,
increases in complexity, but what is important is that the
sum of all dimensions describes the object. Potentially,
every dimension exists in each case but might appear (and
also not appear) in different forms (Nentwig-Gesemann,
2013; Nohl, 2013). Different national, local and socioeconomic factors will be elaborated in order to illuminate
the relation of a certain modus operandi to its context,
that is, realm of experience, socialisation or existential
background.

Sample
Our comparative approach is reflected in our sample. The
hypothesis is that in different national textbooks, globalisation is depicted in different ways. The theoretical
sample builds on the assumption that there exist nationspecific types of elaborations of globalisation in educational practice. This is our main interest in terms of the
investigation of the textbooks, which is why we needed to
find national cases that differ in a way that allows us to
see differences in how globalisation is reconstructed.
Here, we follow existing theories of how various countries
can be described from the perspective of how the world
around should appropriately be constructed. We argue
that we need different traditions of how the state regulates the relations between itself and its citizens, by, for
example, means of welfare policy, as is described by
Esping-Andersen (1990) in his Three Worlds of Welfare
Capitalism.
England is here an example of a liberal system, providing only basic welfare security to its citizens, but promoting and rewarding people’s aspirations for individual
wealth. In other words, the English world promotes
traditionally strong markets and a liberal policy requiring
individual, personal responsibility. Sweden has traditionally been seen as a figurehead of a universal, or social
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democratic, type that has provided a high degree of basic
security for all at the price of high taxes and uniformity.
Here, traditions of policy planning and governance as
well as corporatism are strong. It is no coincidence that
social phenomena such as social engineering and planning optimism are strongly rooted in Swedish society
(Etzemüller, 2010; Hirdman, 2010/1989). Germany, finally,
presents the conservative or corporatiststatist type that
aims to preserve existing structures in the society and
facilitate traditional family structures. Even here the state
is strong, but it has a significant role in maintaining existing structures. Regarding education, Germany has proven
to be quite inert to change (Wermke, 2013). Furthermore,
it might be argued that experiences under two dictatorships left a residue of rather negative connotations concerning planning. However, even if these traditions are
undergoing strong transitions, we still assume that the
presented logics exist latent in nation-specific views of
how the world looks or should look.
In addition, the three countries in our sample all share,
by virtue of their place as Western, European and democratic countries, many similarities. For all cases, Europe;
the European Union, with all its crises, challenges and
changes; and a Euro-central perspective are obviously
key to understanding the national global learning curriculum work. Such constants adopt an empirical control
function, which would in an experiment be the systematic
manipulation or controlling of an independent variable
(Jahn, 2007). Consequently, our cases are sufficiently varied
to reveal differences while at the same time being sufficiently similar to allow for the controlling of the impact
of other variables on the phenomenon in focus (Jahn,
2007).
In our project, the specific content of inquiry will
involve globalisation and related competences necessary
in a globalised world. We argue that this phenomenon is
of particular interest. We can observe, due to globalisation,
the increasing requirement that today’s youth be educated in global literacy (e.g. Baildon & Damico, 2011),
global consciousness (Schissler, 2009), global citizenship
(e.g. Hinterliter Ortloff, 2011) or cosmopolitanism (e.g.
Gunesch, 2004), not only in research but also in current
curricula and syllabi, which state that preparation for
entry into a world which extends beyond one’s own
nation is imperative (Seitz, 2005).
Regarding globalisation as a phenomenon, one subject
group will be of particular interest. Citizenship and Social
Science Studies are necessarily related to the international
in the themes they cover. In a globalised and internationalised world, international relations and world perspectives, as well as the development of, for example, a ‘global
literacy’, are at the very core of such subjects (Baildon &
Damico, 2011). This, by comparison, is not at all straight
forward when studying mathematics and science. Today,
however, in social studies and citizenship education, the
Citation: NordSTEP 2015, 1: 27011 - http://dx.doi.org/10.3402/nstep.v1.27011
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conceptualisation of the global, in one or another form,
is well established (Baildon & Damico, 2011). After
deciding to investigate social studies and citizenship education, we finally had to determine which age groups in
comprehensive schools experience the evolution and condensation of questions regarding globalisation and also
global learning. Since we are interested in curriculum
questions, we examined social studies and citizenship
syllabi, and were able to determine that globalisation takes
a prominent position at the secondary level in particular,
increasing up to the end of secondary school (class 9/10).
Consequently, we built a theoretical sample that first
of all is interested in nation-specific particularities in the
reconstruction of globalisation. For this article, we use a
sample of social studies and citizenship textbooks that
are sold by the market leaders in each of the three
countries.6 Drawing on sales figures is then an analytical
short cut for finding out which instructional material
might actually have been chosen by teachers for practical
work in classrooms.

Documentary analysis of lower secondary
social science studies/citizenship textbooks
in England, Germany and Sweden
We discussed above the necessity of investigating the roles
of teachers, students and their textbooks, a practical turn
which follows the rationale of the didactic triangle. This
will be part of a larger project that investigates teachers,
their students and the instructional materials they use, in
order to examine the transmission of curriculum content.
In this article, we illustrate our ideas regarding space
and comparison in curriculum theory by focusing on
textbooks.
In the tables of contents of our books (Andersson,
Ewert, & Hedengren, 2012; Campbell & Patrick, 2009;
Deiseroth & Wolf, 2009; Ernst, 2009; Wales, 2009; Wergel
& Hildingson, 2012), we identified the parts that were
directly related to globalisation. For the purpose of this
paper, we focused only on those parts that directly address
globalisation and a globalised world. We then analysed
the structure of these sections on globalisation. Textbooks of all three cases quite obviously follow the same
style of presentation regarding the structuring of introduction and facts, analysis tasks and discussion tasks.
There are, however, different formal styles of presentation, which are nevertheless not exclusively related to the
presentation of globalisation. The German books not
only present small photos but also figures, diagrams and
maps. The content is presented in detail, indicated by a
large amount of text. The English textbooks present
many pictures that are related to the lebenswelten of the
students and of people from other places around the
world, with considerably less text. In between these two
6
In Germany: Cornelsen, Klett, Diesterweg; in Sweden: Liber, Natur &
Kultur, Bonniers; in England: Pearson, Collins, Oxford University Press.
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cases, we can locate the Swedish textbooks, which present
a more balanced mixture between text and images in
relation to the German and English references.
At this point, it is already clear that differences can be
observed between textbook cultures. This is a relevant
finding which would validate further investigation to
verify the differences through more textbooks from the
same subject area. However, the findings fulfil the quality
criteria of external validity because they are aligned with
other research on textbooks. While there are obviously
textbook traditions that might relate to nation-specific
particularities (Åström Elmersjö & Lindmark, 2010; Jonker,
2009; Schissler, 2009), the point is that first the comparison of various traditions renders the differences visible and
opens them up for analyses which help us to develop an
understanding  in terms of Bohnsack’s method, sociogenetically  of how particular curricular material is handled in different contexts and also why it is handled as it is.
In the next and very important step, we examined the
pictures used to illustrate the content. Following the
documentary method, we interpreted what impression
they transmit in terms of how they describe globalisation.
Let us once again start with the German case. As mentioned, there are small photos and the pictures used
generate a rather negative feeling. Take, for example, the
caricature which displays the forlorn welfare state being
churned by the triple pestles of globalisation, as displayed in Fig. 1 (Ernst, 2009). We also see political maps
(Deiseroth & Wolf, 2009) and industrial figures such as
forklifts (Ernst, 2009). The English case presents photos
which illustrate the different perspectives of globalisation.
Consumption in the Western world is contrasted to
workers in different parts in the world: Asian workers
with expressionless faces (Fig. 2) stand in contrast to

Fig. 1. Picture from a German textbook. ‘Protestnote’ by Gabor
Benedek, in Ernst (2009, p. 56).
On the flag it says: ‘welfare state’; on the dashers: ‘globalisation’,
‘capitalization’ and ‘automisation’.7

7

For this article, all pictures publication rights have been purchased.
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Fig. 2. Picture from an English textbook: ‘The globalised market’, in Campbell and Patrick (2009, p. 158).

an image of a Caucasian consumer critically trying on
dresses in a shop. The caption asks, ‘Would you buy this
dress for 12 pounds?’ (Wales, 2009, p. 29). Finally, starving African people are also depicted (Campbell &
Patrick, 2009, p. 165ff).
The Swedish case has a more positive perspective on
relations in a globalised/globalising world. There is a
picture of a world economy summit which might refer
to Sassen’s global cities (Andersson et al., 2012, p. 273).
However, the picture only portrays Caucasian people,
and non-Causasian people are depicted only as banana
farmers in another picture in the same book (p. 272). The
caption under the picture reads:
Many Swedes are pretty keen on bananas. However,
since the climate we have is so cold, we cannot cultivate bananas on our own, we have to buy them elsewhere, from Mexico or Jamaica. Conversely, Swedish
companies sell goods we are good at producing,
e.g. machines, trucks or medicine. (Andersson et. al.,
2012, our translation and italics)

However, this Swedish spacing is accomplished through a
third picture, a grocery store at Sweden’s biggest airport,
which is decorated with flags from around the world,
as displayed in Fig. 3. Globalisation here means many
countries that are very near to each other, as if lined up
in a row.
After formulating our interpretations, we can commence reflecting on our interpretations. We see that the
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German textbooks display globalisation as something of
a threat, perhaps as a threat to their existing structures.
Furthermore, considering the Swedish and German perspectives of space, the German textbooks displays depictions of globalisation that represent quite clear examples
of a container understanding of space. They tend to use
political maps which outline the borders of countries.
Meanwhile, there is a stronger focus on traditional import
export pictures, such as, indeed, containers on ships or in
harbours, as well as forklifts. Figure 1 portrays the state
as a kind of container where globalisation as force (pone
of the pestles) desolates the welfare state from outside,
squeezing the welfare state from its container, the nation
state.
Global relations are crucial, however, in English textbooks. Here, the textbooks emphasise the issue of
consumption. In the best case, the consumed products
are cheap and of sound quality, which is critically
observed by the textbook makers in captions such as
‘Would you buy this dress for 12 pound?’ (Wales, 2009,
p. 29) juxtaposed against the picture of related manufacturing carried out by hardworking people, mostly Asian
and people of colour. Globalisation is presented as not
entirely positive for other countries [this is also related to
poverty in Africa (Campbell & Patrick, 2009)].
Swedish textbooks mostly portray the positive side
of globalisation. Globalisation means internationality,
openness and possibility. The world is a modern building
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Fig. 3. Picture from a Swedish textbook. ‘Pressbyrån [a Swedish kiosk chain, here at the largest Swedish Airport, Stockholm Arlanda,
DP, WW]’, in Wergel and Hildingson (2012, p. 294).

made of glass. Airplanes make the world smaller and the
borders more blurry. However, the apparently relational
presentation we observe here is quite obviously also a
rather naı̈ve container understanding which reinforces the
ideas of we and others: in this case, the third world
produces bananas, while in the first world, we produce
advanced products such as machines, medicine or trucks.
There is no consideration of quality or of the reasons for
such a distribution of production of goods in a globalised
world.
The final step is actually already implied by our
comparative design and research interest: we see a
nation-specific dimension in textbooks in terms of the
modus operandi for presenting globalisation. We will stop
here, but if we were to continue our interpretation at the
text and task level, it can be assumed that a pedagogical
dimension could be comparatively elaborated [as shown
by Culture and pedagogy, a significant work of Alexander
(2000)], which would also relate to the nation-specific
dimension. This would demonstrate the multidimensionality of presenting globalisation in social studies and
citizenship textbooks.
Finally, our findings must be understood in relation to
the comparative assumption of our research design. At
this point, a relation to Esping-Anderson’s model is not
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obvious, although the three cases display clear differences, which is the most important finding here. However,
we might argue, quite tentatively, that the conservative
world of welfare capitalism presented by the German case
is represented by a shift, related to globalisation, which
threatens its existing structures. In a liberal society such
as England, significant social differences, characteristic
for such a space, are probably simply common sense. This
is why relations of we and other, or of winners and losers
of globalisation and the desire for more social justice are
transmitted in social studies/citizenship textbooks. The
Swedish universal case, however, might represent a trust
in development for the better, probably related to the
experiences of a strong philanthropic state (Hopmann,
1999) and civil society. Moreover  and related to the
universal type  the positive manner of description may
be grounded in a tradition of social engineering that
perceives possibilities and believes that risks are manageable by rational and scientific reasoning and planning
(Etzemüller, 2010), which might appear somewhat naı̈ve
in a contemporary context. Finally, globalisation, as
related to openness and renewal, might also be seen as
a way out of the uniformity of a universal system
(Hirdman, 2010/1989) and a way into a more individualised world.
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Conclusion and discussion: space in
transnational curriculum theorising
This article aimed to discuss the issue of space in the
theorising of curriculum. This is an important issue because, in an era of globalisation, an essentially spatial
process, we must reconsider where and within which
borders public education takes place. There are several
approaches to theorising the complex interrelations between national and international spaces of curriculum.
However, we have also argued that curriculum work in
public education is more multidimensional than work on
national policy documents suggests. The latter are rather
not implemented in the manner intended, they are enacted in another manner, and what pupils achieve is another
matter altogether. Here, we proposed an emphasised interest in the practical levels of schooling, at least in
Nordic curriculum theory’s interest in globalisation.
This comprises a shift from globalisation as a policy phenomenon to a perspective on globalisation as an instructional matter.
Related to this practical interest, we have suggested an
orientation towards the didactical triangle and related
didactical research that conceptualises the relation of
students, teachers and curriculum content presented in
instructional material, such as textbooks. This model
should be used as a starting point for the comparison of
relevant subject matter such as globalisation itself. The
didactical triangle also makes it possible to explain what
can be taught, learned and finally evaluated in different
contexts. It is a relational device with three sites. If one
of these changes, the form of the triangle and with it the
form of instruction must also change. In this article, we
were able to focus only on one site, the site of content as
it is presented in textbooks. These we present as a fertile
first entrance into the classrooms, because they significantly condition what is possible to learn and teach.
However, this would only be the first step for greater
comparative research programmes involving all sites
continuously.
For our examination, we have employed the so-called
documentary method (Bohnsack, 2010b) which contributes to an identification of various modi operandi of how
space is reconstructed in curriculum work. Citizenship
and social science textbook sections on globalisation were
our empirical material. It was most obvious that local
particularities are reflected in the presentation of the
global. We were able to observe varying nation-specific
constructions of globalisation. These varying modi operandi can be explained by the different traditions of each
case. We were able to identify factors related to national
traditions. However, this might only be one dimension
that helps us to understand how the global world is
reconstructed. Others might exist: for example, different
cultures of pedagogy that can be but are not necessarily
related to the national dimension. Different possibilities
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for making textbooks can be seen. There are textbooks
that emphasise more written information and subject
matter, as in Germany. There are also textbooks that use
more photos, more colours and less text in order to grab
the attention of the students, as in Sweden and England.
We have explained national differences in relation
to nation-specific particularities of the cases in focus.
We explained the variances by situating them in different
welfare state traditions, which condition how the world
is constructed through citizenship and social science textbooks in public education. The conservative world of
Germany relates to globalisation as something which
threatens its existing structures. In the liberal world of
England, significant social differences are, from the global
perspective of such a site, probably simple common sense.
Furthermore, the long tradition of the British Commonwealth and England’s related history as a multicultural
society might condition the experience of globalisation
in a more explicit, more advanced way. The Swedish
universal case, however, might present trust in development for the better, which is probably related to the
experiences of a strong philanthropic state (Hopmann,
1999) and civil society. Moreover, and related to the
universal type, the positive manner of description may be
grounded in a tradition of social engineering that prefers
to see possibilities and believes that risks are manageable
by rational and scientific reasoning and planning.
Due to several factors, there are different modi
operandi in portraying the world as the space in which
we are. The question, then, is consequently not about
what space is, but how it is presented in different contexts.
The world can be constructed as various containers which
determine agency or as relations shaped by agency. The
first perspective, as in the German case, has a clear-cut we
and other perspective. Physical borders remain obvious in
textbooks. The second perspective focuses on the relations appearing in a globalised/globalising world. They
question the quality of such relations. Such questions are
addressed in English textbooks. In Swedish textbooks,
we observed both perspectives side by side. However,
empirically we were only able to show a very small
glimpse of how space can be handled in curriculum work.
Regarding globalisation, the space issue also concerns
the levels of curriculum implementation and curriculum
achievement, which means that teachers and students are
also parts of a globalised world while at the same time
they are embedded in local contexts, which are their spaces
of experience, their lebenswelten. The intended (political
and programmatic), enacted and achieved (practical)
curriculum levels are assemblages of many impacting
factors that confound the identification of a constrained
local and global. At the same time, borders remain, but
probably exist at different places.
We want to argue for a turn from what to how in
curriculum theory’s interest in globalisation. There is a
Citation: NordSTEP 2015, 1: 27011 - http://dx.doi.org/10.3402/nstep.v1.27011
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plethora of possibilities of new spaces emerging in a
globalised world of curriculum. However, we would not
attempt to define what particular space is or means, but
it would examine how a particular matter is constructed
by the actors involved in different contexts at all levels
of curriculum work. This could be the focus of a transnational curriculum theory. It would also have a specific
eye on various scales, meaning a graduated range of values
forming a standard system for measuring or grading
something. This not only concerns whether we think
globally or locally, or whether we see the world around us
in terms of containers or in the form of relations. It also
concerns which scales are relevant to describe the world.
Relevant scales can be evaluation, ownership, regulation
(Dale, 2006). Modernity as a scale of time might also
be relevant. Here, we can open curriculum theorising
to post-colonial reasoning [see Anderson-Levitt (2007),
as an example Marino (2011)] or modernity theories (see
Pohlmann, 2006).
Finally, with this article, we have also presented an
argument for the necessity of an increasing consciousness
concerning which terms we apply to describe curriculum
processes in varying contexts. When we discuss spatial
questions, we should agree on what new terms (such as
space) can mean and how they relate to the traditional
terminology of our field (levels). In doing so, we avoid
confusing terms. We would also avoid the development of
an understanding that particular concepts are of greater
value than others, or the acceptance of conflated descriptions of reality, where everything relates to everything.
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svenska skolans kunskapsdiskussion [Perspectives on the Swedish
schools discussions on knowledge] (pp. 4077). Stockholm:
Stockholms universitets förlag.

67

(page number not for citation purpose)

Wieland Wermke et al.

Fries, A.-V., Hürlimann, W., Künzli, R., & Rosenmund, M. (2013).
Lehrplan  Programm der Schule [Curriculum  The programme of the school]. Weinheim: Juventa.
Goodlad, J.I. (Ed.). (1979). Curriculum inquiry. New York, NY:
Mc Graw-Hill.
Grek, S., Lawn, M., Lingard, J., Ozga, J., Rinne, R., Segerholm, C.,
& Simola, H. (2009). National policy brokering and the
construction of the European Education Space in England,
Sweden, Finland and Scotland. Comparative Education, 45(1),
521.
Gunesch, K. (2004). Education for cosmopolitanism? Cosmopolitanism as a personal cultural identity model for and within
international education. Journal of Research in International
Education, 3(3), 251275.
Hartman, S. G. (2012). Det pedagogiska kulturarvet [The pedagogical
cultural heritage] (2nd Rev ed.). Stockholm: Natur & Kultur.
Herrlitz, G., Weiland, D., & Winkel, K. (Eds.). (2003). Gesamtschule.
Geschichte, Internationale Vergleiche, Pädagogische Konzepte
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Vad är allmändidaktik? [What is general didadics?]. In S.-E.
Hansén & L. Forsman (Eds.), Allmändidaktik. Vetenskap för
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