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Researching Extended Schooling 
Ethnographically – With Danish All-Day Schools 
as Examples

Lars Holm

Abstract: The aim of this article is to discuss and demonstrate how ethnographic-oriented research 
might contribute to broadening the research interest in extended education. Extended education might 
be seen as a societal investment in education. This perspective calls for different kinds of school 
effectiveness research that generates useful and relevant knowledge about how and to what degree 
extended schooling effects academic achievements seen from a general societal perspective. Extended 
education might, however, also be seen as a new school strategy – as a new way of organizing pupils, 
teachers and parents everyday-life. Ethnographic-oriented educational research seeks to examine how 
an implementation of extended education in a local area impacts actors’ everyday-life and generates 
new discourses and struggles over values and concepts in education. This is illustrated through an 
analysis of the dynamics created by the implementation of all-day schooling in a specific residential 
area in Denmark.

Keywords: all-day schools, ethnographic-oriented research, Denmark, cooperation between school 
and parents, cooperation between school-teachers and kindergarten-teachers.

1 Introduction

In the last decades educational policy in many European countries seems to have 
been highly influenced by two parallel processes. The first is the concept “the knowl-
edge-society” that indicates a post-industrial époque in which production and dis-
tribution of knowledge is thought to be central for maintaining and/or increasing 
the gross domestic product. The second is the growing political attention to supra-
national educational agencies and organizations (e.g. PISA, TIMMS, EU, OECD) 
measurements, strategies and concepts. Together these two processes have created a 
situation in and around education in many European countries in which a pursuit of 
improved academic achievements in international comparisons, such as PISA, and 
in various nationwide measurements has become central. The general strategy in 
many countries has been an extension or supplementation of traditional educational 
institutions and their forms of instruction1. 

1  For an overview of these processes see: International Journal for Research on Extended Education, Vol. 1, 2013.
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The all-day schools in Denmark and, for example, Germany share the same 
background. In both countries international PISA-measurement showed unsatisfying 
national results in the public schools, and in both countries one of the political initi-
atives taken to improve schooling was to develop all-day schools. Another similarity 
in both countries is the multiple objectives beyond improved academic achievement 
such as improved societal integration and increased cooperation between school and 
parents (Holm, 2008). However, being embedded in different national educational 
traditions and political landscapes also creates substantial differences in how all-
day schools are conceptualized, implemented and interpreted by key actors. The 
all-day schools in Denmark are compulsory, and the distinction seen for example 
in Germany between compulsory and open forms of all-day schooling (“gebundene 
und offene Ganztagsschulen”) has never been an issue on the Danish political agen-
da. Another substantial difference is the strong tradition in Denmark for school lei-
sure-time centers (“Skolefritidsordninger/SFO”), which has been highly affected by 
the establishment of all-day schooling 

Implementation of all-day schools and other forms of extended schooling results 
in different processes depending on the historical and political contexts and circum-
stances in which extended schooling is introduced. Drawing on a concept from dis-
course analysis (Laclau & Mouffe 2002) the term “all-day schools” might be char-
acterized as an “empty” or “floating signifier” that functions as a symbolic common 
denominator for a wide variety of projects. This makes it relevant to examine all-day 
schools as a complex societal enterprise that is locally situated and given its form 
and content by different groups of actors’ behaviors and attitudes towards school, 
learning, socialization and society. Theoretically speaking, this research approach is 
inspired by policy-ethnography (Shore & Wright, 1997; Levinson & Sutton, 2001).
The use of this theoretical lens means the policy is understood as something that is 
simultaneously negotiated in different social arenas, and something that is actively 
acquired by the various actors who might support or reject a project like the all-day 
school. This approach represents a shift away from an understanding of education 
policy as a linear, top-down process and from the implicit idea that the implementa-
tion of concrete policy initiatives is a more or less passive transfer to a given target 
group. Policy ethnography is a form of extended, “multisited ethnography” (Marcus 
1995) that combines ethnographic interview and observational material, background 
history and current and historical policy analysis. These multiple categories of data 
make it possible to shift the analytic focus between analysis at the micro-level (per-
sonal experiences and interactions), the meso-level (organizational and institution-
al factors) and macro-level (government structures and political-economic forces). 
(Gustafsson, 2003; Acosta &Volk, 2001). In this article the focus is on some of the 
processes and dynamics on the micro- and meso-level that emerged as central issues 
when the all-day schools were implemented in a housing area in Denmark.  

This article is based on the results of a three-year research project in a residential 
area named “Vollsmose” of the municipality of Odense in Denmark. The general aim 
of the research project was to examine how this “first wave” of extended schooling 
was constructed and understood by key group actors, and how these groups of actors 
behaved in response to the extended schooling. In the following, I focus on two dif-
ferent processes around the implementation of the extended schooling – which was 
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termed “all-day schools” in the Danish context. The first is the process around the 
integration of the leisure-time teachers in the school, and the other is parents’ under-
standing of the all-day schools. The central question to be examined and analyzed in 
relation to the first process is the dynamics when two different professional under-
standings of children, pedagogy and schooling are expected to merge in a common 
project: the all-day school2. In relation to the second process the focus is on how 
parents and school interpret and react to the establishment of all-day schooling in a 
specific local area. When the all-day schools were implemented in the three schools 
in the area a number of different local issues emerged in the three schools. Discus-
sions about how the extended time should be used, about the general organization of 
the extended school day, about the distribution of lessons and playtime, and about 
the time for lunch breaks and other breaks took on different shapes from school to 
school (Holm & Valentin, 2007). However, two issues emerged as more general in 
all three schools, and became central in the national discourse about all-day schools 
at that time. The integration of the leisure-time teachers in the all-day schools caused 
a more general and national discussion about the role of teachers and school lei-
sure-time teachers in school and about the relation in schools between “learning” and 
“play” (Holm, 2010). The parents’ reaction to the all-day-school in Vollsmose was 
a loud protest that was covered by national media and gave reason to more general 
discussion for and against all-day schools in general and brought parents into focus 
as central actors in relation to implementation of all-day schools (Holm & Valentin, 
2007).

2 The First Wave of Extended Schooling in Denmark

The first all-day schools in Denmark were established in 2006 in four municipalities 
in Denmark in areas with a high concentration of ethnic-minority students (Holm & 
Valentin, 2007)3 – so-called “disadvantaged residential areas” or “ghetto areas”. 
These housing areas are, according to the criteria of the Ministry of Welfare, defined 
as areas where at least 40% of the residents receive benefits, and at least 40% are 
migrants and descendants from non-Western countries (Socialministeriet, 2006). 

Vollsmose is an area of northeastern Odense that has approximately 10.000 resi-
dents. The three district schools in the local area have around 1200 students in total, 
of which 90% are ethnic minorities. When the all-day school started in 2006 more 
than 500 students and 80-90 school teachers and leisure-time teachers were involved. 
The three all-day schools in Vollsmose in the municipality of Odense were estab-
lished with an eight-lesson4 school day by means of an application for dispensation 
from the Danish Law on primary and lower-secondary schools § 16 part 3, which 
states that the longest teaching period for early-schooling students must not exceed 

2 As a consequence of the all-day schools leisure-time centers were closed or reduced substantially.
3  In Denmark the term “all-day school” is also used to describe schools for children with behavioral problems or 

special psychological conditions.
4  The term lesson describes in a Danish context a specific time unit that consists of 45 minutes’ teaching and 

15 minutes’ playtime.  
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six lessons in a school day. A central theme in the applications from the schools to 
the Ministry for Children and Education is that the all-day school is justified and 
needed due to the special conditions that apply to the students in these specific areas. 
In the applications from the three schools that applied to become all-day schools the 
students in the residential area are characterized as children who are not “linguisti-
cally, socially and behaviorally at the age-appropriate level”, and as children in need 
of better school results (Holm & Valentin, 2007). Thus, the arguments for all-day 
schools are related to general deficiencies and a lack of academic success among a 
particular group of students living in a particular residential area. 

3 The Empirical Data

The empirical basis for the examination and analysis of the cooperation between 
school-teachers and leisure-time teachers is three months of fieldwork a year over a 
period of three years. The fieldwork took place at all three schools in three selected 
focus classes from 0. to 2. grade. This diachronic perspective made it possible to 
identify and analyze changes in practices and attitudes in the all-day schooling pro-
ject. More specifically, the fieldwork has consisted of classroom observation, infor-
mal conversations with school-teachers and leisure-time teachers and participation 
in teacher meetings at the school. With regard to the cooperation between school 
and home the empirical basis for the analysis are informal conversations with par-
ents, observations during meeting at schools and parent-teachers meetings. Howev-
er, during the research process it became clear that the specific language situation in  
Vollsmose made it difficult to create a situation in which a somewhat equally matched 
and open dialogue was possible. It would lead to obvious problems in terms of a 
representative sample if the interviews were conducted only with parents who could 
and would speak Danish. In order to overcome this substantial methodological issue 
– which relates both to being an “outsider” (Goffman, 1959) and to not speaking the 
parents preferred language, I involved an “insider” to conduct semi-structured re-
search interviews with Arabic-speaking parents of children in the three focus classes. 
My research assistant was multilingual, speaking both Danish and Arabic, lived in 
Vollsmose and had been a student at one of the all-day schools.

4  The Cooperation Between School Teachers and  
School Leisure-Time Teachers

Until 2014 the weekly number of lessons from grade 0 to grade 3 in the Danish 
primary school has typically been between 20‒25 lessons. The school was thus basi-
cally a “half-day school” for the younger pupils. But more than 80% of the younger 
children also attend school leisure-time centers in the afternoon (Thorsen & Danø, 
2006). The school leisure-time centers are organizationally a part of the school with 
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their own facilities and their own staff. In most cases the leisure-time centers are 
situated in a separate building but on the same premises as the school. In contrast to 
the school, the school leisure-time centers are not free of charge. Parents pay a fee 
for each of their children attending the school leisure-time center. 

In Denmark the school teachers and the school leisure time teachers are edu-
cated into two different types of pedagogy. In the educational practice and in the 
academic and professional discourse in Denmark there is a sharp distinction between 
school-pedagogy and leisure-time pedagogy (Broström, 2010; Højholdt, 2009). The 
pedagogy of teacher training is basically a didactical tradition with a focus on school 
subjects and curriculum. Teaching is seen as a process in which the teacher orches-
trates a situation that makes it possible for the child to acquire knowledge, skills and 
competences. The pedagogy of leisure-time is based in developmental psychology 
and represents a tradition in which a child’s development is understood as something 
that advances through play and other forms of practical activities and in interaction 
with other children and adults. The main objective for the leisure-time teacher is up-
bringing and caregiving, and upbringing is seen as a social-pedagogical organization 
of social interaction, in which the child, through its own activities, acquires norms, 
attitudes and behaviors. These different theoretical understandings, described here 
in very generalized terms, represent two different understandings of children and 
childhood with great impact for the practices and expectations in the two institutions. 
In the school discipline is expected and required and the child is regarded as a pupil 
who has to learn. In contrast to this, the school leisure time centers are characterized 
by an ideal or ethos of freedom in which the child is regarded as a child or as a being 
in its own right.  

When the all-day schools were established in Odense in 2006 with 40 lessons a 
week it reduced the need for the school leisure-time centers dramatically and all or 
most of the leisure-time teaches were mowed from the school leisure-time center to 
the school. This meant that school teachers and leisure-time teaches were challenged 
with developing the all-day school in cooperation. Due to the integration of leisure 
time teachers in the school and due to more teacher resources given to the all-day 
school there were typically two teachers in the classes in more than 50% of the 
lessons, and quite often (but not always) a leisure-time teacher and a school teacher 
were together in the classroom (Holm, 2010).  

The analysis of the cooperation between school teachers and leisure time teachers 
in the three schools revealed interesting patterns and practices that basically did not 
relate to the different educational backgrounds of school teachers and leisure-time 
teachers. Cooperation in teaching can be organized in many different ways. Creese 
(2005) makes a distinction between a “partnership mode” and a “support mode”. A 
“partnership mode” is characterized by a common planning of the teaching, by both 
teachers working in cooperation towards the same subject aims and by both teachers 
having a number of different roles in teaching. In a “support mode” there is a clear 
distribution of roles. One teacher administrates the class and the subject aims, while 
the other teacher has a function as support for individual pupils. 

The fieldwork revealed that the “support mode” was the dominant way to coop-
erate no matter who it was that cooperated – be it school teachers, or school teacher 
and leisure-time teacher, or leisure time teachers. There was clearly a prevailing 
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consensus in the three all-day schools that cooperation in the classroom meant that 
one teacher took a special responsibility for one or a few pupils in the classroom – 
typically the weakest or most difficult pupils in the class. The teacher taking on the 
role of “support-teacher” could either be a school teacher or a leisure-time teacher, 
and the teacher responsible for administrating the class could also be a leisure-time 
teacher or a school-teacher. Thus, the integration of the leisure-time teacher in the 
all-day school did not result in “a fusion of horizons” (Arkoudis, 2003, p.162) in 
which new and common aims and practices develop through a mutual interpretation 
of a common task founded in different epistemological understandings of childhood 
and schooling. In the first year the three all-day schools appeared to be a quantitative 
extension of the “half-day” school – “school as usual”, but now with more support 
to the weakest pupils. 

This demonstrates that bringing two different professional epistemologies togeth-
er cannot be expected to automatically result in unification and qualitative change. 
The leisure-time teachers were newcomers in the school, and the extended school 
day was divided into lessons that mostly took place in classrooms. This physical 
organization of the all-day school – and the name of the project – indicated “school 
as usual” and thus legitimized a predominance of expectations of a school-pedagogy 
and of schooling. This context made it difficult – not to say impossible – for the lei-
sure time teachers to argue for an understanding of childhood not based in traditional 
school logics. 

However, after the first year of the all-day schools many teachers found that 8 
lessons a day was overload for the younger children, and extended schooling con-
sisting only of more lessons was seen as an unsatisfying way of implementing all-
day schools. This issue was repeatedly on the agenda at meetings in the schools and 
discussions about the all-day school seemed to give more space to reflections on 
leisure-time pedagogy than previously. In the three schools much effort and much 
creativity were put into attempts to combine play and learning in order to move away 
from “traditional” teaching. After one year with the basic concept “more school” 
one of the all-day schools changed the structure to school-like before lunch and lei-
sure-time-center oriented after lunch (Holm, 2010). But the traditional basic logic of 
schooling in which adults are in charge of organizing social activity for pupils was 
not and could not be abandoned. From a child’s perspective this meant that the pre-
vious change in pedagogy in the transition from school to leisure time center – from 
the “discipline of the school” to the “freedom of the leisure-time center” – did not 
take place anymore. 

What gradually became evident for many school teachers and leisure-center 
teachers in the all-day school was that a combination of play and learning under-
stood within the theoretical frameworks dominating school pedagogy and leisure 
time center pedagogy were incommensurable epistemologies. In some cases this 
understanding of the all-day school project made school-teachers and leisure-time 
teachers quit their job in the all-day schools and apply for jobs in contexts without 
all-day schooling.

All in all, the data reveals that the idea of integration of the school-leisure time 
teachers disturbed and challenged more traditional ways of thinking schools as plac-
es for teaching and learning, and the bringing together of different professions with 
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different theoretical frameworks for understanding children and schools were clearly 
a potential source of conflict and contradictions. 

5  Parents’ Reactions and Interpretation of the  
All-Day Schools

Increased cooperation between schools and parents appears as an explicit aim in 
the all-day school applications from the three schools. In an ethnographic-oriented 
perspective this makes it highly relevant to examine how this group of actors reacted 
to the establishment of the all-day school. Hence, the analytical focus is directed 
towards the actions of the parents and their interpretation of the all-day schools. 
Insight into this might both shed light on the processes around the all-day school 
and on more general positions, norms and values among parents in relation to their 
children’s schooling.

Based on observation from parent-teacher meetings, among other things, the 
fieldwork revealed that the parents in the area are very engaged in their children’s 
schooling and education, and they place great importance on their children doing 
well at school. Success at school, not least the mastery of the Danish language, is 
thought to pave the way to higher education, social progression and success in later 
life. It is an internationally well-documented phenomenon that ethnic-minority par-
ents are generally very aware and engaged in their children’s education (Bouakaz, 
2007). In light of this, schooling and education is a central meeting place between 
ethnic-minority parents and central education-policy actors at the local level.

The following analysis of parental perspectives draws on Freebody and Ludwig 
(1995) who use an approach in which discursive positions and theoretical under-
standings that are primary in various actors’ perspectives is seen in relation to the 
school’s function. If some actors, for example, consider the school’s main task to be 
to equip students with particular academic competencies, then their discursive posi-
tion is related to the education system’s skill-development function. If the school’s 
primary function is thought to be socialization via the regulation of children’s time 
at school and home, then the actors’ discursive position is related to the regulatory 
function. 

It is a key element in the applications for the all-day schools that the students are 
defined as being “delayed” compared to the average Danish student at the same age, 
and therefore it is central for the all-day schools to give students “the opportunity to 
achieve the same academic level as students at the other schools in the municipality 
of Odense” as it is expressed in one of the applications (Holm & Valentin, 2007). 
It is thus the education system’s skill-development function that is foregrounded. 
The foremost means to achieving this goal is to expand the teaching hours in early 
schooling to 40 lessons a week. This indicates a quantitative temporal logic that is 
based on the assumption that more time at school leads directly to better academic 
achievement. Furthermore, the all-day schools in Odense are characterized by a de-
parture from the Danish school system’s traditional premise that the time children 
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spend in school should gradually increase according to their grade, and (implicitly) 
according to the child’s biological age and cognitive development (Holm & Valentin, 
2007). The extended school day in the three schools was only introduced in early 
schooling making the relationship between biological age and time spent at school a 
very visible trait of the all-day schools. 

At parents’ meetings and in the press the parents strongly criticized the all-day 
schools, although they were generally very engaged in their children’s schooling. 
The parents’ critique was based on a range of perspectives that were mostly related 
to the school’s regulatory function. At numerous well-attended parents’ meetings the 
all-day schools were the subject of often heated discussions, in which the legitima-
cy of the all-day schools was brought into question. Some parents pointed out that 
older students would benefit more from an extended school day than those in the 
early schooling, and other parents felt that the all-days school would have a negative 
influence on the child’s childhood because a longer school day reduces the amount 
of time children can be with their friends, participate in sports activities and develop 
their interests. Either the parents were of about the idea that an extended school day 
leads to better academic achievement, or they did not focus on this in their interpre-
tation of the all-day school. 

Observations from meetings and interviews with parents clearly indicate that 
most parents had a sociologically oriented view of time. Time is perceived as a re-
source that can be negotiated between different social actors, and having control 
over time is seen as a manifestation of social control (Holm & Valentin, 2007). From 
this perspective the all-day school appears to regulate time and fill it with content 
– not just for the students, but also for the families. When a mother expressed her 
perception of the all-day school by saying in a loud voice at a parents’ meeting “You 
are taking our children away from us”, it demonstrates that the school’s regulatory 
function is in the foreground of this parents’ interpretation of the all-day school.

The departure from the traditional temporal logic of the Danish school system 
is interpreted by many parents as an intensified institutional regulation of ethnic-mi-
nority families’ lives rather than a qualitative improvement of school services. Thus, 
some parents view the all-day school as a kind of “replacement family” (Kolbe et al., 
2009), wherein the school takes on a greater role in the socialization of the children, 
thereby reducing the family’s role. Some parents interpret this as offensive and as 
indicating that they – in contrast to average “Danish” parents – are not considered 
to have the social, cultural and linguistic capital that is required to socialize their 
children. One specific reason for this interpretation was that the all-day schools were 
constructed to be homework-free schools. This meant that the all-day schools shift 
the responsibility for homework to the school. Some parents felt that an important 
function has been taken away from them, that they were not given enough opportu-
nity to support their child’s academic development. One of the mothers formulated 
her point of view as such: “Children should have homework to do at home so that 
parents can assist in helping and developing their child. At the moment, we cannot be 
part of it because the children do not bring their books or homework home”. Home-
work clearly has an important symbolic role in many parents’ perception of their pa-
rental roles and in their view of the school enterprise. The fact that homework plays 
an important role in how the school is interpreted – and that it can be a significant 
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marker of difference between traditional Danish schools and independent “ethnic” 
schools – is illustrated by a student who explained that her father has told her that she 
would be transferred to an independent Arabic school “where there is homework”.

The examples above all demonstrate that the regulatory function of the school 
appears to be the main interpretive position among the group of parents in this area. 
To a great extent, their interpretation is related to the departure of all-day schools 
from the traditional temporal logic in Danish schools. The extended school day is 
also viewed as an extended socialization on the part of the school, which disempow-
ers the parents to a certain extent and interferes with their ability to plan activities 
for the children’s free time or to do homework with their children. This interpretive 
position leads to a discourse with a strong opposition between the ethnic-minority 
parents on one side and the local district schools and the municipality of Odense 
on the other: Although the parents, the schools and the municipality all attach great 
importance to the academic success of ethnic-minority students, there does not seem 
to be a broad consensus among the parents with regard to the all-day schools in 
Vollsmose.

The fieldwork in the three schools revealed that the categorization, legitimization 
and temporal logic of the all-day schools in Odense have led to a dynamic among 
parents that represented oppositional norms and values regarding time, learning 
and responsibility. The parents respond critically to the quantitative increase in the 
amount of time children spend at school as well as to their children being categorized 
as “not at an age-appropriate level”. The parents also interpret the all-day school as 
a form of intensified regulation and feel that it invalidates the family’s cultural and 
linguistic capital. Although the critique from the parents was more pronounced in the 
first year of the all-day school, the introduction of the all-day school in Vollsmose 
appears to be a process that is wrought with conflict, in which opposition between 
groups of parents and school as an institution becomes actualized and intensified. 
Furthermore, the introduction of the all-day school has provoked and escalated dis-
cussions about which school parents want for their children and which values and 
norms they want to invest into them. 

6 The Second Wave of Extended Schooling

The three all-day schools in Vollsmose analyzed in this article were evaluated in a 
report from October 2012 together with 9 other all-day schools placed in “disadvan-
taged residential areas” (Rambøll, 2012). It was a central conclusion in the report 
that there was no significant relation between the all-day schooling and the academic 
achievement of the pupils in national tests (Rambøll, 2012, p. 2). In other words: 
the first wave of extended schooling did not confirm the expectations to extended 
schooling about improved academic achievements. It was, however, underlined in 
the report that it was difficult to draw final conclusions about the effects of extended 
schooling concerning academic achievements. The result was an average based on 
data from the 12 schools, and more detailed analysis showed an increase in academic 
achievements in five schools, no substantial change in two schools, and a decrease 
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in academic achievement in five schools (Rambøll, 2012). It was further empha-
sized that the extended schooling could have other un-examined positive or nega-
tive effects for schooling beyond what could be measured through the national tests 
(Rambøll, 2012). In general the report stated that the foundation of the evaluation 
was too weak to draw final conclusions about all-day schooling.  

However, extended schooling – or all-day schools – for all children were put 
on the political and public agenda in 2012/2013 when the Minister of Education re-
vealed an ambitious plan for a school-reform with extended schooling - often talked 
about as an all-day school. The proposal quickly generated an intense discourse pro 
et contra. A central component in this discourse was about “play and learning”. In 
the often heated and extensive debate about all-day schools for all children it was 
emphasized by the proponents that new ways of combining play and learning should 
play a central role in the extended schooldays. Examples demonstrating how to com-
bine play and learning were discussed and made accessible on the homepage of 
the ministry (http://nynordiskskole.dk). These examples basically reveal a didactic 
epistemology: practices for learning curriculum while playing. The didactic episte-
mology was also central in the political and academic reasoning for the extended 
schooling. The necessity of the all-day school was closely related to a need for better 
PISA-results; to a need for children delivering better academic results in different 
specific school subjects according to national and international measurement of in-
dividual children’s subject skills. Finally the dominant position of the didactic epis-
temology is made evident by the fact that most teachers in the all-day schools would 
be school-teachers trained in a didactic epistemology. 

The arguments against the all-day school were primarily related to the episte-
mology of leisure time pedagogy. It was emphasized that the all-day school would 
result in a ”schoolification” of childhood in which children’s play – understood as an 
autonomous social, and child-generated activity – would be heavily reduced or even 
disappear, and that this would do harm to childhood and to the development of inde-
pendent children. Childhood researcher Erik Sigsgaard’s main argument against the 
extended schooling related to broader issues of socialization and had the headline: 
You don’t learn to live life at an institution (Sigsgaard, 2013). A well-known Dan-
ish author, Jakob Stegelmann, argued from a more psychological point of view and 
characterized the all-day school as an assault on children and childhood that would 
traumatize a whole generation of children (Stegelmann, 2013). 

In general the pro et contra discourse in relation to the second wave of extended 
schooling was centered around the same clusters of arguments and logics that were 
also put forward in relation to the first wave of extended schooling. What did not 
seem to be questioned was, for example, the assumptions behind the school reform 
– that extended schooling would result in an increase in academic achievements 
and that increased academic achievements is a necessary condition for an ongoing 
increase in gross national product due to the competitive nature of the world market 
(Laursen & Holm, 2011).

In august 2014 the new Danish school-reform with extended schooling was im-
plemented for all school children (Weirsøe & Holm-Pedersen 2014). It is a central 
aim of the reform to increase the scores in the national tests in literacy and math-
ematics and to reduce the number of pupils with bad results in the national tests. 

http://nynordiskskole.dk
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The central means to reach these and other aims such as increased social equality is 
extended schooling. 30 lessons a week for children in grade 0 to grade 3. 33 lessons 
a week for children in grade 4 to grade 6, and 35 hours a week for children in grade 
7 to grade 9. Not only are the means the same in relation to the first and second wave 
of all-day schools. The multi-professional character of the school is also a similarity. 
In the second wave of the all-day schools leisure-time teachers and other personnel 
are given supporting teaching functions and are allowed to have full responsibility 
for a class of pupils without a school teacher being present. Compared to the legal 
regulation around the first wave of extended schooling this is an extension of the lei-
sure-time teachers’ role in the school. Differently to the first wave of all-day school 
the traditional temporal logic of the Danish school system, in which the number of 
lessons a week increases according to children’s age, is reinstalled in the second 
wave of all-day school. Time will show if this second wave of all-day schools will 
have more success in reaching its ambitious aims concerning academic achievement, 
and time will also tell which types of research, with which central research ques-
tions, will examine and document the complexity around the second wave of all-day 
schools in Denmark.  

7 Concluding Remarks

In this article I have argued for a research approach to extended schooling that is 
ethnographically oriented and inspired by policy ethnography. I would like to argue, 
that such a research endeavor might be a relevant supplement to the more effect-ori-
ented research in extended schooling. A central strength in an ethnographic-oriented 
research approach is the local and situated character of the research and the inclu-
sion of actors’ interpretations and actions in relation to a given social enterprise. 
As it has been demonstrated in this article an analysis of the cooperation between 
school teachers and leisure-time teachers in the all-day schools in Vollsmose is not 
only of local interest. It contributes to our general knowledge on the challenges and 
possibilities for constructive and fruitful collaboration between different professions 
in relation to extended education – a research field that needs to be more closely 
examined, as Schüpbach and von Allmen (2013) convincingly argue, based on the 
understanding that multiprofessional collaboration seems to be a central component 
in extended education. 

The analysis of the locally situated dynamics around extended education in  
Vollsmose has revealed conflicts, norms and values about schooling, pedagogy and 
family life that might be valuable for the development of school strategies and dia-
logue in local areas but also for our general understanding of the processes extended 
education might generate. In many western European countries it is central to school-
ing, and not least to extended schooling, that it should reduce social inequality and 
strengthen societal integration. At the same time schooling and academic achieve-
ment are more than ever seen in a national competitive perspective. Better academic 
achievements – through extended schooling – are given the highest priority in the 
political discourse in a way that does not seem to leave much space for dialogue with 
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the actors who are bringing the extended education to life in their everyday practices 
at school. This might result in interpretations and actions that are counterproductive 
to the intention towards increased equality and integration. The complex, unforesee-
able and locally situated processes around all-day schools or other forms of extended 
education make it highly relevant to direct research interest towards all the groups 
of actors involved in constructing and creating extended education by asking how 
extended education in a local context impacts the everyday life of children, parents, 
teachers and other central actors. 
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