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Abstract 

Increased globalization exposes countries to a variety of challenges, such as the gap between 

education and professional life. Many countries globally develop competence-oriented 

curriculum reforms based on general knowledge to address the issue and educate future 

professionals that are flexible and able to adapt to rapid changes. International organizations 

such as the OECD, the EU, and the UNESCO provide competence-based frameworks to 

guide countries in the development of national curricula. Even though national curricula 

show a tendency to convergence in terms of competence orientation, research demonstrates 

that countries recontextualize transnational curriculum policies and concepts differently.  

This study explores the conceptualization of competence as a transnational concept with the 

aim to identify similarities and differences in national curriculum policies in Norway and 

Lithuania. Furthermore, based on the analysis of Bernstein’s theory of pedagogic device and 

especially the rule of recontextualization, the study examines identified similarities and 

differences through the contextual perspective. 

This comparative study is based on the national policy documents the White Paper 28 (2015-

2016) “Subjects–In-depth learning–Understanding. A Renewal of the Norwegian Knowledge 

Promotion Reform” and The Guidelines for the Renewal of the Core Curriculum. These 

documents provide propositions for curricula renewal. 

The main findings in the study reveal differences in the recontextualization of competence. 

First, the definition of the concept of competence in the analyzed national curriculum policies 

differs. The Lithuanian Guidelines define the concept of competence through directly 

borrowing the definition developed by international organizations, namely as a combination 

of knowledge, skills, and attitudes and values. In contrast, the Norwegian While Paper 

transforms the definition of competence and proposes to define it as a combination of 

knowledge and skills, whereas attitudes and values are transferred to other parts of the 

curriculum. The second difference identified in the comparison of the selected national policy 

documents is the curriculum orientation towards competences and content. The Norwegian 

policy attempts to balance content and competence-orientation, while the Lithuanian policy 

focuses on competence-orientation. Furthermore, the identified differences are explored 

through a contextual analysis, which points towards path dependence, curriculum traditions, 

and other educational policies as factors contributing to the transformations in the process of 
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recontextualization. Thus, it is possible to conclude that the transfer of transnational 

curriculum policies into national contexts is a process that must be analyzed with attention to 

contextual factors contributing to recontextualization.  
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1. Introduction 

Contemporary curriculum renewals and reforms in many countries appear to be motivated by 

attempts to respond to the challenges created by increasing globalization. National curriculum 

development is steered by political ambitions to prepare citizens who are able to react to 

rapid changes and contribute to the national and global economy (Yates and Young, 2010). In 

the context of the global economy, a country’s economic competitiveness becomes an 

essential factor in determining the success of the national education system. 

Due to increased globalization, different countries encounter relatively similar challenges in 

the field of education. Therefore, policymakers might select solutions for those challenges 

based on the “best practice” policy borrowing. A resemblance between recently developed 

curriculum policies worldwide might indicate an ongoing process of convergence. One of the 

most noticeable tendencies in the national curricula policymaking worldwide is a shift to the 

competence-oriented curriculum based on a transnationally developed concept of 

competence. For instance, Sinnema and Aitken (2013), in their analysis of the curriculum 

policies of English-speaking countries, concluded that policymakers, among other priorities, 

emphasize twenty-first-century key competences for lifelong learning. Similarly, K. 

Anderson-Levitt (2017), in the essay on the recent history of competence-oriented education 

policies in primary and secondary curricula, acknowledges the diffusion of such policies.  

Amid suggestions of curricula convergence across countries, a variety of curriculum research 

simultaneously identifies a range of idiosyncratic features in the conceptualization of 

competence in national curricula across different countries (Mølstad & Karseth, 2016; 

Sivesind & Wahlström, 2016). Also, the analysis of competence-oriented curricula across the 

member states of the European Union [EU] suggests that competence framing into national 

curricula differs (Halasz & Michel, 2011). Thus, it is possible to conclude that transnational 

curriculum policies based on the concept of competence are altered during the transfer into 

national curricula. 

A large body of curriculum research confirms that transnational curriculum policies affect 

national curricula. At the same time, national contexts create conditions for transnational 

policies and contribute to the transformation during their transfer into national curriculum 

policies. This study examines the recontextualization of competence through a comparative 
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study of curriculum policies related to the latest national curricula renewals in Norway and 

Lithuania. The study contributes to understanding the process of recontextualization in 

curriculum policymaking. Moreover, the process of recontextualization in this study is 

approached through attention to national contexts to demonstrate how national contexts 

contribute to the transformation of the transnational concept of competence.  

1.1 The Concept of Competence in Education 

A shift from industrial-based to knowledge-based economy created an increased demand for 

professionals that can solve complex problems, adapt and innovate, communicate and work 

in teams as well as create new knowledge (Binkley et al., 2011, p. 17). The definition of 

professionalism changes from being able to perform specific actions based on previously 

acquired knowledge to being able to collaborate with others and apply knowledge and skills 

to tackle new and unknown situations. Several international organizations adopted an 

approach advocating for the move of attention from specific knowledge to general and 

content free competences and skills in curriculum policies as a response to the change. 

Consequently, a variety of competence definitions and several frameworks specifying key 

competences were developed. 

The fields of philosophy, psychology, sociology, economics, and political science used the 

concept of competence before it was transferred to education. In educational contexts, the 

competence-based rationale emphasizes the importance of education as a critical factor 

enabling individuals to deal with increasingly complex societal issues and the global 

economy (Willbergh, 2015, p. 337). Thus, it is possible to consider the concept of 

competence as an attempt to close the gap between education and social and professional 

contexts.  

As an educational concept, competence originated in the USA (Willibergh, 2015, p. 337), 

while in Europe the French Charte des Programmes developed in 1992 might be considered 

as the first policy for the primary and secondary education exploring the concept of 

competence (Anderson-Levitt, 2017). However, the most prominent diffusion of competence 

into curriculum policies across Europe and the world was stimulated by international 

organizations such as the Organisation for Economic Co-operation and Development 

[OECD], the United Nations’ Educational, Scientific and Cultural Organization [UNESCO] 
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and the EU through competence-based frameworks and recommendations for national 

curriculum policymaking. These international organizations and renewed frameworks shape 

national curricula towards competence-orientation up to this date.  

The OECD project Education 2030, based on the project  “Definition and Selection of Key 

Competencies” [DeSeCo] developed in 1998 as the first attempt to identify and define key 

competences for the future, further develops the concept as a vision for the future of 

education (OECD, 2018). The project claims that a rapidly changing world presents societies 

with environmental, economic, and social challenges that require different solutions (OECD, 

2018, p. 3). According to the project (OECD, 2018, p. 5), the mobilization of knowledge, 

skills, attitudes, and values rather than the acquisition of knowledge and skills forms a base 

for the concept of competence. Three categories of transformative competences identified by 

the OECD (2018, p. 5) are creating new value, reconciling tensions and dilemmas, and taking 

responsibility.  

Another important international organization that contributes to the diffusion of competence-

oriented curriculum ideas into national curriculum policies is the UNESCO with the report 

“Learning: The Treasure Within” from 1996. The succeeding framework “Developing Key 

Competencies in Education: Some Lessons from International and National Experience” 

(Marope, Griffin, & Gallagher, 2018, p. 57) developed in 2004 redefines the concept of 

competence and proposes a set of curriculum-bounded and cross-curricular competences. 

This framework defines competence as an interactive mobilization and ethical use of 

information, data, knowledge, skills, values, attitudes, and technology to engage effectively 

and act across diverse twenty-first century contexts (Marope et al., 2018, p. 27). This 

definition of competence, similarly to the OECD definition, demonstrates that competences 

are mot gained by merely learning knowledge, skills, and values. Instead, it is demonstrated 

by abilities to combine separate elements of competence with consideration to contexts and 

situations where those competences are necessary. Under the category of curriculum-bounded 

competences, the framework lists communication in mother tongue and foreign languages, 

basic mathematical skills and numeracy, computer literacy and media competence, 

knowledge of the natural and social world, and the development of civic attitudes. The 

category of cross-curricular competences includes metacognitive skills, intrapersonal 

competences, interpersonal competences, and positional competences. 
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One more initiative to define key competences comes under the EU framework “Key 

Competences for Lifelong Learning—A European Reference Framework” that was initially 

developed in 2006 and renewed in 2018. The framework (European Parliament, 2018, p. 38) 

with recommendations for the Member States in the development of national education 

systems follows the previously established definition of competence as a combination of 

knowledge, skills, and attitudes. However, the framework revises the list of competences. 

After the revision, the following key competences are identified: literacy competence, 

language competence, science, technological, engineering and mathematical competence, 

digital competence, personal, social and learning competence, civic competence, 

entrepreneurship competence, and cultural awareness and expression competence.  

This brief overview of the transnational frameworks that direct the development of national 

curricula towards competence-orientation demonstrates that competence is viewed as an 

essential part of education in the globalized world. These transnational frameworks contribute 

to the diffusion of the concept across national curricula. A great variety of transnational 

frameworks also offer flexibility for national curriculum policymakers to recontextualize the 

concept of competence and key competences in ways that are more suitable for national 

contexts. 

1.2 Research Problem and Research Questions 

The diffusion of transnational policies across national curricula has been an important 

research topic in the field of educational sciences. Due to the widespread adoption of a 

competence-oriented curriculum (Voogt & Roblin, 2012) and other commonalities identified 

across national curricula (Sinnema & Aitken, 2013, p. 141), it is possible to argue for an 

increasing convergence across national education systems. On the other hand, increasing 

interest in vernacular globalization of transnational curriculum policies demonstrates that 

national policymakers tend to recontextualize transnational policy ideas into national contexts 

through lenses of social, historical, economic, and political aspects (Yates, 2016; Sellar & 

Lingard, 2013). As a result, recontextualized transnational policy elements acquire distinct 

national features.  

This comparative study analyzes the recontextualization of competence as a transnational 

concept into national contexts. In addition, it attempts to explore factors of the national 
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contexts that might have influenced the way policymakers recontextualize competence into 

the national curriculum policies.  

Countries selected for the comparative analysis are Norway and Lithuania. Lithuanian 

strategic documents concerning curriculum renewal suggest that Nordic countries, Norway 

included, can be considered as a source of inspiration in the renewal process due to well-

developed social welfare systems. Moreover, the national curricula in both countries are 

competence-oriented, which enables comparative research based on the concept of 

competence. Therefore, this study explores the Norwegian White Paper 28 (2015-2016) 

Subjects - In-depth learning - Understanding. A Renewal of the Norwegian Knowledge 

Promotion Reform (Ministry of Education and Research, 2016) and the Lithuanian 

Guidelines for the Renewal of the Core Curriculum (Ministry of Education, Science and 

Sport of the Republic of Lithuania, 2019) to analyze the conceptualization of competence as a 

transnational concept in the national curriculum policies in Norway and Lithuania. This 

comparative study aims to answer the following questions:  

● How do the selected curriculum policies conceptualize competence in different and similar 

ways? 

● How can similarities and differences be explored as the recontextualization of transnational 

policies? 

First, the discourse analysis of the selected curriculum policies compares the 

conceptualization of the concept of competence. The comparison is used to answer the first 

research question concerning similarities and differences in competence conceptualizations 

between the Norwegian and the Lithuanian curriculum policies. Based on Bernstein’s theory 

of pedagogic device and especially the rule of recontextualization, the analysis of discourse 

also focuses on contextual factors explicitly or implicitly identified in the policy documents. 

Identified contextual factors enable further analysis of differences and similarities in the 

conceptualization of competence as a result of recontextualization determined by national 

contexts.  
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1.3 Thesis Outline 

The first chapter explores different transnational frameworks to provide a contextual 

understanding of the diffusion of transnational curriculum policies related to the concept of 

competence into national curricula.  The second chapter outlines curriculum contexts in 

Norway and Lithuania to demonstrate the development of competence-oriented national 

curricula. The third chapter reviews the relevant literature and previously conducted research 

related to the recontextualization of transnational policies based on the concept of 

competence in national contexts. The fourth chapter presents the theoretical framework based 

on Bernstein’s theory of pedagogic device and the rule of recontextualization. The fifth 

chapter discusses the research methodology used in this study. In this chapter, the functional 

equivalence of the selected policy documents is established, and the process of analysis is 

described. The final two chapters present findings of the discourse analysis related to the 

conceptualization of the concept of competence and analyze the recontextualization of the 

concepts into the national contexts.  
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2. Context 

This study is based on a comparative analysis of curriculum policies in Norway and 

Lithuania. While at first, the choice might seem somewhat random, behind it lies logical 

reasoning. Lithuania’s Progress Strategy “Lithuania 2030” (Seimas of the Republic of 

Lithuania, 2012, p. 7) that prompted the renewal of the Lithuanian national curriculum 

explicitly states that one of the priorities is a political and economic consolidation with the 

Nordic-Baltic region. Through the borrowing of the best Nordic practices, it is expected that 

Lithuania will become a regional leader in terms of the Eastern European neighbourhood. 

Lithuania refers to the Nordic region, including Norway, as an inspiration for structural 

reforms in the country. According to Steiner-Khamsi (2014, p. 157), cultural, political, or 

economic reasons usually account for the borrower’s interest in a system. Therefore, the 

Lithuanian political determination to borrow wise welfare policies from Scandinavian 

countries (Seimas of the Republic of Lithuania, 2012, p. 7) makes the comparison particularly 

interesting. Moreover, the fact that the Norwegian and the Lithuanian curriculum renewals 

are conducted almost parallel makes the comparison timely and relevant. In addition, the 

researcher’s Lithuanian background and the master’s degree studies at the University of Oslo 

added to the motivation to compare the Norwegian and the Lithuanian systems of education 

and national curricula. Knowledge of the Lithuanian and the Norwegian languages made 

access to national policy documents and a comparative analysis possible.  

This chapter presents a brief overview of the development of the national curricula in Norway 

and Lithuania as a contextual background. In the analysis of the process of 

recontextualization, it is essential to understand the context of national curriculum 

development because previously conducted curriculum reforms tend to shape new curriculum 

policies. For instance, the research on trajectories (Maroy, Pons and Dupuy, 2017) 

demonstrates how previously conducted curriculum renewals enable or restrict further 

curriculum development and the transfer of transnational concepts into a national context.  

Therefore, the process of curriculum development and the latest curriculum reforms or 

renewals are described for a better understanding of the curriculum contexts in Norway and 

Lithuania. 

First, the description of curriculum reform processes unique for both countries allows tracing 

the procedures followed in the development of the national curricula. Second, contextual 
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descriptions explore the national curriculum reforms to reveal how policymakers transferred 

the transnational concept of competence into the national contexts. Notably, the shift to the 

competence-oriented curriculum policies is of interest for this study. Therefore, the 

Norwegian curriculum context is limited to the Reform 1997, the Knowledge Promotion 

Reform, and the current Renewal and Improvement Reform. Extensive research analyzed 

these reforms; therefore, the publications of research is the primary source of information. 

The development of the Lithuanian national curriculum began shortly after the establishment 

of statehood. Thus, the contextual description includes the development of the first national 

curriculum and later conducted renewals. The analysis of the Lithuanian curriculum context 

is mainly based on curriculum policies as well as on relevant educational research.   

2.1 The Norwegian Curriculum Context 

The development of the Norwegian curriculum for compulsory education dates back to more 

than 100 years. The Government and the Norwegian Parliament nationally determine and 

establish the state-based curriculum (Mølstad & Karseth, 2016, p. 331). The national 

curriculum policymaking usually begins with a request issued by the Ministry of Education 

and Research to propose reviews and recommendations. Then an expert panel the Royal 

Norwegian Committee is constituted for the assignment to issue an Official Norwegian 

Report referred to as a Green Paper. A Green Paper often contains a revision of the system of 

education and stimulates discussions concerning the solutions for the identified problem areas 

of the field. Further on, a White Paper is prepared to give a proposition from the Government 

to the Parliament for curriculum renewal. Once the Parliament processes the White Paper, 

curriculum reform is initiated.  

Reform 1997 [L97] 

Haug (2004) claims that the Norwegian education politics in the 1990s must be analyzed 

through a global perspective. The Norwegian education reforms must be set in the context of 

international education politics and guidelines that came with them . In order to stimulate 

economic growth, international education standards were introduced in the national system of 

education. Further on, Haug (2004) connects the development of the Norwegian curriculum 

to the neo-conservative variant of the New-Right-ideology that is expressed through  

substantial control over educational content. As in the case of the curriculum of L97, where 



 

9 
 

detailed subject curricula for each grade ensure control over schools’ knowledge content. The 

L97 reform is considered a comprehensive reform that aimed to increase coherence within 

the Norwegian educational system (Baek et al., 2018). The reform consisted of clearly 

defined curriculum objectives and content, clarified the role of after-school programs, and 

increased attention to parental involvement and school-society partnership.  

The subject curricula of the L97 reform specified academic content for learning at school 

(Karseth & Sivesind, 2010, p. 110). Detailed descriptions of topics, concepts and cultural 

texts, specifications of authors and artists as well as historical events constituted the national 

curriculum. The L97 curriculum is an example of a content-oriented curriculum that followed 

a long-established curriculum tradition in the country.  

The Knowledge Promotion Reform [LK06] 

The OECD was actively providing the member states with advice on education politics as 

early as at the end of the 1980s, but Norway, as one of the founding members, did not follow 

all of the advice precisely (Elstad, 2010). The situation has changed after the release of the 

PISA 2000 results, or often referred to as the “PISA shock.” These PISA results were used as 

the main factor determining the quality of the Norwegian school. It was decided that quality 

standards for compulsory education are low or even showing signs of deterioration in the 

quality of education; thus, they cannot ensure the country’s competitiveness in the global 

economy. The fundamental Knowledge Promotion Reform was introduced to renew the 

national curriculum.  

The new national curriculum that was implemented in the school year 2006/2007 kept the 

general curriculum section the same while subject curricula containing objectives, content, 

and instruction time were changed significantly (Baek et al., 2018).The new national 

curriculum focused on the acquisition of knowledge and competences through the necessary 

skills and competence-based learning objectives described for each subject. The new LK06 

curriculum described practical abilities that learners should develop (Karseth & Sivesind, 

2010, p. 110). The assessment of learning outcomes was no longer concerned with the 

measurement of acquired knowledge but also with the assessment of developed competences. 

The development of the new curriculum attempted to place competence aims within subject 

domains and fields of knowledge (Mølstad & Karseth, 2016, p. 332). Description of the 

content of education through main subject areas and the lack of instructions for teaching 
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content indicates a shift from a traditional content-oriented curriculum to a competence-

oriented curriculum in the LK60.  

Renewal and Improvement Reform [LK2020]  

The new Renewal and Improvement Reform will take effect in 2020. The White Paper 28 

(2015-2016) “Subjects–In-depth learning–Understanding. A Renewal of the Norwegian 

Knowledge Promotion Reform” (Ministry of Education and Research, 2016) proposed a 

curriculum renewal that will focus on educational content. As the title of the White Paper 

indicates, the current curriculum renewal is built on the previously implemented Knowledge 

Promotion Reform.  

Baek et al. (2018, p. 24) define the current curriculum reform as an incremental reform that 

maintains policy instruments and goals, but the policy itself is followed more intensively and 

effectively. Similarly, Karseth (2019, p. 73) claims that the current curriculum renewal is 

based on political aims to keep the main ideas of the Knowledge Promotion Reform while 

simultaneously clarifying educational content and making education more relevant.  

Rapid changes in society create demands for the renewal of the curriculum in a way that 

educational content meets learners’ needs and prepares them for participation in society. 

Evaluations of the Knowledge Promotion Reform after the implementation expressed the 

need for improvements. For instance, the OECD report concerning assessment emphasized 

the need for the specification of learning goals and quality criteria to improve assessment and 

evaluation (Baek et al., 2018, p. 26). Another project, “An analysis of the Knowledge 

Promotion reform” [Analyze av reformen Kunnskapsløftet] concluded that descriptions of the 

aims vary, and there is a lack of clearness for what learners should be able to do after 

completing education (Karseth, 2019, p. 79). Some competence aims demonstrate orientation 

towards activities while others towards the achievement of learning results. Furthermore, 

competence aims are open for interpretations and might cause differences in knowledge and 

skills that learners acquire in different schools.  

It is possible to claim the curriculum renewal will not deliver fundamental changes in the 

previously developed national curriculum but rather aims at improving it. The Renewal and 

Improvement Reform attempts to upgrade the content of school subjects with attention to 

evidence, formative assessment, and learning differentiation (Baek et al., 2018, p. 26). After 

the curriculum renewal, learning should be more relevant for the future and create better 
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connections between subjects. Prioritized areas in the curriculum renewal are in-depth 

learning, interdisciplinary topics as well as core elements of subject content. Although the 

curriculum renewal aims to clarify educational content and knowledge, Karseth (2019) 

concludes that the structure of the renewed curriculum centers around learning outcomes and 

competence aims.  

2.2 The Lithuanian Curriculum Context 

The development of the current Lithuanian national curriculum is a process that has been 

unfolding over the last three decades and matches with the restoration of the independent 

state of Lithuania. In the former Soviet Union, control over the system of education, general 

curriculum and textbooks were centralized in Moscow. While the period after the restoration 

of Lithuania’s statehood marks enormous changes in the education system, curriculum 

development experienced significant progress due to an urgent need to revise and “de-

ideologize” the national curriculum (Budiene, 2002, p. 51-52). The first national curriculum 

developed in that period laid the foundation for further curriculum development in the 

country. 

The Law on Education, Article 54.2, governs curriculum reforms or renewals in Lithuania 

(Law on Education, 1991). First, the Law on Education requires to develop the National 

Education Strategy for each curriculum renewal. The National Education Strategy defines 

education policy priorities, long term goals for the system of education as well as directions 

for the change of educational content. According to the legal regulations, a developed 

strategy first is presented to the Parliament and confirmed by the Government. Then the 

Government assigns specific curriculum development and implementation tasks to relevant 

ministries and agencies. It is worth noticing that the Law on Education also determines that 

curriculum renewal frequency shall be ten years.  

1988-2002: development of the first national curriculum 

The idea of the Lithuanian national curriculum existed before the restoration of statehood 

when the Concept of the National School [Tautinės mokyklos koncepcija] was written in 

1988. The Concept of the National School introduced new curriculum-related ideas that 

aimed to replace teacher-centered pedagogical theory and practice (Nagrockaitė, 2015, p. 6). 

It also criticized the Lithuanian educational system as excessively centralized, highly 
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standardized, dehumanized, and undemocratic (Lukšienė et al., 1989). The Concept of 

National School set the principles of integration and differentiation at the core of the 

curriculum renewal. In addition to that, it proposed new teaching methods such as problem-

solving and experiential learning to replace reproductive learning addressing only knowledge 

and skills. Ališauskas and Dukynaitė (2015), in their comparative analysis of the latest 

renewal strategy, conclude that ideas expressed in the Concept of the National School are still 

relevant and influence curriculum development up to this date.  

After the restoration of statehood, the Government of the Republic of Lithuania published 

The General Concept of Education in Lithuania [Lietuvos švietimo koncepcija] in 1992 to set 

the foundations and legislation for education reform (The Ministry of Culture and Education, 

1992). The General Concept of Education demonstrates political ambition to place Lithuania 

and the national education system among other Western European countries (The Ministry of 

Culture and Education, 1992, p.4). The Europeanization of the national system of education 

was the selected approach for further development of the state of Lithuania. The values of 

European culture, such as the importance of equality, freedom of conscience, tolerance, 

democratic relationship within the society, were introduced as the basis for curriculum 

development.  

A full set of new subject curricula under the title The General Curriculum for General 

Education School in Lithuania [Lietuvos Bendrojo Lavinimo Mokyklos Bendrosios 

Programos] was prepared in 1994, published in 1997, and gradually implemented in all 

grades by the school year 2003/2004.  As stated by Budienė (2002, p. 51), these subject 

curricula not only laid out objectives for subjects by grade, content description, lesson 

number per week, and expected learning outcomes but also introduced new subjects such as 

civic and moral education. Motiejūnienė and Žadeikaitė (2009, p. 87) state that the new 

subject curricula concentrated on learning results and replaced content-orientation. The new 

subject curricula made first attempts to describe learning outcomes through knowledge and 

skills.  

Strategic documents concerning the first curriculum reform in Lithuania clearly express the 

political initiative to move the national system of education closer to the European level. The 

National Education Development Report (Bruzgelevičienė, 2002, p. 35) claims that renewed 

educational content reflected the European dimension. The selection of the first foreign 

language to learn in schools was restricted to one of the Western European languages. 
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Participation in European projects introducing content related to human rights, European 

integration, the concept of Europe contributed to the attempts to Europeanize the educational 

content. The lack of new educational content was addressed through the collection and 

analysis of informational, scientific, and methodological literature from Western Europe. 

Also, teaching was supplemented with authentic textbooks from Western Europe for foreign 

languages and book translations and adaptations for other subjects.  

It is also evident that international organizations had an essential role in the process of 

national curriculum development in Lithuania (Bruzgelevičienė, 2002, p. 10). Reports based 

on data from various international comparative studies analyzed the state of education in 

Lithuania. In addition to that, the system of education in Lithuania was evaluated by 

international education experts in 1996 and 1999, and evaluation results shaped further 

development of education reform. Preparations for membership in the European Union in the 

period 1999-2001 motivated the implementation of new regulations in education.  

2008 and 2011 - competence-oriented curriculum 

The National Education Strategy 2003–2012 (Ministry of Education and Science, 2003) 

introduces the second phase of national curriculum development. The strategy aimed to 

improve the Lithuanian education system following the recommendations of the OECD 

experts; however, the European policy goals shaped the realization of the strategy as well 

(Corner, 2015, p. 166).  

The National Education Strategy 2003–2012  takes into consideration the European 

Memorandum of Life-Long Learning, the European Employment Strategy, the Bologna 

Declaration of 1999, aims raised by the EU Commission for the development of the 

education systems of the EU’s Member States until 2010 (The Ministry of Education and 

Science, 2003, p. 4). Moreover, the practical implementation of the strategy was coordinated 

with other structural reforms ongoing in the country as well as the shared priorities of the 

EU’s education policy.  

The National Education Strategy 2003–2012 is an attempt to update the national curriculum 

in a way that reflects new competences, real-life as well as moral and civic values (The 

Ministry of Education and Science, 2003, p. 2). The concept of competence as the basis for 

the curriculum renewal was introduced through a reference to the EU framework Key 

Competences for Lifelong Learning - A European Reference Framework (The Ministry of 
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Education and Science, 2007, p. 5). Key competences selected for the renewed national 

curriculum were also borrowed from the framework: communication in the mother tongue; 

communication in foreign languages; mathematical competence and basic competences in 

science and technology; digital competence; learning to learn; social and civic competences; 

a sense of initiative and entrepreneurship; and cultural awareness and expression. However, 

the curriculum renewal especially prioritized learning to learn, civic competence, 

entrepreneurship, and digital competence (The Ministry of Education and Science, 2007, p. 

5). Also, the analysis of the development of competences in education in Lithuania 

(Motiejūnienė & Žadeikaitė, 2009, p. 90) concluded that a particular focus was directed 

towards the learning to learn competence. Similarly, Pepper (2011, p. 338) claims that the 

renewal of the curriculum emphasized the learning to learn competence.  

The renewal of the national curriculum from 2013 up to this date 

It is possible to consider the current curriculum renewal as a deviation from the curriculum 

development process regulated by the Law on Education because this renewal is not a part of 

the National Education Strategy 2013-2022. Although the National Education strategy 2013-

2022 briefly mentions curriculum renewal, the curriculum renewal policy is moved under the 

Structural Reform for the New Centennial of Lithuania. Such exclusion of the curriculum 

renewal from other parts of the system of education might indicate the exclusive position the 

national curriculum is appointed in the development of the country.  

The Structural Reform for the New Centennial of Lithuania was announced by the 

Government of the Republic of Lithuania in 2018 with a plan to reform critical areas: 

education, health care, tax system, innovation policy, and principles for reducing shadow 

economy and pension system (The Government of the Republic of Lithuania, 2018). In the 

field of education, the reform includes after-school education, education for future, safe 

school for all, optimization of schools, qualitative improvements to services and enhancement 

of the prestige of the teaching profession, as well as optimization of the network of 

universities and VET establishments, qualitative improvements to services and enhancement 

of the prestige of lecturers. 

The part “Education for future” of the structural reform addresses challenges related to the 

national curriculum (The Government of the Republic of Lithuania, 2018, p. 7). First, 

education in Lithuania appears to be overly fragmented and focused on individual facts and 
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knowledge instead of the generation of new ideas or creative solutions. Besides, the 

curriculum lacks attention to twenty-first-century skills, such as critical thinking, teamwork, 

and decision-making. Finally, assessment practices fail to evaluate learners’ creative 

potential, problem-solving, or collaborative skills. The reform foresees three directions to 

address these issues of the curriculum: better coherence between all levels of education and 

school content, more attention to the development of the necessary skills for the future, and 

assessment focusing on skills. One of the expected results of the curriculum reform is in-

depth learning. 

2.3 Conclusion 

Descriptions of the Norwegian and the Lithuanian curriculum contexts reveal that the 

development of the Norwegian national curriculum follows long traditions. The development 

of the Lithuanian national curriculum, on the contrary, can be considered as an attempt to 

break previously established patterns. This contrast in the national curriculum contexts might 

be an essential factor in the recontextualization of the transnational curriculum policies in the 

national curriculum policies.  

Moreover, both national curricula underwent a crucial shift to the competence-orientation, 

and transnational curriculum policies based on the concept of competence were significant in 

that process. In Norway, the PISA test and the OECD advice motivated and shaped the 

direction for the Knowledge Promotion Reform. Besides, the curriculum reform was 

motivated by intentions to increase the economic competitiveness of the country by 

improving the quality of education. The national curriculum renewals since the establishment 

of Lithuanian’s statehood, on the other hand, paid attention to the OECD recommendations; 

however, political aspirations to become a democratic European country and the EU Member 

State played a crucial role. The national curriculum development followed educational 

policies developed by the EU.   
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3. Literature Review 

Research on the transnational concept of competence and its transfer to national curriculum 

policies is continuously increasing due to the impact of globalization on curricula 

development. Numerous studies aim to explore concepts such as competence, skills and 

abilities, and curriculum policies related to them. Therefore, the selection of reviewed 

literature in this chapter is limited to that relevant for the research questions. The chapter is 

divided into three main themes. First, research on the transnational concept of competence is 

outlined. Second, research on the process of curriculum policymaking is presented to explore 

the transfer of transnational curriculum policies or their elements into national curriculum 

policies. Finally, research on the recontextualization of competence into national curricula is 

presented to reveal similarities and differences between national curriculum policies.  

3.1 Research on the Concept of Competence 

As discussed in chapter 1.1, the concept of competence constitutes the core of different 

frameworks and guidelines for education development. The overview demonstrated a 

remarkable similarity in the definition of the concept of competence provided by different 

international organizations. They refer to competence in education as a combination of 

knowledge, skills, and attitudes and values while simultaneously recognizing that a sum of 

these elements does not necessarily demonstrate developed competences. Instead, developed 

competences are demonstrated through abilities to combine and use separate elements from 

this combination in a way that enables one to tackle modern challenges and create future life. 

Similarly, Sinnema and Aitken (2013, p. 146) conclude that competence is defined as a 

combination of knowledge, attitudes, and values that leads to practice and application in 

authentic, real-world contexts.  This definition demonstrates the concept’s complexity and 

emphasizes the link between school and contexts outside of it, such as professional and social 

life.  

One of the questions in research and literature related to competence is the definition of 

meaningful knowledge for the development of competences. A competence-oriented 

curriculum requires redefining meaningful knowledge for education. According to Young 

(2011, p. 129), among the priorities in curriculum configuration is genericism that views 

subject-specific content as less important in favor of generic content, such as skills and 
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“content-free” competences. Likewise, Esther (2014, p. 8) claims that there is increasing 

recognition of the importance of developing generic skills and competences. The expectation 

of enabling learners to function in modern society has remained; however, the understanding 

of what learners need for that has changed. Such a shift has its implications on the education 

system. General knowledge forming the basis for competence-oriented curriculum requires 

renewal of assessment practices.  

Research by Binkley et al. (2012, p. 18) analyzed twelve frameworks from different countries 

and developed a model concerning the assessment of twenty-first-century skills or 

competences. The model organizes ten skills into four groups: ways of thinking, ways of 

working, tools for working, and living in the world. There are two critical aspects of the 

presentation of the model developed in this research. The research approaches the concept of 

competence in teaching through assessment practices that can promote competence-based 

learning. Also, the authors claim to expect that educators will consider the model and will 

make the necessary adaptations to fit it to the local contexts (Binkley et al., 2012, p. 18). With 

that, the authors acknowledge the local contexts as a factor causing alterations in universally 

developed models.  

In the research, Binkley et al., refer to various studies and conclude that assessment practice 

tends to form teaching practices in schools. School administrators and teachers analyze tests 

to determine what knowledge and skills are essential for assessment, and teachers tend to 

organize teaching practices accordingly (Binkley et al., 2012, p. 19). The authors notice that 

analyzed frameworks only generally describe the aims and goals of twenty-first-century 

learning within and across subjects but lack details about the responsibilities of each subject 

in achieving those goals. The authors conclude that without these details, curriculum policy 

statements concerning the aims and goals of the twenty-first-century competences will not be 

reflected in practice (Binkley et al., 2012, p. 36). Moreover, the research states that 

significant changes for learners in education will happen when policymakers renew 

assessment practices to reflect twenty-first-century competences (Binkley et al., 2012, p. 60). 

This research illustrates a connection between policies concerning competence-oriented 

curriculum development and assessment. Assessment practices are presented as an essential 

motivator for the teaching of twenty-first-century skills.  

Another aspect of the research conducted by Binkley et al. (2012, p. 34) that is worth noticing 

is the conclusion that curricula renewed towards competence-orientation maintain a structure 
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based on subjects. According to the authors of the research, twenty-first-century skills are 

taught within subjects. Similarly, in another study , Sinnema and Aitken (2013, p. 148) 

recognize the role of subjects or learning areas as persisting factors for curriculum 

organization despite increasing competence-orientation. This finding contrasts the ideas 

presented in other research on competence-oriented curricula. For instance, Young (2011) 

identifies the elimination of distinct subjects and disciplines as one of the trends in 

competence-based curriculum policies. Curriculum division into subjects, domains, and 

disciplines is viewed as problematic in such curriculum policies.  

This brief review of literature and research on the concept of competence in curriculum 

development revealed three main points. First, competence-oriented curriculum development 

changes an understanding of essential knowledge of what and how it is taught to learners. 

Second, new knowledge requires changing assessment practices to evaluate the acquisition of 

generic knowledge and skills. Finally, curriculum development based on competences brings 

changes in the organization of curriculum related to boundaries between subjects and 

disciplines.  

3.2 Curriculum Policymaking  

Transnational curriculum policies play an essential role in shaping national curriculum 

policymaking across countries. Through frameworks and recommendations, international 

organizations promote transnational policies as best curriculum practices. In a way, this can 

lead to an assumption that national curriculum policies across countries are influenced by 

global trends that add to the increasing convergence of national curricula. However, national 

curriculum policymaking, including transnational policy transfer into national curricula, is a 

complex process. This chapter focuses on the review of research on the process of curriculum 

policymaking. 

G. Steiner-Khamsi (2012, p. 4) notices that curriculum reforms across countries appear alike 

even though these countries differ in national social, economic, and political conditions. That 

is possible through policy borrowing, referred to as best-practices and international standards. 

Steiner-Khamsi (2013) uses the term “traveling reforms” to describe transnationally diffused 

curriculum reforms. Besides international organizations that develop and create curriculum 

policies, national policymakers play an active role in reception and transfer of transnational 

policies into national contexts. National policymakers tend to alter transnational policies to fit 
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a national context. As a result, the variations of a transnational policy appear upon its transfer 

to different national contexts.  

While increasing similarity due to commonalities in curriculum policies suggest the trend of 

convergence, it is possible at the same time to argue that national policymakers approach 

transnational policies rather differently. Embedded in Ball’s study of the curriculum policy 

trajectory, Maroy, Pons, and Dupuy (2017) propose explanatory factors for variations of 

transnational ideas after their transfer into national contexts. According to the research, 

transnational curriculum policies make alterations to the long trajectories of education policy 

that are particular for each country. That suggests that national curriculum policy elements 

are not merely eliminated in favor of transnational policy ideas. On the contrary, the research 

on education policy trajectories explains the development of national curriculum policies as a 

process where policymakers combine different national elements into a policy that is often 

also supplemented with elements from transnational policies (Maroy, Pons & Dupuy, 2017, 

p. 102). As a result of that, curriculum policies across countries bear a trace of commonalities 

as well as have unique elements.  

The research on trajectories in education policymaking distinguishes three explanatory 

factors to account for idiosyncratic elements in curriculum policies that otherwise appear to 

be alike (Maroy, Pons & Dupuy, 2017). First, path dependence as a factor in the education 

policymaking restricts or shapes new policies due to previously implemented reforms, passed 

laws, approved rules, and implemented ideas. Second, education policymaking is a process of 

active negotiations between political, scientific, and administrative actors within an education 

system. These negotiations can result in the bricolage of sometimes contradicting ideas into 

education policy. Finally, in the process of bricolage, national as well as transnational 

education policies or their elements can be combined. However, to be able to transfer 

transnational policies into a national policy, policymakers must translate or recontextualize 

them into a national context.  

The proposition by Maroy et al., based on Ball’s study of the curriculum policymaking 

trajectory, accounts for the process of transfer of transnational curriculum policies into 

national policies. However, it depicts a rather linear process where national policies are 

affected by transnational policies. Wahlström and Sundberg (2018, p 165) instead describe 

the process of curriculum development as a circular movement where international and 

national policymakers interact in transnational education policymaking. In this way, 
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transnational policies are not merely a combination of ideas in a contextual vacuum, but 

rather the result of bricolage of various national curriculum policy ideas, knowledge, 

experience from different countries. Transnational policymaking can also be discussed as a 

recontextualization of different national policies or their elements into a universal 

transnational curriculum policy. In a circular movement, these transnational curriculum 

policies or their elements are once again taken up by national policymakers, altered and 

transferred to national contexts. Such a process illustrates the complexity of curriculum 

policymaking during which international and national policymakers borrow and alter 

curriculum policies to develop a new policy.  

To sum up, the reviewed research on trajectories in policymaking suggests path dependence, 

bricolage, and translation as factors that might account for distinctive elements in curriculum 

policies that otherwise appear to be alike. The research reveals that an essential role in the 

globalization of national education policies is taken up not only by international organizations 

that create and promote policies based on best practices and standardization. National 

policymakers also contribute to the process of globalization by spreading national curriculum 

policies into transnational policies as well as transferring transnational ideas into national 

curriculum policies. In the process of national curriculum policymaking, national policies are 

altered by transferred transnational policies or their elements. Simultaneously transnational 

policies are translated and recontextualized to fit national curriculum contexts.  

3.3 Relevant Research on Recontextualization 

The recontextualization of transnational curriculum policies into national contexts has been 

of interest in the curriculum research field. A great number of research exploring the trend of 

convergence through the use of common generic terms and policy elements in curriculum 

policymaking indicates a distinctive blend of national and transnational policies in analyzed 

curricula.  

As discussed previously in this study, internationally developed frameworks and guidelines 

seem to suggest a similar definition of the concept of competence. However, they propose 

and describe different key competences. These differences can result in variations and 

different interpretations in national curricula. For instance, Nordin and Sundberg (2016, p. 

321) claim that the OECD framework on key competences is more informative compared to 

the EU policy documents. Likewise, Voogt and Robin (2012, p. 315-316), in the comparative 



 

21 
 

analysis of international frameworks for the twenty-first-century competences, pointed out 

the possibility of ambiguity due to different grouping and categorizing of competence as well 

as differences in used terminology. These differences can lead to variations in how national 

curriculum policymakers recontextualize and translate competence into national policies. 

Therefore, national curriculum policies can include seemingly corresponding terminology 

and ideas; however, the fact that those policies and ideas are recontextualized from different 

frameworks can result in distinctive features.  

It is also essential to consider the fact that frameworks and recommendations developed by 

international organizations are soft governance devices that promote adjusting of curriculum 

strategies to the new terminology (Sivesind, Van den Akker & Rosenmund, 2012, p. 321). 

While national curriculum policies might be significantly affected by the country’s 

membership in one or another organization and established agreements, national curriculum 

policymakers can make autonomous decisions related to curriculum development. Even 

though most of the OECD and the EU member states have adopted twenty-first-century 

competences in national curricula, chosen approaches range from fundamental curriculum 

renewals, modification of legislation, or development of additional objectives and curriculum 

guidelines (Voogt & Roblin, 2012). Different approaches chosen for competence transfer into 

national curriculum policies not only differ in political power but also present with 

opportunities to recontextualize the concept of competence with considerable variation.  

Earlier studies on the recontextualization of competence often attempt to explain identified 

idiosyncratic features by pointing to various factors specific to analyzed national contexts. 

For instance, research by Nordin and Sundberg (2016) reveals that transnational concepts 

forming the core of the European curriculum policies acquire different meanings after 

recontextualization into national contexts. The authors analyze the Swedish national 

curriculum to demonstrate the outcomes of the recontextualization of transnational policies 

into the national curriculum. The research reveals that the organization of school knowledge 

in terms of competences is rather prominent in the Swedish curriculum. Nevertheless, 

competences recontextualized into the Swedish national curriculum express subject-content 

orientation. The authors consider the subject-content orientation as an opposition to the EU 

interpretation of competences as general knowledge. The EU curriculum policies place 

competences superior to subject-knowledge while the Swedish curriculum policy perceives 

subject knowledge as superior due to the specifics of the Swedish educational context. This 
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case demonstrates that despite the dominant position, transnational policy elements undergo 

significant alterations to fit into national contexts.  

Mølstad and Karseth (2016) demonstrate that countries considered to be similar to each other 

recontextualize transnational curriculum policies based on learning outcomes differently. The 

research examines the incorporation of learning outcomes defined as competences and skills 

into written national curricula for compulsory schooling in Norway and Finland. The authors 

notice that shared factors between Norway and Finland are national curricula based on a long 

tradition of Didaktik in curriculum development. Furthermore, the research identifies several 

socioeconomic similarities between these countries. On the other hand, the authors 

acknowledge existing cultural and political differences between Norway and Finland. 

Findings of the research demonstrate that learning outcomes were incorporated in the 

Norwegian and Finnish subject curricula with some divergence. The Norwegian curriculum, 

after the incorporation of learning outcomes, disregards fundamental differences between 

matter and meaning, and therefore, it is positioned further away from a Didaktik-based model 

than the Finnish curriculum (Mølstad & Karseth, 2016). This research exemplifies that even 

countries that are often perceived as similar recontextualize transnational curriculum policies 

differently.  

While it might seem expected that contextual differences between countries will affect the 

recontextualization of transnational curriculum policies, research suggests that similarities 

between national contexts can also produce different outcomes. For instance, the Nordic 

countries follow a similar model for curriculum reform implementation. Sivesind and 

Wahlström (2016, p. 275) describe this process as a combination of constitutional state power 

and comprehensive regulation with decentralized policy and implementation. However, 

precisely the similarity of the model of curriculum reform governing might be an essential 

factor causing differences in the recontextualization of transnational curriculum policies in 

the Nordic countries.  

The above-presented research demonstrates that different as well as similar factors are crucial 

in the recontextualization of transnational curriculum policies into national contexts. Despite 

similarities, transnational concepts are altered by a variety of contextual factors specific to 

each country. Thus, increasing attention in curriculum policy research is directed towards 

contextual factors that can contribute to the process of recontextualization. In one such 

research, Yates (2016, p. 367) concludes that national curriculum history, economic situation, 
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regulatory framework, and national political cycle are factors that play an essential role in the 

process of recontextualization. Similarly, Sellar and Lingard (2013) claim that transnational 

policies take different forms in different countries due to historical, social, and cultural 

factors. Prior research on the process of recontextualization of transnational curriculum 

policies confirms that the convergence of national curricula should be analyzed through 

lenses of national contexts. As Nordin and Sundberg (2016) conclude in their research on the 

Europeanisation of the national curriculum reforms, the change in curriculum texts happens 

more rapidly than in programmatic ideas. Whereas philosophical ideas, cultural norms, and 

ideological discourses underpinning those ideas are even more resistant to change. Hence, the 

analysis of policy documents without attention to the national contexts might demonstrate 

changes that in practice are slower and altered by different factors from national contexts.  

3.4 Summary 

The review of the relevant literature and research in this study reveals three main themes 

related to the concept of competence. First, the development of competence-oriented 

curricula requires redefining meaningful knowledge where generic content is identified as 

essential. As a result of such a change, assessment practices need updating to promote the 

acquisition of competences. Second, the development of national curricula based on the 

process of policy borrowing through best practices and international standards lead to 

curricula convergence. However, research on curriculum development demonstrates that not 

only transnational policies shape national curriculum, but factors from national contexts also 

alter those policies. Present research on the recontextualization of competence reveals 

existing differences between both similar and different contexts. Finally, increasing research 

on differences in recontextualized transnational policies makes it possible to conclude that 

many contextual factors such as historical, economic, political, and cultural aspects affect the 

process of recontextualization. 
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4. Theoretical Framework 

Based on the literature analysis, it is possible to claim that the development of national 

curriculum policies is a complex process where transnational policy elements are altered and 

transferred into national contexts. Attention to the process of recontextualization in the 

curriculum policy research can provide a better understanding of how policymakers from 

different countries receive and alter transnational policies. Therefore, this study explores 

Bernstein’s theory of pedagogic device and the rule of recontextualization as a theoretical 

framework for a comparative analysis of similarities and differences in the conceptualization 

of the transnational concept of competence into national curriculum policies.  

4.1 Bernstein’s Pedagogic Device 

Bernstein’s theory of pedagogic device suggests a set of rules applied to the process of 

knowledge transformation into  pedagogic communication. According to Bernstein (2000, p. 

27), pedagogic device regulates and enables pedagogic communication because it acts on 

meaning potential. The pedagogic device can restrict, permit, and form the realization of 

pedagogic meanings of discourse that can be pedagogized. Therefore, Bernstein’s pedagogic 

device can be interpreted as an ensemble of rules or procedures that are followed in the 

selection and translation of knowledge into curricula knowledge (Singh, Thomas & Harris, 

2013, p. 467; Ensor, 2014).  

The pedagogic device comprises three rules applied in the formation of the pedagogic 

discourse: distributive, recontextualizing, and evaluative (Bernstein, 2000). First, distributive 

rules distribute access to different forms of knowledge to different groups. Second, 

recontextualizing rules regulate the formation of specific pedagogic discourse. Rules of 

recontextualization are applied not only to determine the content of pedagogic discourse, but 

also the theory of instruction (Bernstein, 2000, p. 34). Finally, evaluative rules are applied to 

determine what knowledge is acquired and how the acquisition of knowledge is recognized. 

According to Bernstein (2002, p. 28), these rules are hierarchically interrelated units where 

they derive from distributive rules in a linear order.  

Furthermore, these three rules combined in the pedagogic device generate three respective 

areas that are composed of agents with positions or practices seeking domination (Bernstein, 
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2000, p. 202). Agents identified in these areas engage in production, recontextualization, and 

reproduction of knowledge (Singh, 2002, p. 574). First, the field of knowledge production 

comprises mainly institutions of higher education and private research organizations. Also, as 

chapter 1.1 of this study demonstrates, international organizations are active in the area of 

knowledge production. Second, the process of knowledge recontextualization is conducted by 

state departments of education and training, curriculum authorities, specialist education 

journals, and teacher education institutions. Agents participating in the process of 

recontextualization take knowledge possibly produced for other than educational purposes 

and recontextualize it into curricula knowledge. Moreover, these agents can also 

recontextualize knowledge developed by international organizations into national contexts. 

Lastly, the reproduction of knowledge occurs in educational institutions during the transfer of 

knowledge to learners. 

Bernstein’s theory of pedagogic device provides rules for knowledge transfer from specific to 

pedagogic discourse. These rules demonstrate how knowledge is produced, recontextualized, 

and then transferred to learners. The analysis of the theory of pedagogic device revealed that 

in the process of recontextualization, national policymakers construct curriculum policy by 

transfer and alterations of transnational policies. Thus, for this study, it is relevant to explore 

the rule of recontextualization in more detail.  

4.2 The Rule of Recontextualization 

Rapidly growing knowledge outside the field of education is increasingly significant for 

educational purposes as well. However, this knowledge is encoded in complex symbolic 

forms that require decoding before learners can access it in the process of education (Singh, 

2002, p. 4). For instance, it was discussed previously in this study how the concept of 

competence was introduced in other than educational contexts, and only in the last decades, it 

was highly pedagogized to become an educational concept initiating significant changes in 

curriculum policymaking. Pedagogizing of specific and complex knowledge into new forms 

of knowledge accessible for learners outside the specific professional field is carried out by 

agents of recontextualization.  

According to Bernstein (1990, p. 32), the recontextualization of specific knowledge into 

pedagogic discourse is a relocation of discourse from its original field and transfer to the field 

of education. The process of relocation of discourse creates a space where transformation can 
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take place. Bernstein (1990, p. 32) further explains that this space presents an opportunity for 

ideology to shape knowledge. Singh, Thomas, and Harris (2013), in their interpretation of 

Bernstein’s rule of recontextualization, explain that the gap created in the process of 

relocation causes interruptions, disruptions, and changes in the transferred knowledge. 

Likewise, Wahlström and Sundberg (2018, p. 170) claim that recontextualization of discourse 

results in the potential for new meanings partly embedded in material contexts despite 

distinct, recognizable elements of the original discourse.  Because of recontextualization, the 

pedagogic discourse differs from its original discourse.  

However, the recontextualization of discourse is applicable not only when a discourse moves 

from specialist discourse to pedagogic discourse. The rule of recontextualization is applied 

when the discourse is relocated from transnational to national contexts. The previously 

discussed Maroy et al. proposition, embedded in Ball’s study of the curriculum trajectory, 

suggests bricolage as an explanatory factor for the transfer of transnational curriculum 

policies into national contexts. Through bricolage, transnational and national curriculum 

policies are combined into one distinctive curriculum policy. Maroy el al. suggested bricolage 

and translation as explanatory factors that demonstrate how transnational curriculum policies 

are relocated into national policies. During this process, national policies are altered. 

However, in the process of such relocation, transnational policies or their elements also 

change. Bernstein’s rule of recontextualization offers flexibility to consider the role of 

national contexts in the process of recontextualization of transnational policies. National 

policymakers recontextualize transnational curriculum policies through the processes of 

meaning-making and negotiation based on preconditions produced by the national context 

receiving the policy. Social, political, and economic factors are emphasized in this process 

(Loughland & Sriprakash, 2016, p. 233). Thus, the process of recontextualization can result 

in a blend of transnational and national features within a newly developed national 

curriculum policy.  

As a rule, recontextualization leads to the transformation of transnational policy, and such 

contextual factors as interests, goals, and values determine which elements of the policy will 

be transformed (Van Leeuwen & Wodak, 1999, p. 96). Four types of policy transformation 

are distinguished: addition, deletion, rearrangement, and substitution of elements. In cases of 

addition or deletion, policymakers add elements to the transnational policy to match national 

contexts or delete elements because they are less important or considered unsuitable for 

national contexts. The rearrangement of elements happens when policymakers switch their 
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places in the policy to relate it better to national interests, goals, and values. Sometimes 

elements that are considered as reflecting national contexts better are brought forward while 

other more distant elements are moved to other parts of national policy. Policymakers might 

also substitute some elements of the transnational policy with other elements from taken from 

national contexts. In such a way, new elements appear in the policy while other original 

elements are left out.  

The rule of recontextualization reveals that the transfer of transnational policies into a 

national context is a multidimensional process where different agents and contextual factors 

play a crucial role in curriculum policymaking. The relationship between different contexts 

and how they play out in the relocation of the pedagogic discourse as a transnational 

curriculum policy is illustrated in the following model (Figure 1): 

Figure 1. Education Policymaking through the Rule of Recontextualization (elaborated by 

the researcher) 

 

 

NATIONAL CONTEXT 

National curriculum policy 

Path 

dependence 

Bricolage of 

national ideas 

Bricolage of national 

and transnational 

ideas 

 

LOCAL CONTEXT 

Practical enactment 

 

First, in the international context, policymakers recontextualize the knowledge from a 

specific context to an educational context to develop a transnational curriculum policy. In 

addition to that, international policymakers can borrow knowledge from national contexts as 

an example of good practice and transfer it to the transnational curriculum policy. In these 

cases, international policymakers, such as the OECD, the EU, or the UNESCO, transfer 

national policy elements to frameworks and guidelines for educational change. Further on, 

INTERNATIONAL CONTEXT 

Transnational curriculum policy 
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the developed transnational curriculum policy as a framework or guidelines is transferred to 

the national context through the process of bricolage of national and transnational policies. 

National policymakers are active in this stage of the recontextualization. This stage is also 

affected by national contextual factors such as politics, economy, traditions, and values. 

Finally, the nationally developed curriculum policy that includes transnational concepts 

undergoes another round of recontextualization during practical enactment in the local 

context of national schools. Various local factors, such as traditions and routines, values, 

school politics, and economics, play a part in this stage of the recontextualization process.  

The model demonstrates that recontextualization of knowledge is conducted several times 

through curriculum policymaking and enactment. Actors in each context recontextualize the 

curriculum policy through factors relevant to the specific context. In this research, the model 

helps to limit the research scope to national context where transnational policies are 

combined with national policies in the process of bricolage. However, at the same time, the 

model demonstrates the relationship of a national curriculum policy to the transnational and 

local contexts.  

4.3 Summary 

Bernstein’s rule of recontextualization provides a theoretical frame for discussing the 

relocation of the transnational concept of competence into national contexts. According to the 

above-explored theory, the process of relocation creates an opportunity to shape pedagogic 

discourse. In the process of recontextualization of transnational policy, national policymakers 

construct the national meaning of transnational concepts such as competence. Depending on 

national values, traditions, politics, and previous curriculum reforms, elements of 

transnational policies can be deleted, supplemented with additional national elements, 

rearranged according to the importance as well as changed by other elements. As a result of 

such transformations, seemingly similar concepts consisting of similar elements at a closer 

inspection can reveal distinctive features characteristic for each national context. Attention to 

contextual peculiarities in this study enables the analysis of how national policymakers in 

Norway and Lithuania transfer and conceptualize the transnational concept of competence in 

the national contexts. 
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5. Research Methodology 

This study is a comparative study based on the discourse analysis of policy documents on the 

Norwegian and the Lithuanian curriculum renewals. This chapter describes methodological 

choices made for the analysis, such as research strategy and research design. Due to different 

reform processes in the selected countries, this chapter also aims at establishing the functional 

equivalence of the selected policy documents. Finally, the chapter describes the process of 

discourse analysis as an analytical tool used to interpret the selected policies and discusses 

quality and main limitations related to the comparative analysis.  

5.1 Research Strategy 

This study explores the conceptualization of competence in the national curriculum policies 

in Norway and Lithuania to reveal similarities and differences that might have occurred due 

to recontextualization. This study can be placed in the interpretivist paradigm. According to 

Bryman (2016, p. 375), the interpretivist paradigm is concerned with the examination of the 

interpretation of the world to understand the social world. Also, the interpretivist paradigm 

aims to understand the context and believes that reality is socially constructed (Thanh & 

Thanh, 2015).  

Another basic stance of this study is the constructivist orientation that implies interactions 

between individuals result in social properties rather than the phenomena that exist 

independently from those who construct it (Bryman, 2016, p. 275). Besides, constructivist 

orientation implies that social phenomena are continually changing (Bryman, 2016, p. 29).   

These two aspects lead to the use of a qualitative research strategy that allows in-depth 

analysis and interpretation of the concept of competence in the selected policies. Qualitative 

research focuses on the analysis of words, meanings, and inferences. Detailed descriptions 

are also focused on in the research process. Therefore, this strategy is relevant for the analysis 

of the conceptualization of competence into the national curriculum policies in Norway and 

Lithuania.  
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5.2 Research Design 

The research design provides a framework that predetermines the collection and analysis of 

the data (Bryman, 2016, p. 40). The researcher’s choice of research design embeds a decision 

about the priorities of the research process.  

This comparative study aims to analyze similarities and differences in the conceptualization 

of competence in the national curriculum policies. Research questions posed in this study are 

comparative. Thus, a comparative research design is appropriate to analyze the selected 

policies and to answer the research questions.  

The comparative research design allows the researcher to study two cases while using 

identical research methods. Comparative research often concerns phenomena comparison 

across countries using the same research instruments to find explanations for similarities and 

differences or understand social reality in different national contexts (Bryman, 2016, p. 65). 

In this study, identical research methods are applied for the analysis of the selected 

curriculum policy documents taken from two distinctive contexts to explore the 

conceptualization of competence. The study aims to explore similarities and differences in 

the national conceptualizations of competence as a result of recontextualization shaped by 

contextual factors. Thus, the study focuses on similarities and differences in the analyzed 

policy texts as well as the national contexts.  

5.3 Documents as Sources of Data 

Official policy documents related to the renewal of the national curricula in Norway and 

Lithuania are an essential source of data for the analysis of similarities and differences in the 

conceptualization of competence. The content of the selected policy documents and language 

reveals how national policymakers define and construct the concept of competence.   

However, for research purposes, it is crucial to select documents of high quality following 

four criteria: authenticity, credibility, representativeness, and meaning (Bryman, 2016). 

Documents deriving from official sources in a country are usually authentic. In this study, 

documents selected for the analysis are derived from official online sources, and they both 

are considered essential documents in national curriculum policymaking. Considerations 

related to the biases in the document are also necessary for the establishment of credibility of 
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the selected policy documents. Curriculum policymaking is a politicized process in both 

Norway and Lithuania; therefore, it is possible to consider that the content of the policy 

documents might be biased according to the political programs and interests.  

5.4 Functional Equivalence of Policy Documents 

The state is an excellent source of information due to the amounts of textual data it produces 

related to many subjects of particular interest to researchers (Bryman, 2016, p. 552). 

According to the model of education policymaking through the rule of recontextualization 

discussed in chapter 4.2, the transfer of transnational policies and concepts to national 

contexts creates a possibility for contextual factors to shape the national conceptualization of 

transnational policies or their elements. This study, therefore, aims to explore similarities and 

differences in the conceptualization of competence in the national curriculum policies 

through the discourse analysis of policy documents produced at the state level in Norway and 

Lithuania. However, as chapter 2 on the curriculum contexts in Norway and Lithuania 

revealed, curriculum reform and policymaking processes in these countries differ.  

The functional equivalence of the selected policy documents for the analysis has to be 

established to ensure the validity of the analysis. The White Paper 28 (2015-2016) Subjects - 

In-depth learning - Understanding. A Renewal of the Norwegian Knowledge Promotion 

Reform (hereafter White Paper) is the source of data for the Norwegian conceptualization of 

the concept of competence. Analysis of the Lithuanian conceptualization of competence will 

be based on the policy The Guidelines for the Renewal of the Core Curriculum (hereafter 

Guidelines). Context analysis revealed that while the current Norwegian curriculum renewal 

follows an established policymaking process, the current Lithuanian curriculum 

policymaking breaks from the process regulated by the Law on Education and instead is a 

part of the National Progress Strategy “Lithuania2030”. Even though both selected policy 

documents are produced at the national level by policymakers, due to differences in political 

curriculum development processes, they differ. That led to a need to examine the functional 

equivalence of the selected curriculum policy documents.  

The Norwegian White Paper analyzes curricular issues and provides the direction for the 

revision of the earlier curriculum reform (Baek et al., 2017, p. 2). The development of new 

subject curricula was based directly on this White Paper (Utdanningsdirektoratet, 2018). 
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Similarly, the Lithuanian Guidelines provide directions for the renewal of the curriculum 

related to goals, learning outcomes, learning content, and achievement assessment to ensure a 

higher quality for general education (Ministry of Education, Science, and Sport of the 

Republic of Lithuania, 2019). Also, the Guidelines provide an evaluation of the current 

situation of the education system in the country with attention given to curriculum issues. 

Considering that, both curriculum policy documents selected for the comparative analysis can 

be considered functionally equivalent for their role to direct current curriculum renewals in 

both countries despite differences in political curriculum renewal processes.  

5.5 Discourse Analysis 

Bryman (2016, p. 531) refers to Foucault to explain discourse as a way in which a particular 

set of linguistic categories relating to an object and the manner of depicting it frame 

comprehension of that object. According to Bryman (2016, p. 690), discourse analysis is an 

approach to analyze talk and other forms of communication, such as texts of discourse, to 

emphasize how language frames versions of reality. Likewise, Saarinen (2008, p. 725) claims 

that policy discourse describes, conceptualizes, and creates actions in the world. Policy 

discourse consists of policy texts as well as policy contexts that combined lead to actions.  

Discourse analysis helps to explore how policymakers construct the meaning of phenomena, 

such as the concept of competence. Therefore, rather than focusing only on the content of the 

selected policy documents, this comparative study aims to identify how policymakers in 

Norway and Lithuania conceptualize the transnational concept of competence in the national 

policies through discourse analysis. Freeman and Maybin (2011, p. 158) describe documents 

as discourse vehicles that express and reproduce norms, patterns of thought, and identities of 

subjectivities. However, a detailed interpretation is needed to bring them out. Discourse 

analysis of curriculum policy documents attempts to identify how policymakers communicate 

meanings about the concept of competence and how they recontextualize aspects of the 

transnational concept into the national curriculum policies.  

Besides, discourse analysis of policy texts helps to identify which policy issues are 

distinguished as essential and which are left aside (Saarinen, 2008, p. 719). In other words, 

discourse analysis is helpful to reveal which aspects of the policy are prioritized. That is also 

very important for this study because the recontextualization of competence in the selected 
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national contexts might have resulted in different aspects of competence expressed as 

essential in the selected national curriculum policies.  

Previously described contextual differences related to curriculum policymaking in Norway 

and Lithuania also contributed to the development of distinctive policy documents that differ 

in structure and thematic organization. While both policy documents include chapters that are 

directly related to the concept of competence, other chapters are of less relevance for the 

discourse analysis, for instance, practical implementations of the curriculum reform. In 

addition to that, the selected policy documents are of different lengths: the White Paper 

comprises 85 pages, while the Guidelines text is shorter and comprises only 24 pages. These 

substantial differences emphasize the need to supplement the discourse analysis with other 

techniques to increase the comparability of the selected policy documents.  

In social research, data often can come in forms that are not suitable for research. In this 

study, problems related to structural differences of the selected policy documents are 

addressed through coding as the chosen solution. Bryman (2016, p. 559) describes coding as 

a research process where data is broken into parts and then labeled according to the themes 

those parts present. A selective coding (Bryman, 2016, p. 574) is chosen for this study 

because this approach distinguishes a core category in the analyzed texts, and then other 

categories related to the core category are attached to it to develop a complete thematic 

picture. The data analysis categorization scheme (Appendix 1) illustrates the selected core 

category and subcategories that are attached to it. As identified in the scheme, the concept of 

competence is selected as the core category in both policy documents because it is the most 

relevant for this comparative study.  The definition of competence in the policy documents is 

used to code the content into sub-categories according to the components of competence, 

namely knowledge, skills, attitudes, and values. Then the sub-categories identified in the 

selected policy documents are coded into sub-subcategories according to the themes that 

contribute to tracing similarities and differences in the conceptualization of the concept. 

Finally, the policy documents are coded into sub-subcategories again to identify contextual 

factors relevant to the analysis of the recontextualization of competence.  

After coding the curriculum policy documents into comparable units and selecting relevant 

extracts, discourse analysis is conducted to examine the conceptualization of competence in 

the selected curriculum renewal policies in Norway and Lithuania. The first step in the 

discourse analysis process was to read extracts and take first notes. The second reading of 
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relevant extracts related to the concept of competence and its components led to drafts of first 

notes on the concept of competence for each country separately. During the re-reading of the 

drafts, comparative notes revealing similarities and differences in the recontextualization of 

the concept of competence were written. Finally, the last reading of policy documents to 

proofread notes and comparisons was conducted, and results are presented in the findings 

chapter. To analyze the identified similarities and differences in the conceptualization of the 

concept of competence extracts from policy documents related to contextual factors were 

read, and notes were taken. It is attempted to strictly stay in the boundaries of the selected 

policy documents to find relevant contextual factors. However, to get a better understanding 

of these factors, relevant research on these factors is also consulted. The first draft on 

contextual factors was written separately for each policy document. This study compares 

them in the Discussion chapter.  

5.6 Reliability and Validity of the Research 

Qualitative research evaluation follows a few criteria, such as reliability and validity 

(Bryman, 2016, p. 384). This study must also adhere to the criteria related to reliability and 

validity to ensure the quality of the research results.  

Bryman (2016, p. 384) distinguishes external and internal reliability. External reliability 

refers to the degree to which another researcher can replicate the study. The previous part of 

this chapter describes the strategy of conducted analysis in detail so that it is transparent and 

possible to reproduce. Even though interpretations in discourse analysis can never be entirely 

objective, detailed descriptions and examples from the analyzed curriculum policy texts were 

used to justify and explain interpretations in chapters presenting findings and discussion. 

Finally, traced differences and similarities in the conceptualization of competence in the 

selected policy documents were analyzed as a result of recontextualization, where contextual 

factors play an essential role. Interpretations related to the contextual factors specific for each 

country were based on earlier research and literature as a confirmation for interpretations 

done in this study. Internal reliability refers to the confirmation of research results by another 

researcher participating in the research, however, it does not apply to this study.  

Further on, Bryman (2016, p. 384) distinguished internal and external validity as the quality 

requirement for qualitative research. Internal validity in qualitative research results in 

researching based on good practice and ensuring accessibility to other researchers to confirm 
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the connection between research findings and theoretical interpretations made in the analysis. 

Through discourse analysis, it is attempted to reveal the connection between findings and 

interpretations through rich examples from the analyzed policy documents. Moreover, this 

study is open to other researchers for further analysis. Finally, external validity refers to the 

possibility to generalize study findings across social settings. This study limits the analysis of 

the conceptualization of competence as a transnational concept to two national contexts. 

Therefore, the majority of interpretations and conclusions related to similarities and 

differences are based on the specific national contexts and are not generalizable to other 

contexts. However, this study, at the same time, explores how contextual factors contribute to 

the process of recontextualization and transform the transnational concept of competence to 

fit national contexts. That coincides with a variety of other research (Nordin & Sundberg, 

2016; Mølstad & Karseth, 2016; Sivesind & Wahlström, 2016; Sellar & Lingard, 2013) that 

conclude that contextual peculiarities contribute to the outcomes of recontextualization of 

transnational curriculum policies into national contexts. Therefore, conclusions related to the 

role of contextual factors in the process of recontextualization can be generalized to other 

contexts to some extent.  

5.7 Other Methodological Considerations and Limitations 

Data Interpretation Challenges 

Hatch (2002, p. 148) describes data analysis as a systematic search for meaning through 

organization and interrogation of data in such a manner that identifies or develops themes, 

relationships, and explanations, interpretations, categorizations. A researcher takes an active 

role in the process of interpretation by giving meaning to the analyzed data. Furthermore, 

Hatch (2002, p. 180) claims that interpretation is an artistic, creative side of qualitative 

research. That can impose challenges for the research because each time a new researcher 

attempts to reproduce the research, different interpretations can be made. In this study, the 

discourse analysis is based on attempts to stay as objective as possible. Moreover, detailed 

descriptions and examples from the selected policy documents are provided to validate 

interpretations.  
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Linguistic Equivalence 

The selected curriculum policy documents derive from the Norwegian and the Lithuanian 

political context. This difference imposed challenges related to the translation of policy 

documents as well as the use of similar terms in different policymaking processes. Thus, 

discourse analysis and comparison required to switch between several languages and political 

systems. As de Buitrago (2019) notices, translation of terms is not sufficient in many cases 

because political, cultural, and sometimes even linguistic contexts add meanings to the terms. 

In the process of coding and discourse analysis, it is essential to identify key notions referring 

to the same phenomena in both the Norwegian and the Lithuanian languages. This study 

attempts to use available official translations to the English language of relevant literature 

and policies to solve these linguistic issues. When English translations are not available, the 

researcher translates notions and counter-checks those translations with other relevant 

translated policy documents to ensure the use of previously established translations. Finally, 

relevant research on the use of concepts is analyzed to get a better understanding of how 

educational concepts are used in national contexts.  
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6. Findings 

This chapter presents findings of the conducted discourse analysis of the White Paper and the 

Guidelines related to the Norwegian and Lithuanian conceptualizations of competence. The 

analysis explores how the selected policy documents define competence in terms of 

knowledge, skills, attitudes, and values as necessary components of competence. After the 

analysis, findings related to both national conceptualizations of competence are compared to 

answer the first research question: how do the curriculum policies conceptualize competence 

in different and similar ways? 

6.1 White Paper 28 (2015-2016) Subjects – In-depth learning – 

Understanding. A Renewal of the Knowledge Promotion Reform 

The White Paper presents the definition of competence as an essential reference point for 

further development of competence aims. Competence is defined as: 

“<…> the ability to acquire and apply knowledge and skills to master challenges and solve 

tasks in familiar and unfamiliar contexts and situations. Competence includes understanding 

and the ability to reflect and think critically” (Ministry of Education and Research, 2016, p. 

28). 

This definition demonstrates that competence in the policy is perceived as a combination of 

knowledge and skills. The policy for the current curriculum renewal preserves the 

competence definition from the Knowledge Promotion Reform while it can, at the same time, 

be assumed that the policy also noticeably broadens the concept. First, the renewed definition 

of the concept opens up for the broader application of competences from “specific situations” 

as indicated in the definition from the LK06 to the application of competences in “known and 

unknown contexts.” Such broadening of the concept of competence in the curriculum renewal 

policy might signify the importance of competences in all contexts and the flexibility it 

requires for learners to apply it in previously encountered or completely new contexts. 

Creativity, adaptability, and ability to transfer knowledge and skills from familiar to 

unfamiliar contexts become important in competence development. Second, the renewed 

definition competence eliminated previously established understanding that competences are 

necessary to solve complex challenges. Instead, it introduces a renewed understanding that 
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competences are necessary to solve complex as well as more manageable tasks. Such a 

change in the definition of competence might suggest that competence is a prerequisite for all 

tasks, even those that previously were considered as monotonous, requiring only a limited 

variety of skills. These changes in the definition of competence correspond with increased 

demands of new skills in professional and personal contexts due to challenges shaped by 

globalization and automatization. 

Further on, the White Paper (Ministry of Education and Research, 2016, p. 28) proceeds to 

give detailed descriptions of each element of the concept of competence. The definition of the 

first element of competence specifies that knowledge is “the acquisition and comprehension 

of theories, facts, principles, and procedures within-subjects and disciplines as well as the 

ability to structure and combine knowledge” (Ministry of Education and Research, 2016, p. 

28). The analyzed policy document proposes to focus on academic or subject-specific 

knowledge and procedures determined by the distinctive nature of each subject.  

The White Paper (Ministry of Education and Research, 2016, p. 34) introduces the notion of 

core elements [kjerneelementer] to organize essential academic content relevant to the 

curriculum renewal. Subject’s core elements consist of central concepts, methods, ways of 

thinking, knowledge areas, and forms of expression in the subject. Identification of most 

essential academic content under the notion of core elements will allow avoiding curriculum 

overload with irrelevant content (Ministry of Education and Research, 2016, p. 35). This 

suggestion points to a content-orientation of the curriculum renewal.  

However, knowledge in the concept of competence does not only consist of academic 

subject-related content that is restricted by subject boundaries but also interdisciplinary 

knowledge. Generic knowledge in the form of interdisciplinary topics is introduced in the 

White Paper to increase the connection between different school subjects (Ministry of 

Education and Research, 2016, p. 38). Interdisciplinary topics were already a part of the 

national curriculum before the current renewal, but the analyzed policy limits them to three 

relevant topics: democracy and citizenship, sustainable development, and health and life 

skills. The White Paper (Ministry of Education and Research, 2016, p. 38) presents these 

interdisciplinary topics as an opportunity for learners to apply academic knowledge and skills 

from different subjects. Moreover, the White Paper indicates that the interdisciplinary topics 

should be included only in subject curricula where they are a part of academic content. Both 

statements about the interdisciplinary topics through attention to the academic content once 
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again suggest that the policy considers subject-specific knowledge as an important element of 

competence. Simultaneously, this attention shapes the current curriculum renewal towards 

increasing content-orientation.  

Introduction of the concept of competence with the Knowledge Promotion Reform brought 

noticeable changes to the national curriculum; however, the White Paper (Ministry of 

Education and Research, 2016, p. 43) claims that content-orientation through the 

identification of educational content remained clearly expressed in subject curricula. 

According to the White Paper (Ministry of Education and Research, 2016, p. 44), the current 

curriculum renewal should attempt to emphasize the balance between competence-orientation 

and content-orientation in the national curriculum. It proposes to form competence aims for 

subject curricula in a way that indicates academic knowledge and skills required for the 

process of education. That would increase the content-orientation of the national curriculum. 

The conducted discourse analysis of the policy identified several references to the increased 

content-orientation of the national curriculum. It is worth noticing that academic knowledge 

is also identified as the determining factor for the inclusion of competences and 

interdisciplinary topics into renewed subject curricula.  

Skills are another element of the concept of competence included in the definition. The White 

Paper (Ministry of Education and Research, 2016, p. 28) defines skills as “the application of 

knowledge to solve problems or tasks, and include among others cognitive, practical, creative 

and communicative skills.” It is noticeable that the definition suggests types of skills that are 

important in the renewal of the national curriculum, but at the same time, it leaves the list 

open for further additions. Furthermore, this definition refers to the element of knowledge as 

a prerequisite to demonstrating skills. 

The introduction of skills relevant to the curriculum renewal in the White Paper starts with 

references to national and international evaluations and tests that concern the development of 

learners’ skills. First, it is stated that 20 percent of learners have rather low achievement 

levels in reading and writing (Ministry of Education and Research, 2016, p. 30). Second, 

national and international achievement evaluations demonstrated that learners lack numeracy 

skills (Ministry of Education and Research, 2016, p.31). Moreover, results from the 

international ICILS study revealed that a rather low level of digital skills could cause 

difficulties in participating in education, professional as well as social life (Ministry of 

Education and Research, 2016, p. 32). The chosen form to discuss the skills through 
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references to national and international evaluations can be considered as the method of 

legitimation in the selection. The White Paper, through the analysis of results, legitimate the 

selection of reading, writing, numeracy, communicative and digital skills as primary for the 

renewal of the curriculum (Ministry of Education and Research, 2016, p. 30). Once again, the 

policy indicates that there is a continuation of the previously established elements of the 

national curriculum. 

Social and emotional aspects of competence and related skills are not a part of the 

competence definition; however, they are widely discussed in the White Paper. The reference 

to the OECD project Education 2030 exemplifies that social and emotional skills are a 

significant part of the school content; yet, the White Paper proposes to remove social and 

emotional skills from the definition of competence in the current curriculum renewal 

(Ministry of Education and Research, 2016, p. 29). As discussed in chapter 4.2, under the 

process of recontextualization, transnational concepts are transformed, and some elements 

might be eliminated or rearranged to fit the national context. The reasoning behind this 

transformation in the Norwegian curriculum renewal is the fact that competence aims for 

subject curricula are based on the definition of competence and are used in the assessment of 

learning outcomes. According to the White Paper (Ministry of Education and Research, 2016, 

p. 29), ethical dilemmas of assessing social and emotional competence would occur if this 

element was included in the definition of competence.  

Even though the social and emotional element is eliminated from the recontextualized 

definition of competence, the White Paper still acknowledges it as an essential part of 

education. First, the White Paper claims that subject curricula cover the social and emotional 

competence where subject content requires learners to do ethical evaluations (Ministry of 

Education and Research, 2016, p. 29). Also, formed broad competence aims ensure the 

development of social competence in addition to subject-related competences. Thus, the 

social and emotional element of competence was already included in subject curricula 

without the need to assess its acquisition. Another way to cover the social and emotional 

competence in the curriculum renewal, as stated in the White Paper (Ministry of Education 

and Research, 2016, p. 29), is the renewal of the Core Curriculum that would describe 

learning strategies and other preconditions that contribute to the development of the social 

and emotional competence. The curriculum renewal policy (Ministry of Education and 

Research, 2016, p. 29) expresses the idea that schools should stimulate learners’ social and 

emotional competence and other non-cognitive skills. However, stimulation of this 
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competence by creating suitable conditions might result in different outcomes for each 

learner. Thus, they are not treated as equal to expected learning outcomes in the analyzed 

curriculum policy. 

Chapter 3 of the White Paper contains policy ideas for the renewal of the Core Curriculum, 

and among them describes a selection of attitudes and values relevant in the current 

curriculum renewal. According to the White Paper (Ministry of Education and Research, 

2016, p. 20), the renewed Core Curriculum will express fundamental common values despite 

religious or philosophical diversity in society. Democratic values, such as acceptance of 

disagreements and differences, and values attributed to human rights such as respect for 

human value and nature, freedom of speech and thought, compassion, forgiveness, equality, 

and solidarity, are common in the process of education (Ministry of Education and Research, 

2016, p. 20). In addition to that, the White Paper (Ministry of Education and Research, 2016, 

p. 21) expresses the expectation for learners both to know these common societal values and 

to feel committed to following them. It demonstrates that even though curriculum 

policymakers have chosen to omit the social and emotional aspect from competence aims, the 

expectation that learners will develop the knowledge and ability to act following common 

attitudes and values remains.  

Furthermore, in the description of the renewed Core Curriculum, the White Paper (Ministry 

of Education and Research, 2016, p. 21) proceeds to explain connections between values and 

competences. The development of competence as a combination of knowledge and skills is 

related to learning outcomes bounded within a specific time frame, whereas the development 

of attitudes and values take a more extended period that can not be framed. Nevertheless, 

competences are developed through collaboration and communication between learners, so 

competence development is closely connected to social and emotional aspects. 

As mentioned earlier in this chapter, one of the proposed strategies to develop learners’ social 

and emotional competences is through subject-specific content. Subject content related to 

attitudes and values is also traceable in descriptions of interdisciplinary topics. For instance, 

the interdisciplinary topic democracy and citizenship should strengthen learners’ 

understanding of and their ability to participate in democratic processes (Ministry of 

Education and Research, 2016, p. 38). Learning about sustainable development is expected to 

contribute to critical thinking and ethical as well as environmentally friendly behavior 

(Ministry of Education and Research, 2016, p. 39). The last interdisciplinary topic health and 
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life skills, for the most part, is concerned with the development of knowledge, skills, and 

attitudes that would allow learners to master their personal, professional, and social lives 

better (Ministry of Education and Research, 2016, p. 39). It appears that the selected 

interdisciplinary topics correspond well with the attitudes and values identified in the 

proposal for the Core Curriculum renewal. 

The final part of the discourse analysis of the White Paper pays attention to the proposed 

competences for the curriculum renewal. First, the White Paper explains that despite new 

notions and partially new content, all of the selected competences were already incorporated 

into the national curriculum with the Knowledge Promotion Reform (Ministry of Education 

and Research, 2016, p. 41). Among those were metacognition and self-regulated learning, 

reading and writing competence and communicative competence, social competence, 

democratic competence, problem-solving and critical thinking, creativity, and innovation. 

In the description of the selected competences, the White Paper (Ministry of Education and 

Research, 2016, p. 42) proposes to base the development of subject curricula on subject 

relevance instead of competence areas. The proposition confirms the content-orientation of 

the curriculum renewal, although competence remains an integral part of it. Moreover, it is 

proposed to consider subject relevance when determining how and which competences will 

be included in the renewal of subject curricula (Ministry of Education and Research, 2016, p. 

42). The discourse analysis confirms that the policy prioritizes subject content in the 

development of the national curriculum even though it is based on the acquisition of 

competences. 

The dominant position of subject content in the renewal of the national curriculum can also 

be identified in descriptions of the selected competences. A description of the subject-specific 

competence in the White Paper (Ministry of Education and Research, 2016, p. 41) suggests 

basing the renewal of the national curriculum on subjects and forming educational content 

within subject premises. Moreover, subject specifics should be a determining factor for the 

selection of other competences or their elements in the renewal of the subject curricula 

(Ministry of Education and Research, 2016, p. 41). While subject-specific competences are 

directly related to subject content, descriptions of other competences might indicate that their 

function is to support learning. For instance, the competence “being able to learn” consisting 

of metacognition and self-regulated learning is described as an essential condition for subject 

learning (Ministry of Education and Research, 2016, p. 41). Another competence “being able 
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to communicate, interact, and participate” includes basic communication skills that should be 

incorporated where those skills are a natural part of the subject (Ministry of Education and 

Research, 2016, p. 41). The last competence “being able to explore and create,” including 

competence areas of critical thinking and problem-solving, is described as important and 

should be included in relevant school subjects. It is worth noting that other areas of this 

competence, such as innovation, creative work, and entrepreneurship, are the only ones 

described reflecting on community and professional life relevance (Ministry of Education and 

Research, 2016, p. 41). The description of the subject-specific competence in the White Paper 

expresses the intention to renew the national curriculum through increased attention to 

subjects and subject content. Other competences, on the other hand, are suggested in the 

renewal only where they are relevant and can contribute to increased subject learning. It is 

also important to note that the White Paper (Ministry of Education and Research, 2016, p. 42) 

rejects the notion of cross-subject competence to define the three last competences. It argues 

that this notion can indicate the competences as lying above or outside of school subjects. 

The argument contributes to the establishment of the dominant position of the subject and 

subject content in the curriculum renewal.  

It is interesting to note that the White Paper focuses more on the competence “metacognition” 

than other competences. The definition of competence refers to metacognition and directly 

states that “competence implies understanding and ability of reflection and critical thinking” 

(Ministry of Education and Research, 2016, p. 28). The White Paper (Ministry of Education 

and Research, 2016, p. 39) identifies metacognition as a reflection about own thinking and 

learning within the school setting. It further describes that metacognition during academic 

work means active reflection, mastering of learning strategies, as well as critical evaluation 

and choice of appropriate problem-solving strategies related to specific school subjects. The 

role of metacognition in the learning process is once again explained by distinguishing 

subject content as the determining factor for the choice of appropriate strategies (Ministry of 

Education and Research, 2016, p. 40). Besides, it is suggested that the renewed Core 

Curriculum will also clarify this competence more explicitly (Ministry of Education and 

Research, 2016, p. 40). It is possible to claim that the White Paper proposes to direct more 

focus on the development of metacognition in the renewed curriculum. Nevertheless, it 

repeatedly emphasizes subject and subject content as the factor prioritized in the renewal of 

the competence-based curriculum. 
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6.2 The Guidelines for the Renewal of the Core Curriculum 

The Lithuanian Guidelines introduce the definition of competence through references to 

national policy documents that define and construct the national interpretation of competence. 

First, the Guidelines (Ministry of Education, Science and Sport of the Republic of Lithuania, 

2019, p. 11) refer to the Description of Primary, Lower Secondary and Upper Secondary 

Education Curriculum, approved in 2015, that defines competence through learning 

outcomes as “consistently acquired competences which demonstrate spiritual, intellectual and 

physical maturity.” Another reference is the Law on Education (2011) that defines 

competence as a “capability to perform a certain activity based on the entirety of acquired 

knowledge, abilities, skills, and values.” It is noticeable that both national definitions of 

competence explain it as a combination of knowledge, skills, and attitudes and values. 

The Guidelines (Ministry of Education, Science and Sport of the Republic of Lithuania, 2019, 

p. 11) claim that the current curriculum renewal aims, among other things, to “refine the 

concept of competence and specify its constituent parts.” It does not provide a renewed 

definition of competence, but instead, it concentrates on a renewed and detailed list of 

elements combined into a competence. The following elements are indicated:  

Knowledge: disciplinary, interdisciplinary, procedural, and epistemic; 

Skills: cognitive and metacognitive, emotional, social, and practical; 

Value attitudes: personal, interpersonal, and societal. 

Further on, the Guidelines offer definitions of each type of knowledge that is included in the 

list of competence elements. Such a presentation of competence demonstrates the intention to 

renew the concept in the national curriculum as a combination of different types of 

knowledge, skills, and value attitudes. Nevertheless, the discourse analysis of the Guidelines 

reveals possible discrepancies in the conceptualization of competence. For instance, in the 

Guidelines (Ministry of Education, Science and Sport of the Republic of Lithuania, 2019, p. 

14), it is stated that during subject lessons, learners acquire subject knowledge and skills that 

form a basis for the development of competences. This example omits the element of 

attitudes and values that is included in the definition of competence. Further on, the 

Guidelines (Ministry of Education, Science and Sport of the Republic of Lithuania, 2019, 
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p.16) claim that desired educational outcomes are interpersonal values and competences. 

Even though the Guidelines distinguish interpersonal values as a part of attitudes and values 

in the definition, this example suggests that interpersonal values can still be treated as a 

separate element instead of an integral part of competence. These examples indicate 

discrepancies despite aspirations to transfer the concept of competence into the national 

curriculum policy directly following the transnational definition. Moreover, these examples 

from the analyzed policy might also signal that the current curriculum renewal will prioritize 

knowledge and skills. 

The first element that is presented in the definition of competence is knowledge. The 

Guidelines (Ministry of Education, Science and Sport of the Republic of Lithuania, 2019, p. 

11) claim that disciplinary, interdisciplinary, procedural, and epistemic knowledge is vital for 

the development of competences and provide further descriptions for each type of 

knowledge. Disciplinary knowledge includes concepts and specific subject content, while 

interdisciplinary knowledge connects content from one subject to another subject. Procedural 

knowledge, according to the description, means an understanding of a specific action 

sequence required by a situation. Also, epistemic knowledge enables learners to understand 

how experts and researchers think and work in a specific research field. Although the 

Guidelines give rather detailed descriptions of each type of knowledge and explain how it is 

related to the process of education, it does not further explain how these types of knowledge 

could be incorporated into the development of subject curricula.  

During the discourse analysis concerning knowledge as the element of competence, it was 

revealed that the Guidelines identify two issues related to curriculum content. First, the 

Guidelines refer to the OECD Curriculum Content Mapping report that identifies curriculum 

overload with irrelevant content in some areas (Ministry of Education, Science and Sport of 

the Republic of Lithuania, 2019, p. 6) and lack of relevant content in other areas of the 

national curriculum (Ministry of Education, Science and Sport of the Republic of Lithuania, 

2019, p. 9). As a result of that, Lithuanian learners do not acquire the same knowledge as 

learners in other countries. Another curriculum content issue that is indicated in the 

Guidelines is the lack of alignment of subject curricula (Ministry of Education, Science and 

Sport of the Republic of Lithuania, 2019, p. 9). Systematic curriculum content renewal, better 

connections between subjects as well as adjusted content load are suggested solutions for this 

issue. Besides, three interdisciplinary topics are introduced to increase the connections 
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between different subjects: personal power, cultural identity and community, and sustainable 

development. The Guidelines (Ministry of Education, Science and Sport of the Republic of 

Lithuania, 2019, p. 15) reveal that these interdisciplinary topics were selected after the 

consideration of questions that are relevant for young people. Moreover, it is proposed to 

include interdisciplinary topics in subject curricula where they match subject aims and 

subject specifics.  

The Guidelines (Ministry of Education, Science and Sport of the Republic of Lithuania, 2019, 

p. 11-12) repeatedly state that competences in the new curriculum will be developed through 

subject content. Also, renewed subject curricula should reveal how subject content promotes 

competence development (Ministry of Education, Science and Sport of the Republic of 

Lithuania, 2019, p. 12). This repetitive focus on subject content can indicate increasing 

content-orientation of the curriculum. However, the Guidelines (Ministry of Education, 

Science and Sport of the Republic of Lithuania, 2019, p. 11) declare that content relevant for 

competence development will meaningfully supplement subject curricula. This statement 

suggests that the selected competences will be an essential factor for the renewal of subject 

content. Meaningful knowledge for learners will be the knowledge that contributes to 

competence development.  

Another element identified in the construction of the concept of competence is skills. 

Cognitive, metacognitive, emotional, social, and practical skills are listed as necessary for 

competence development (Ministry of Education, Science and Sport of the Republic of 

Lithuania, 2019, p. 11). The policy, however, does not provide further descriptions of the 

selected skills nor explain the reasons behind the selection. It is necessary to analyze the 

overview of the current situation in the system of education in Lithuania to find legitimation 

for the selection of the specific skills in the curriculum renewal. The review introduces 

specific skills through the analysis of national and international learner achievement 

assessments.  

The overview of national and international assessment results opens with a remark about the 

positive development of reading, numeracy, and writing skills (Ministry of Education, 

Science and Sport of the Republic of Lithuania, 2019, p. 8). However, the Guidelines 

(Ministry of Education, Science and Sport of the Republic of Lithuania, 2019, p. 9) identify 

practical problem-solving skills, cooperation skills, learning to learn, financial literacy, digital 

skills as problematic areas due to low achievement. Such results of national and international 
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assessments provide legitimization for the decision to pay more attention to the acquisition of 

these skills in the curriculum renewal. The Guidelines (Ministry of Education, Science and 

Sport of the Republic of Lithuania, 2019, p. 16) also suggest including the acquisition of 

these skills in descriptions of expected learning achievements by connecting skills to the 

selected competences. 

Further analysis of the selected competences for the curriculum renewal provides insight on 

how skills should be incorporated in the development of different competences. The notion 

that skills are an integral part of competence is explicitly expressed in descriptions of 

cognitive, creative, and communicative competences. For instance, the Guidelines (Ministry 

of Education, Science and Sport of the Republic of Lithuania, 2019, p. 12) indicate 

exploration, critical thinking, problem-solving, and learning to learn skills as a part of the 

cognitive competence in its description. Similarly, creative competence includes unique 

problem-solving skills and critical thinking, as well as creative skills (Ministry of Education, 

Science and Sport of the Republic of Lithuania, 2019, p. 13). Also, the description of 

communicative competence distinguishes reading, writing, speaking, and digital skills 

(Ministry of Education, Science and Sport of the Republic of Lithuania, 2019, p. 14). 

Descriptions of these competences coincide with the definition of competence as a 

combination of knowledge, skills as well as attitudes and values even though the above-

presented competences identify relevant skills more explicitly. The analysis of the remaining 

competences selected for the curriculum renewal, on the other hand, demonstrates that they 

differ from these competences, and they can be identified as more directed towards attitudes 

and values. 

In the Guidelines (Ministry of Education, Science and Sport of the Republic of Lithuania, 

2019, p. 11), the element of attitudes and values is divided into personal, interpersonal, and 

societal. The Guidelines approach the topic of attitudes and values through a description of 

the national societal context based on national and international evaluations. First, the 

Guidelines (Ministry of Education, Science and Sport of the Republic of Lithuania, 2019, p. 

7) explain that a strong society is built through the development of common values where 

attention is paid to communication and interaction between people as well as personal 

characteristics such as respect, selflessness, and responsibility. This explanation already 

suggests that values and attitudes selected for the curriculum renewal will be directed towards 

common societal values to strengthen bonds between the members of society. In contrast to 
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that, references to research results depict the Lithuanian society as suffering from political 

and social alienation, lacking trust in others, solidarity with socially excluded groups, 

tolerance, and support for political community and principles of democracy (Ministry of 

Education, Science and Sport of the Republic of Lithuania, 2019, p. 7).  In addition to that, 

the society is described as highly indulgent to violations of moral values (Ministry of 

Education, Science and Sport of the Republic of Lithuania, 2019, p. 7). Such descriptions of 

the national societal context seem to legitimate the need for a social and emotional expression 

in the national curriculum. 

After the overview of research on the national societal context, the Guidelines move to the 

research on curriculum content related to attitudes and values. The Guidelines (Ministry of 

Education, Science and Sport of the Republic of Lithuania, 2019, p. 9) once again refer to the 

OECD Curriculum Content Mapping Report that depicts the Lithuanian national curriculum 

as lacking inclusion of some personal characteristics, skills and attitudes, and values in some 

of the subject curricula. As a result of that, subject curricula do not provide opportunities for 

learners to develop essential characteristics and values such as perseverance, trust in others, 

and respect. This reference can be treated not only as a description of the limitations of the 

national curriculum, but it also implies that the system of education is responsible for the 

development of societal attitudes and values. The Guidelines (Ministry of Education, Science 

and Sport of the Republic of Lithuania, 2019, p. 11) declare that the renewed curriculum 

should provide opportunities to strengthen attitudes and values, social and emotional skills. It 

is proposed to systematically supplement the national curriculum with attitudes and values 

such as confidence, respect and tolerance, national consciousness, citizenship, democracy, 

and sustainable development to increase these opportunities (Ministry of Education, Science 

and Sport of the Republic of Lithuania, 2019, p. 11). Further on, the Guidelines (Ministry of 

Education, Science and Sport of the Republic of Lithuania, 2019, p. 12) state that attention 

will be paid to the development of democratic values, empathy, dignity, responsibility, and 

confidence. It is apparent that the policy for the current curriculum renewal proposes 

increased attention to the development of common societal values that contribute to the 

society and the democratic way of living.  

In the Guidelines, descriptions of competences contain attitudes and values that are relevant 

for each competence. As mentioned previously, some of the selected competences are more 

oriented towards the development of attitudes and values than others. Among those is social, 
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emotional, and healthy lifestyle competence. According to the Guidelines (Ministry of 

Education, Science and Sport of the Republic of Lithuania, 2019, p. 12), the developed social, 

emotional, and healthy lifestyle competence means that learners are self-aware and own self-

control, have social-awareness, and can build interpersonal relationships. The acquisition of 

this competence also enables learners to respect various opinions and acknowledge 

similarities and differences. After developing the social, emotional, and healthy lifestyle 

competence, learners can successfully communicate and cooperate and constructively solve 

conflicts. The description of this competence reveals that learners develop attitudes and 

values that influence not only their personal life and learning but social life as well. Civic 

competence is another competence that is also more explicitly concerned with values and 

attitudes. This competence means developing national and civic self-awareness and a sense of 

patriotism. Involvement in society, active participation in public life and the EU matters, care 

for national and European values and democracy, solidarity, confidence, and commitment to 

society are among keywords used to describe the civic competence in the Guidelines 

(Ministry of Education, Science and Sport of the Republic of Lithuania, 2019, p. 13). While 

the competences mentioned above focus more on the development of attitudes and values, 

descriptions of other competences only briefly mention moral and ethical values as a 

necessary condition for the application of knowledge and skills.  

The Guidelines indicate that international organizations are an important source of inspiration 

for the renewal of competences in the national curriculum. It is stated that the selection of 

relevant competences for the current curriculum renewal follows research on the current 

situation in the system of education, tendencies of educational sciences, and 

recommendations from international organizations (Ministry of Education, Science and Sport 

of the Republic of Lithuania, 2019, p. 12). However, the Guidelines (Ministry of Education, 

Science and Sport of the Republic of Lithuania, 2019, p. 12) also mention that the previous 

curriculum reform that introduced competences into the national curriculum shapes current 

policymaking. 

The discourse analysis of the policy document explicitly demonstrates path dependence 

because competences implemented with the previous curriculum reform form the basis for 

the current renewal. The Guidelines state that competences suggested for the current 

curriculum renewal are social and emotional, cognitive, creative, civic, cultural, and 

communicative competences (Ministry of Education, Science and Sport of the Republic of 
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Lithuania, 2019, p. 12). In the analysis, it is possible to identify only some rearrangements 

and combinations of competences while the basis for competences remains the same. For 

instance, renewed cognitive competence combines former cognitive competence and learning 

to learn; renewed social and emotional competence combines former social, personal, and 

learning to learn competences. 

As it was indicated in the definition of competence, the selected competences are described 

through relevant knowledge, skills, and attitudes and values for each competence. All of 

those descriptions follow the same structure. First, it is explained how each competence is 

understood in the curriculum. Then it is described how the developed competence contributes 

to personal, social, professional, and public life. Finally, under each selected competence, a 

list of expected learning outcomes is provided through a description of what knowledge, 

skills, and attitudes learners should demonstrate once they develop the competence. 

6.3 Comparison 

The analysis of the selected policy documents the White Paper and the Guidelines reveals 

that propositions for the curriculum renewals in both countries have similarities. First, both 

documents identify curriculum overload and lack of connections between subjects as 

problematic areas of the national curricula. The analyzed policies approach these issues with 

similar solutions. The Norwegian policy concentrates on the identification of core elements in 

subject content, while the Lithuanian policy proposes to renew educational content with 

content that contributes to the competence development. Furthermore, both policies propose 

to establish better connections between subjects through introduced interdisciplinary topics. 

Work within those topics will enable learners to connect content and use knowledge and 

skills from different subjects to explore the same topic, and therefore develop competences. 

Although both curriculum policies propose to establish better connections between subjects 

as a way to promote competence development, they also maintain a division of the national 

curricula into separate subjects.  

Despite the similarities in the use of transnational concepts and curriculum renewal strategies, 

the discourse analysis of the policy documents also revealed that these national curriculum 

policies conceptualize and frame the concept of competence differently. The two most 

distinct differences identified in the discourse analysis of the selected policy documents are 
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related to the definition of competence and positioning of competence in the renewed 

curriculum.  

The discourse analysis of the selected policies was based on the definition of competence as a 

combination of knowledge, skills, and attitudes and values. The findings of the conducted 

analysis revealed that the White Paper and the Guidelines treat competence differently 

regarding these elements. While the Lithuanian Guidelines follow the transnational model 

and defines competence as a combination of knowledge, skills, and attitudes and values only 

with slight transformations, the Norwegian White Paper completely omits the element of 

attitudes and values in the definition. The policy instead suggests transferring it to other parts 

of the Core Curriculum. The White Paper indicates ethical considerations related to the 

assessment of social and emotional competences as reasons behind the decision. This study 

attempts to analyze this transformation as shaped by the process of recontextualization in the 

following discussions chapter. In the discussion, attention is paid to the national contexts 

related to school assessment practices as a factor that contributed to the transformation. The 

Lithuanian Guidelines, on the other hand, express the element of attitudes and values in 

descriptions of the selected competences rather explicitly. The description of the national 

societal context in the Guidelines not only works as a form of legitimation but also provides 

the contextual background to explore the process of recontextualization of competence into 

the national curriculum policy. This study discusses the difference in the definition of 

competence as transformations shaped by different factors from the national contexts in the 

process of recontextualization.  

Another distinctive difference revealed in the discourse analysis of the selected curriculum 

policies related to the conceptualization of competence as a transnational concept is the 

positioning of competence among other components of the curriculum. While both analyzed 

policies for the national curriculum renewal express competence-orientation through learning 

aims focused on competence development, it is also possible to identify an increased content-

orientation in the Norwegian White Paper. The selected national policies coincide with the 

notion that competences are developed through educational content; however, it is interpreted 

differently. The Norwegian White Paper projects that the renewed curriculum will identify 

central educational content through the selection of core elements. It also claims that core 

elements will be used as the main criteria to determine competence relevance for each 

subject. Despite the anticipated balance between content-orientation and competence-
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orientation in the Norwegian curriculum renewal, the policy document simultaneously 

indicates increasing content-orientation by prioritizing subject content. In contrast, the 

Lithuanian Guidelines claim that competences are developed through educational content, 

and the subject curricula renewal aims to include content that is relevant for competence 

development. That might suggest that the policy for the Lithuanian curriculum renewal places 

competences in the center related to the renewal of the educational content. The difference in 

how the selected policies approach the concept of competence in the curriculum renewal is 

further discussed in the following chapter. The study explores factors such as curriculum 

tradition from the national contexts to study the recontextualization of competence into the 

national curriculum policies.  
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7. Discussion 

The previous chapter presents findings of the discourse analysis of the selected policy 

documents, the White Paper and the Guidelines. The conducted analysis reveals that 

curriculum policy documents in Norway and Lithuania have many similarities in terms of use 

of transnational notions, solutions for curriculum issues as well as references to international 

research. However, the comparison of conceptualization of competence in both policies 

reveals existing differences in the recontextualization of separate elements of the concept. 

This chapter aims to discuss findings related to the conceptualization of competence in the 

national curriculum policies as shaped by the process of recontextualization. 

The discourse analysis reveals that the Lithuanian Guidelines explicitly claim to focus on the 

international education policies from the EU, the OECD, and the UNESCO in the 

policymaking. The Norwegian White Paper refers to the EU and the OECD education 

policies in the description of competence, while the UNESCO is only briefly mentioned in 

the description of the interdisciplinary topic sustainable development. Therefore, further 

discussion on the recontextualization of competence into the selected national curriculum 

policies is based on the conducted discourse analysis, while references to international 

education policies are made where applicable.  

As demonstrated in the model of education policymaking in chapter 4.2, this study considers 

the recontextualization of competence as a transfer from the transnational context to the 

national context. In the process of such transfer, a possibility occurs for national contextual 

factors to shape the national conceptualization of the concept. The conducted discourse 

analysis identifies national factors explicitly or implicitly referred to in the analyzed 

curriculum policies as essential for further discussion. The discussion is supplemented with 

research and literature, contributing to a better understanding of those national factors.  

The first distinctive difference between the conceptualization of competence in the analyzed 

White Paper and the Guidelines is the balance between competence-orientation and content-

orientation in the policies. Curriculum context overview presented in chapter 2 reveals that 

the national curricula in both countries are competence-oriented. However, findings of the 

discourse analysis reveal differences in the interpretation of the curriculum orientation 

towards competences in both policy documents.  



 

54 
 

The White Paper proposes increased content-orientation in the renewal of the curriculum by 

providing clear instructions on academic content necessary to achieve competence aims  

(Ministry of Education and Research, 2016, p. 44). At the same time, competence-orientation 

is ensured through descriptions of competence aims. The attempted balance between 

competence and content orientation of the curriculum in the policy can be interpreted as a 

bricolage of traditionally established content-orientation and the transnational curriculum 

policy based on competences. That coincides with the claim by Yates and Young (2010, p. 7) 

that curriculum policymaking involves tensions between global pressures and attempts to 

maintain curricular traditions. Due to such pressures, the recontextualization of the 

transnational curriculum policy does not eliminate the national curriculum tradition, but 

instead, they are combined to develop a national curriculum policy.  

The curriculum context review in chapter 2.1 demonstrates that the national Norwegian 

curriculum development before the Knowledge Promotion reform was based on the tradition 

of Didaktik. The tradition of Didaktik in curriculum development concerns the understanding 

of curriculum as the knowledge that has to be learned, methods of learning as well as the 

purpose of learning (Mølstad and Karseth, 2016, p. 333). Research on curriculum 

development in Norway reveals that the transfer of the transnational concept of competence 

into the national curriculum with the Knowledge Promotion Reform did not eliminate the 

tradition of the national curriculum. Mølstad and Karseth (2016, p. 337) in their research 

conclude that the national curriculum after the reform was competence-oriented, where the 

concept of competence was at the core and represented the central element in the subject 

curricula. However, the new subject curricula made references to subject content even though 

descriptions of learning outcomes have been prioritized, and they defined the position of 

other elements. The discourse analysis of the White Paper in this study reveals that the 

current policy proceeds to prioritize subject content by proposing to select core elements for 

each subject.  

The analyzed curriculum policy states that identified core elements will be used as a 

reference point for the renewal of subject curricula. Through the renewal of competence aims 

the main areas of each subject and progression in each subject will be renewed (Ministry of 

Education and Research, 2016, p. 36). That demonstrates the distinctive position that is given 

to school subjects in the current curriculum renewal even though that contrasts internationally 

developed competence-oriented curriculum policies. It is possible to consider that the current 
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curriculum policy attempts to move the curriculum renewal closer to the nationally developed 

curriculum tradition based on Didaktik. Consequently, it distances the national curriculum 

policy from convergence with transnationally developed competence-oriented curriculum 

policies. It can be presumed that in the process of recontextualization the tradition of 

Didaktik as a factor shaped the national interpretation of competence. The possible pressure 

between the curriculum policies based on competence and the national curriculum context in 

the analyzed curriculum policy is addressed through a suggested balance between the two 

curriculum traditions.  

Unlike the White Paper, the Lithuanian Guidelines place competences in the central position 

in the curriculum renewal. The Guidelines claim that developed competences are desired 

learning outcomes demonstrated through learners' behavior. The Guidelines’ chapter about 

learning results (Ministry of Education, Science and Sport of the Republic of Lithuania, 2019, 

p. 12-14), describes separate competences with attention to skills or rather behavior patterns 

based on knowledge, skills, and attitudes and values that learners should demonstrate once 

they develop each competence. Furthermore, the Guidelines repeatedly describe subject 

content as a necessity that ensures competence development. In the policy, it is proposed to 

develop competences through subject content (Ministry of Education, Science and Sport of 

the Republic of Lithuania, 2019, p. 11) and to renew subject curricula in a way that reveals 

how it contributes to the competence development (Ministry of Education, Science and Sport 

of the Republic of Lithuania, 2019, p. 12). Subject content not only contributes to 

competence development, but it is also formed according to competences. The Guidelines 

(Ministry of Education, Science and Sport of the Republic of Lithuania, 2019, p. 11) state 

that it is necessary to include subject content that contributes to competence development. 

Therefore, it is possible to conclude that the Guidelines follow the transnationally developed 

competence-orientation in the recontextualization of competence.  

Further, in the discussion, the proposed competence-orientation in the analyzed curriculum 

policy will be placed in the national curriculum context to reveal how it might have shaped 

the process of recontextualization. Unlike the Norwegian curriculum, the Lithuanian national 

curriculum was developed rather recently. The review of the Lithuanian curriculum context 

in chapter 2.2 demonstrates that the development of the national curriculum started shortly 

before the independence from the Soviet Union with the development of the Concept of the 

National School. The Concept of the National School (Lukšienė, 1988, p. 40) criticized 



 

56 
 

attention to subject content and teaching methods based on the presentation of information 

and memorization. As a response to this, the first approved Core Curriculum replaced the 

previously established content-orientation with an orientation towards learning results 

(Motiejūnienė & Žadeikaitė, 2009, p. 87). Education standards developed with the Core 

Curriculum were the first attempt to describe expected learning results by identification of 

knowledge and skills for learners to acquire. The Lithuanian curriculum context review 

reveals that the curriculum tradition is rather recent and based on modern transnational 

concepts such as learning outcomes and competences. Similarly, Halasz and Michel (2011, p. 

297), in their analysis of a typology of the policy formulations regarding key competences, 

reveal that the Lithuanian policy formulations are mostly skills or competences based. The 

Guidelines (Ministry of Education, Science and Sport of the Republic of Lithuania, 2019, p. 

11) also confirm the previously established competence-orientation in sustained in the current 

curriculum policy. Thus, it can be presumed that the review of the curriculum context and the 

analysis of the Guidelines reveal path dependence as an important factor that shaped the 

recontextualization of the concept of competence in the policy for curriculum renewal.  

The discourse analysis reveals existing differences between the Norwegian and the 

Lithuanian curriculum policies in the manner they recontextualize the orientation towards 

competences in curriculum development. While the former suggests an increasing balance 

between content-orientation and competence-orientation, the later policy proposes to develop 

a competence-oriented curriculum. It is possible to claim that different curriculum traditions 

in both contexts were the factors that shaped the recontextualization of the concept of 

competence into the national curriculum policies and resulted in differences between the 

selected policies. Discourse analysis of the Norwegian White Paper demonstrates that central 

function is given to subject content while competences are expected to support and promote 

content learning. In contrast, the Lithuanian Guidelines recontextualize competence as the 

central element in the proposed renewal of the national curriculum.  

However, the literature on competence reviewed in chapter 3.1 suggests that curriculum 

development based on competences is expected to eliminate curriculum division into subjects 

and discipline areas. The discourse analysis in this study demonstrates that, on the contrary, 

both policy documents maintain the division of subjects. Despite attempts to increase 

connections between subjects with interdisciplinary topics, the selected policies propose to 

structure the national curricula based on separate subjects.  
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Moreover, the above-discussed differences in the selected policies reveal only differences at 

the level of national policymaking. The further recontextualization of competence at the 

programmatic level might be shaped by other contextual factors such as content orientation 

that prevailed in the system of education for an extended period. For instance, although the 

Lithuanian curriculum context is defined by competence-orientation, the OECD (2017, p. 14) 

review of the Lithuanian policies on education demonstrates that the system of high-stakes 

examinations creates motivation for teachers and learners to focus mainly on learning tested 

subjects and accumulation rather than the application of knowledge. Likewise, the research 

by Binkley et al. (2012) discussed in chapter 3.2 concludes that policies based on 

competences require changes in assessment to promote competence learning. This example 

illustrates how the recontextualization of competence into the national curriculum policy 

presents an ideal expectation while the concept undergoes further recontextualizations into 

education practice with factors able to alter it significantly.  

The second difference related to the conceptualization of competence in the analyzed policies 

is related to the definition of the concept as a combination of knowledge, skills, and attitudes 

and values. As findings in the previous chapter of this study demonstrate, not all elements of 

competence are recontextualized similarly in the selected national curriculum policies. Those 

elements were transformed in the process, and that resulted in different definitions of 

competence.  

The Norwegian White Paper defines competence through a combination of knowledge and 

skills. The definition omits the element of attitudes and values that are a part of the 

established transnational definition of the concept. In this way, the Norwegian 

recontextualization of competence differs from the transnational understanding of the 

concept. Ethical considerations related to the assessment of attitudes and values were 

identified in the White Paper as the factor shaping this transformation.  

According to S. Tveit (2014, p.223), the implementation of the outcomes-oriented curriculum 

with the Knowledge Promotion Reform caused implications for the assessment of learning 

achievements. The revision of assessment regulations implemented in 2009 placed greater 

emphasis on formative assessment, explicit requirements for documenting the basis for 

assessment, and protecting learners’ rights for evidence for teacher judgments. Before the 

revision, teachers’ determinations for marking were crucial in determining learners’ final 

results relevant for future education possibilities; however, they were rather often based on 
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the assessment of efforts, order, and conduct. The curriculum reform in 2006 indicated a shift 

from the holistic understanding of competence and required assessment based strictly on 

learners’ achievements (Tveit, 2014, p. 230). It is possible to propose that the revision of 

assessment regulations creates path dependence in the process of current policymaking. The 

revised assessment policy placed restrictions on the assessment of social and emotional 

aspects of competence. Thus, the policy of assessment regulations can be considered as the 

factor shaping the concept of competence during the recontextualization into the national 

context. The White Paper describes competence as a basis for the formation of competence 

aims and, therefore, a basis for learner assessment. The recontextualization of the concept of 

competence with social and emotional elements in the definition would form a contradiction 

to the previously established regulations for assessment. Moreover, the requirement to 

document the basis for assessment would be difficult to comply with because the assessment 

of social and emotional competences is often based on individual perceptions rather than 

standardized goals.  

As a contrast to the Norwegian conceptualization of competence, the Lithuanian Guidelines 

seem to follow the transnationally developed definition of the competence in the curriculum 

policymaking. The presentation of competence elements in the Guidelines (Ministry of 

Education, Science and Sport of the Republic of Lithuania, 2019, p. 11) resembles the 

illustration of competence from the OECD Learning Framework 2030: Work-in-progress 

(OECD, 2018, p. 4).  

Figure 2. The OECD Learning Framework 2030 
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Only slight transformations of the OECD definition can be identified in the Lithuanian 

recontextualization of the concept into the national curriculum policy. The national definition 

of competence has rearranged elements of knowledge where procedural and epistemic 

knowledge have changed places. Also, in the recontextualized definition of competence, 

physical skills are omitted. More considerable transformations can be noticed in the 

recontextualization of the attitudes and values element of the concept of competence. In the 

OECD Learning Framework 2030: Work-in-progress (OECD, 2018, p. 4), the component of 

“attitudes and values” consists of personal, local, societal, and global elements. However, in 

the Lithuanian conceptualization of competence, local and global elements of attitudes and 

values are eliminated. Instead, it consists of personal, interpersonal, and societal elements. 

Possibly the recontextualization of attitudes and values as an element of competence resulted 

in transformations where some elements were omitted and replaced by other elements.  

The discourse analysis of the Guidelines reveals great attention to the elements of attitudes 

and values as a part of the concept of competence. As discussed in the previous chapter, 

descriptions of the societal context might be a form of legitimation of this attention. In the 

description of the social context, the Guidelines (Ministry of Education, Science and Sport of 

the Republic of Lithuania, 2019p. 7) place the image of expected strong society in opposition 

to the results from various transnational evaluations of societal values in Lithuania. This 

opposition is even more strengthened through a reference to the historical context where 

citizens of post-soviet countries are described as lacking solidarity, citizenship, tolerance, and 

collaboration as well as succumbing to moral transgressions. It may be assumed that one of 

the main factors playing an important role in the recontextualization of the social and 

emotional element of competence could be the societal context and political aspirations to 

move it closer to the common European values. The tension between the societal context and 

the image of a strong society can be considered as a factor shaping the transformation of 

social and emotional elements where local and global values were eliminated and changed by 

interpersonal and social values. 

However, findings of the discourse analysis presented in chapter 6.2 identify discrepancies in 

the Lithuanian policy related to competences as learning outcomes. The curriculum policy 

tends to exclude attitudes and values when the policy proposes renewal related to learning 

outcomes. Thus, further discussion is based on the curriculum context and assessment 

practices as determining factors in the process of recontextualization.  
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According to Survutaitė (2013, p. 102), the development of the education system in Lithuania 

was based on theoretical ideas of holistic education. It encourages understanding of 

competence not as a narrow combination of academic and professional qualifications but as a 

personal preparation to participate in society, responsibility for public life and creation of 

culture, readiness to react to global challenges and changes. It is possible to argue that these 

ideas through path dependence provide the context for the current curriculum renewal policy, 

where the concept of competence is recontextualized with the expressed social and emotional 

aspect.  

Nevertheless, under the aims for the curriculum renewal, the Guidelines (Ministry of 

Education, Science and Sport of the Republic of Lithuania, 2019, p. 11) claim that there is a 

plan to ensure coherence between educational aims, content implementation, and assessment 

of achievements. That suggests a lack of alignment between the currently existing concept of 

competence as the basis for learning outcomes and the assessment of learning outcomes. In 

other words, the recontextualization of competence into the national policy following the 

transnational definition does not ensure that it is followed throughout the whole process of 

education. 

Currently, Lithuanian learners, after a completed process of education, take matura 

examinations to receive the final assessment of learning achievements. The Ministry of 

Education, Science, and Sports approves programs for matura examinations and 

accreditations. These programs define examination aims, matrix, and task types, and describe 

knowledge and skills that will be assessed during each examination. The approved program 

for matura examination includes a statement that “during competence development learners 

acquire knowledge, skills, and attitudes. Attitudes are not assessed in the examination” 

(Regarding the approval of maturity examinations and credit programs, 2011). That statement 

confirms that the recontextualization of competence into the national context follows the 

transnationally established definition of the concept. Nevertheless, policies related to the 

assessment of learning outcomes restrict the assessment of social and emotional elements. 

As this discussion demonstrates, both the Norwegian White Paper and the Lithuanian 

Guidelines recontextualize competence by defining the concept with clearly distinct 

elements. The most remarkable difference, however, lies in the recontextualization of the 

element of attitudes and values in the analyzed policies. While the White Paper in the process 

of recontextualization of competence proposes to transfer the social and emotional aspect of 
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competence to other parts of the national curriculum, the Lithuanian Guidelines 

recontextualize the concept through borrowing the transnational definition of competence. 

However, discourse analysis based on contextual factors revealed that such differences are 

shaped by different policies related to learner assessment in both countries. The Norwegian 

White Paper is aligned with the revised regulations for assessment, and thus, the restriction to 

assess social and emotional aspects of competence is placed in both policies. The Lithuanian 

Guidelines, on the contrary, lack the alignment with the policy related to the assessment of 

learning outcomes. The restriction to assess social and emotional aspects of competence is 

placed only in the policy for matura examinations while the Guidelines recontextualize 

competence following the transnational definition of the concept.  
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Conclusion 

An increasing interest in the borrowing of transnational concepts in the national curriculum 

policymaking can suggest that despite many similarities, national policymakers tend to 

recontextualize transnational concepts through lenses of national contexts. Different 

contextual factors might cause variations in the recontextualization of transnational concepts.  

This comparative study attempted to analyze policies related to the current curriculum 

renewals in Norway and Lithuania to reveal how national policymakers conceptualize the 

transnational concept of competence. The analysis attempted not only to depict similarities 

and differences in the national conceptualizations of competence but also to explore them as 

results of recontextualization through various contextual factors.  

The findings of the discourse analysis reveals several similarities related to the 

conceptualization of the transnational concept of competence. Simultaneously, two crucial 

differences are identified: 

● The Norwegian White Paper proposes to direct the renewal of the national curriculum 

towards an increased content-orientation. The Lithuanian Guidelines, on the other 

hand, demonstrate that the current curriculum renewal is competence-oriented. This 

difference leads to a contrasting perception of the function of competence in the 

analyzed curriculum policies. The Norwegian curriculum policy puts subject content 

in the center of the curriculum formation while the selected competences are intended 

to support and promote content learning. Contrary to that, the Lithuanian curriculum 

policy places the concept of competence in the center of the curriculum formation, 

whereas subject curricula can be supplemented with content relevant for competence 

development.  

● The analysis of the definition of competence in the selected policies reveals that 

national policymakers in both countries define the concept through a combination of 

essential elements. However, in the process of recontextualization, the Norwegian 

curriculum policy omits the element of attitudes and values, while the Lithuanian 

curriculum policy follows the transnationally established definition.  
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These differences identified in the discourse analysis of the national policies are further 

analyzed through factors from national contexts that could have shaped the process of 

recontextualization. Various contextual factors identified in the selected policies are explored 

to provide a better understanding of the process of recontextualization as a transformation of 

the transnational concept of competence.  

● Curriculum tradition is identified as a crucial factor for the recontextualization of 

competence in the Norwegian and the Lithuanian policies. Long national curriculum 

traditions in Norway based on Didaktik and content-orientation seems to be reflected 

in the national policy for the current curriculum renewal. The policy combines a 

traditional curriculum orientation with the transnational curriculum policy based on 

competences. In comparison to that, the Lithuanian curriculum development is a 

comparatively new process that began with the development of the first national 

curriculum based on competence development. The transfer of curriculum traditions 

through path dependence can be considered as a factor shaping the competence-

orientation expressed in the curriculum policy.  

● Differences related to the recontextualization of social and emotional elements of the 

concept of competence are mainly analyzed through assessment policies as factors 

shaping the national conceptualization of competence. The analysis of the Norwegian 

context related to assessment practices reveals that assessment is regulated by national 

regulations prohibiting the assessment of motivation, efforts, attention, namely a 

significant part of essential social and emotional competence elements. Thus, it is 

possible to conclude that the national assessment regulations restrict the 

recontextualization of competence with its broad transnational definition. In contrast 

to that, the Lithuanian curriculum policy expresses the social and emotional element 

of competence rather explicitly in the definition and descriptions of the selected 

competences. First, it is discussed that the Guidelines use the review of research 

related to the societal context to legitimate the need for social and emotional elements. 

However, a closer analysis of the national context related to assessment policies 

reveals that restrictions to assess attitudes and values are laid out in these policies 

instead of the Guidelines. That enables the national policymakers to recontextualize 

competence with its broad definition in the curriculum policy. Consequently, the 

policies selected for this study demonstrate a significant difference in the 
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recontextualization of competence. At the same time, at the pragmatic level, the 

assessment of learning outcomes in both countries is not designed to assess the social 

and emotional aspects of competence.   

Recommendations for further research 

The conducted comparative study attempts to demonstrate how various factors from national 

contexts contribute to the process of recontextualization of transnational concepts into 

national curriculum policies. After the conducted discourse analysis, it is possible to claim 

that national policymakers receive and alter transnational policies and their elements based on 

different contextual factors. An important question then remains how those alterations affect 

outcomes of the implemented curriculum policy if the main elements were recontextualized 

with significant transformations. As demonstrated in the model of education policymaking 

through the rule of recontextualization in chapter 4.2, the policy recontextualization is a 

process that is conducted several times from the policy development to enactment. It is, 

therefore, important to analyze how transformations shaped by recontextualization in the 

national and the local context are reflected in the outcomes of the enacted policy.   

Another interesting direction for further research is the recontextualization of social and 

emotional elements of the concept of competence. As the discourse analysis of the selected 

policies reveals, policymakers in both countries approach this element differently. However, 

the contextual analysis demonstrates that despite this difference in the curriculum policies, 

assessment practices in both countries restrict the assessment of attitudes and values. 

Simultaneously, transnational curriculum policies suggest increasing interest for and 

importance of the social and emotional competence in the process of education (OECD, 

2019). For future research, it is relevant to explore how increasing transnational attention to 

social and emotional competence will affect assessment policies related to it.  
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Appendices  

Appendix 1 

 

Data Analysis Categorization Scheme 

 

Category Sub-category Sub-subcategory Sub-subcategory 

Competence 

 

Units of analysis 

that refer to the 

concept of 

competence and 

its definition 

Knowledge 

 

Units of analysis 

that refer to 

knowledge as an 

element of the 

concept of 

competence.  

Core elements 

 

Connection between 

subjects 

 

Overload of 

information 

 

Units of analysis 

thematically divided 

into main themes 

related to the changes 

in the element of 

knowledge in the 

concept of 

competence.  

Competence-orientation 

of curriculum 

 

Content-orientation of 

curriculum 

 

The function of 

competence in 

curriculum formation 

 

Units of analysis 

thematically divided into 

main themes related to 

contextual factors.  

Skills 

 

Units of analysis 

which refer to 

basic skills as an 

element of the 

concept of 

competence. 

Basic skills for the 

curriculum renewal 

 

Transnational 

evaluations of skills 

achievement 

 

Units of analysis 

thematically divided 

into main themes 

related to the 

selection of basic 

skills.   
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Attitudes and 

values 

 

Units of analysis 

referring to 

attitudes and 

values as an 

element of the 

concept of 

competence. 

Attitudes and values 

as a part of the 

definition of the 

concept of 

competence 

 

Transfer of attitudes 

and values to other 

parts of a national 

curriculum 

 

Common societal 

values in the 

curriculum renewal 

policy 

 

Units of analysis 

thematically divided 

into themes related to 

the social and 

emotional aspect as a 

part of a competence 

Assessment of social and 

emotional competence 

 

Societal context 

 

Units of analysis 

thematically divided into 

main themes related to 

contextual factors. 

 

 


