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Our understanding of adult education’s purpose and value is linked to how 

we think ‘good’ education should be organised and provided. This thesis 

explores the interplay between organisation and values by looking at how 

conceptualisations and valuations of adult education are affected when 

private providers become involved in public education. 

For this purpose, the study draws on the example of Swedish municipal 

adult education (MAE). On the one hand, Swedish adult education is organised 

to compensate for structural inequalities and mitigate barriers to participation 

in education for citizens. On the other hand, private providers are allowed to 

make profits from their involvement in public education. Sweden’s combined 

commitment to universal welfare and the market make this a particularly 

interesting case to examine. Mainly contracted through tendering-based 

procurement, for-profit companies (and to a lesser extent non-public 

organisations) now service almost half of all MAE course participants. The 

thesis explores how municipalities construct the value and purpose of MAE 

when placing orders with private providers, and how teachers working in MAE 

reflect upon the purpose and value of MAE. 

Drawing on empirical data from both procurements and interviews, the 

study shows that municipalities use tendering-based procurement to shape 

the public-private partnership and promote different values. On a national 

level, this creates a heterogenous landscape of adult education provision and 

valuations. Furthermore, the study shows that there are tensions between 

MAE teachers’ professional self-conceptualisations and the realities put forth 

by policy or constructed in the procurement process. Analysing how teachers 

navigate these tensions, the study shows that teachers work to resist 

reformation, while they also become complicit in enforcing values promoted 

through policy and procurement.

Keywords: privatisation, public education, pragmatic sociology, MAE, 

educators, management tools, conventions of worth



Föreställningar om vuxenutbildningens syfte och värde hänger ihop med 

föreställningar om hur "bra" utbildning bör organiseras och tillhandahållas. 

Denna studie utforskar samspelet mellan organisering och värdekonstruktion 

genom att undersöka hur användandet av offentlig upphandling inverkar på 

aktörers föreställningar om kommunal vuxenutbildnings syfte och värde.

Studien utforskar hur kommuner som använder sig av upphandling för att 

organisera kommunal vuxenutbildning därmed konstruerar syftet med och 

värdet av utbildningen. Här fokuseras särskilt föreställningar och 

värdekonstruktioner som framkommer i förfrågningsunderlag från offentliga 

upphandlingar när kommuner beställer utbildning från privata leverantörer. 

Vidare utforskar studien hur lärare som arbetar i denna typ av kommuner 

reflekterar över värdet och syftet med kommunal vuxenutbildning. Studiens 

empiriska underlag består av upphandlingsdokument och intervjumaterial. 

Resultaten visar att kommuner använder upphandling för att iscensätta 

en rad olika former av samverkan kring kommunal vuxenutbildning. 

Därigenom konstrueras vuxenutbildningens syfte och värde på olika sätt –

exempelvis som kvasi-offentlig tjänst eller som marknadsvara. På nationell 

nivå skapar således denna variation av iscensättningar en brokig karta av 

värdekonstruktioner och utbildningsorganisering. Vidare visar studien på 

spänningar mellan de värdekonstruktioner som framhålls i styrdokument eller 

konstrueras under upphandlingen och komvuxlärares egna föreställningar om 

utbildningens syfte och syn på sitt lärarskap. Genom att analysera hur lärare 

navigerar igenom dessa spänningar visar studien att lärare motstår förändring 

samtidigt som de också blir delaktiga i att främja de värdekonstruktioner som 

framhålls i styrdokument och i upphandling.

Nyckelord: privatisering, offentlig utbildning, pragmatisk sociologi, komvux, 

lärare, offentlig upphandling, värdekonstruktioner
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It is my firm belief that adult education is vital when it comes to facing the 

challenges of the near future and building better societies. However, as 

teachers well know, learning (and progress) requires critical engagement 

with the subject at hand. A critical analysis and discussion of MAE 

organisation is needed if we want to improve adult education and its 

provision. My hope is that this dissertation can constructively contribute 

towards this end.  
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Adult education is often, and in various contexts, viewed as important for 

strengthening social equality and improving people’s lives. From radical adult 

educators with emancipatory agendas involved in community education, to 

transitional bodies such as the European Commission – which sees formal adult 

education as vital to the EU’s competitiveness on the ‘knowledge economy’ 

market – the questions of how adult education should be organised and what it 

is for have long been a matter of considerable debate. Holford (2003, p. 563),

for example, argues that humanist values are central to adult education:

Democracy and citizenship lie at the heart of lifelong education. They 
have been guiding principles for many of the people and movements 
that, historically, have shaped adult and lifelong education.

Viewed in this way, we might see adult education as a way of bringing about 

greater equality, as adults learn and experience personal growth through 

interaction with peers and adult educators. Other voices single out modernity 

and lifelong learning’s implications for economic values and individual 

freedom:

Everyone has heard the story … by properly deploying technology such 
as the worldwide web, individuals can all be linked into learning 
networks. Now everyone has access to education without having to 
endure the indignities of admissions procedures, let alone authoritarian 
and disciplinary teachers. (Boshier, 1998, p. 3)

Clearly, our understanding of adult education’s purpose and value is linked

to how we think ‘good’ education should be organised and provided. During 

the 1990s, for example, many policy actors adopted the language of lifelong 
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learning as a reinvention of adult education. In 1995, the European 

Commission concluded that “the central question now is how to move 

towards greater flexibility in education and training systems, taking account 

of the diversity of people’s demands” (European Commission, 1995, p. 23). 

Here, social equality was seen as hinging on education systems’ ability to 

make people employable. For this, adult education would have to reinvent 

itself, to shed ‘old’ notions of traditional teaching and become more attuned 

to the needs and desires of adults. 

Under the flag of lifelong learning, transnational policy helped to shape 

reformation trends across national settings, with an emphasis on the 

deregulation and privatisation of public education – for both children and 

adults. Thus, adult education systems across the globe saw substantial 

reforms throughout the 1990s. Depending on the local socio-historical 

context, some countries – such as the UK, Colombia, New Zealand, Chile and 

Sweden – chose to open up public education to private providers, while 

others – such as Germany and France – maintained a fully public education 

sector, albeit adopting private-sector ideas and practices (e.g., promoting 

competition as a way to improve quality). 

At the same time, non-economic motives, such as social cohesion, 

inclusion, and active citizenship, have continued to be cited as core values 

that should inform adult education. Following more recent developments, 

such as increasing far-right political trends in European countries, the 2008 

recession, and increased migration in the wake of political instability in the 

Middle East, the European Commission has reasserted that the broad 

mission of education “encompasses objectives such as active citizenship, 

personal development and well-being” (European Commission, 2012, p. 2), 

and declared that education plays an “important role in fostering inclusion 

and equality” (EU Ministers of Education, 2015, p. 2). 

Sweden provides a particularly interesting case to study, due to its 

combined commitment to both universal welfare and entrepreneurialism. 

While the Nordic project of the welfare state is still strong here (Frederiksen, 

2017; Hänninen, 2019; Skarpenes, 2021), Sweden is also often cited as an 

avid adopter of the market (Dahlstedt & Fejes, 2019; Lundahl et al., 2014), to 

the extent that it is one of only a few states to allow private providers to make 

a profit from publicly funded education. 

Nowhere is this clash of values as prominently expressed as in municipal 

adult education (MAE). As publicly funded formal education aimed at the 
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most disadvantaged and vulnerable segment of the adult population, MAE 

embodies the ideal of universal welfare. It is readily available to all adult 

citizens (e.g., through a nationally mandated right to work-leave and access 

to economic study assistance) and has been advocated as a second chance, a 

means to bridge the education gap and a way to bring people back from the 

margins of social exclusion. At the same time, for the past two decades, both 

for-profit companies and non-profit organisations have established 

themselves as providers in this public education system. To illustrate the 

extent of privatisation, 49% of all MAE course participants in 2020 were

enrolled in courses run by (mainly for-profit) private providers (SNAE, 

2021a). In comparison 29% of upper secondary students and 16% of 

elementary school children in 2020/21 were enrolled in independent schools

(SNAE, 2021b, 2021c).

As such, Swedish MAE provides a particularly rich context to examine

the interplay between how education is organised and our understanding of 

what education is and is for.

This study focuses on the effects of exogenous privatisation on how adult

education is conceptualised and valued. Exogenous privatisation refers to the

privatisation of public education through private-sector involvement (Ball & 

Youdell, 2008). Drawing on the example of Swedish MAE, where tendering-

based procurement is used to outsource public education to private companies 

and non-profit organisations, the study explores: (1) how municipalities 

construct the value and purpose of MAE when placing orders with private 

providers, and (2) how teachers working in MAE reflect upon the purpose and 

value of MAE when considering its current organisation. My aim is thus to 

explore the interplay between organisation and values – between tendering-

based procurement and how MAE is conceptualised and valued. As the 

research questions include theoretical concepts, these are presented after the 

theoretical framework, in the conclusion to chapter 4 (see page 37).

This thesis synthesis (sv: kappa) is organised as follows. In order to provide 

a background for my chosen research focus and the research questions I aim 

to answer, I first present MAE as the context of the study (chapter 2) and a 
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survey of the research field (chapter 3). This includes an overview of research 

on privatisation in education, on conceptualisations and valuations of adult 

education and the role of teachers, and on the effects of tendering-based 

procurement on outsourced services and its actors. Next (chapter 4), I 

present the theoretical framework that I have used, and the thesis’ research 

questions. Moving on to questions of methodology (chapter 5), I describe the 

study’s research design, data collection, and approach to the analysis of 

empirical material. Chapter 5 ends with some reflections and comments 

relating to research quality. The synthesis’ last section consists of summaries 

of the four articles included in the thesis and a review of the study’s 

overarching results (chapter 6). The synthesis concludes with a discussion 

chapter (chapter 7), where I consider the thesis’ main findings in a broad 

sense and in relation to other research. This final chapter ends with a 

discussion of the study’s potential implications for policy and practice and 

some suggestions of avenues for further research.



- 5 -

With 400,000 adults enrolled in courses each year (SNAE, 2021a), MAE 

constitutes a significant component of the Swedish public education system.

Almost half of all MAE today is run by external providers.1 At a national level, 

49% of all course participants2 in 2020 were enrolled in courses run by external 

providers, although distribution is very uneven across the country. Some 

municipalities choose to run all MAE in-house, while others outsource parts or 

all of their course provision to external providers (cf. Muhrman & Andersson, 

2021). Furthermore, as illustrated in Figure 1, provision also varies across MAE’s 

three course areas, with external providers being more prevalent in upper-

secondary level courses than in basic level or Swedish language courses (SFI).

Figure 1. MAE providers based on course area in 2020 (SNAE, 2021a)

1 External providers include both for-profit companies and non-governmental organisation such 
as study associations and folk high schools.

2 Since adults may enrol in one or more courses, statistics refer to the number of course participants 
rather than students. E.g., a student enrolled in three courses counts as three course participants.
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Even though non-governmental organisations, such as study associations 

and folk high schools, are among the external providers of MAE, the vast 

majority of courses not managed by the municipalities themselves are run by 

for-profit companies and corporations (Muhrman & Andersson, 2021). In 

light of Sweden’s long tradition of universal welfare and adult education 

(Rubenson, 2006), we might ask ourselves how private providers have come 

to be so commonplace in this adult education system.

The establishment of a comprehensive school system for children during the 

1950s and early 1960s created a growing education gap between younger and 

older generations (Richardson, 2010). Instituted in 1968, MAE was meant to 

help bridge this gap and to provide ‘talented’ adults with the opportunity to 

achieve their full potential (Fejes, 2006). Throughout the half century during 

which MAE has existed, it has always served three main purposes –

stimulating learning throughout life, encouraging active citizenship, and 

training a workforce for the labour market. However, the focus and emphasis 

have both shifted during various time periods between these individual, civic,

and labour-related aspects (Lumsden Wass, 2004).

The current MAE system was put in place during the 1990s as part of a series 

of organisational reforms, which emphasised individuality and flexibility for 

learners, and economic efficiency through market forces for organisers 

(Henning Loeb, 2006). Up until these reforms, the state had governed MAE 

through detailed policy instructions and the specific allocation of funds. The 

1990s reforms, however, shifted the responsibility and discretion to organise

MAE onto the municipalities. For example, as of 1991, MAE funding was bundled

together with financing for compulsory and upper-secondary level education, 

leaving it up to each municipality to distribute funds between education sectors 

as it saw fit. Soon after this, municipalities were given the option to outsource 

MAE through procurement, and in 1998 the state launched the Adult Education 

Initiative (AEI, sv: Kunskapslyftet), an ambitious reform aimed at combatting 

unemployment by subsidising study opportunities for 110 000 new students 

each year. The government’s main reasoning behind the AEI, and its 

accompanying reforms, was that unemployment and economic stagnation could 

be confronted through MAE, and that upskilling the population would lead to a 

more just and equal society (Lumsden Wass, 2004). 
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Decentralising responsibility and giving discretion to the municipalities were 

further thought to stimulate municipalities to be creative and reinvent their 

adult education services. As Lumsden Wass (2004) shows in her analysis of 

these reforms, ‘good’ education was construed by policymakers as being 

dependent on a mutual exchange and co-dependence between municipalities, 

education providers, and the labour market. Diversity and a greater number of 

providers were seen as key to the success of the initiative for several reasons. 

Firstly, more providers would make it easier for each individual to find a space 

that suited their personal wants and needs. Secondly, competition would 

create greater flexibility for schools because no single provider would have to 

try to adapt to all circumstances or cater to all learners. Non-governmental, 

non-profit providers, for example, could focus their expertise by servicing 

adults with little prior schooling or learning experience. As providers of MAE, 

municipalities were now seen as just one among a plethora of education actors 

within a quasi-market (Le Grand & Bartlett, 1993).  

The state-driven AEI officially ended in 2002, after which subsidies for 

MAE were gradually phased out and participation in MAE decreased (cf. Fejes 

& Holmqvist, 2019). The decade following the AEI saw further substantial cuts 

in MAE funding, forcing municipalities to become more efficient (or creative) 

in their role as MAE organisers. The impact of these circumstances is evident 

in the distribution between public and non-public providers over the years, as 

illustrated in Figure 2. 

Figure 2. Percentage of MAE participants enrolled with non-public sector providers 1997–

2016. Source: SNAE (2017). 
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The guiding principles of flexibility and individualisation promoted by the 

reforms of the 1990s have continued, and have since become integrated into 

various national policies, such as the Adult Education Regulation (2011) and the 

Curriculum for Adult Education (2012). MAE teachers, for instance, are 

mandated to “work on the basis of the individual students’ needs, preconditions, 

experiences and ideas [and to] stimulate, guide and support the student” 

(Curriculum for Adult Education, 2012, ch 2.1). Courses must be provided all 

year round (Adult Education Regulation, 2011, ch 2 §25), and:  

Flexibility [in terms of] venue, time, rate of study and learning method 
[…] shall always be aimed for [to] support those students who, during 
their study time, need to combine education and work. (Curriculum for 
Adult Education, 2012, ch 1)  

However, while the reforms of the 1990s and the policies exemplified above 

constructed education as flexible and learner-centred, with teachers acting 

as coaches or guides, it is important to note that other policies have 

conveyed other priorities. For example, as MAE consists of qualifying 

courses, there are national syllabi specifying both learning content and the 

knowledge requirements for passing each course. Furthermore, the national 

Education Act (2010, ch 2) and the Adult Education Regulation (2011, ch 6) 

both mandate that teaching and grading shall be performed by certified 

subject teachers. Such policies construct education as contingent on 

teaching and on a predefined curriculum, best conveyed and assessed by 

qualified professionals. Other policies, such as two short-term initiatives 

promoting vocational courses in MAE (SFS 2009:43; SFS 2016:937), 

focused on employability and consequently constructed education as 

qualification and a way to meet the short-term needs of the labour market 

(Andersson & Wärvik, 2012; Muhrman & Andersson, 2021).  

Consequently, adult education actors such as municipal officials, school 

leaders, and teachers must navigate multiple policies that emphasise various 

(sometimes contradictory) concepts and values. Considering that such 

clashing visions are conveyed through policies and communication, it is worth 

considering what MAE looks like now in terms of its current organisation. 
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Currently, MAE consists of three course areas – elementary level education, 

upper-secondary level education, and Swedish language courses for 

migrants. Education is provided through a course system similar to that of 

child and youth education, i.e., courses in both MAE and child and youth 

education are governed by the same course syllabi, award the same number 

of credits, and are graded on the same scale. 3 In addition, certification 

requirements for teachers in both school forms are the same, which means 

that the same teachers can work in both forms of education. However, MAE 

has its own curriculum and differs from child and youth education in some 

significant respects. For example, courses in MAE are treated as individual 

units rather than as part of a coherent education package, and there are no 

semesters making up the school year. Consequently, students can enrol in 

MAE courses whenever they want and can choose the pace at which they wish 

to study. A course takes between five and twenty weeks to complete, 4

depending on the chosen study pace. Students can also choose to take courses 

on-site or online, with enrolment for online courses available frequently and 

all year round. Building on a conceptualisation of the adult student as a self-

directed learner (Henning Loeb & Lumsden Wass, 2014), this emphasis on 

student choice is intended to cater to the heterogenous demographics of 

potential MAE students.

Approximately 6 500 teachers currently work in MAE, with the majority 

engaged in SFI (3 652 teachers).5 A large majority of MAE teachers, 70–85%,

are tenured. However, this does not necessarily mean stable employment, 

because teachers working for private providers are dependent on the provider 

securing a contract every 2–4 years, to keep their position. Around one third 

of MAE educators are employed by non-public providers, i.e., for-profit 

companies and non-profit organisations. 6 These providers service roughly 

49% of course participants (SNAE, 2021a). As discussed elsewhere (Fejes & 

3 This was true for the current study. As of January 2022, however, the grading scales for 
elementary-level MAE and Swedish-language courses for migrants have been changed to 
only include Pass and Fail (SFS 2021:96). This change is thought to lessen the workload of 
teachers and increase student throughput rates (SOU 2018:71).

4 For comparison, the same courses in upper-secondary-level education span an entire school 
year, i.e., around 40 weeks.

5 Statistical data retrieved from the Swedish National Agency of Education’s (SNAE) statistical 
database Jämföresetal on 2022-02-15.

6 Statistical data retrieved from the Swedish National Agency of Education’s (SNAE) statistical 
database Jämföresetal on 2022-02-15.
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Holmqvist, 2019), this discrepancy could have several explanations. On the 

one hand, it is possible that private providers are more heavily engaged in 

online course provision than their public counterparts. This would explain the 

difference in student-teacher ratios between public and private providers, 

since online courses generally have each teacher service more students than 

for on-site courses (SSI, 2015). On the other hand, it is possible that private 

providers in general employ fewer teachers per student, as is the case in 

elementary and upper-secondary level education (SOU 2016:78). The statistics 

presented here do not say much about the pedagogical practices of MAE 

teachers, or their beliefs and values. However, they do suggest that there are 

potential differences between public and non-public providers. 

As already mentioned, MAE is governed by national policy but organised 

and managed by the 290 municipalities. Most notably, national policy gives 

municipalities the discretion to outsource MAE courses to non-public providers 

(Education Act, 2010, ch 23 §1). This means that each municipality decides 

whether to run MAE in-house, collaborate with other municipalities, or contract 

external providers such as for-profit companies or non-profit organisations. 

Overall, it is difficult to gain a clear picture of local organisation practices. 

National statistics offer only limited information about providers and do not 

specify how they are being contracted. Additionally, municipalities can change 

how they provide MAE at any time, as long as they abide by the framework of 

state policy. This also makes it difficult to gauge potential trends and patterns in 

how provision is organised locally. Although we lack an overview of provider 

distribution, we do know that some municipalities outsource all MAE, and some 

run all MAE through municipal schools. Most municipalities, however, combine 

these options and primarily outsource MAE through tendering-based 

procurement (Andersson & Muhrman, 2019).  

As illustrated in Figure 3, outsourcing MAE through tendering-based 

procurement means that municipalities decide how much and which parts of their 

education they wish to outsource and then formulate a contract notice. This 

announcement includes information about what the municipality wants to 

procure, how it wants the service to be delivered, and how the tendering process 

will be decided. Presumptive providers compete for the contract by submitting 

tenders, after which a contract is proposed. Lastly, there is a grace period during 

which those who tendered for the service can object to the municipality’s decision. 

Appeals are common in procurement, and they often invoke equal treatment or 

transparency issues as reasons for contesting the decision (Bröchner et al., 2016).  
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Overall, municipalities play a key role in this education system. Since 

tendering-based procurement requires buyers to both describe what they want 

to procure and define the parameters of how the auction will be decided, 

municipalities hold much of the power in such a system. Governed through the 

Municipal Act (SFS 2017:725) and the Public Procurement Act (SFS 

2016:1145), this mode of outsourcing public services leaves room for 

interpretation. For example, municipalities can call for price offers from 

tendering providers or set a fixed price and award contracts based on other 

criteria specified in the contract notice. Most often, contracts span between 

two and four years, after which the municipality may choose to revise how it 

organises MAE and initiate a new procurement cycle. Consequently, 

presumptive providers in this system must focus on effective service provision 

if they want to survive in this education market (cf. Wärvik, 2013). 

There are multiple explanations for why the government chose to provide 

a policy framework that prioritises discretion and responsibility over the 

organisation of MAE at the institutional meso-level, while also encouraging 

outsourcing. As already discussed, it stems, in part, from the conviction that 

meeting the needs and wants of a heterogeneous group of learners requires 

“great flexibility and unconventional solutions” organised locally (Lumsden 

Wass, 2004, p. 96). This makes it highly relevant to explore the meso-level of 

Figure 3. Illustration of the main steps of the procurement process. 
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MAE, in order to better understand the potential effects of privatisation

through tendering-based procurement on how the outsourced education is 

conceptualised and valued. Furthermore, we must consider what such meso-

level enactments of policy and organisation mean for micro-level actors, such 

as students and teachers – how might this privatisation influence their 

conceptualisations and valuations of MAE?

So, what might education in MAE actually look like? There is a lack of both 

research and official statistics on MAE teaching and pedagogical practices. 

However, the research that does exist indicates that the unique organisation of 

MAE has consequences for the teaching and learning that is made possible in 

this educational setting (cf. Beach & Carlson, 2004; Fejes & Holmqvist, 2019; 

Henning Loeb, 2006; Wärvik, 2013). In researching the context of one private 

for-profit provider, Wärvik (2013) notes that all 20 teachers interviewed in the 

study saw unstable employment and uncertain working conditions as a reality 

of the job. This is not surprising, considering that providers of education in this 

system are dependent on winning contracts every few years in order to 

continue their operations. As such, teachers employed by non-public providers 

constantly run the risk of losing their jobs. Also, with the tendering process 

taking several months, this can impact upon the daily life of schools and 

preoccupy teachers, vying for their attention alongside their regular work. 

Arguably, such working conditions may influence the teachers’ pedagogical 

practices, their interactions with students, and their conceptualisation of MAE 

and their role in it. 

Drawing on interviews and observations with MAE teachers in four 

municipal schools, Håkansson (2007) concludes that the work of these 

educators consists of balancing teaching and care work. Student absence in 

MAE is often high, which worries teachers and leads them to engage in 

motivational work and attempting to support the adult students through the 

difficult socio-economic situations in which they often find themselves. In 

contrast, Carlson and Jacobsson (2019), who draw upon fieldwork in SFI, 

found that teachers spend substantial amounts of time and energy engaged in 

administrative tasks and ‘paperwork’. Examples of such tasks include 

reporting student attendance and results, and writing individual learning 

plans for show, “in case someone comes to inspect” (p. 130), rather than as 
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teaching tools. The contrast between the emerging pictures from these two 

studies can be related, in part to the difference in when the research was 

conducted. Håkansson draws upon empirical material collected just after the 

re-organisation of MAE in the 1990s, while Carlson and Jacobsson employ 

more recent material. It is thus possible that pedagogical practices have 

changed over time. Furthermore, Håkansson’s study focuses on the work of 

publicly employed teachers, while Carlson and Jacobsson have included 

external providers of MAE in their research. As such, they ascribe the increase 

in documentation and administrative work mainly to the re-organisation of 

MAE, away from being publicly run to becoming outsourced through 

tendering-based procurement. As companies compete for contracts, they 

promise rigorous documentation, which teachers working for the winning 

providers must then deliver.  

Turning to the pedagogical ethos of MAE, we can note that the reforms 

of the 1990s were accompanied by a great belief in the power of innovation 

and an appetite for experimentation (Andersson & Wärvik, 2012; Lumsden 

Wass, 2004). ‘Old’ actors, such as municipalities (and already existing 

publicly run schools), were expected to reinvent themselves in new roles, 

while new stakeholders were invited into the realm of public adult education, 

as the private sector was legislated into the mix. In line with transnational 

trends (Field, 2006; Holford, 2016), concepts such as ‘teaching’ and 

‘education’ were deemed antiquated and replaced by a discourse of lifelong 

learning (Gustavsson, 2002; Rubenson, 2002). ‘New’ pedagogies were 

imagined in contrast to the ‘old’ and ‘school-like’ teaching situations of the 

past under the proclamation that “lifelong learning is fundamentally an 

individual project” (Proposition 2000/01:72, p. 25, my translation). ICT, and 

a coaching approach to teaching, were seen as key to the new pedagogies of 

MAE (Lumsden Wass, 2004), within which individuals were envisioned as 

being in charge of, as well as responsible for, their own development and 

success (Fejes, 2006).  

Modern technology can be used for extensive individualisation and 
geographical spread. However, knowledge imparted through modern 
technology must almost always be complemented with individual 
guidance/coaching. (Prop 2000/01:72, p. 26, my translation) 

Two decades after the reforms, however, it is still not clear which approach 

actually informs pedagogies in MAE. Analysing more recent short-term state 
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initiatives, for example, Andersson and Wärvik (2012, p. 95) note that MAE 

seems to be moving:  

away from an idea of raising the level of the general subjects for the 
entire population and towards an idea of shorter vocational courses for 
some target groups … [and] towards the more narrow needs of the 
labour market.  

In short, it is relevant to consider how MAE is organised and enacted in 

relation to the values and conceptualisations that actors hold about what 

this adult education is for. In this process, organisation through tendering-

based procurement provides a setting that both constructs the education 

market and potentially informs actors’ beliefs and valued with regard to the 

education at hand. 
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This study aims to explore how exogenous privatisation through tendering-

based procurement affects actors’ understanding of education. Below, I 

therefore present some relevant findings from previous research in three 

areas. The first section examines questions of privatisation in education. This 

is followed by a section on how adult education and the role of adult 

educators are conceptualised and valued. In the third section of the chapter, 

I broaden the scope and discuss research on tendering-based procurement 

outside education services and its effects on the services being outsourced 

and its actors. This survey of the field should not be read as exhaustive, but 

as contextualisation and dialogue partners for the following findings and 

discussion sections. A summary closes the chapter.

Contracting private providers to deliver public education is a global trend, but 

the processes, conditions, and organisation of said privatisation differ across 

national settings. In some instances – such as New Zealand and Colombia 

(Ball & Youdell, 2008), or Sweden (in the case of MAE) – governments reach 

out to private providers and seek to contract them. In others – such as Kenya, 

Pakistan, and Peru – private-sector involvement in education is growing in 

the absence of government intervention to handle “new educational 

demands” (Verger et al., 2017, p. 770). In others still – such as the UK and 

Sweden (for child and youth education) – quasi-markets are being 

constructed and both public and private providers are invited to compete to 

fill this space. The vast body of existing research on the privatisation of 

education provides some important insights for this study.
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Firstly, the privatisation of education changes the roles or functions of the actors 

involved in education. When education becomes a commodity, students are 

seen as customers and consumers, teachers as salespersons or defenders of 

brands, and principals as managers. This has been shown to be the case for 

Swedish MAE (Bjursell, 2016; Fejes et al., 2016), as well as in many other 

education systems (e.g. Ball & Youdell, 2008; Gupta, 2019; Košmerl & Mikulec, 

2021; Symonds, 2020). Teachers, for example, can easily become consultants 

under market pressure. In the case of Finnish integration training for migrants, 

Kurki et al. (2017) show how short-term government initiatives and market 

demands transform teachers into coaches or guides. Teachers’ pedagogical 

discretion over course planning and choosing teaching methods becomes 

restricted, as providers navigate the dual imperative of adhering to policy 

prescriptions and remaining competitive within the market. Public officials and 

school leaders, who in a public system function as education providers, are 

turned into market regulators and quality inspectors, caught between the school 

market and a sense of civic duty (Fejes et al., 2016; Forsberg & Palme, 2019). 

Secondly, this recasting of roles and responsibilities depends on more 

than just which stakeholders and sectors are involved in the provision of 

education. Looking at public–private partnerships in education and 

healthcare services in the Nordic countries, Segaard and Saglie (2017) 

distinguish between direct, indirect, and disconnected governing, where 

discretion over the service is allocated to the public institutions, to the 

contracted private providers, or to both, respectively. In other words, not all 

exogenous privatisation in education is based on the same ‘type’ or ‘design’ of 

organisation (e.g., voucher-based, free-choice systems). This makes it difficult 

to extrapolate research results from one system to another, as the relationship 

between public and non-public stakeholders can vary. Sweden is remarkable 

in this respect, because it houses two different education markets. On the one 

hand, we have the compulsory and upper-secondary education system, which 

services children and young people and is organised around the students’ and 

parents’ free choice, and where student vouchers are fixed. On the other hand, 

we have adult education,7 where privatisation is organised through tendering-

based procurement. These two markets have run in parallel to each other for 

more than two decades now. 

 
7 This thesis focuses on privatisation in MAE. However, it is important to note that other types 

of adult education have been similarly privatised through tendering-based procurement. 
Such examples include labour-market interventions and higher vocational education (YH). 
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The market created through students’ (and parents’) free choice is prevalent 

in education across national settings (Simons et al., 2013; Verger et al., 2020) 

and has served as a focus for much research on education privatisation, 

commodification, and marketisation (e.g. Dahlstedt & Fejes, 2019; Dumay & 

Dupriez, 2014; Stacey, 2020; Verger et al., 2016; Waslander et al., 2010; West 

& Ylönen, 2010). Despite ample research criticising exogenous privatisation 

and market competition as the organising logic for education services (e.g. 

Ball, 2007; Dahlstedt & Fejes, 2019; Košmerl & Mikulec, 2021; Miles & 

Middleton, 1993; Verger et al., 2020; Zoellner, 2020), governments persist 

in constructing publicly funded education and training markets. This 

preference for public–private partnerships over public provision is often 

based on the conviction that private providers are both more flexible and 

more resource efficient than their public counterparts. It then follows that 

constructing quasi-markets frees up public funds, making it possible to 

service a broader and larger learner base and thus facilitate social integration 

and inclusion (cf. Kurki et al., 2017). Drawing on interviews with municipal 

officials and school leaders in charge of education, Forsberg and Palme

(2019) note that these actors saw ‘entrepreneurship’ and schools’ 

collaboration with local businesses as a way to not only improve the schools’ 

attractiveness, but also to meet “the civic commitment of public education” 

(p. 28). Particularly when considering students from disadvantaged groups,

the officials reasoned that entrepreneurship provided “one of the few realistic 

paths” (p. 29) for students, who in this way would be empowered “to become 

in charge of their own future” (ibid.).

A further argument for public–private partnerships is that the 

involvement of both the public and private sectors can increase the range of 

pedagogies in education, allowing schools to profile themselves. Free choice 

and increased diversity can be seen, from such a perspective, as a way of 

meeting the needs of various learner groups. Indeed, when measuring 

students’ grade development in Sweden between 2003 and 2008, Fredriksson 

and Vlachos (2011) found that students enrolled in free schools scored higher 

than students in publicly run schools. However, the difference in performance 

between students enrolled with private or public providers was much less 

significant than the performance difference between boys and girls. 

Furthermore, students’ grades differed more between for-profit and non-

profit private providers than between private and public providers. Both in 
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their 2011 report and in subsequent studies, these authors conclude that the 

institution of a free-choice market in Swedish education has affected students’ 

learning. However, these effects are mainly negative. Free choice and 

exogenous privatisation in the Swedish child and youth education systems has 

led to greater differentiation in student grades between schools (Vlachos, 

2019) and has increased the effects of segregation between student groups 

(Bunar & Ambrose, 2016; Forsberg, 2018; Fredriksson & Vlachos, 2011). In 

their meta-study, Verger et al. (2020) conclude that the interdependence 

between (albeit small) increases in learning outcomes and reduced equality 

is the most prominent finding of studies on the effects of exogenous 

privatisation in education. The competition created by voucher-based, free-

choice systems may thus benefit some students, but most notably contributes 

to increasing the gap between advantaged and disadvantaged student groups.  

This competition can affect schools across all sectors. Looking at the 

voucher-based, free-choice system employed by Swedish upper-secondary 

education, Lundahl et al. (2014) found that the types of activity that filled the 

inner lives of schools depended on how much competition the school was 

exposed to, and that both public and private, for-profit and non-profit, 

providers were affected by this. Looking at Australian child education, Davies 

and Quirke (2007) show that there are big differences between different 

private providers, e.g., as ‘new’ private schools tend to be smaller, more 

niche, and more often employ novice teachers than ‘old’, elite private schools. 

This research shows that differentiating between public and private 

providers is not sufficient to understand processes of privatisation in 

education. Voucher-based, free-choice systems thus create a market that 

encourages selective practices, regardless of a school’s ‘background’.  

Drawing on Chile as an example, Verger et al. (2016) show that 

competition more readily incentivises schools to develop strategies for 

gaining an advantage while competing and to garner a reputation, rather 

than focusing on improving the quality of education. Research on the 

Swedish upper-secondary education market has similarly concluded that 

schools respond to competition by curating their education offers and 

expending resources on marketing to appeal to niche groups of students (cf. 

Bunar & Ambrose, 2016; Forsberg, 2015; Harling, 2017; Lundahl et al., 

2014). Here, for-profit providers have been shown to focus on attracting 

students who require minimal resources (see also Verger et al., 2016) or, 

alternatively, students in need of special assistance where additional targeted 
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funding can be tapped into to generate profit (Forsberg, 2018). In other 

words, this education market positions the school’s reputation and image – 

rather than educational quality – as crucial. At the same time, public 

officials view publicly run schools as important for creating some stability 

in the market and when working towards social integration (Forsberg & 

Palme, 2019). Such increasing inequality primarily hurts already 

vulnerable or excluded demographics (Bunar & Ambrose, 2016), while 

students from affluent households are less affected by the market, or can 

bypass it altogether (Forsberg, 2018; Holm & Lundahl, 2019). 

Additionally, the geographical location of a school has been shown to play 

a significant role in the development of teachers’ professional identity and 

culture (Parding et al., 2012), and in the learning conditions that students are 

offered. For Swedish child and youth education, Holm and Lundahl (2019) 

note that rural municipalities sometimes lack the resources to offer students 

the range of educational alternatives mandated through national policy. Other 

factors, such as local history and the political landscape, the socio-

demographic composition of the population, and private actors’ readiness to 

establish themselves in the area, have also been shown to be implicated in 

exacerbating the inequalities already present in society.  

Another common argument for free choice and competition draws on 

the idea that competition breeds innovation. However, ample research 

shows that, for the free-choice market in education, innovation relates to 

how to profile or market schools, rather than teaching or pedagogical 

innovations (cf. Lundahl et al., 2014; Verger et al., 2016). By creating direct 

competition between providers, the free-choice, voucher-based market, for 

example, has been shown to discourage schools and teachers from 

cooperating or collaborating with each other (Carvalho & Correia, 2018; 

Forsberg & Palme, 2019). Teachers in marketised education systems 

experience precarity (Breshears, 2019; Parding et al., 2021), decreased 

professional autonomy (Ball, 2003; Dovemark & Holm, 2017), a shift in 

work towards more administration and documentation (Fitzgerald et al., 

2019; Holm & Lundahl, 2019), and forced changes in their relationships with 

learners and colleagues (Samuelsson, 2018; Stacey, 2020). These issues 

affect teachers to various degrees, depending on where they are employed 

(Mirra & Rogers, 2016). 
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MAE privatisation is organised through tendering-based procurement, so it 

is not directly comparable to voucher-based, free-choice systems. For 

instance, Holm and Lundahl (2019, p. 145) note that the free-choice, voucher-

based market forces providers to “highlight their distinguishing features”

because they cannot compete on price. In MAE privatisation, however, 

municipalities can use pricing as a competition criterion when procuring 

courses from external providers – i.e. let providers make their own price 

offers. Thus, price is a factor that could be used to shape the (local) market in 

MAE. Research exploring education privatisation through procurement and 

examining the MAE market is, however, limited.

Among the few studies to focus on how privatisation is organised in MAE, 

Beach and Carlson followed the initial effects of the 1990s’ reforms in one 

Swedish municipality. They show that the restructuring in the municipality to 

contract external MAE providers ended up costing the public a lot of money 

(Beach, 2004), and destabilised publicly employed teachers’ working 

conditions and professional autonomy (Beach & Carlson, 2004). The MAE 

market requires private providers to be resource efficient and to distinguish 

themselves from the competition in the eyes of the commissioning 

municipality. Following one private provider, Wärvik (2013) shows how 

standardised teaching modules were introduced both as a way to increase 

resource efficiency and in order to stand out from the competition. This 

standardisation of teaching was met with some resistance from teachers, who 

did not perceive it as helpful for their students’ learning and therefore found 

ways to bypass it. In relation to teachers’ work, Carlson and Jacobsson (2019) 

note that the nature of what teachers spend their time doing seems to have 

changed over time, with the writing of individual student learning plans and 

similar administrative tasks becoming more and more prevalent.

Although research on the effects of privatisation in MAE is limited, we 

can posit that the reforms in organisation have been accompanied by a shift 

in conceptualisations and valuations of the education itself – what it is for, 

who engages in it, and what role they play. Focusing on participants’ access 

to adult education, Rubenson and Desjardins (2009), for example, show how 

welfare ideas can affect both individual agency and the organisation of 

education. 
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As previously mentioned, MAE has always had three foci: supplying the 

labour market with a trained workforce, strengthening democracy, and 

stimulating lifelong learning. These aims are not necessarily mutually 

exclusive, but they clearly draw upon divergent conceptualisations and 

valuations of what adult education is. Furthermore, they are not unique to 

MAE, but can be found to various extents in many other adult education 

contexts. According to Evans et al. (2016), adult education is always torn 

between, on the one hand, looking to nurture independent, democratic 

citizens and, on the other, training up a workforce for the labour market. 

As with any institution involving multiple stakeholders, adult education 

is envisioned and understood differently by, for example, education 

organisers and educators, stakeholders operating at the national and 

transnational macro-level, and those involved in the micro-level of 

education’s everyday life. Stakeholders, of course, conceptualise the role of 

education according to their particular vantage point. Mufic and Fejes 

(2020), for example, show how the Swedish Schools Inspectorate (SSI) 

values goal attainment and ‘throughflow’ in MAE and constructs these as 

quality issues that need to be addressed. In tandem with these ‘problems’, 

the SSI constructs flexibility in course provision and the individualisation of 

teaching as ‘solutions’. For this purpose, teachers in MAE are envisioned by 

the government as coaches or guides who are expected to assist the individual 

in their lifelong learning project (Lumsden Wass, 2004).

This conceptualisation of adult education as an institution that should 

make itself available to adults, who themselves oversee their own lifelong 

learning project, is common at a macro-level, as policy research across 

national and transnational settings has shown (e.g. Barros & Biasin, 2019; 

Holford, 2016; Kurki et al., 2017; Mikulec & Krašovec, 2016; Zacharakis & 

Holloway, 2016). It is important to point out, however, that concepts such as 

entrepreneurialism and employability are viewed by these stakeholders as 

ways to approach welfare. A drive to modernise national welfare systems is 

part of why such concepts have gained traction (Borghi, 2011). Comparing 

Portugal, Germany, and Sweden, Lima et al. (2016) identify modernisation, 

social control, and human resources as central themes in adult and 

continuing education policies in all three countries. 
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In the Swedish adult education landscape, conceptualisations vary from one 

context to the next. For MAE, this conceptualisation also encompasses a 

construction of the adult learner as and of the ‘heterogeneous student group’ 

as a problem to be dealt with (Mufic & Fejes, 2020). In Swedish Higher 

Vocational Education (HVE), learners are strikingly absent from policy texts, 

or else are constructed as commodities in an industrial-like process that aims 

to produce a qualified workforce for the labour market (Köpsén, 2022). In 

contrast, conceptualisations connected to emancipatory values are less 

prevalent from the perspective of these stakeholders, although they do exist. 

Swedish folk high schools, for example, are valued by policy-issuing bodies 

for their potential to strengthen democracy through collectivist pedagogies 

and a focus on Bildung (cf. Gustavsson, 2017). 

The conceptualisations and valuations constructed in policy formation 

have consequences both for the education they regulate and for those involved 

in it. Drawing on a case study of basic adult education, Henning Loeb and 

Lumsden Wass (2014) show how the enactment of individualisation and 

flexibility policy – i.e., the interpretation and translation into practice of these 

concepts – paradoxically decreases autonomy for educators and fails to 

recognise or meet the needs of all learners. Peetz et al. (2013) show that 

German educators (in secondary education, higher education and HVE) 

criticise the conceptualisation of ‘the teacher as coach’, which they see as an 

attack on their role as experts and as questioning their professional 

competence. Looking at language and literacy (LESLLA) teachers’ identity 

formation in MAE, Colliander et al. (2018) show that these teachers view 

education as a negotiation and collaboration between learner and educator. 

LESLLA teachers’ pedagogical choices are informed by a desire to make 

teaching relevant and accessible to learners. They see their role as helping 

learners with their orientation and integration into society. They view learners 

as “adults with experiences and responsibilities in their lives outside school, 

and as newcomers in the society” (Colliander et al., 2018, p. 76) and thus view 

themselves as more than ‘just teachers’. Consequently, these teachers employ 

pedagogies of guidance and care to assist “people in challenging situations” 

(ibid., p. 77) and help connect them to society.  

In short, a range of common-good conceptions are invoked within the 

realm of adult education, which connect to specific ideas about education’s 

purpose and value. Leaving the realm of education now, we turn next to the 

third research area relevant to this study – procurement.  
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Research on healthcare and other social services shows that tendering-based 

procurement can be both costly and time consuming (Lundin, 2011; 

Mutiganda et al., 2017; Rönnbäck, 2012; Wiklund, 2011). Shifting from the 

role of provider to contractor, municipalities require new skill sets as they 

design procurements – e.g., constructing conditions for tendering, defining

quality criteria, and planning how to follow up on provision after the 

procurement. Contract notices play an important role in this, because these 

documents define and regulate the quality of service and are the basis for 

supervising providers and making sure that the service is being delivered 

appropriately (Bröchner et al., 2016). 

Economic research on procurement has found great variation in how 

quality is defined, and what criteria are set up as measures of quality (cf.

Bröchner et al., 2016; Forkby & Höjer, 2008). The level of detail in the 

prescriptions formulated in the contract notice has been shown to directly 

affect the provision of service. Specifying the expected quality standards in 

detail and including prequalification requirements (i.e. requiring providers to 

prove that they fulfil a certain requirement in order to qualify for the tendering 

process) have been shown to improve service quality (Bröchner et al., 2016). 

At the same time, this comes at the price of flexibility and the possibility to 

make adjustments, such as changing conditions during the contracted period 

(Rönnbäck, 2012). In short, finding ways to measure and prescribe quality is 

always a challenge. In their review of the literature, Bröchner et al. (2016) 

identified two fairly common methods that procuring social service 

institutions use to try to ensure high quality – asking tenderers to provide 

evidence of previous satisfied customers, and asking tenderers to showcase 

their own, internal quality assurance system. On average, municipalities 

specify between two and five criteria, on the basis of which tenders are then 

evaluated and ranked. These criteria often include aspects pertaining to the 

number and qualification levels of employed staff and the providers’ quality 

assurance procedures. Furthermore, the authors note a lack of ‘innovative 

criteria’ and argue that this is because public institutions fear legal 

consequences and wish to avoid appeals. 

Approaching the subject from an economic research perspective, Bergman 

et al. (2016) show that privatisation can encourage performance-improving 

innovation and significantly improve non-contractible quality. Furthermore, 
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there are indications that private providers are better at fulfilling the evaluation 

criteria (Wiklund, 2011) and tend to focus on procedural quality (i.e. how the 

service is provided), whereas public providers emphasise structural quality, i.e. 

what the provider has (Stolt et al., 2011). However, the results are inconclusive. 

Other studies find no significant differences in results between private and 

public providers (cf. Bergman & Lundberg, 2013). Furthermore, distinguishing 

only between public and private providers is not enough. A meta-study of quality 

in healthcare, for example, found that for-profit providers average lower staff 

density than non-profit providers, both public and NGOs (Comondore et al., 

2009). Furthermore, a study of Swedish healthcare services showed that private 

providers delivering low quality compared to public providers also had lower 

costs, while private providers delivering high quality compared to public 

providers also had higher costs (Lindqvist, 2007). This shows that private 

providers interested in making a profit can choose between multiple strategies, 

marketing themselves as providers of high quality at a high price or squeezing 

prices at the cost of resource quality.  

Public institutions can have different motives for turning to public–

private partnerships, with looking to create efficient markets being only one 

possible motive (Whitford, 2007). This aspect is not, however, reflected in 

research on the subject. Much of the existing research on contracting in social 

services focuses on improving service efficiency, while other issues such as 

equity and democratic values remain relatively unexplored (Lundin, 2011). 

Detailed statistical data is also lacking, not distinguishing, for instance, 

between for-profit and non-profit providers (Segaard & Saglie, 2017; 

Szebehely, 2011). Furthermore, there is some economic research that 

questions the premises upon which this research field approaches 

procurement. Crowder (2015), for instance, criticises economic research on 

tendering processes in procurement because it builds on simulations of 

various economic models that often presume decision-making to be rational. 

Based on an empirical case, he shows that “the key decisions [in the 

procurement process] were made using cognitive heuristics” (Crowder, 2015, 

p. 127), i.e., mental rules of thumb that guide our attention, filter out 

information, and influence human decision-making.  

Turning to the effect of the tendering process itself, Whitford (2007) 

argues that this affects more than just those involved in the bidding. If a 

procurement produces lower contracting prices for private providers, this can 

also indirectly affect the budget set for public providers of the service. On the 
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one hand, lower costs for outsourced services can free up additional funding 

that can then be invested in public institutions. On the other hand, this can 

create an impression or conviction that the service ‘was not all that expensive 

after all’ and that the public institution is ‘bloated’ and, consequently, should 

have its budget adjusted downwards. 

In short, it is difficult to engage with questions of motives and valuations 

in public–private partnerships and how they relate to outcomes of service or 

equity, based on the existing research on how social services are affected by

tendering-based procurement. 

The research presented here shows that privatisation in education can be, and is,

organised in several different ways and that this affects how education becomes 

conceptualised. However, the privatisation of education varies and can construct 

different markets. Much of the research on privatisation in education starts from 

the premise of voucher-based, free-choice systems. MAE privatisation, on the 

other hand, is organised around outsourcing through tendering-based 

procurement. Therefore, it is important to consider the findings and arguments 

made by previous research as companions to think with and through, rather than 

as directly applicable to this context. Furthermore, a pattern emerges for research 

on the privatisation of public welfare services. Economic research on the subject 

is often focused on the potential advantages of public–private partnerships, on 

how effective markets can be created, and on improving the procurement 

processes. Often, such research assumes decision-making to be rational. 

Education research, on the other hand, tends to be more critical of privatisation. 

Although some researchers argue that such critical research is informed by 

oversimplified base assumptions, or burdened with ideological preconceptions 

(cf. Rothstein, 2012), I think the main difference lies in the fact that the research 

itself focuses on and values different things. Where economic research tends to 

focus on measurable factors and economic gains, much of the education research 

on privatisation focuses instead on questions of justice, equity, and inclusion. This 

serves to show that different research fields approach the question of privatisation 

and reform in different ways, which can affect what arguments are ultimately 

made by the researchers. As such, there is a need to ask what the privatisation of 

MAE through tendering-based procurement means for how the outsourced 

education is conceptualised and valued.
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In this study, I make use of concepts from two theoretical approaches – French

pragmatic sociology and policy enactment theory. French pragmatic 

sociology provides the foundation for how I understand actors’ engagement

with values and institutions. This perspective, and how I make use of it in 

this study, are presented in the first part of the chapter. I also borrow from 

Ball, Maguire, and Braun’s (2012) theory of policy enactment in order to 

understand and explain how various aspects of the education system ‘hang 

together’ as policy travels through and within the system. This is explained 

in the second part of the chapter. The third and final section of the chapter 

introduces and explains the study’s research questions.

When people make sense of the world, they draw upon a range of values and 

conceptualisations to construct realities (Hacking, 1999). French pragmatic 

sociology focuses on this plurality of values and conventions in order to 

understand how people communicate and coordinate their actions in 

situations of uncertainty. In this transdisciplinary theoretical approach, we 

distinguish between the world and reality, where a reality is one possible 

representation of the world (Boltanski, 2011, p. 131). The ‘robustness’ of reality, 

or how well it ‘hangs together’, depends on its perceived capacity to explain 

‘what is’ and ‘what might occur’ (Boltanski, 2011, p. 34). Some realities are 

more readily available than others, depending, for example, on power 

relations, institutional processes of validation, the socio-cultural context, or 

who is viewing the situation and from where. However, the potential for 

multiple realities is ever present. Put differently, pragmatic sociology starts out 

from the assumption that individuals experience the world through socially 
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and communicatively constructed realities. These realities, in turn, are 

understood and shared by other actors (and made distinguishable from each 

other) through established conventions of worth, i.e., “shared interpretational 

logics on how to coordinate and to evaluate actions, individuals and objects in 

situations of uncertainty” (Diaz-Bone, 2011, p. 46). 

Conventions are defined as the “culturally established logics of coordination”

(Diaz-Bone, 2018, p. 3, my translation) that inform actors’ thinking and 

behaviour in situations of uncertainty. In this respect, the concept of 

conventions is similar to the ‘frame’ concept proposed by Goffman (1974). 

Conventions of worth are a specific type of convention, concerned with how 

value is constructed, and consequently how worth becomes attributed.

At this point, it seems important to say a few words regarding terminology, 

because this perspective is not consistent in how it names its concepts. Most 

notably, the perspective is referred to in various ways by its proponents, e.g. as

the Sociology of Critique (Boltanski et al., 2014), Convention Theory
(Thévenot, 2020), the Sociology of Conventions (Leemann & Imdorf, 2019), 

and the Economics of Convention (Diaz-Bone, 2018). For ‘conventions of 

worth’, we see a similar problem. Boltanski and Thévenot, two of the founders 

of the perspective, point to ‘orders of worth’ in their 1999 article, but call these 

‘worlds’ (cité) and speak of ‘economies of worth’ in their 20068 book based on 

the same study. In a dialogue with Honneth, Boltanski refers to the same 

concept as “regimes of justification” (Boltanski et al., 2014, p. 570), while 

Boltanski and Chiapello (1999/2018), when adding a seventh convention, call 

this ‘the projective city’. In the German sphere, the concept has been promoted 

as ‘conventions of quality’ in a transdisciplinary anthology (Diaz-Bone, 2018), 

and as ‘polity’ (politisches Gemeinwesen) and ‘conventions’ in an education 

research anthology (Leeman & Imdorf, 2019). In short, terms such as ‘orders 

of justification’, ‘worlds’, ‘cities’, ‘quality conventions’, ‘polity’, and ‘orders of 

worth’ are used synonymously by various authors within this perspective to 

refer to the same concept, i.e., “the collective construction of qualities in 

situations of coordination” (Diaz-Bone, 2018, p. 147, my translation).

8 The original French version was first published in 1991.
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There are two main reasons for this variation in terminology. Firstly, the 

approach was developed by multiple authors, who collaborated and took part 

in parallel seminars and constellations, which led to different terms 

becoming commonplace in different settings. Secondly, terminology differs

depending on the authors’ specific focus. ‘World’, ‘city’, ‘polity’, or ‘order’ for 

example – terms originally used by Boltanski and Thévenot (1999, 2006) –

focus on actors’ access to a shared common sense (Diaz-Bone, 2018, pp. 147–

148). Here, I have chosen the term ‘conventions of worth’ to emphasise that 

such polities are not fixed, but rather historical constructs that gain and lose 
primacy in establishing reality depending on whether and how actors draw 
upon them in various situations (Boltanski & Thévenot, 1999, p. 369). For 

instance, new conventions of worth can and do arise (cf. Boltanski & 

Chiapello, 2018; Lafaye & Thévenot, 2017), while older ones fall out of 

fashion (cf. Leemann, 2014).

To reiterate, conventions of worth are the orders of coordination that ascribe 

value (to objects, persons, actions, categories, etc.) based on certain moral 

principles. These conventions create a common language of concepts, or a 

way of evaluating and translating the world as experienced into reality. In 

their seminal works, Boltanski and Thévenot (1999, 2006) identified six 

conventions of worth – inspired, domestic, civic, industrial, market, and 

fame – each attributing value in its own way and upholding a different 

‘common good’. Boltanski and Chiapello (1999/2018) later added a seventh 

convention based on projective values. Leemann and Imdorf (2019) have 

drawn upon this taxonomy, the work of Derouet (1992), and their own 

empirical research to translate these conventions into the realm of education. 

Table 1 illustrates my own synthesis of these seven conventions, what they 

value, and how they envision education.

These conventions of worth are of course archetypes and should not be 

seen as direct representations of reality. Instead, they can be used as guides 

when trying to make sense of how actors coordinate in specific situations. As 

this study aims to understand how MAE actors conceptualise and value 

education, this requires an exploration of how conventions of worth are 

mobilised by education actors in various situations; i.e., which conventions 

are called up, how, and to what ends.
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Table 1. Seven conventions of worth and their respective conceptualisations of education. Adapted 

from Boltanski & Thévenot (2006); Boltanski & Chiapello (1999/2018); Leeman & Imdorf (2019). 

the civic convention of worth 

solidarity and equality are valued; formality, structures, and titles are seen as 
important to pursuing the collective interest  

Universalist education focuses on equal opportunity for all and pursues the 

collective interests of society by disseminating general and theoretical knowledge. 
Therefore, universalist educational uses neutral spaces, maintains a professional 

distance between educator and learners, and seeks to avoid distractions. 

the industrial convention of worth 

productivity, efficiency, and functionality are core values; pursuing these values 

requires specialisation, expertise, and measurability  
Efficient education conveys specialised knowledge and technical know-how. Its 

efficiency is evaluated by measuring improvement. Learners’ accumulated knowledge 

is displayed through their academic achievements. Pedagogically, this educational 
archetype employs subject-specific teaching methods, is goal-oriented and values 

structured and methodical conduct. 

the domestic convention of worth 

trust, relationships, and tradition are highly valued; respecting authority, 
hierarchy and principles are viewed as important  

Community education aims to nurture morals, socialise individuals and build 

character. This archetype is common in educational context involving young 
children, such as pre-school, where the teacher takes on the role of ‘kinship 

relations’ from the domestic sphere. Pedagogies focus individual-centred didactics, 

lived experience and socialisation. For learning to become possible, trust must exist 
between learner and educator.  

the inspired convention of worth 
passion, creativity, ingenuity, and authenticity are highly valued  

Creative education aims to inspire creativity, dedication, and passion, as well as 

encourage discovery and immersion into the topic being explored. Common in arts 
training, the pedagogies encompassed by this archetype include immersive and 

discovery-based learning. Authentic emotions should be explored, because they can 

lead to discovery. 

the market convention of worth  

values the individual’s desire and engagement in free trade or exchange, and seizing 
opportunity; price is seen as indicative of how desirable or sought after something is  

Education as market seeks to nurture entrepreneurship and competitiveness, and 

to improve employability. Learning activities are viewed as investments, with cost-
benefit-deliberations as pedagogical guidelines. Such an approach can be found e.g., 

in elite education, where the selection of both candidates and educators is carefully 

curated. Once admitted, a learner’s worth is measured based on their level of 
engagement (which mirrors the individual’s desire for what is offered). Intuition and 

passion guide the individual’s desire and influence engagement. 
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the fame/opinion convention of worth

image, prestige, and public recognition are marks of high quality; visibility and 
reputation are thus important when coordinating action 
Reputable education aims to teach learners how to present themselves in public, 

to distinguish themselves from others and to curate their social reputation. The 

quality of education is measured through its reputation, conveyed through e.g., 
media, word of mouth, or on the job market. Pedagogy revolves around 

presentation, as learners hold exhibitions and make oral presentations. 

the projective convention of worth

values adaptability, tailored solutions, and active individuals who network
Projective education promotes lifelong learning. Learners should focus on key 

competencies and be self-entrepreneurial to develop their human capital. 

Pedagogically, this archetype employs flexible forms of education, such as distance 
and/or self-guided learning, as well as education organised in project form (e.g., as 

units or modules). Passion and curiosity motivate a person to search for new 

contacts and projects; and to adapt, experiment, and connect to others.

Actors seek to coordinate and agree upon a common reality by engaging in 

practices of confirmation, justification, critique, and compromise (Boltanski 

& Thévenot, 1999). Such communicative practices draw upon conventions of 

worth to test reality and construct our understanding of the world (Boltanski, 

2011). In this way, actors engaging in social situations, whether mundane or 

extraordinary, contribute to constructing reality (Hacking, 1999), which is 

often fragile and uncertain. 

One of the hallmarks of pragmatic sociology is its ambition to remain 

close to the empirical level, by taking seriously the everyday justifications and 

coordination logics of actors. As Boltanski puts it:

One of the contributions of the pragmatic sociology of critique has been 
to show that actors are not abused […] and, as regards everything which 
concerns real life and the injustices they might suffer in everyday life,
they harbour no illusions. But it has also shown that this lucidity does 
not thereby give actors a sense of having the least purchase on reality. 
(Boltanski, 2011, p. 129, original emphasis)

Translated to fit the subject of this study, this means viewing teachers and 

municipal officials as competent actors, who are aware of the norms, beliefs,

and values held by the organisations for which they work; who recognise the 

discrepancies between things as they are and as they should be, according to 
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their own beliefs and values; and who justify, critique, and compromise in 

order to move either themselves, the institutions, or both, closer together. In 

short, from this perspective, we recognise teachers and municipal officials’ 

agentic capacity in shaping reality, while also being “exposed to an already 

constructed world” (Boltanski et al., 2014, p. 571).  

Next, I want to turn to the processes through which actors work to shape 

reality by mobilising conventions of worth. Of course, not all social situations 

can be explained through conventions of worth. However, when actors call 

on moral judgements to justify their actions or find ways to coordinate, they 

are invoking conventions of worth as guiding principles. In this way, 

conventions can be mobilised for various purposes – to confirm what is, to 

justify the status quo, to criticise, and to work out compromises.  

Communicative practices such as confirmation, justification, critique, 

and compromise all invoke claims of ‘what is’ in relation to ‘what should be’, 

but in various ways. Confirmation refers to the ritualistic, repetitive practices 

often employed by institutions, which are intended to establish ‘what is’ as 

universal truth (Boltanski, 2011, pp. 100f).  Justifications, on the other hand, 

are communicative practices employed by actors who are seeking to 

legitimise actions or interpretations (Boltanski & Thévenot, 1999), i.e., 

arguing that ‘what is’ is also what ‘should be’. When actors do not perceive 

this to be the case, they turn to critique instead. Critique aims to make visible 

the contradictions that arise in reality by contrasting ‘what is’ with ‘what 

should be’. Boltanski (2011) outlines three distinct forms of critique, which 

test reality in various ways.9  Corrective critique tests the validity of how 

established conventions of worth are operationalised in specific situations 

without questioning the legitimacy of these conventions. Exit critique 

(Boltanski & Chiapello, 2018, p. 42), or disengagement, entails a refusal to 

take part in practices of confirmation, to simply not play along. Radical 

critique seeks to establish alternative conventions of worth as legitimate by 

offering new ways of reading the world. Whether radical critique succeeds in 

disrupting reality depends on its ability to destabilise established truths and 

institutions. Critics who draw upon alternative conventions risk being 

dismissed as crazy, selfish, or out of touch with reality, if the conventions they 

tap into are not recognised as valid alternatives by those whom they seek to 

convince, or if the current investments in form contradict their logic. 

 
9 For an in-depth discussion on the grammar of critique, see Article II. 
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Sometimes, actors who are drawing upon different conventions of worth seek 

to coordinate and find common ground, without being ready or able to 

relinquish their positions entirely. In such circumstances, actors must cope 

with conflict by constructing compromises. In a compromise, “participants 

do not attempt to clarify the principle of their agreement” but rather “seek 

the general interest” (Boltanski & Thévenot, 2006, pp. 278–279). 

Thus far, I have focused on the fragile construction of reality, as actors 

constantly work to shape and change it. However, there are also moves to 

stabilise and uphold reality-as-is. This is achieved through investments in 

form (Dodier, 2010; Leemann & Imdorf, 2019), or institutions (Boltanski, 

2011). The main role of institutions, viewed from this perspective, is to 

stabilise and uphold reality. How well reality ‘hangs together’ depends in part 

on the robustness of the institutions that promote it through confirmatory

practices (Boltanski, 2011, p. 97). 

In contrast to actors, institutions are bodiless and act through 

embodiments – through spokespersons, objects, policies, and other tools. This 

means that institutions cannot act directly and therefore “are at once both 

necessary and fragile” (Boltanski, 2011, p. 84). They must constantly work 

towards anchoring their reality claims to conventions of worth, while also 

reframing themselves in line with dominant values in order to maintain their 

legitimacy. In their analysis of the new spirit of capitalism, for example,

Boltanski and Chiapello (1999/2018) show how, during various time periods,

capitalism has assimilated values that stem from the criticism it has been faced 

with. Apart from being fragile, institutions are also incomplete in meaning, 

unless they are interpreted in situations by coordinating actors through the 

lens of conventions of worth (Diaz-Bone & Favereau, 2019, p. 9). 

Viewing institutions in this way means that we must pay attention to the 

relationships between institutions (or investments in form) and conventions 

of worth. As an example, the Curriculum for Adult Education (2012) 

constructs flexible education provision as a prerequisite for students’ 

educational success, and thus as a parameter of ‘good’ education. This casts 

reality (or at least the institution’s reality claim) in the projective convention 

of worth, presupposing that self-entrepreneurial individuals manage their 

lives as projects. Although this valuation might be communicated by the 

curriculum as an indisputable truth (since it is an implicit presumption), it 
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represents only one of an infinitely broad range of potential constructions of 

reality. Education reforms can thus be understood as the result of criticism 

of the status quo (Leemann & Imdorf, 2019, p. 23), which in turn can prompt 

critique and resistance from the actors they come to affect (cf. Graß, 2017). 

As one of the aims of this study is to understand how municipalities 

conceptualise, value, and prescribe MAE, this requires us to trace how these 

meso-level institutions mobilise conventions of worth and, consequently, how 

they construct reality.  

Here, it is important to define what is meant by institutions, or investments 

in form. According to Leemann and Imdorf (2019, p. 26, my translation and 

emphasis):  

Investments in form comprise material entities (objects such as 
educational structures or curricula; subjects such as teachers) and 
immaterial dispositives (standards such as school starting age; rules 
such as transition regulations between school levels; procedures such 
as student placement; social cognitions such as the centrality of 
experience-based learning for successful integration into the job 
market, or statistical classifications such as the ISCED-classification10).  

By stabilising reality, institutions promote particular conventions of worth and 

extend their grasp – this is why some proponents of this perspective speak of 

investments in form, emphasising institutions’ potential to pre-arrange actors’ 

available realm of action in a given situation. In short, restricting the realm of 

available actions is an inherent function of institutions, or investments in form. 

Actors’ agentic capacity to shape reality is therefore limited by institutions and 

the actors’ ability to destabilise them. 

At the same time, investments in form also liberate resources that can 

then be used for other purposes, by allowing actors to trust in that which is 

already established (Diaz-Bone, 2018, p. 338). Boltanski and Thévenot 

(2006, p. 233) liken this to closing one’s eyes (in specific situations) to the 

alternative forms that were relinquished through due to the investment in 

form, in order to be able to focus on other issues. The practical day-to-day 

life in schools, for instance, requires teachers’ and students’ attention, 

leaving little room to “constantly process ideological issues by questioning 

 
10  ISCED stands for International Standard Classification of Education and is the reference 

international classification developed by UNESCO, which is used internationally to classify and 
organise education programmes and related qualifications across the globe by levels and fields. 
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the status quo” (Leeman and Imdorf 2019, p. 26, my translation). ‘Closing 

one’s eyes’ and avoiding having to test reality is thus vital for educational 

institutions to function, as the need for actors to coordinate creates a 

dependence on institutions (Boltanski, 2011, p. 54). 

One such institution of relevance to this study is tendering-based 

procurement. As with all management tools, tendering-based procurement 

is an investment in form, as it: 

incorporate[s] criteria and procedures of judgement and help[s] to 
coordinate the representations of those engaged in the situation, who 
need to agree on the relative value to be attributed to the ‘things’ that 
are discussed and that might be exchanged. Management tools 
therefore impose truths and tend to order and classify things and people 
according to various value systems. (Chiapello & Gilbert, 2019, p. 213) 

Put differently, management tools such as tendering-based procurement 

produce certain realities, as the “conventions contained within the management 

tool which permit its construction are [also] spread with the diffusion of the tool” 

(ibid., p. 123). By classifying people and objects, management tools can create 

what Hacking (1999, p. 34) refers to as looping effects, whereby the classified 

become aware of the classification and react, leading them to potentially 

“rethink themselves accordingly” (ibid., p. 108). Chiapello and Gilbert (2019, p. 

204) refer to this as the inherent or implicit functions of management tools and 

argue for their relevance in understand why and how “the use of tools has 

consequences for the treatment of people, things and situations affected by 

them” (ibid., p. 130). As one of the aims of this study is to explore the role of 

tendering-based procurement in MAE, it is relevant to unpack how this 

management tool works to ‘impose truths’, to establish which 

conceptualisations of MAE it promotes, and to trace which conventions of worth 

such truths draw upon, when embedded in empirical situations. 

Policies are another example of investments in form connected to 

education. In contrast to management tools, however, policy has the explicit 

function of governing. As a governance tool, policy connects different areas 

of the education system by framing actors’ interpretation and coordination 

(Leemann, 2019, p. 284), for example by “reconstructing the actors’ 

situational perception of the relevance of other situations” (Hedtke et al., 

2017, p. 8). Still, this does not mean that policy can dictate action. As already 

explained, I view institutions as reality-stabilising but never complete or 
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entirely stable. Consequently, policies – like all institutions – can be more or 

less influential, coercive, or dominant without being entirely deterministic. 

In order to depict how actors engage with education policy as it travels 

through and within the system, I have turned to the theory of policy 

enactment (Ball et al., 2012). 

The concepts of interpretation and translation have helped me to unpack 

actors’ contextually bound enactment of policy. Public policies, such as MAE 

outsourcing policy or the Curriculum for Adult Education (2012), for example, 

promote and prescribe certain truth claims. However, how such policies are

enacted depends on a specific actor’s contextualised interpretations and 

translations (Ball et al., 2012, p. 21). As an example, Lumsden Wass (2004) 

shows that the Adult Education Initiative launched by the Swedish government 

in the 1990s created reformation pressure, but that municipal actors such as 

local politicians and officials were instrumental in how change actually occurred. 

The theory of policy enactment, where policy is understood to be

interpreted and translated within a particular context, also highlights the 

agency of actors and the dynamic relationship between actors and 

institutions. In line with pragmatic sociology’s adoption of the term actor
over agent (Boltanski, 2011, p. 26), policy enactment theory seeks to distance 

itself from concepts such as policy implementation. ‘Implementation’

suggests a straightforward, top-down application of policy onto practice and 

which constructs those subjected to policy as passive (Ball et al., 2012, p. 71). 

‘Enactment’, on the other hand, highlights the multi-directional nature of the

process through which policy influences actors and vice versa.

Drawing upon these theoretical traditions, I view policy texts as capable of 

nudging, demanding, condemning, or discouraging various reality claims, but 

not capable of forcing their enactment. Practice in various arenas of the 

education system is shaped by how education actors seeking to coordinate in 

various situations interpret and relate to the ideas presented in policy. How 

much room for interpretation there is can differ, however, as policies vary in the 

degree of freedom they offer. For instance, as this thesis shows, MAE 

outsourcing policy is relatively vague, leaving room for many different 

interpretations based on various conventions of worth. When municipalities 

must choose whether or not to outsource MAE, and if so on what grounds, they 
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must also formulate for themselves what MAE is and should be and, 

consequently, pass moral judgements. Policy enactment – i.e., interpreting and 

translating policy into practice in specific situations – is thus part of shaping 

reality. The concepts of interpretation and translation help to underline that 

actors do not simply apply rules to situations, but also transform them.

Returning to the concept of conventions of worth, these are the common 

values through which actors engage with policy and, consequently, coordinate 

actions across the education system (Leemann, 2019, p. 284). As actors interpret 

and translate policy within their local, situated contexts, we can examine this 

interplay in order to discern the underlying conventions of worth, and to better 

understand how education becomes conceptualised in such instances.  

Informed by this theoretical framework, I pose the following research questions:

- How do municipalities construct the value of MAE, when they 
organise and commission its provision from external providers?
Which conventions of worth are invoked, and to what ends?

- How do MAE teachers construct the value of MAE when reflecting on its 
purpose and their role in it? Which conventions of worth are mobilised,
and to what ends? 

- What role does tendering-based procurement as privatisation 
management tool play in how education is conceptualised and valued 
in MAE?

As explained in the introduction, this study focuses on the effects of exogenous 

privatisation on how education is conceptualised and valued, in Swedish MAE. I 

aim to explore the interplay between tendering-based procurement and how MAE 

is conceptualised and valued by two important educational actors – municipalities 

and teachers. The first two questions are the focus of the four articles included in 

the thesis. Articles I and III deal with the first question, addressing how MAE 

becomes conceptualised, valued, and prescribed as municipalities commission 

MAE courses from external providers. Articles II and IV focus on teachers’ 

conceptualisations and valuations of MAE as formulated in the research 

interviews. The last question is addressed in the findings chapter of this thesis 

(chapter 6), which draws upon the synthesised findings of all four articles.
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Given my interest in the role that tendering-based procurement plays in how 

MAE is conceptualised and valued, I draw upon empirical data from various 

areas of the education system, to explore how conventions of worth are 

mobilised by municipalities and teachers. On the one hand, I was interested 

in exploring how municipalities, as meso-level actors, use tendering-based 

procurement to construct MAE and its values – what conventions of worth 

do they draw upon, how, and to what purpose? On the other hand, I did not 

want to stop at the organisational level, but also to explore how actors 

involved in education conceptualise and value MAE. I chose to focus on 

teachers, because they are involved in the ‘core’ activities of education and 

therefore also experience the consequences of choices and decisions made in 

MAE organisation and procurement.

In order to explore how MAE is conceptualised, valued, and prescribed 

at the meso-level of the education system – i.e., when municipalities 

commission courses from external providers – I draw upon legislative 

documents such as contract notices issued in procurements and local policy 

documents. Here, I have chosen to both survey a large sample and to dive

deeply into two cases. To explore how MAE teachers as actors embedded in 

the micro-level of the education system conceptualise and value MAE, I 

interviewed teachers from five schools (both private and public) in two 

municipalities. Table 2 provides an overview of my data corpus, i.e., the 

entire library of material upon which I draw in this research project.
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Table 2. Data corpus of thesis research project.

My choice to gather data both broadly and deeply, by drawing upon a large 

sample of contract notices, while also focusing on two case municipalities,

relates to the iterative stance that defines my research approach. The large 

sample of contract notices allowed me to see the various ways in which the 

purpose and value of MAE are constructed when municipalities commission 

courses, while diving deeply into the two case examples allowed me to follow 

how such constructions are motivated by the municipalities and how they 

relate to the conceptualisations of teachers working under the conditions 

wrought by the procurements. This design allowed me to repeatedly switch 

between big-picture and detailed views when analysing my data. Having an 

in-depth understanding of the organisation and procurement in the two case 

municipalities also provided familiarity with the local context that was 

important for my interviews with teachers, making it easier to identify 

‘moments of tension’ and to ask the ‘right’ follow-up questions. 

Type of data &

area of MAE 

system

Documents Interviews

Meso level 47 contract notices from 

procurements run between 

2015-2019

11 local policy documents and 
reports regarding MAE 

provision and procurement in 

two municipalities 
        6 from Alltown

        5 from Blendedville 

4 interviews with municipal officials

        1 in Alltown

        3 in Blendedville

Micro level 22 interviews with teachers 

        11 in Alltown 

           (2 private schools)
        11 in Blendedville 

           (1 public & 2 private schools)
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When choosing the two case examples, my interest was in understanding how 

different municipalities interpret and translate MAE outsourcing policy and to 

be able to compare cases in search of potential similarities and differences. 

Thus, when choosing case municipalities, I looked for municipalities of 

comparable size, with similar ‘volumes’ of MAE but differing in their use of 

tendering-based procurement. I chose Alltown because this urban municipality 

outsourced all of its MAE to external providers and had used procurement in 

MAE multiple times but had changed its contracting practices. I chose 

Blendedville, which had approximately the same number of schools running 

MAE, as it utilised both outsourced and in-house MAE provision and had been 

using procurement since its institution during the reforms of the 1990s.

Contract notices and local policy documents are contextualised, local 

enactments of MAE outsourcing policy, which reflect the beliefs and morals

of the municipality. Contract notices are particularly powerful institutions, 

because they push providers to accept the constructed reality claims and 

valuations if they want to remain competitive in the tendering process. 

Previous research on privatisation in Swedish education has noted big 

differences between municipalities; therefore, I aimed to collect enough 

contract notices to capture the potential variations between local 

enactments. During my PhD, I assisted Muhrman, Andersson, and Fejes in 

designing a survey of MAE privatisation that was sent out to local officials in 

all 290 municipalities (cf. Muhrman & Andersson, 2021). I used this 

opportunity to construct my own sample. 

Based on the data collected in the survey, I contacted the registrars for 

all of the municipalities that reported using tendering-based procurement to 

outsource MAE and asked for the contract notice issued in their latest MAE 

procurement. This resulted in my sample of 47 contract notices (see 

Appendix 1). This sample cannot be viewed as representative, because not all 

municipalities answered the survey. Furthermore, some of the municipalities 

that had self-reported using tendering-based procurement turned out to 

have answered incorrectly or were using direct procurement as special 

solutions for very small parts of their MAE. Nevertheless, I consider this to 

be a powerful data sample. It includes 94 municipalities (see Figure 4), where 

nine contract notices were issued jointly by multiple municipalities and 38 

were issued by individual municipalities. Issuing joint contract notices is not 
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uncommon, especially when municipalities already collaborate with each 

other on other issues or services. It provides a means for municipalities to 

conserve resources, as all procurement administration only has to be handled 

by one municipality. This can be particularly important for small 

municipalities, or municipalities operating on a tight budget.  

For the case studies of Alltown and Blendedville, I also interviewed the 

municipal officials responsible for organising MAE (see Appendix 5). In 

Alltown, this meant interviewing one official. In Blendedville, I interviewed 

three officials, who had all been involved in the organisation of MAE at 

various stages of the current procurement cycle.  

For my teacher interviews, I wanted to speak with educators working in 

various schools, since providers can differ significantly from each other. 

When selecting which schools in Alltown and Blendedville to contact, I 

looked for both for-profit and non-profit providers, for providers that had 

been operating in the municipality for a long time and newly established 

ones, and for schools run by large corporations as well as small companies. 

Once I had established contact with a school, I visited the premises to 

introduce myself to the staff and to invite teachers to participate in the study 

(see Appendices 3 and 4). Altogether, I interviewed 22 teachers (see Appendix 

2) working in five schools – two in Alltown (both run by private providers) and 

three in Blendedville (two run by private providers and one by the 

municipality). In conjunction with the interviews, I also followed most of the 

teachers during a day at work. This allowed me to familiarise myself with the 

school and the teachers’ work contexts, for example, observing them while they 

taught and interacted with students. Although these observations are not part 

of my data corpus and analysis, they did help me to navigate these contexts 

and ask better interview questions. The interviewed teachers’ experience of 

working in MAE ranged from over three decades to less than a year, with most 

having worked in adult education for at least three years. All 22 had completed 

some type of teacher training and 19 were certified for the subjects they taught. 

Most were employed full time and taught both on-site and online courses. 

All the interviews were conducted in the schools where the teachers 

worked and were recorded as audio files. Interviews ranged between 40 

minutes and two hours, and covered three main themes. I asked interviewees 

about their work as MAE teachers; about their school; and about their views 

on the purpose of MAE, its organisation through procurement, and about the 

joys and challenges of working as adult educators (see Appendix 6).  
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Figure 4. Map illustrating the municipalities included in the contract notice sample. 
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My aim in following an interview guide was to have a clear enough structure 

to keep our conversations topical, while also providing space for my 

interviewees to bring up any aspects related to MAE and their work that they 

wanted to talk about. Because of this, I was also careful when introducing 

myself and my project to say only that I was researching MAE and that I was 

interested in understanding what being a teacher in MAE entails. 

In the interviews, I sometimes summarised answers, by saying for 

example: “did I understand you correctly that…” in order to check that I had 

not misinterpreted what the person was trying to communicate. I also asked 

challenging questions as a strategy to aim for good-quality data (Brinkmann 

& Kvale, 2015). By pushing against the taken-for-grantedness of reality, my 

probing encouraged the interviewees to justify their arguments, or to critique 

the claims of others. Such elaborations provided more detailed answers, 

which was helpful when I later analysed the material in my search for how 

conventions of worth were mobilised by each teacher.  

The interviews are not, of course, a direct representation of what teachers 

experience, nor necessarily of what they think. They are reasoning practices 

(Parakyla & Ruusuvuori, 2013) or communicative actions (Diaz-Bone, 2011), 

i.e., constructions within specific situations. When dealing with interview 

material, it is important to reflect upon the particularities of this data source. 

Interviews comprise social situations and the material produced by them has 

to be understood in this context. The interviewed teachers’ perception of me, 

for example – as a junior researcher, a former teacher, a woman, etc. – played 

a role in both what teachers chose to talk about and how they chose to 

formulate their answers. However, this does not mean that I view this 

situation as detached from reality, or as one where teachers were trying to 

convince me of their point at any cost. As actors endowed with reflexive-

critical capacity, teachers argue their stance by drawing on conventions that 

are “historically embedded into society” (Diaz-Bone, 2011, p. 49), while 

remaining true to their own (consistent) moral judgements (Boltanski & 

Thévenot, 2006, p. 15). Thus, these ‘common’ actors draw upon the world in 

diverse ways, depending on what they construe as valuable and important, 

and how they codify the objects and concepts that they mobilise. The 

thoughts and opinions expressed in the interview situation were valuable to 

my research project because they were voiced by actors embedded in 

practice, who therefore had important contextual knowledge that is not easily 

accessible to outsiders (e.g., me as a researcher visiting their school). 
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My analysis has focused on what is positioned as valuable and what is being 

dismissed or criticised by actors and institutions in empirical situations. I have 

aimed to trace how realities are constructed – which conventions of worth are

mobilised, how, and to what ends. For each analysis, I have used a specific data 
set (see Table 3). By ‘data set’, I mean all parts of the collected data corpus (see 

Table 2) that are relevant to a particular question or focus. Informed by my 

theoretical framework, I have sought to trace which conventions of worth are 

being mobilised, how, by whom, and to what end in each data set. 

For Article I, for example, I wanted to explore how two municipalities make 

use of tendering-based procurement to organise their MAE. For this purpose, I 

used a data set comprising a deep dive into the two municipalities’ organisation.

This consisted of contract notices from their latest MAE procurements, 

received tenders, and procurement outcome reports, as well as local policy 

documents, MAE budgetary plans, and interviews with local officials in charge 

of organising MAE. Here, I used pragmatic sociology as my approach, which 

allowed me to reach across various types of data and situations, which 

otherwise could be difficult to compare (cf. Boltanski & Thévenot, 2006, pp. 8–

9; Chiapello & Gilbert, 2019, p. 140; Diaz-Bone, 2011, p. 54).

For my work with each data set, I began by familiarising myself with the 

material. Then I coded initial themes. Here, I paid particular attention to 

points of tension and differences – i.e. “controversies making conventions of 

judgement apparent” (Chiapello & Gilbert, 2019, p. 140). Once I had 

identified a point of tension that seemed relevant, I went through the data 

set looking for other instances or variations on the theme. As an example, 

Article II focuses on teachers’ critiques of the MAE system and how this 

pertains to their work and interactions with students. This choice was the 

result of identifying such tensions. 

During my initial attempts to thematise the interview data, I kept running 

up against the teachers’ critiques, frustration, and anger. I interpret this as an 

indication of friction between what they perceived as mattering to school 

leaders, students, officials etc., and what they themselves thought should 

matter. Even though I had mainly asked questions intended to prompt 

descriptive accounts of their teaching and the everyday life of MAE (see 

Appendix 6), my participants spent large portions of the interviews 

formulating critique, rather than talking about their work directly. This 

tension or clash that the teachers expressed, between their perception of what 
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matters and what should matter, led me to focus my analysis for Article II on 

the critique formulated in the interviews. After choosing teachers’ critique as a 

focus, I went back to the data set and, based on Boltanski’s (2011) grammar of 

critique, traced how the teachers constructed their objections and to what 

effect. The results of this analysis are presented in Article II. 

For Article I, I analysed the data set to see where responsibility for and 

discretion over MAE became allocated – with the municipality, the provider, the 

student, or elsewhere. I chose to trace the allocation of responsibility and 

discretion because I view these as enactments in line with the conventions of 

worth that each institution embodies and promotes. For Article III, I looked at 

how MAE was conceptualised in the 47 contract notices, by tracing how 

‘desirable’ education was shaped through the formulated tender evaluation 

criteria and how these criteria constructed value (i.e., which conventions of worth 

were drawn upon and how). In my analysis for Article IV, I paid close attention 

to the conventions of worth that were mobilised in the interview material, by 

tracing the objects that were attributed worth (Boltanski & Thévenot, 2006, p. 

16) as teachers reflected on the purpose of MAE and their role in it.  

Table 3. Data sets analysed in the four articles included in the thesis. 

Article I 
Focus: How Alltown and Blendedville use procurement to organise MAE 
Data set:  
2 contract notices 
4 interviews with local officials 
11 local policy documents & reports 

Article II 
Focus: How MAE teachers formulate critique 
Data set: 
22 interviews with teachers in Alltown & Blendedville 

Article III 
Focus: How tendering-based procurement as management tool affects the 
conceptualisation and valuation of MAE 
Data set: 
47 contract notices representing 94 municipalities 

Article IV 
Focus: How MAE teachers conceptualise the purpose of MAE and their role 
Data set: 
11 interviews with teachers in Alltown 
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The main role of qualitative research, according to Denzin and Lincoln (2011, 

p. 3), is to make the world visible. However, different paradigms and research 

practices do this in different ways. Borrowing a metaphor from psychology 

researchers Virginia Braun and Victoria Clarke, I view the research project 

as comparable to baking, where:

A whole combination of materials (ingredients), processes and skills 
combine to produce a cake. Before baking, the cake isn’t waiting to be 
‘revealed’ – it comes into being through activity and engagement, within 
set parameters. (Braun & Clarke, 2016, p. 740)

What kind of ‘cake’ is produced in the baking process depends on both the 

baker and the situation. Similarly, the findings and conclusions of this study 

are the result of my engagement with the empirical material and theoretical 

framework. Even though similar studies would be likely to yield similar 

results, replacing any ‘ingredient’ – the researcher, data, or framework –

would alter the findings. As the researcher, I am a co-constructor of the 

findings. I have selected data and chosen how to engage with it, both when

designing the research project and when choosing what empirical material to 

collect and analyse. Furthermore, when reporting on my findings in the 

articles and this thesis synthesis, I have selected and edited excerpts from the 

data and used these to construct my arguments. There is no guarantee that 

another researcher would have made the same choices I made. At the same 

time, when engaging with the data and reporting on my findings, I have 

strived to stay close to the empirical material, taking seriously the reasonings 

and arguments of the educational actors I have interviewed (both teachers 

and municipal officials). 

Part of striving for quality in qualitative research involves being explicit 

about one’s theoretical assumptions, and mindful of the implications that one’s 

choices have on the research at hand (cf. Larsson, 2005). Austin et al. (2019, 

p. 11) further suggest the concept of credibility as an alternative to validity
when addressing research quality from a pragmatic sociology approach. In this 

chapter, I have aimed for transparency and credibility by explaining how and 

why I chose to engage with the data.
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As with all qualitative research, there have been multiple ethical issues to 

consider. Privatisation in education, for instance, can be perceived as a 

loaded topic. When I was contacting municipalities and schools looking for 

potential participants for the study, I had some difficulty gaining access. On 

a few occasions, I had the problem that school leaders had stopped working 

at the school between the time when I had obtained their contact 

information and the time when I was ready to go out into the field. 

Ultimately, this did not affect the study because I was able to find alternative 

ways of contacting the schools. Two schools that I contacted declined to 

participate in the study, both referencing teacher workload as reasons. One 

school that I contacted was initially positive, but never gave a clear answer 

and eventually stopped replying to my requests. 

During the two-year period when I was visiting schools and interviewing

teachers, there were several instances of MAE being brought up in the 

media, where providers were heavily criticised. The teachers I interviewed 

at the time of these incidents described being affected by them, so it is 

possible that this affected other schools as well, for example, by making 

them wary of ‘outsiders poking around’. To avoid misconceptions regarding 

my motives, I tried to inform everyone at the schools as clearly as possible 

about the purpose of my visits. I wrote an introductory information sheet 

explaining my project, describing what I would be doing in the schools and 

how I could be contacted (see Appendices 3 and 4). Furthermore, I made 

sure to introduce myself whenever possible – during staff meetings, in the 

cafeteria, to students when observing lessons – and made myself available 

to answer questions.

In all my contacts with the field, as well as in my handling of data, I have 

followed the ethical considerations and guidelines put forth by the Swedish 

Research Council (2017); for example, striving to be transparent, seeking 

participants’ consent, and handling data securely and confidentially. I have 

been mindful of interviewees’ integrity and have strived to keep their 

identities anonymous. This seems especially important because MAE is a 

relatively small sector, with a limited number of providers and where school 

leaders (and to some extent teachers) regularly move between schools and 

companies. For this reason, I have also chosen to keep the municipalities’ 

identities confidential, because disclosing these could also risk disclosing 

my interviewees. When quoting teachers, I have been careful to avoid any 
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examples where unique details risk revealing the person. I have changed or 

omitted details in quotes and descriptions, where such changes did not risk 

altering the results or implications of the study. I have also given all the 

interviewed teachers pseudonyms and I started using these names at an 

early stage of the analysis. Interview transcripts, for example, do not contain 

the names of people, schools, or locations; and I have used the teachers’ 

pseudonyms when discussing material and analyses with my supervisors.  
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The aim of this thesis is to explore the effects of exogenous privatisation on 

how education is conceptualised and valued. Drawing on the example of 

Swedish MAE, where tendering-based procurement is used to outsource 

education to private companies and non-profit organisations, I have 

examined: (1) how municipalities construct the value and purpose of MAE 

when placing orders with private providers, and (2) how teachers working in 

MAE reflect upon the purpose and value of MAE considering its current 

organisation. This chapter consists of summaries of the four articles included 

in the thesis and a synthesis of the study’s overarching results in relation to 

the proposed research questions.  

11

Article I aims to explore exogenous privatisation in MAE, i.e., how private 

providers are engaged by public institutions to run education. For this purpose, 

the article focuses how Alltown and Blendedville, two comparable urban 

municipalities, use tendering-based procurement to organise MAE provision.

The article draws upon three types of empirical data – interviews with public 

officials, local policy documents, and contract notices from the procurements 

11 This article was co-authored with my supervisors. I collected the data and chose the data set 
and the focus for the article. All three authors contributed to the analysis. As main author, 
I had the primary responsibility for writing and revising the article. The co-authors 
contributed to writing and revising the article.
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that defined MAE provision in each municipality at the time of the study. The 

findings show that, due to the allowance created by vague and open national 

policy, the two municipalities use procurement to translate that policy into 

clearly different practices based upon different conventions of worth.  

Alltown chose to outsource all MAE provision to private providers but set the 

prices for provision itself to avoid price dumping. This municipality also laid out 

detailed prescriptions for how education should be provided, including such 

instructions in the procurement’s contract notice and drafting individual 

contracts with providers based on the promises they made in their tenders, rather 

than signing framework agreements (a common practice in procurement).  

Blendedville, on the other hand, chose a parallel model of provision, 

outsourcing roughly half of its MAE to external providers, while also running 

courses in-house through municipal schools. In line with the market 

convention of worth, this municipality aimed to create competition among 

providers, by contracting multiple providers for each course area alongside the 

MAE provision run through municipal schools; and by including free price 

bidding in the procurement tendering process. Furthermore, in the spirit of the 

market, the municipality re-instituted students as customers (alongside the 

municipality), by allowing them to choose freely between providers (rather than 

assigning students to providers in the order of their tender’s ranking, a practice 

common in procurement).  

In short, one municipality used tendering-based procurement to enact 

pseudo-public MAE provision – maintaining discretion by treating external 

providers as if they were public institutions, while outsourcing responsibility 

for aspects such as staff employment. In contrast, the other municipality 

analysed in this study trusted the market to regulate itself – outsourcing 

discretion over MAE provision to private providers and the responsibility for 

education to students and providers.  

By analysing these two cases, the article shows that competition and market 

forces are more strongly at play in Blendedville, the municipality that outsources 

half of its adult education, than in Alltown, which outsources all of its adult 

education. Consequently, the article confirms that exogenous privatisation (Ball 

& Youdell, 2008) – i.e., the privatisation of public education through private-

sector involvement – is not only a question of ‘volumes’, or the extent to which 

private providers are becoming involved in public education. Rather, critical 

education research and education policymakers must also consider the way in 

which the presence of these providers is organised in public education.  
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Article II aims to explore how teachers as actors navigate tensions in the 

moral landscape of education. For this purpose, the article looks at how MAE 

teachers in Alltown and Blendedville mobilise conventions of worth to 

criticise the organisation of MAE. Drawing on 22 interviews with MAE 

teachers, along with Boltanski’s (2011) grammar of critique, I have analysed 

how these educators formulate critique when asked to reflect upon their work, 

the MAE system, and the purpose of adult education. An initial coding of the 

data revealed that the teachers’ critique relates to a range of subjects. For 

example, teachers questioned their perceived lack of autonomy due to the 

structuring of MAE provision forcing them to spend time on administrative 

tasks that were far removed from what they themselves identified as 

pedagogical work; they criticised the volatile nature of the system, which 

allows students to continuously enrol in courses and switch between online 

and on-site classes, arguing that this impacted upon their ability to plan 

teaching; and they voiced concerns regarding the precarious nature of their 

employment due to the recurring procurement cycles. In addition, they 

perceived themselves as being questioned, ignored, or dismissed by education 

officials, the broader professional community, and the media.

Turning to the grammar of this critique, the article focuses on how 

conventions of worth are being mobilised to test what is perceived as 

established reality in three distinct ways. Corrective critique aims to call 

attention to the unfairness of the situation, questioning the way in which 

established conventions of worth are followed, rather than their 

establishment. In the interviews, such critique started by establishing value 

by way of the market or industrial conventions of worth, which fits well with 

the findings of previous research, showing that economic and production

logics are now firmly rooted and present in public education. For example, 

teachers connected the quality of education to economic resources by arguing 

for the importance of economic conditions in the conveyance of knowledge; 

by criticising the lack of fairness in how competition is being performed (and,

by extension, positioning the market convention as an established, 

institutionalised truth); and by conceptualising students as a resource with 

economic value contrasted against the economic requirements of teaching 

and education.
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Turning to radical critique, which challenges ‘the reality of reality’, this was 

instead established by denouncing industrial and market values (which were 

perceived as established) and appealing instead to notions of professional 

responsibility, common humanity, and civic duty. Furthermore, the 

interviews indicate that MAE teachers also engage in implicit critique, 

expressing dissatisfaction with the status quo by disengaging from 

institutions. Teachers described choosing to ignore ordinances from the 

authorities, deciding to quit their job and move to another school, or 

changing careers altogether because they disagreed with the status quo. 

Although not formulated as critique within the interview situation, such 

practices serve to challenge the truth of established common sense, because 

their practitioners refuse to take part in acts of confirmation. 

In line with Ball’s (2003) notion of a struggle for the teacher’s soul, we 

see here the tensions and clashes between multiple conventions of worth, as 

perceived and expressed by MAE teachers working in Alltown and 

Blendedville. On the one hand, the findings show that teachers fight back

against perceived injustice, positioning themselves as defenders of 

professional integrity and responsible for students’ knowledge development.

On the other, the article also shows how, by voicing corrective critique, 

teachers also become complicit in perpetuating the status quo. In summary, 

by unpacking these types of critique that test institutionalised conventions, 

the article reveals the work that teachers do to shape reality.

Article III aims to investigate how organisational choices and the management 

tools used to privatise public education affect the conceptualisation and 

valuation of the education being outsourced. For this purpose, the article looks 

at how the tender evaluation criteria and measurements formulated in the 

contract notices of MAE procurements construct the concept of MAE and its 

value(s). Drawing upon contract notices from 47 tendering-based 

procurements of MAE, I have analysed: what tender evaluation criteria are 

stipulated in the contract notices; how these criteria are measured; and how 

they are weighted when ranking tenders. The findings show a lot of variation.

For example, the cases define MAE more or less clearly and ‘boil it down’ into 

a variety of measurable criteria. 
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Eighteen of the 47 contract notices rank tenders based solely on offered 

prices, constructing the value of education as a question of cost-efficiency. In 

contrast, some contract notices avoid reductionism in favour of taking a more 

holistic approach, for example by asking for long-form essays, or describing 

audition-like evaluation processes. However, such audition-like criteria are 

always considered together with other, more easily measurable, criteria. 

Most contract notices stipulate between three and seven criteria on which the 

evaluation and ranking of tenders are based, mixing both easy-to-measure 

metrics and parameters that are more open to interpretation. Such checklists 

construct the value of MAE as measurable, definable, and something that can 

be captured in a few consolidatable parameters.  

The article also demonstrates how the value of MAE is weighed and 

measured by drawing on a plurality of conventions of worth – both in various 

case examples, and in different parts of the tender evaluation and ranking 

process. In the data, there are examples of MAE being constructed: as an on-

demand service to be readily provided to the municipality-as-customer and 

student-as-self-directed learner; as dependent on certified teachers with 

teaching experience and subject familiarity; or as a service that should be 

resource-efficient. The analysis also shows how various aspects and stages of 

the tender-evaluation process construct MAE’s value in relation to different 

conventions of worth. For example, the formula commonly used to 

consolidate evaluation criteria and calculate the ‘economically most 

advantageous tender’ construes the value of MAE as primarily a question of 

efficient resource management, translating its worth into the industrial 

convention, regardless of what other valuations were invoked by the 

individual evaluation criteria that are being summarised.  

In short, this article demonstrates the complex role of tendering-based 

procurement in shaping the value of MAE when municipalities commission 

courses from external providers, and shows that constructions of MAE as a 

concept differ widely among municipalities. Such constructions should be 

taken seriously, because procurement creates an all-or-nothing type of 

competition for providers, which incentivises providers to take the ranking 

criteria set up in the contract notice seriously and to focus on these over 

other constructions, such as those raised by national policy, education 

curricula, or syllabi. 
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Article IV aims to explore the moral landscape of MAE from the perspective 

of teachers. For this purpose, it looks at how teachers in Alltown 

conceptualise MAE as a welfare service, and their role in it. Drawing on

interviews with eleven teachers, alongside the taxonomy of conventions of 

worth, I analyse how teachers talk about their work, their students, and the 

purpose of MAE. The findings show that MAE teachers invoke a range of 

assemblages and conventions of worth. Broadly speaking, I chart four 

constellations of how these conventions of worth are mobilised. 

Firstly, drawing on a civic-industrial compromise, some teachers 

construct MAE as high-quality education provided by professional experts 

to rational, hard-working adults. MAE’s value lies in accreditation, because 

it opens doors to employment and consequently provides a way into society. 

Secondly, based on a domestic–industrial compromise, some teachers 

construct MAE as a place for character formation and Bildung through 

knowledge mastery. MAE’s value lies in helping learners to mature and 

learn to be in the world as adults. A third construction, which was expressed 

by some teachers, draws on a domestic-inspired compromise, where MAE’s 

purpose is to care for the individual person and ignite a spark within them. 

MAE’s value lies in helping learners to discover their innate competence 

and realise that they are a legitimate part of society. Fourth and finally, 

some teachers constructed MAE in our interviews by drawing on the market 

convention of worth. Here, MAE is construed as a marketplace where 

learners can find offers made by competent educators that match their 

individual desires. MAE teachers offer their expertise and competence for 

learners to engage with if they wish. MAE’s value is connected to its ability 

to make an offer that matches the individual adult’s desires and needs, and 

it is up to the learners themselves to decide if and how they wish to step into 

society. 

Additionally, the article explores how teachers navigate points of tension. 

They do this by constructing something as a reality in MAE but then 

distancing themselves from it. Additionally, the interviewed teachers 

constructed their professional values and ideas about what MAE should be as 

separate from the values put forth by policy. They conveyed this by decoupling 

their justifications and reflections of themselves as educators and as employees. 
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This separation allowed them to draw upon multiple conventions of worth 

without having to work out a compromise between them. 

In summary, these findings acknowledge the complexity and diversity of 

values found within MAE and highlight teachers’ agency in shaping reality. 

Adult education’s mission can often be portrayed dualistically, as either 

geared towards qualifying adults for employment and serving the workforce 

market on the one hand, or nurturing critical, active citizens through 

Bildung, emancipation, or transformative learning on the other. This article 

shows that such either/or distinctions are not enough to enable an 

understanding of the complex plurality of conceptualisations of MAE as 

welfare service.

The first research question pertained to how municipalities construct the 

value of MAE when they organise and commission its provision from external 

providers. Articles I and III address this question. Article I sets the scene, as I 

show that the municipalities have discretion to organise MAE. Municipalities 

can and do make different choices, which have potential implications for 

schools, teachers, and the education being provided. Furthermore, this 

research shows that municipalities can choose where discretion over MAE is 

to be allocated, thus suggesting that meso-level actors and their

conceptualisations of MAE should not be ignored. Article III demonstrates 

the broad range of constructions and conventions at play in MAE 

procurement across the country and confirms that municipalities make 

different choices. It shows how these local enactments construct ‘the realm of 

action’ for external providers that want to compete for provision rights. 

Secondly, I asked how MAE teachers construct the value of MAE when 

reflecting upon its purpose and their role in it. Article II highlights the tensions 

between meso-level conceptualisations of ‘good’ education constructed during 

the procurement process, and teachers’ convictions and values as professionals. 

It shows that teachers both work to resist reformation and become implicated in 

enforcing industrial and market values as institutionalised truths. Article IV 

serves to complicate our understanding of education as a monolithic concept 

and of policy enactment as straightforward by again giving voice to teachers as 

professionals. The article shows how teachers use justifications, critique, and 
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compromise to navigate expectations and mandates based in conflicting 

conventions of worth and to reconcile these with their own beliefs and values. 

Turning to the study’s third and final research question, I asked what role 

tendering-based procurement as a management tool plays in how education is 

conceptualised and valued in MAE. As this study has shown, tendering-based 

procurement is an adaptable management tool that, in the case of MAE 

outsourcing, produces a variety of markets. Article I establishes this by 

exemplifying how Alltown and Blendedville organise MAE as pseudo-public 

and quasi-market institutions respectively, while Article III delves into the 

procurement mechanisms that allow for such wide-ranging inscriptions. 

Article III further shows that, regardless of a municipality’s intentions, 

procurement as management tool incentivises a focus on clients’ desires, 

competition, and short-term outcomes. Consequently, it forces the concept of 

education into the market and projective conventions of worth when providers 

compete for short-term contracts. Moreover, procurement positions 

municipalities as customers, and constructs students and teachers as 

commodities to be managed and traded, rather than as central actors in 

education. Nevertheless, Article I shows that procurement can be a valuable 

tool for municipalities in governing MAE, as it allows them to shape the 

public–private partnership in ways that other management tools (e.g., 

students’ free choice and fixed vouchers) might not. 
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The questions of what adult education is construed to be for and how it is 

organised hang together. In the wider context, Swedish adult education consists 

of a generous offer geared towards multiple goals. A variety of institutions,

including MAE, folk high schools, higher vocational education, and study 

associations, comprise a broad offer that allows participants with widely 

different motives – both work-related and non-economic – to learn throughout

life. Social policies regulate financial assistance during studies and ensure that 

adults are entitled to study leave from their jobs. Through this, loss of income 

during studies and similar barriers to participation in adult education are 

ameliorated (cf. Rubenson & Desjardins, 2009). This macro-level approach to 

lifelong learning is often referred to as a universalist (Hänninen, 2019; Verdier, 

2018) or social-democratic welfare model (Esping-Andersen, 1990; Rubenson, 

2018). Grounded in civic values, equality and justice are constructed through 

this organisation as a question of compensating for structural inequalities and 

mitigating barriers to participation, for which the public sector bears 

responsibility. This approach differs fundamentally from those of other 

conceptualisations of adult education and welfare, which might rely on 

philanthropy – as in the UK – or on the private sector’s investment and interest 

in maintaining a skilled workforce – as is the case in Germany.

At the same time, there is a clear transnational trend towards an increased 

hybridisation of values and of (adult) education systems that cuts across 

national contexts (Verdier, 2013, 2019). Germany, for instance, which is 

traditionally viewed as taking a conservative approach to welfare, has since 

the 1990s introduced initiatives and practices that construct the objective of 
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adult education and welfare as creating social capital and connections; as 

meeting demand and investing in human capital; as well as battling social 

inequality through solidarity and universalism.  Although domestic values, 

such as trust, authority, and a focus on job related skills acquisition, still form 

the basis for the country’s welfare system, the transformation is so 

substantial that some now argue it can no longer be classified as conservative 

(cf. Seeleib-Kaiser, 2016). French education, which traditionally builds upon 

principles of meritocracy and elitism, is highly selective. Nevertheless, over 

the past three decades, France has integrated a degree of ‘vocationalism’ into 

its education system (Verdier, 2018). In the case of Switzerland, the cantons 

have adopted a range of different solutions within the national legal framework. 

From the 1950s onwards, German-speaking cantons have expanded dual 

VET, while the French- and Italian-speaking cantons have focused on general 

and school-based vocational education (Gonon & Freidorfer-Kabashi, 2022). 

Professional organisations are active and visible in German-speaking Zürich, 

where they encourage firms to offer apprenticeship positions. This makes the 

dual system setup viable there. French-speaking Geneva’s organisation, on 

the other hand, is more in line with a universalist model. Although the 

cantons differ in their policy enactments and each leans more heavily on one 

convention of worth or another, they all to some extent balance compromises 

between clashing values. Too much public involvement is rejected as being 

too rigid and likely to disincentivise companies and professional associations 

from continued engagement in public–private partnerships. On the other 

hand, too little public involvement – for example through pedagogical 

measures or inspections – is seen to risk reducing the quality of the education 

and casting its graduates as less attractive in the eyes of employers. 

Such increases in complexity and value compromises in the organisation 

and provision of adult education are connected to the proliferation of ‘best 

practice’, where countries import single procedures or principles from each 

other (Verdier, 2019). The emergence of ‘best practice on export’ as a 

phenomenon in education (cf. Barabasch et al., 2021; Juusola & Nokkala, 

2021; Rönnberg, 2015), indicates that this trend of increased complexity and 

merging of values is here to stay. Transnational actors, such as the EU, also 

encourage countries to learn from each other by formulating targets or 

benchmarks, such as reducing school-leaving rates to under 10% or raising the 

rate of employment to over 75% (European Commission, 2010). Such targets, 

although not legally binding, form the basis for the member states’ annual 
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national reform programmes and affect how resources become allocated to 

various welfare services and (adult) education initiatives.  

Internationally, certification standards and lifelong learning policies 

indicate a belief that education and training can be governed and standardised 

across national contexts, often focusing on employment and other economic 

factors as measures of quality. However, Bagnall and Hodge (2018) argue that 

this valorisation of efficiency and standardisation – both industrial values – is 

incompatible with market and projective values, where risk, performance, and 

responsibility for lifelong learning are seen as best distributed to individuals, 

decentralised public institutions, and private actors. From a projective values 

perspective, adult education aimed at human well-being must nurture self-

entrepreneurism and soft skills. Such skills are thought to provide both 

individuals and collectives with the situational capability required to respond to 

the everchanging present and future reality (Bagnall & Hodge, 2018, p. 29).  

Looking at the national level, market and projective values are increasingly 

informing the organisation and provision of (adult) education. This is true 

both for countries with universalist welfare models, such as Sweden and 

Finland (cf. Juusola & Nokkala, 2021; Lundahl, 2016), and for liberal welfare 

states such as the UK (Verdier, 2019). At the same time, there is a clear trend 

of regionalisation and increasing local differences within national contexts, as 

evidenced by both comparative research and the screening of adult education 

in different countries (Alke, 2019; Boffo et al., 2016; Gonon & Freidorfer-

Kabashi, 2022; Ricardo et al., 2016; Rubenson, 2018; Verdier, 2018).  

Returning to the Swedish example, education markets are created in the 

service of universalist welfare and equality. Private for-profit companies and 

non-profit organisations now compete alongside public schools for the 

opportunity to provide adult education, because competition and provider 

diversification are thought to stimulate flexibility and deliver a broader range 

of options for learners. While this can be interpreted as a clash between 

values and a struggle for legitimacy, some argue that it is precisely through 

balancing “opposing interests, forces and contradictory tendencies” that the 

success of the Nordic welfare state has been shaped (Hänninen et al., 2019, 

p. 7). For instance, the fact that Sweden never saw a push to move the 

governance or financing of education outside the public sector – e.g., relying 

on philanthropy or private-sector investment and financing – indicates that 

market values, although present, are subordinate to universal, civic values. 

Adult education has maintained its aim of meeting a broad range of needs 
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and motives, but is skewed towards the efficient delivery of services to adults 

who are constructed as free to make their own choices. Here, lifelong learning 

is envisioned as fundamentally an individual project. The requirement for 

education to adapt to the individual’s life circumstances, needs, and desires 

is emphasised in the Curriculum for Adult Education (2012), in line with the 

reforms of the 1990s which saw ICT, decentralisation, and innovation as 

central to making MAE more flexible and learner centred. Macro-level 

actors, such as the Swedish School Inspectorate (SSI), construct flexible 

course provision and individualised teaching as crucial for adults’ 

participation in adult education (Mufic & Fejes, 2020). 

Consequently, it is important to not only acknowledge the hybridisation 

and increasing complexity of adult education systems and values, but also to 

actively investigate these issues. This is especially true when decentralisation 

positions meso-level actors as crucial to how welfare becomes organised and 

provided to local communities. At the meso- and micro-levels, this study has 

shown that MAE is conceptualised and organised on the basis of a range of 

values, which differ both between and within local contexts. 

Turning to the issue of education privatisation, this is organised in a variety of 

ways across national contexts. Here, Sweden is a particularly interesting context 

to examine, because it incorporates two different modes of privatisation within 

public education. This creates two, parallel but distinct, education markets. 

While the market constructed through free student choice and fixed vouchers 

casts the student (and their parents) as customer, the MAE market, built on 

tendering-based procurement, positions municipalities as clients. As market 

intermediaries (Bessy & Chauvin, 2013), these meso-level actors become 

central to policy enactment. The MAE market – or, rather, quasi-market – makes

course provision flexible by allowing municipalities to tailor their requests 

every few years based on current local circumstances. By comparison, the free-

choice market is closer to a ‘true’ or free market than the quasi-market of MAE. 

The cyclical, all-or-nothing nature of tendering in MAE can discourage 

providers from ‘dipping in their toes’ or experimenting due to the high stakes 

involved. Finally, the MAE market is periodic and recurring, as competition is 
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restricted to the ‘tendering season’ that takes place every few years. Hence, 

there are periods of relative stability, where education rather than competition 

for customers is in focus. In contrast, the free-choice market allows providers to 

establish themselves and adapt on the go to the local client base and market. In 

such a market, teachers have to continuously promote their schools and thus 

constantly juggle both professional commitments and marketing work (Gupta, 

2019; Locke & Maton, 2019; Lundahl et al., 2014).  

At the same time, the differences between markets should not be 

overstated. For instance, both markets are vulnerable to geographical 

inequality. Small and rural municipalities, as well as localities where the 

political branch of local government allocates low funding to education, will 

struggle to provide ‘quality’ education compared to more resource-affluent 

municipalities in both cases. In the free-choice market, this is because there 

is little incentive for providers to establish themselves in areas where there is 

low activity. In the MAE market, affluent municipalities are better positioned 

to respond to policy mandates by constructing attractive procurement 

queries or offering higher prices for education provision. Even though the 

incentive structures differ between markets, both encourage providers to 

specialise in catering to a certain demographic. In the free-choice market, 

companies and schools spend resources on marketing themselves to specific 

student profiles (Forsberg, 2015; Harling, 2017; Verger et al., 2016). The 

MAE market similarly incentivises providers to specialise. Providers who 

specialise in distance-based courses, a particular MAE course area such as 

SFI, or a particular VET programme are favoured by the market because 

procurements often commission MAE in sections, with specific requirements

for each section, often differentiating between online and on-site course 

provision and between the three areas of MAE.

When local officials are charged with commissioning education through 

procurement, they must rely on economists to help them design the 

procurement. This issue – the need for individuals with educational expertise 

and those with an understanding of markets and economics to collaborate –

increases the complexity of the system, making it less likely that the person(s) 

in charge locally will be well equipped for the task. This financialisation 

means that economists, lawyers, and policymakers continue to gain influence 

over initially non-economic contexts (Chiapello, 2015; Desjardin, 2018). 
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Education and what education is envisioned to be, are colonised by these 

actors through the language of tenders, while other voices and values are 

pushed aside, or are made subordinate to supply and demand, flexibility, and 

the production of tailored solutions. 

This ‘invisibilisation’ of alternative values is part of the colonisation of 

education through policy instruments, which settles like a wet blanket over 

all aspects of education. Proclaiming that instruments and technologies such 

as measurements, management tools, and quality assurance systems are 

neutral or value-free denies the reality that education is intrinsically value-

laden. Such instruments and technologies position aspects such as efficiency, 

output, and performance as valuable, in line with the industrial convention 

of worth. As such, the financialisation of education is not merely a question 

of veridiction – i.e., of “the types of discourse which [a society] accepts and 

makes function as true” (Foucault, 1980, p. 131) – but also an issue of 

materialised, socio-technical set-ups whose “materiality makes it difficult to 

move from one convention to another” (Chiapello & Knoll, 2020, p. 110). 

Consequently, it becomes difficult to transcend the realm of economic values 

and markets. As shown in several national contexts, inspectors of education 

tend to evaluate ‘school’ by leaning more heavily on industrial values than on 

other conventions of worth. In the case of Swedish MAE, the SSI constructs 

education quality as a question of frequent and flexible admission to courses 

and high student throughflow (Mufic, 2022; Mufic & Fejes, 2020) – i.e., high 

enrolment levels, low dropout rates, and students finishing their courses on 

time. Promoted by both macro- and meso-level actors in adult education, 

such a focus on cost efficiency, student throughflow, or employability when 

organising education provision risks displacing pedagogical questions of 

epistemology and learning and subordinating the education system’s core – 

its pedagogical mission – to other agendas. In short, what knowledge is 

valuable and how it should be taught and learned are vital questions that 

become difficult to raise and discuss seriously. 

In relation to the free choice, voucher-based market of Swedish upper-

secondary education, Holm and Lundahl (2019, p. 152) caution that:  

When competition becomes the steering logic for the whole education 
system, the risk is very high that short-term financial considerations [take] 
control rather than more long-term investments in teaching and learning.  
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For the MAE market, wrought through tendering-based procurement, short-

term considerations are inherently central, because contracts can span as 

little as one or two years at a time, and extend to four or five years at most. 

This paradigm of change, together with a push for resource efficiency, are 

important parameters that incentivise providers to behave like for-profit 

businesses, regardless of their affiliation. 

If and how teaching and learning are valued depends on how municipalities 

choose to use procurement, how they formulate evaluation criteria, and how 

they qualify or measure these. Thus, organisational choices can destabilise 

education at the micro-level, e.g., by limiting adult educators’ pedagogical 

room for action. Promises made during the procurement tendering process 

create the conditions under which teachers and students must work and 

learn. Depending on the local market, this can shift adult educators’ efforts 

towards administrative tasks (Carlson & Jacobsson, 2019) and reduce their 

professional autonomy (Colliander, 2019; Wärvik, 2013). The precarisation 

of teachers’ employment brought about by the short-term focus of the MAE 

market constructs teachers as replaceable commodities. Consequently, adult 

educators in this context are becoming accustomed to unstable, uncertain 

employment and having to renegotiate their contracts when employers and 

conditions change every few years. Thus, the conditions of adult educators’ 

employment in Sweden are beginning to resemble those of adult educators 

in non-universalist welfare states (cf. Boffo et al., 2016; Breshears, 2019; 

Rushbrook et al., 2014) and those of other professions (cf. Parding et al., 

2021; Rosenkranz, 2018). 

From a pedagogical perspective, this is an important issue to consider, 

because teachers’ pedagogical work and willingness to stay in the profession 

are affected by their working conditions (Geiger & Pivovarova, 2018; Smyth et 

al., 2000; Stacey et al., 2020). In the case of elderly care, research has shown 

that the short horizon of the procurement market disrupts continuity in service 

provision and consequently can reduce the quality of care (Szebehely, 2011) as 

well as disincentivising investment in long-term quality improvement (Bröchner 

et al., 2016). Although caregiving and teaching are not directly comparable 

professions, there is a clear risk that the procurement market in MAE will affect 

long-term quality in adult education. As conditions of work and contracted

agreements can differ widely between municipalities, between providers, and 
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between online and on-site courses, this can affect teachers’ attitudes towards 

professional collaboration and exchanges with colleagues. While all teachers 

in MAE follow the same curriculum and course syllabi, cooperation across 

school borders can be impeded – for example, because schools may have agreed 

to different ‘correct’ procedures or promised targets. 

Ultimately, the consistency between how we view the human and social condition
and how we organise welfare services such as adult education deserves our 

attention. To understand this, we need empirical research that focuses on both 

discourses and materiality and that places these in context with each other. This 

study’s significance and original contribution lies in its focus on the interplay 
between organisation and values as it plays out in a range of settings within the 

Swedish adult education system. By focusing on the management tools that are 

made available to adult education organisers through policy, and following these 

into practice, this study has revealed the complex interplay between a plurality 

of values in MAE. 

Drawing on French pragmatic sociology and the taxonomy of conventions 

of worth has allowed me to focus on how education actors work to shape reality. 

Through coordination, compromise, justifications, and critique, municipalities 

and MAE teachers find ways to exist within the value framework imposed by 

institutions. Municipalities use tendering-based procurement – a market 

management tool based around competition – to promote values from other 

conventions of worth, as they define what ‘good’ MAE is and how providers’ 

adequacy is to be measured. MAE teachers disengage from values that threaten 

their professional self-perceptions and their conceptualisation of MAE, in order 

to maintain their integrity and continue working in this form of education. Such 

negotiations and coordination showcase the agency that actors have in choosing 

their path. At the same time, it is important to acknowledge that investments in 

form – both material and discursive – affect behaviour and values. Negotiation 

and resistance require active work as well as access to alternative realities and 

are not always possible or feasible. Education actors entangled in situational 

contexts must make decisions and manage resources regardless of the scarcities 

they might face or the complexities of the situation. As Leemann and Imdorf 

(2019) point out, the everyday life of education is fast-paced and intensive, 

which does not always leave room for existential or moral considerations.
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While policy and management tools seek to shape education “into a predictable

machine” (Biesta, 2015, p. 20), such governance comes at the cost of pedagogical

discretion and flexibility. A focus on educational organisation often means that 

macro- and meso-level actors try to control how the system behaves. When 

municipalities prescribe how MAE should be run in procurement contract 

notices, they do so looking to steer the outcome of education towards the aims 

formulated by policy. If we accept the construction of reality as everchanging 

and as connexionist (Boltanski & Chiapello, 2018, p. 130), the epistemology of 

adult education centres on nurturing soft skills, self-entrepreneurialism, and 

adaptability in learners (Bagnall & Hodge, 2018). However, the insistence on 

making course provision and education organisation flexible, directly counters 

such goals because it makes the education itself more rigid. The distinction 

between educational and non-educational flexibility is important here. 

Educational flexibility pertains to educators’ pedagogical choices that are aimed

at facilitating the learning of that which is deemed valuable. Non-pedagogical 

flexibility works against this, because flexible education provision forces 

providers and educators to focus on their own adaptation to administrative 

prescriptions and mandates, at the detriment of the conveyance of precisely 

the skills, knowledge, and disposition these seek to promote. It is difficult for 

educators to construct safe learning spaces where such skills and knowledge 

can be practiced and taught, when the organisational structures imposed by 

policy and management tools shrink educators’ pedagogical realm of action. 

In short, the detailed governance and management of education provision 

comes at the cost of pedagogical discretion.

This raises questions about how adult education such as MAE should be 

organised. Considering the drawbacks of exogenous privatisation through 

tendering-based procurement, are there better alternatives? Some municipalities

have turned to other modes of organisation, looking to avoid the issues 

created through tendering-based procurement. Authorisation is one such 

example, by which municipalities define the frame parameters for MAE 

provision and certify providers as eligible to establish themselves locally. This 

constructs a type of free-choice, voucher-based market, similar to that found 

in Swedish child and youth education. As such, it has the same drawbacks and 

issues as other free-choice markets – it encourages a focus on grade output 

over learning, grade inflation, and the focusing of resources on marketing and 

recruitment rather than service quality. A vital difference, however, is that this 
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market is much more localised, because each municipality defines its own 

frame parameters for authorisation, just as it does for MAE commissioned 

through tendering-based procurement. Thus, the differentiation that currently 

exists in MAE between geographical locations – which stands in tension with 

the Education Act’s (2010, ch 1 §8-9) mandate for education equity throughout 

all the country’s regions – is not ameliorated by a transition from procurement 

to authorisation. Importing practices or principles from one system into 

another will not result in the same effects because the local social and 

geographical landscapes shape institutions, governance, and policies in 

various ways (Parding et al., 2021; Verdier, 2018). Furthermore, and perhaps 

most crucially, the move to a free-choice market – which is firmly based in the 

market convention of worth and “implies a transfer from collective resources 

to the individual” (Arnesen & Lundahl, 2006, p. 295) – places discretion over 

the welfare service with the market (providers and students). Consequently, 

meso-level public actors such as municipalities have less discretion over the 

welfare services in this type of public–private partnership than when 

privatisation is organised through procurement. 

Another solution, seemingly favoured by smaller municipalities (cf. 

Muhrman & Andersson, 2021), is to return to providing all MAE through 

publicly run schools. This solution, however, can be expensive and also draws 

objections from education actors within the current framework. In its inspections 

of MAE, the SSI often notes that municipalities do not offer frequent enough 

course enrolment opportunities, or enough diversity in terms of when and how 

courses are provided (online or in-house, as daytime or evening classes, etc.). 

There are currently twenty-seven elementary-level courses, nine Swedish-

language courses, as well as hundreds of upper-secondary level courses, which 

local authorities must provide to their citizens if and when they wish to enrol in 

MAE. Understandably, municipalities that are pressed for resources (small, rural, 

or with low funding allocated by the political branch of the local government) must 

balance scarcity with the need to meet the requirements for a flexible offer. One 

possible solution to this, which we see examples of, is to strike a compromise by 

running the bulk of MAE courses in-house, while contracting one non-public 

provider to supply less popular courses. This provider then specialises in online, 

flexible course provision and, if enough municipalities contract it, can streamline 

its operations sufficiently to be contracted at a low cost. Of course, this raises the 

question of equity, because MAE provision is meant to start from the basis of the 

learner’s needs and prerequisites, not the municipality’s financial considerations. 
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This thesis has focused the involvement of private providers in public 

education and the conceptualisations and valuations this promotes. Via the 

case of Swedish adult education and tendering-based procurement, I have 

shown how auctions shape the conceptualisation and valuation of adult 

education. Other related issues worth researching include private providers’ 

reasonings and strategies as they engage in public education and the 

consequences thereof; students’ perceptions and interaction with adult 

education as it is currently organised and how this impacts what is learned; 

the prevalence of online teaching in adult education; or the role of guidance 

councillors both in influencing the local education market and students’ 

educational choices and learning careers. 

As education researchers, we might ask ourselves more broadly: which 

behaviours, mechanisms, and materialities stabilise reality and in what way? 

Which conventions of worth are promoted and instituted through organisational

choices? Here, it would be meaningful to explore the interplay between values 

promoted by organisational choices and the historically embedded values of 

various types of adult education and welfare systems. How might, for instance, 

the same education provision choices play out in countries without universalist 

welfare regimes? Further important questions to consider include whether it 

at all is possible to involve private providers in public education without 

translating the value of education into economic terms; and what effects and 

consequences particular institutions – both discursive and material – have on 

education and the values promoted as true.

Producing and disseminating such knowledge would be beneficial for 

public officials, policymakers, and practitioners charged with organising 

education, as well as for the research community looking to understand 

patterns of interaction between values and behaviour, between organisation 

and conceptualisation, between the present and the future.
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Case #
Contract 
start

Contract 
period

Evaluation 
method

Course areas Course form

1 2017 2+2 price/EMAT SFI, GRU, GYH, GYV on-site, online, flex

2 2016 2+1+1 EMAT SFI, GRU, GYH, GYV* on-site, online

3 2019 2+2 price SFI, GRU, GYH, GYV on-site, online, flex

4 2016 2+1+1 EMAT                                GYV on-site

5 2019 2+1+1 EMAT                                GYV on-site

6 2019 2+1+1 price          GRU, GYH, GYV               online
7 2019 2+1+1 price/EMAT SFI, GRU, GY               online

8 2019 2+1+1 EMAT GY               online

9 2019 2+2 EMAT          GRU, GYH, GYV               online

10 2016 2+1+1 price SFI, GRU,            GYV on-site,               flex

11 2019 2+2 EMAT SFI, GRU, GYH, GYV on-site, online, flex

12 2018 2+0,5x4 EMAT                     GY               online

13 2017 2 price          GRU, GYH               online

14 2017 2+1+1 criteria          GRU, GYH on-site,               flex

15 2019 2+1+1 price SFI, GRU, GYH, GYV on-site, online, flex

16 2018/2020 2+1+1 EMAT SFI,                       GYV on-site, online, flex

17 2020 2+2 price SFI, GRU, GYH on-site, online, flex

18 2018/2019 3+1 criteria SFI, GRU, GYH, GYV on-site,               flex

19 2017 2+1+1 EMAT                     GYH on-site, online
20 2017 3+1 EMAT SFI, GRU, GYH, GYV on-site, online, flex

21 2019 2+1+1 EMAT SFI, GRU, GYH, GYV on-site, online, flex

22 2018 1+1+1+1 EMAT SFI, GRU, GYH, GYV on-site, online, flex

23 2015 2+1+1 EMAT SFI, GRU, GYH, GYV on-site, online, flex

24 2020 2+1+1 EMAT          GRU, GY               online

25 2019 3+1 EMAT SFI,                       GYV on-site

26 2018 3+1+1 EMAT SFI,                       GYV on-site,              flex

27 2017 2+2 EMAT SFI, GRU, GYH, GYV               online

28 2019 2+2 price SFI, GRU, GY               online

29 2017 2+1+1 EMAT          GRU, GY               online, flex

30 2016/2018 4/2+1+1 price SFI, GRU, GY on-site, online
31 2019 2+1+1 price SFI, GRU, GYH, GYV               online

32 2018 2+1+1 price                                GYV               online

33 2018 2+2 EMAT SFI, GRU, GYH, GYV               online

34 2018 2+1+1 price                                GYV on-site

35 2019 3+1 price                     GYH, GYV on-site, online
36 2018 2+1+1 EMAT SFI, GRU, GY               online

37 2019 2+1+1 price          GRU, GYH, GYV on-site, online
38 2018 2+1 EMAT SFI on-site

39 2020 2+1+1 EMAT                                GYV on-site

40 2019 2+1+1 EMAT SFI, GRU on-site, flex

41 2019 2+1+1 EMAT          GRU, GYH               online

42 2019 2+2 price          GRU, GY               online

43 2018 1+1+1+1 EMAT SFI on-site,               flex

44 2017 4 EMAT                                 GYV on-site

45 2017 2 n/a SFI on-site, online, flex

46 2019 2 price                                 GYV on-site

47 2016 3+1 price SFI,             GY               online
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School, Pseudonym & subject area
Time of

interview

Interview 

length

Public Liam, STEM HT17 1h  5min

Public Lena, STEM & languages HT17 2h  3min

Public Filip, STEM HT17 1h32min

Public Clara, languages & social sciences HT17 1h13min

Public Elin, languages HT17 1h14min

Public Freja, special needs assistance coordinator HT17 1h31min

Private 1 Meja, coach VET HT17     59min

Private 1  Karl, coach STEM HT17     57min

Private 1  Lejla, coach languages HT17     48min

Private 2 Tim, VET & social sciences HT18 1h52min

Private 2 Frank, VET HT18 1h36min

Private 3 Anita, social sciences VT18 1h16min

Private 3  Sara, languages VT18 1h20min

Private 3  Isak, STEM VT18     59min

Private 3  Sofie, languages VT18 1h24min

Private 3  Felicia, STEM VT18     56min

Private 3  Nishat, STEM VT18 1h19min

Private 3  Hedvig, social sciences HT18     38min

Private 3  Nicholina, STEM VT18 1h25min

Private 4 Jessica, languages HT18 1h30min

Private 4 Heidi, VET HT18     49min

Private 4  Adam, VET HT18 1h23min
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