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Abstract
In recent years, computer programming has been introduced into school curricula in several national education systems
across the world making it a key issue on the education policy agenda. In March 2017, the Swedish Government announced
their decision to introduce programming as a mandatory teaching element as of the first grade of primary school. This
doctoral thesis investigates the processes behind this recent change in the Swedish curriculum and aims to clarify the
addition of programming in schools. The research is focused on the actors and actions that brought about this change and
on how the addition of programming was argued for in policy texts, nationally and internationally.

The methods employed in this thesis are those of network ethnography and critical discourse analysis. Network
ethnography enables a mapping of relationships between the actors involved, while critical discourse analysis can provide
further insights on discourse, social context, and the underlying power-relations. The empirical material is comprised of
online links and texts regarding and by the actors involved in the policy agenda on programming, interviews with key
policy actors, as well as national and international policy texts on the introduction of programming in schools.

According to the findings, the processes resulting in the introduction of programming in the Swedish schools have been
both complex and dynamic engaging a wide range of actors including governmental and inter-governmental agencies,
national and multinational companies, for- and non-for-profit organizations and educational institutions. One of the
findings is that external actors both influenced and participated in these policy-making processes. The policy agenda
on programming was shared in mixed policy arenas extending beyond national and institutional spaces and towards
international and private ones. The analysis of the policy texts indicates that the teaching of programming in schools was
promoted as the answer to a number of economic and societal needs, while the public discourse was dominated by economic
motives and ideologies.

In this thesis, the addition of programming in schools is perceived as an example of contemporary education policy-
making. The findings demonstrate that the development of contemporary education policy no longer is confined within
national borders, but takes place across borders and sectors involving a variety of actors. Emphasis is placed on the
influence of external interests on education policy. In addition, this thesis highlights the importance of out-of-the-parliament
processes both locally and internationally, and their capacity to influence policy-making. This study underscores the
increasing complexity which characterizes education policy in a globalized context, especially in the area of education
technology.
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PART I 



8 

Preface: The Genesis of the Research Project 

The readers may wonder why I chose this particular topic on which to conduct 
my research. The answer to this question is not entirely straightfoward and it 
has certainly been a long process. The choice of this research topic is the result 
of many different paths I have taken, driven by my curiosity. 

From the outset, conducting research in education policy and the politics 
behind policy formation processes was not my main focus. In my initial 
application for a PhD, my proposal focused on the topic of digital games in 
schools – a topic that I had explored in my bachelor and master theses. During 
my first year as a doctoral student, my fieldwork included a pilot study which 
was conducted in April and May 2017. Contrary to my expectations, the focal 
point of attention during the classroom observations and interviews with 
teachers and teacher-trainers was not digital games, but rather another element 
of the digitalization of education – programming. The question that begged 
for an answer was whether this change was connected to the fact that earlier 
that same year – in March 2017 – the Swedish Government had announced its 
intention to introduce programming in the school curriculum as part of the 
new digitalization strategy for education. As a result, by the time I was 
preparing the first interviews, the landscape of educational technology in 
schools had tangibly changed. The discussions about digital games had been 
replaced with discussions about, and enthusiasm for, programming. As I found 
myself in the middle of a change, I decided to take a closer look into it. During 
my pilot study, I realized that the new policy agenda to include programming 
in school curricula, and all the discussions around it, was not only aimed at 
strengthening the digitalization of education and teaching something needed 
and useful in a way that was accessible to teachers and enjoyable to children. 
I became aware that this process also seemed to attract business interests and 
reflected a tight collaboration between the public and the private sector. This 
awareness was further confirmed the more I delved into the topic.  

This triggered my interest to investigate the policies regarding 
digitalization of education both nationally and internationally. This line of 
inquiry generated further questions. The digitalization of education had been 
on the policy agenda for the past several decades both in Sweden and in 
Europe. Only in Sweden, there have been at least four different digitalization 
campaigns recorded since the 1960s, which included recurrent arguments 
regarding the general ability of technology to improve education (Jedeskog, 
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2005). There were, however, some other aspects that stood out in this most 
recent digitalization campaign. The decision to strengthen the digitalization of 
Swedish education included the addition of the element of programming in 
the curriculum. Programming became a centrepiece of this new digitalization 
campaign. Public media texts specifically on programming seemed intended 
to serve as advertisements for programming. Another observation concerned 
the role of private actors both from a national and international background. 
These actors were not only actively supporting or arguing in favour of 
programming, but also seemed to have become embedded in the policy 
formation process. A further observation I made was the accelerating speed of 
the decision-making processes. 

As I pursued my investigations into this subject, I examined previous 
education reforms in Sweden, also within the area of digitalization. My 
research on these educational policies seemed to indicate that the most recent 
digitalization campaign featuring a national digitalization strategy for the 
school system and the addition of programming in the curriculum followed a 
different path than the rest of the campaigns, both in terms of time and 
structure. Similar rapid changes regarding the addition of programming in 
compulsory curricula were noticeable in several other national education 
systems around the world.  

In parallel to these explorations, I searched the literature on educational 
technology, education policy and politics for answers – I found cases very 
similar to what I was witnessing. I read Ball’s previous work on private 
interests, networked governance and the involvement of third actors in 
education (Ball, 1990, 2009, 2012b); Selwyn’s work on the need for a critical 
perspective on educational technology and on the politics of educational 
technology (Selwyn, 2010, 2011, 2016; Selwyn & Facer, 2013); and research 
on critical education policy before I found Williamson’s, Player-Koro’s and 
Bergviken Rensfeldt’s research on recent programming reforms (Bergviken 
Rensfeldt & Player-Koro, 2017; Williamson, 2015). My personal curiosity 
started evolving into a research subject. What I was discovering shifted my 
interest towards education policy reforms, digitalization of education, policy 
mobility, education governance, and privatization of education. I discovered 
that the way I was looking into this policy reform was from a critical 
perspective; not because I did not believe in programming as a useful skill in 
education, but because I could not comprehend the ways in which this policy 
was implemented, the many and often conflicting arguments and the 
involvement of so many diverse actors in an education subject.  

As the end of the first year of my doctoral studies was approaching, I 
decided to change my initial research project and focus on the new 
digitalization changes in the Swedish education. Even more specifically, on 
the addition of programming in the Swedish compulsory curriculum. The re-
conceptualised project grew out of a desire to comprehend the politics behind 
the recent changes in the Swedish curriculum on the strengthening of 
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digitalization and on the addition of programming. This initial curiosity 
progressively evolved into a research interest with a central focus on the 
political processes behind these recent changes, explored through the people, 
events and policy texts that influenced these changes and promoted them. The 
municipality of Stockholm was a natural focus of study for many reasons. 
Being the capital city, Stockholm is not only the most populated Swedish 
municipality, but it is also the national centre of administration and commerce. 
Apart from having many large industries within the field of technology located 
there with interest in programming, Stockholm was the municipality where a 
large-scale pilot project on programming in schools initiated by the 
municipality itself took place in 2015. In addition, new methods and content 
ideas are argued to be introduced earlier in capital cities (Román et al., 2015). 
In the process of seeking answers, the methods of network ethnography and 
discourse analysis were chosen. Network ethnograpy enables a mapping of 
relationships between the actors involved all while contributing to a bigger 
understanding of how intertwined interests shape policies. Discourse analysis 
because it can provide further insights on discourse, social context, and the 
underlying power-relations. Thus, the initial curiosity turned into a doctoral 
research project with a focus on the whos, wheres, whens and hows of the 
introduction of programming in the Swedish schools.  
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Introduction 

By the time you read this thesis, programming will have become a mandatory 
element in the Swedish curriculum for compulsory education; an addition that 
claims to modernize Swedish education and revolutionize Swedish society. 
Teaching programming – it was argued – would prepare students for the 
future, contribute to a democratic society and modernize education. Such 
arguments, of course, are not new, as they have been repeated over the years 
in connection with digitalization of education (Jedeskog, 2005). Part of the 
rhetoric was fostered with the support of the private sector, yet with little 
resistance or empirical substance, much in accordance with the view that “a 
good school is a technologically equipped one” (Apple, 2004). The curriculum 
programming-related changes that were introduced in 2017 were only a part 
of the campaign for the strengthening of digitalization of Swedish schools and 
only one of several digitalization campaigns that took place over the years in 
Swedish education. However, the changes introduced in 2017 were different 
to the previous digitalization changes in three main ways, namely the speed 
with which they were introduced, the ways they were implemented, and the 
degree of involvement of external actors.  

Digitalization of education has been in the foreground around the world for 
the past few decades. When it comes to programming, as early as 2013, 
economic cooperation organizations – in close collaboration with 
multinational corporations – were promoting the modernization of education, 
arguing for further digitalization and the inclusion of programming in schools. 
Starting from 2014, several countries, including Estonia, the United Kingdom 
and Finland, updated their compulsory curricula to include the element of 
programming. In the case of Sweden, discussions on the introduction of 
programming in Swedish schools first appeared in public media in 2013 
(Bergviken Rensfeldt & Player-Koro, 2017). These first discussions triggered 
an educational debate where government representatives, non-profit and not-
for-profit1 organizations, corporations, trade shows and other stakeholders 
were promoting the importance of programming in schools with a variety of 
arguments and aspirations. In March 2017, the Swedish government 

                                                   
1 A non-profit organization is an organization with the mission of serving a social cause and 
providing a public benefit and does not yield financial benefits for its members. A not-for-profit 
organization is an organization that is not required to serve a social cause, but it equally does 
not earn profit for its owners; all profit goes back into running the organization.  



12 

announced their decision to strengthen the digitalization of education along 
with the introduction of programming in the compulsory curriculum as a 
mandatory component, a decision that was expected to be enacted by July 
2018. In early 2018, the already existing curriculum (Lgr11 – Läroplan för 
grundskolan) was revised to include programming, along with the 
strengthening of certain other digitalization elements.  

The way in which these curriculum changes were introduced place them 
within the wider frames of contemporary education policy, whose processes 
are increasingly dispersed across borders, sectors, organizations, industries, 
technologies, actors, and objects (Williamson et.al, 2018). Shifts in the 
political, economic and societal spheres over the past few decades due to 
globalization imperatives have resulted in a shift towards a globalized 
economy, the restructuring of the nation state and changes in public policy 
strategies. As a result, local education policy practices and processes have 
become entwined with worldwide discourses and networked alliances (Spring, 
2008). Within this policy context, the policy processes that resulted in the 
inclusion of programming in Swedish schools have thus not been 
straightforward and called for an analysis.  

This research project was conducted at the same time as the aforementioned 
curriculum changes were taking shape and as programming was entering the 
Swedish education. One of this project’s aspirations has been to seek to 
explore in an empirical way how the latest curriculum changes – especially 
when it comes to the addition of programming – were implemented. More 
specifically, the overall theme of this thesis is to understand the politics behind 
these recent curriculum changes on the strengthening of digitalization and 
clarify how programming was added as a teaching element.  

In the following, I intend to clarify how the education policy agenda on 
programming and digitalization came to be, the processes that took place, and 
how they can be understood in a broader education policy context. This thesis 
is divided into four parts including: the current introduction and the 
background; theory and methodology; analysis; and discussion and 
concluding remarks. The introductory part of the thesis sets out the foundation 
of the research project. It provides a brief context analysis and includes a 
review of previous literature through which I describe the national and 
international societal and political context for this research subject, and 
concludes with the research aim and objectives of the thesis. In the following 
part the theoretical perspectives that have informed this research are outlined 
followed by a description of the research methodology. The empirical material 
is analysed in the fourth part of this thesis, and the thesis ends with a 
discussion and the concluding remarks. 
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Background 

The political processes that lead to curriculum changes are often complicated; 
a lot of elements should fall into place in order to start unfolding and 
examining them. In this thesis, the focus is on processes related to the 
education system and the school curriculum in Sweden. In order to 
contextualize how politics have shaped changes in national education and the 
school curriculum, this background chapter starts with a description of the 
Swedish system for compulsory education and its structure. Thereafter, 
previous educational reforms in the Swedish education system – including the 
policy of digitalization of education from the 1960s onwards – will be 
highlighted. Finally, a brief overview will be provided of the status of 
programming in national and international education systems. 

An Overview of the Swedish School System   
Over the years, there have been many changes in the governing of the Swedish 
education system in general and of the Swedish system for compulsory 
education (Swedish school system) in particular. In order to analyse the most 
recent changes in the curriculum, a brief overview needs to be provided of 
both the Swedish school system and some of its previous reforms.   

The origins of the Swedish school system can be placed in the middle of 
the 19th century, when education began to be institutionalized (Riis, 2010). 
Yet, it was only in the late 1940s that initiatives towards the creation of a 
comprehensive school system were implemented, while the present uniform 
education system model was developed in the early 1960s. This thesis takes 
as a starting point the 1960s, a time when Sweden was experiencing economic 
growth, social democratic rule and a general feeling of optimism (Lundahl et 
al., 2010). The growth and stability in the country was also reflected in 
education. In 1962, the decision was taken to introduce a nine-year 
compulsory school system along with the establishment of the very first 
national curriculum. The reasons that contributed to this decision included a 
rapid increase of pupils in elementary schools, an awareness of the importance 
of the economic impact of education, and a perceived need to foster 
democratic, social and national values in the wake of two world wars 
(Lundgren, 2012, 2015). The school system that was created was fully 
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centralized and reformed according to values of equality and equity for all. 
Textbooks were approved by a national committee, money was distributed 
from the central administration to local municipalities to cover school costs, 
while no other parallel school forms existed (Andersson & Nilsson, 2000). 
The comprehensive welfare reforms, including mandatory schooling based on 
a national curriculum and shared citizenship, have been often portrayed as the 
Swedish model. These reforms prioritized equalization of educational 
opportunities and the reduction of social stratification. From the 1960s to the 
1980s, the Swedish school system was marked by strong, central governance 
(Lundahl et al., 2010). It remained fairly stable, although in the 1970s some 
major changes in line with the Swedish model were introduced in the education 
system with the support and participation of several interested parties (Riis, 
2010). It was during that time that the secularization and centralization of the 
Swedish education system reached its peak. However, that was about to 
change due to shifts in the economic and political landscape that emerged in 
the 1970s.  

After 25 years of growth and steady social democratic rule, Sweden entered 
into a period of economic and political instability in the 1970s (Lundahl, 
2006). Several crises occurred during this decade, including decreasing output 
growth, increasing capital mobility, structural and economic crises, and 
increasing wage cost (Lindvall & Rothstein, 2006). Regarding education, 
increased urbanization resulted in the need to create new school units, while 
expanding industry raised the expectation that education would scale up the 
skills of future employees and introduced a “factory-like” view of schools 
(Lundgren, 2012). The expanding education system was becoming difficult 
both to manage and to finance. At the national level, the established structures 
of the social democratic system and the political economy did not shelter 
Sweden from the national and international crises of the 1970s, nor from the 
big economic drop that followed. The unstable status of the Swedish society 
challenged secularization and centralization as well as the traditional methods 
of political management established the previous decades by the social 
democratic rule. All these factors strengthened the arguments in favour of 
decentralization. Moreover, changes in the period between the 1970s and 
1980s resulted in a weakening of the government; “the governing subject – 
the government and administration – became weaker and fragmented” 
(Lundgren, 2012). In 1976, a non-Social Democratic government got elected 
for the first time in 40 years. According to Lundgren (2012), it was a 
challenging period for political authority; parties were splitting up while an 
increasing number of interest groups and associations were created which led 
to “fragile governing coalitions” (p. 68). The so-called Swedish model was 
criticized for its “centralized micromanagement”, which “stood in the way of 
entrepreneurial initiatives and the idea of free choice” (Ideland et al., 2020, p. 
3). In its place, the notions of “de-politization”, “marketization” and 
“decentralization” were introduced (Lundahl, 2006).  
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As expected, the shifts in the economic and political landscape of Sweden 
that took place between the 1970s and 1980s also had an impact on the 
education system. Due to the fragmented government and administration, and 
the increasing number of organizations and interest groups that had been 
formed to ensure legitimacy, more negotiation had become necessary in order 
to gain support for actions such as reforms. As a result of this fragmentation 
and the emergence of a cooperative negotiating context, the structure of the 
governing documents changed and became more abstract “allowing for 
various interpretations” (Lundgren, 2012, p. 68). The curriculum reform of 
1980 (Läroplan för grundskola – Lgr 80) reflected these influences, since it 
was a combination of a content-driven and a goal-driven curriculum (Englund, 
1996). The content-driven context was further decreased by the decision of 
the Swedish Parliament in 1988 that school administration should be 
characterized by a more goal-oriented management, with fewer rules and 
clearer objectives (Regeringskansliet, 2001). As early as the end of 1980s, the 
Swedish curricula had changed from stating content to stating learning 
outcomes. The reconstruction of the Swedish education system and the 
reforms, such as the change of the curricula structure, which started in the late 
1980s indicate an important shift – a shift from steering by scientific 
arguments to steering by political arguments (Lindensjö & Lundgren, 2000; 
Riis, 2010). 

During the 1990s, the Swedish model continued to be subject to a series of 
decentralization reforms. The reforms of the Swedish education system 
included shifting school governance from the State to the municipalities; the 
decentralization of the entire school system; the introduction of new curricula, 
an independent school system and a new market system based on free choice. 
In more detail, the Swedish educational reform of 1991 introduced an 
education governance defined by objectives and goals (Government Bill 
1990/91:18). The reform “implied a new division of responsibilities for 
schools between central government and local authorities” (Sundberg & 
Wahlström, 2012, p. 343). Within this reform, a new model of governance 
was presented which was called “participatory goal management” and 
required interpretation and clarification of the national goals at the local level; 
a process that was left to be carried out by local politicians, principals and 
teachers (Hultén, 2019). The State completely decentralised the responsibility 
for organizing the finances of schools and rendered the municipalities 
responsible not only for the school personnel, but also for the management, 
organization and school resources. The 1991 reform has been perceived as the 
first step in the process of decentralization of the Swedish school system 
(Sundberg & Wahlström, 2012). This process was further accelerated by the 
right-wing parties that came into power in 1991, in line with the idea of 
marketization, privatization and competition for quality and efficiency (Riis, 
2010). By 1993, every municipality had been made responsible for the 
allocation of resources for schools (Regeringskansliet, 2001). “The new 
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governance system (i.e. decentralization), fully developed in the middle of the 
1990s, built on the pre-requisites that the municipalities and local actors had 
sufficient knowledge and resources to accomplish the tasks defined in the 
national curricula” (Lundahl, 2002b, p. 695). However, it has been argued that 
what the new governance system actually accomplished was to shift the 
responsibility for education onto local authorities and actors (Ideland et al., 
2020). In 1994, a curriculum reform re-introduced the management 
responsibilities of Swedish schools; the Swedish schools gained more 
educational responsibility and were rendered responsible for choosing 
teaching methods, the role of the teachers and the teaching materials. Schools 
were able to develop their own profiles and the freedom of choice was given 
to parents and students, which now were perceived as customers.  

The 1991 decentralization fundamentally changed the way schools were 
working. This change still permeates the Swedish education system. Since the 
1990s, Sweden transitioned from having one of the world’s most socialist and 
government-dominated systems to having one of the most market-based and 
neoliberalist education systems globally (Ideland et al., 2020; Lundahl et al., 
2013). Some of the reasons behind the decentralization of the education 
system involved not only the minimization of centralized micromanagement 
and the political democratization, but also the efficiency of education along 
with the search for new economic resources for schools. The solution was seen 
in ideas led by the market concept, where modernization by means of 
privatization and decentralization were expected to tackle the observed 
inefficiency of the education system (Lindblad, 1995 as cited in Riis, 2010). 
Subsequently, “[in] the name of steering by objectives, decentralization, 
professional responsibilities and freedom of choice, state intervention [was] 
subordinated to market mechanisms” (Carlgren, 1994, p. 2).  

Sweden was not alone in starting a process of decentralization of its public 
domain. An international trend towards decentralization reforms had emerged 
towards the end of 1980s. Influential examples are the reforms introduced by 
Thatcher in the United Kingdom and the reforms introduced by Reagan in the 
United States. As Carlgren (2009) argues, at that time the restructuring of 
education was a worldwide movement. However, Sweden was faster and more 
radical in this respect than many other countries, creating one of the most 
decentralized systems (Lindblad et al., 2002).  

Since the 1990s, the governance of the Swedish school system had 
changed. Once governed centrally by the State, after the fundamental 
restructuring of the school system, the governance has shifted to new forms of 
governing heavily influenced by emerging neoliberal ideals which place great 
emphasis on competitiveness, efficiency and the involvement of the private 
market in the public sector (Lundahl, 2002b; Nordin, 2017). In addition, the 
new governance system enabled the involvement of international actors in 
education policy.  
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Since 1991, the state has divested itself of some of its former influence over 
education and schooling to two different participant arenas, which have thus 
been given much greater influence: first, the transnational arena, which in some 
sense pursues a form of internationally coordinated educational policy, and 
second, the private market, which undertakes real school activities in practice. 
A denationalised conception of education thus implies a shift both from a 
mainly national to a more international influence on policy and from a national 
to a greater private influence on practice (Sundberg & Wahlström, 2012, pp. 
352–353). 

 
The trends to restructure the curricula towards more goal-oriented and 
decentralized education paved the way both for more entrepreneurial 
initiatives and for the involvement of third parties in education, national as 
well as international ones. Indeed, according to Ringarp and Waldow (2016), 
the Swedish educational policy has been importing ideas and borrowing policy 
from the international sphere from 1994 onwards, even though it has been 
described as a silent process where international references were hardly an 
argument for reforms or a driver of policy change. 

The Swedish school system in its current form has often been criticized for 
its market-oriented model, which has contributed to a more unequal school 
system and to a highly competitive school market (Bunar & Ambrose, 2016; 
Erixon Arreman & Holm, 2011; Segerholm et al., 2019). Especially in recent 
years, the Swedish education system has been faced with growing criticisms 
due to lack of progress, often in comparison with other countries in 
international large-scale assessments. This is a narrative that has been 
supported by the media. Criticisms regarding decreasing achievement in 
PISA2 studies have led to a stronger emphasis on control and assessment. 
Interestingly, the previously barely audible international arguments for 
legitimatizing reforms became more distinct around 2007 and in relation to 
PISA criticisms (Ringarp & Waldow, 2016). Subsequently, a shift towards 
centralization has become noticeable. Educational reforms over the past 
decade have “seen both social democratic and liberal-conservative 
government coalitions hard at work on bringing the state back in” (Holmgren 
et al., 2013, p. 74). One example is the 2011 decision by the Swedish 
government to introduce a set of reforms in education to strengthen national 
governance. These reforms included laying down a more centralized control 
apparatus as well as a new national curriculum for compulsory schools, where 
the re-centralization shift was noticeable in the setting of more detailed and 
precise goals in various subjects (Nordin, 2017). It has been argued that the 
driver of this re-centralization of the Swedish education system was not 
equality and equity, but the creation of a more competitive education system 

                                                   
2 Programme for International Student Assessment (PISA) is an international assessment 
organized by the OECD and intended to measure 15-year-old students' performance in reading, 
mathematics and science.  



18 

with a focus on measurable outcomes as a way of improving quality 
(Lundgren, 2012). A general trend towards re-centralization is also prominent 
in an international level, where it has been argued that “authoritative power 
has to be centralised in order to reduce the effects of the growing crisis 
discourse” (Nordin, 2017, p. 481).  

To summarize, since the 1960s and until recent years, the governance, 
structure and underlying ideologies of the Swedish education system has 
undergone tremendous changes (Hellstén, Mickwitz & Scharfenberg, 2020).  
Between the 1950s and the early 1970s, the State was the central source of 
action and change, while the drivers behind the large reforms that took place 
were equality and educational opportunity. The aim was to address social and 
economic inequality and to promote political and economic democracy 
(Lindblad et al., 2002). Furthermore, great importance was placed on science, 
where educational and sociological research played a central role in 
demonstrating how education could lead to implementing these ideals. Since 
the late 1980s and during the major reforms of the 1990s, governance of 
education increasingly devolved onto the local level. Reforms became more 
influenced by neoliberal notions of decentralization and marketization, with a 
greater emphasis on efficiency than democracy. The central state was no 
longer the sole source of governance to drive educational change, and by 
placing the municipalities at the helm of the distribution of resources it had 
relinquished authority to them (Lundahl, 2006). While equality and 
democracy are still important concepts in Swedish compulsory education, 
societal changes have provided different contexts for implementing these 
concepts (Riis, 2010). Yet, the strive towards economic growth and welfare 
dominates the Swedish education ideology and policy (Lundahl, 2006). Since 
the 2010s, reforms in the Swedish education system indicate a shift towards 
centralization and an increased importance of control and assessment. 
However, this shift is not coupled with the post-war ideals of equality and 
equity, but are pursued along the lines of the previous economic arguments of 
competitiveness and efficiency. 

Changes in society and economy have a direct impact on education. 
Subsequently, the governing documents of education, such as curricula, can 
be seen as socially constructed artefacts and a part of socio-political processes 
(Lundgren, 1983). Both education reforms and curricula revisions are most 
often anchored in a specific time period of economical and historical 
importance. According to Lemish (1982), curriculum reforms are actions 
occurring in uncertainty and emerging from issues the schools are or should 
be dealing with. Furthermore, it is interesting to note that the educational 
reforms have been decided as solutions to contemporary problems and that 
they have been forming and reforming the education system to serve the 
contemporary needs of society.  
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The Contemporary Education System 
The Swedish education system has been characterized as being uniform and 
as being organized the same way throughout Sweden (Riis, 2010). It 
comprises a number of types of schools and education, compulsory as well as 
non-compulsory. The compulsory education includes the regular compulsory 
school or grundskolan and specialized schools addressing disabilities and the 
specific needs of the indigenous Sámi people. Non-compulsory education 
includes the preschool or förskolan, the upper-secondary school or 
gymnasieskolan, adult education, higher education and upper-secondary 
school and adult education for students with intellectual impairments 
(Skolverket, 2018).  

From preschool class to upper-secondary school, education in Sweden is 
free of charge, and the school is funded mainly by municipal tax revenues 
(Regeringskansliet, 2001). The schools are divided into municipal public 
schools, known as kommunala skolor, and independent ones, known as 
fristående skolor or friskolor. The municipal schools are run by the 
municipalities, while the independent schools are run by third-parties such as 
companies, foundations, and staff and parent co-operatives. Both types of 
schools are free of charge; they are entitled to deferral state budget for carrying 
out their various activities for their operation. Most of the funding for the 
municipal schools comes from municipal taxes and additional funds from the 
state budget. Both municipal and independent schools are expected to follow 
the national curriculum (Gunnarson et al., 1999; Skolverket, 2018). A key 
difference, however, is that while public school funds remain within the 
municipality, independent schools are able to keep and make use of the profits 
they gain (Erixon Arreman & Holm, 2011). Adult education and higher 
education are also free of charge for everyone with a residential status.  

Education is mainly organized within the public sector; a residue of the 
strong state and the Swedish model that has traditionally characterized the 
Swedish education system. Apart from the education system being state 
funded, the overall responsibility of education falls upon the Swedish 
Parliament and the Government, who are responsible for laying down the 
curriculum, the national objectives and the overall guidelines of the public 
education system. The guidelines are provided through the Swedish Education 
Act and the curricula. The municipalities, known as kommuner, are 
responsible for organizing all levels of education from preschool to upper-
secondary schools (Eurydice, 2017; Regeringskansliet, 2001). The National 
Agency for Education, or Skolverket (hereafter the Agency), follows up and 
provides information about education. The Agency is also responsible for 
supervising the school system and is called to present an overview of the 
system to both the Government and the Parliament every three years. This 
overview serves as a basis for the school development plan. The Swedish 
Schools Inspectorate, or Skolinspektionen, is responsible for ensuring that the 
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guidelines of the Swedish Education Act are being followed and that the rights 
of the pupils are respected.   

Despite the decentralized governing of the compulsory school, there is still 
only one national curriculum (Jedeskog, 2005). The curriculum is decided by 
the Government after hearing the Parliament (Lundgren, 2006). The Agency 
analyses the decision and develops suggestions for its introduction and 
implementation. The curriculum is then transmitted by the Agency to the 
municipalities and then on to schools, principals and teachers. The current 
curriculum in Sweden, Lgr11, is abstract in nature, as opposed to the former 
which had specific regulations of how the curriculum was to be taught. In 
accordance with the decentralised model, the prescriptions in Lgr 11 are short 
and loosely written, covering only the main goals and the desired outcomes. 
While the Government and the Parliament take the decisions, it is incumbent 
on the municipalities and the schools to decide how these decisions are to be 
carried out. Consequently, the administration, follow-up, supervision and 
development of the schools are maintained at the local level. Based on the 
national guidelines, every municipality is responsible for developing an 
education plan, which defines how the local school system is to be shaped and 
developed. Every school is also required to have its own plan describing how 
the national goals and the municipal objectives are to be met 
(Regeringskansliet, 2001). Schools are thus expected to draw up their own 
local curriculum documents. 

In order to develop new curricula, there are specific procedures to be 
followed including the development of a proposal into a formal decision. The 
Parliament and the Government have the overall responsibility to determine 
the focus and set the guidelines of the education system. Parliamentary 
decisions (riksdagsbeslut) are initiated by a proposal by the Government. Such 
a proposal will be developed in a political process which normally includes 
the carrying out of a preparatory inquiry (utredning) by a committee 
(kommitté) established for that purpose. The composition of such a committee 
will vary and can include parliamentarians or consist of individuals from 
different backgrounds with the relevant expertise. The government lays down 
instructions (direktiv) to guide the inquiry to be carried out by the committee. 
Reports of inquiries carried out within a specific ministry are published in the 
publications of that ministry (Departementsserien Ds). Otherwise, reports are 
published in the series Statens Offentliga Utredningar (SOU). These reports 
are then subject to a consultation process (remissförfarande), where relevant 
institutions and agencies are invited to comment on the report. After that, the 
Government submits the proposal to the Parliament in the form of a 
government bill (proposition). Members of Parliament may propose changes 
to the bill (motioner). Bills and proposed parliamentary changes are then 
referred to the Education Committee (Utbildningsutskottet), which in turn 
submits their report (Utbildningsutskottets Betänkande or UbU) to Parliament. 
Having concluded these steps, the matter can be taken up by the Parliament 
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for decision (riksdagsbeslut). Once the parliamentary decision has been taken, 
it should be implemented at the municipal and school levels (Ringarp & 
Nihlfors, 2017). 

The Swedish education system has been decentralized since the early 
1990s. As a result, school management and governance – and the resulting 
education policy formulation and implementation – encompass numerous 
actors in different arenas. These arenas can be where decisions are taken or 
where they are implemented in practice – or anywhere in between. Such 
formulation arenas include the State, the Government and the Parliament, 
where school regulations and curricula are decided. The municipalities and 
the schools can be seen as both formulation and implementation arenas, since 
it is their task to interpret and implement decisions taken by the Parliament. 
Moreover, within these arenas, decisions are influenced, mediated and 
negotiated by various actors from the outside sphere, such as the public, the 
media, private companies and other interest groups. National education policy 
decisions are therefore – both directly and indirectly – subject to influence in 
many different arenas, whether locally, nationally or internationally (Ringarp 
& Nihlfors, 2017).  

Towards the Digitalization of Swedish Education 
In recent years, several policy decisions have been taken regarding the 
digitalization of Swedish education. In Sweden, there has long been a 
profound interest in the role of computer science and educational technology. 
The importance of educational technology is also highlighted in the 
compulsory curricula and syllabi (Skolverket, 2011), according to which 
digital literacy is important and schools are responsible for ensuring that every 
student in compulsory and upper-secondary education is able to use digital 
technology as a tool for searching for knowledge, communicating, creating 
and learning.  

The use of educational technology in Swedish education dates back to the 
late 1960s and early 1970s (Jedeskog, 2007; Karlsohn, 2009; Riis, 2000). The 
first documented interest in introducing computer technology (datorteknik) in 
schools is a motion to the Swedish Parliament towards the end of the 1960s 
(Riis, 2000). This was followed by a small-scale pilot project in a few schools 
led by the National Board of Education – the forerunner to the National 
Agency of Education (Jedeskog, 2005). In the period between the 1970s and 
1980s, some initiatives were taken to match the needs of the labour market 
and tertiary education (Rolandsson & Skogh, 2014). However, a more 
systematic introduction of computer science and educational technology in 
Swedish education started only in the 1980s. In the period 1984 to 2004, four 
national campaigns were carried out aimed at introducing and implementing 
computer knowledge and educational technology in schools (Jedeskog, 2005). 
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Jedeskog (2005) describes these campaigns as “waves” due to their 
“persistence, force and power” (p. 27).  

These campaigns were initiated in the mid-1980s, when the compulsory 
curriculum (Lgr 80) featured components of computer science under the 
subject of mathematics in grades 7 to 9. More specifically, programming was 
added to the 1980 curriculum, Lgr 80, as a part of an interdisciplinary subject 
called Datalära (an old term for Information Science) within the mathematics 
syllabus (Vinnervik, 2020). Students were to learn about computers and the 
implications of their use in everyday life and in society. With this campaign, 
an element entitled “computer science education” – mainly focussed on 
computer hardware – was introduced. Swedish schools at that time were 
featuring a computer especially made for school use called COMPIS 
(COMputer In School). A second campaign shortly thereafter, from 1988 until 
1991, dealt with enhancing the production and use of software and the use of 
computers as teaching tools (Riis, 2000). However, COMPIS and the use of 
computers as pedagogical tools did not last long and the campaigns were not 
as successful as expected (Heintz et al., 2017). The first half of 1990s saw very 
little change and progress regarding computers in teaching and no extra 
national money was spent thereon (Jedeskog, 2005).  

As of the 1990s, many national governments developed plans to increase 
their investments in Information and Communication Technology (ICT) in 
education (Pelgrum, 2001). In Sweden, a third and fourth campaign were 
introduced which slightly shifted the focus of computer science in Swedish 
education. In the curriculum of 1994, the students were no longer learning 
about computers, but were studying with computers. This highlighted the 
importance of digital literacy and the use of computers as tools. The third 
campaign was not only focussed on computers, but also on boosting Sweden’s 
competitiveness and on a transformation of the Swedish school system. This 
was in line with the national movement to transform the industrialized society 
into a knowledge society (Lundgren, 2006). It was a campaign coupled with 
large financial investments, but with limited participation, since only a few 
schools and a few municipalities took part (Jedeskog, 2005). The fourth 
campaign was introduced before the third one was concluded, and lasted from 
1999 to 2002. This campaign focused on improving schools’ access to the 
internet and all municipalities were invited to participate. This fourth 
campaign was better financed, included more participants and had a more 
significant impact than the previous ones (Jedeskog, 2005). In the late 1990s 
through the mid-2000s, a number of additional initiatives concerning the use 
of educational technology in classrooms aimed at preparing students for a 
technologically-advanced future were introduced, including the “DIG” 
(Datorn i Grundskolan – the computer in the middle school), “DOS” (Datorn 
och Skolan – the computer and the school), “ITiS” (IT i Skolan – information 
technology in the school) and “PIM” (Praktisk IT- och Mediekompetens – 
practical information technology and media literacy) (Heintz et al., 2017). 
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Regarding programming, in the mid-1990s through the mid-2000s some 
attempts were made to introduce the basics of programming in some Swedish 
schools, including experimental use of LEGO Dacta (Hussain et al., 2020; 
Ivarsson, 2003; Johansson & Pettersson, n.d.). LEGO Dacta was a commercial 
computer toy produced by the company’s education division. Apart from 
being featured in some schools, it did not gain ground and was soon forgotten. 

The Swedish path towards digitalization of education is not unique, but 
should be seen as a part of a global movement towards educational technology 
and the digitalization of schools. In the US, for instance, instructional systems 
development was introduced in public education in 1960s and was further 
developed throughout the 1970s. In the 1980s, the trend of micro-computers 
took over education, along with programming and computer labs (Kafai & 
Burke, 2013; Papert, 1980). Similar to Sweden, micro-computers and 
programming did not stay for long; by the 1990s the excitement for computers 
and the internet emerged, which rapidly took over education. In the 2000s and 
2010s, Digital Game-Based Learning (DGBL) emerged. Growing bodies of 
research suggested that games create a stimulating learning environment, 
increase student motivation and enable situated learning (Egenfeldt-Nielsen, 
2007; Gee, 2007; Steinkuehler, 2008), while others highlighted the scarcity of 
hard evidence regarding digital games’ effectiveness in learning and raised 
questions on the transference of learning (Bennerstedt, 2013; Bourgonjon et 
al., 2013). The popularity of DGBL was also observed in Sweden around the 
same time (Bennerstedt, 2013; Berg Marklund, 2015; Linderoth, 2009; 
Raptopoulou, 2020). Towards the end of 2010s, and maybe due to the 
complexities of introducing digital games in schools, interest in DGBL 
decreased, and in the mid of 2010s interest shifted towards the introduction of 
coding and programming in education. 

Intentions and Actors 
Many arguments were raised in favour of introducing computers/digital tools 
in Swedish education in the 1980s through the end of the millennium (Fahlén, 
2000). Jedeskog (2005) summarizes them in four different groups: (i) the 
democratic argument, based on which all pupils, regardless of their 
background, have a right to acquire digital literacy; (ii) the preparation for 
pupils’ future in working life argument; (iii) the improving pupils’ learning 
argument, and (iv) the ICT as a force for change argument. A subsequent fifth 
argument – introduced during the fourth campaign – was (v) the 
internationalization of education. In the US context, similar arguments were 
raised and according to Cuban (2003) these arguments included three goals: 
(i) make schools more efficient and productive than they currently are; (ii) 
transform teaching and learning into an engaging and active process 
connected to real life; and (iii) prepare the current generation of young people 
for the future workforce. Promotion of educational technology reforms in 



24 

schools reflects the aspiration that technology will transform schooling, either 
by providing solutions to existing problems in society and in education, by 
promoting equality, justice and democracy, or by advocating efficiency and 
economic prosperity.  

All initiatives related to the digitalization of Swedish schools have been 
top-down (Jedeskog, 2005b, 2007; Riis, 2000), primarily led by government 
initiatives. In addition, however, external actors can also be identified to have 
set in motion the processes behind the use of educational technology in 
Swedish schools at both the macro and the micro level. These external 
initiators were different in each campaign. The first two campaigns in Sweden 
were initiated and formulated by the Government and the Parliament and, even 
though the Parliament seemed to be the primary actor, pressure groups 
representing industry and working life were also active in these contexts 
(Jedeskog, 2005). The third campaign was a government initiative, but was 
led by the Foundation for Knowledge and Competence; a foundation which 
was created by the Government to lead the campaign. As regards this fourth 
campaign, the government was also the initiator. However, both the third and 
fourth campaigns were – according Karlsohn (2009) – characterized as “spelet 
mellan inre och yttre” (the interplay between inner and outer) (p. 323). More 
specifically, in the public rhetoric behind the introduction of computers in 
Swedish schools from the mid-1990s, a strong pressure was noticeable from 
the business community, from political spheres and trade unions, as well as 
from IT experts and enthusiasts; a pressure which was directed at the school 
and the teachers and which manifested itself in enthusiastic articles in 
Skolvärlden and in Lärarnas Tidning (Karlsohn, 2009). Jedeskog (2007) 
concurs that there have been several actors outside the school who “prescribe 
in national policies and guidelines goals and intentions, usually referring to 
international trends and competitiveness and massive pressure from the 
information society” (Jedeskog, 2005b, p. 21).  

In addition to public rhetoric and prescription of national policies, external 
actors have also promoted new technologies in education through 
investments. Investment initiatives towards new technologies by actors 
outside schools was first noticed in the 1980s (Jedeskog, 2007). Such 
investment initiatives were intensified, however, from the mid-1990s 
onwards. Such a phenomenon did not only occur in Sweden. Educational 
technology in schools has been promoted by various external actors, who have 
been directly or indirectly involved. For instance, in the US context, there has, 
according to a study made by Cuban (2003), since the early 1980s been “a 
loosely tied national coalition of public officials, corporate executives, 
vendors, policymakers, and parents promoting the creation of more access to 
new technologies in schools” (p. 12). Another example of the involvement of 
external actors is industry advertising. Becker (1998) pointed out that industry 
advertising has been calling teachers to employ educational technology in 
teaching in a continually changing set of ways. 
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The Recent Curriculum Changes (2017) 
Before detailing recent curriculum changes with respect to programming, it is 
relevant to clarify that in the current context of education, the term 
programming is used in a broader sense than in the context of conventional 
computer science. According to Lye and Koh (2014) “programming is more 
than just coding, for it exposes students to computational thinking, which 
involves problem-solving using computer science concepts” (p. 51). When 
referring to the teaching element, the terms computational thinking, 
programming and coding are closely related and can be used interchangeably 
to refer to the same element. An indication of this is that not all countries are 
using the same term for the teaching element, which in Sweden is called 
programming (programmering). Terms like programming, coding, 
computational thinking, computer science or even robotics have been used to 
describe similar notions. In the policy texts chosen as the empirical material 
for this thesis, the most common terms used are these of “programming” and 
“coding”. Therefore, in the context of the present thesis, these terms will be 
used interchangeably, albeit with a slight preference for the term 
programming due to its close connection to the Swedish word 
programmering.  

As previously mentioned, programming was briefly introduced in schools 
in the 1980s and 1990s. Upon closer scrutiny, programming as a school 
subject can be traced back to the 1960s, when Alan Perlis argued for the need 
for college students to learn programming (Shuchi Grover & Roy Pea, 2013). 
In the 1980s, Seymour Papert’s work set forward discussions for the inclusion 
of programming in K-12 education through the use of Logo, which is an 
educational programming language (Papert, 1980). Schools at that time started 
featuring programming computer labs. Programming, however, did not catch 
on. Some reasons behind this decline might have been the lack of subject-
matter integration and a lack of qualified instructors (Kafai & Burke, 2013), 
lack of adequate infrastructure, as well as the incompatibility between the 
discovery-enabled approach of programming and the more conventional 
behaviourist school culture back then (Lye & Koh, 2014). In the 1990s, as 
mentioned above, the excitement for the use of the internet emerged and the 
programming subject was put aside. In recent years, a renewed interest in 
programming has emerged, partly enabled by the availability of visual 
programming environments, such as Scratch and Alice. These tools turned the 
focus on the semantics of the programs rather than the syntax of programming, 
and encouraged the development of computational concepts and practices in 
engaging ways for both teachers and students (Monjelat & Lantz-Andersson, 
2020).  

More specifically as regards Sweden, there has, since the 2010s, emerged 
what could be described as a fifth digitalization campaign aiming this time on 
both the strengthening of digitalization and the introduction of programming 
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as a teaching element in the compulsory curriculum. In the curriculum reform 
of 2011 (Lgr11), digitalization was expressed through goals aimed at teaching 
how to use digital technology, how to develop critical thinking about 
information found on the internet, and to understand the influence of 
computers in society (Skolverket, 2011). In 2012, the Digitalization 
Commission (Digitaliseringskommissionen) was established by the Swedish 
government with the task of meeting the ICT policy goals to make Sweden a 
leader in the exploitation of the opportunities of digitalization and how this 
could be achieved, and to identify the challenges and effects of digitalization 
on society and the individual (Digitaliseringskommissionen, 2016; Heintz et 
al., 2017). One of the reports published by the Digitalization Commission 
addressed the need for the school system to pay more attention to the 
possibilities of digitalization and increase its availability 
(Digitaliseringskommissionen, 2014). 

Discussions regarding the introduction of programming in Swedish 
education appear for the first time in 2013 (Bergviken Rensfeldt & Player-
Koro, 2017). By 2014, several coding initiatives were introduced in Sweden 
through non-profit organizations and with the support of international 
corporations. In autumn 2015, the Government entrusted Skolverket with the 
mission of proposing national IT strategies for the school system (Regeringen, 
2015). These strategies were expected to address goals and efforts to 
strengthen the conditions for equal access to IT within the school system, to 
strengthen the digital skills of both students and teachers and to improve the 
conditions of digitalization in school development. In March 2016, Skolverket 
developed the first proposal on behalf of the Government on how to strengthen 
both digital skills and the area of programming in Swedish education 
(Skolverket, 2016). In this proposal, the element of programming was clearly 
stated and positioned in the Swedish education agenda. About a year later, in 
March 2017, the Swedish Government announced their decision to introduce 
programming as a mandatory element in schools as of the first grade of 
compulsory school. The revised curriculum was made available in 2018, in 
which programming was explicitly introduced as a component in several 
different subjects in the elementary school, but mainly as part of the subjects 
of mathematics and technology (Regeringskansliet, 2017).  

The inclusion of programming in national compulsory curricula was not 
unique to Sweden. As of 2013, economic cooperation organizations such as 
the OECD and the European Commission of the EU launched reports in which 
the digitalization of education, computer science and programming were 
presented as critical pillars for the modernization of education and as a way to 
bring education closer to businesses’ needs. In 2014, the European Coding 
Initiative was founded by the former Vice President of the European 
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Commission in collaboration with European Schoolnet3 and international 
corporations, all while famous CEOs, leaders and trendsetters underscored the 
importance of information technology in education. The arguments 
underpinning the advocacy of programming were that youth should be 
equipped with skills for the future; that knowledge economy needs technology 
skills to thrive; and that computer skills are at the heart of economic change 
and prosperity. In 2014, programming spread into national education policies 
and education curricula. Several countries, such as Estonia, the UK and 
Finland, introduced programming in their compulsory curricula, and Sweden 
and many other countries followed their example. More specifically, in 2012 
Estonia initiated a pilot program called ProgeTiger aimed at teaching students 
between the ages of 7 and 19 how to write code. This initiative started as a 
public-private partnership sponsored by the Estonian government (Olson, 
2012). In 2014, the British Government introduced a new curriculum, where 
the subject of ICT was replaced with the subject of Computing. It was argued 
that the interest in programming in education had been brought forward by 
representatives of the computing community and of international corporations 
(Furber, 2012). Within a brief period in time – less than three years from the 
introduction of programming in the British curriculum – the Swedish 
Government announced the introduction of computer programming in the 
compulsory curriculum as of the first grade of compulsory school. This 
decision was part of the agenda to enhance the digitalization of Swedish 
education and clearly laid down that programming was considered to be a 
basic knowledge.  

Extrapolating from the aforementioned on the digitalization of Swedish 
education, the focus of the reforms or campaigns have changed over the last 
thirty to forty years. It started with learning about computers and how to 
program, and then transitioned to learning with computers, to the use of 
internet and, in recent years, to programming again. Additionally, what has 
changed is the amount of investments placed in the promotion of educational 
technology in schools, as well as the number of external actors involved in the 
campaigns. A common denominator throughout the digitalization campaigns 
has been the positive attitude and aspirations towards the capabilities of 
educational technology to improve and even transform education. In the words 
of Jedeskog (2007), “a school is an institution that is based on a belief in the 
future and the need to further societies long-term growth. ICT [Information 
and Communication Technology] is considered to play a key role in creating 
the school of tomorrow” (p. 6). 

                                                   
3 European Schoolnet is a not-for-profit organization aiming to bring out innovation in teaching 
and learning in Europe. 
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The Research Subject 
In the previous sections, we discussed the Swedish education system and its 
previous reforms, the digitalization of the Swedish education, as well as the 
recent changes in the compulsory curriculum concerning the revised 
digitalization strategy on the strengthening of digitalization in the Swedish 
school system, featuring the addition of programming as a teaching element. 
A central aspect among the topical issues is how education reforms have 
become part of political processes and reflect changes in society and the 
economy. Another element of importance, which was briefly touched upon 
and will be explored further in the next chapter, is that educational changes 
are not limited within national borders, but can be seen as a response to 
international influences. In a global perspective, the changing role of the state 
and the global economy have transformed the way education policy is 
developing. 

Looking closer at the digitalization of education and the inclusion of 
programming as a teaching element both in Sweden and abroad, there are 
some interesting elements emerging, such as the brief amount of time during 
which programming was introduced in schools and the increased interest of 
external actors. The overarching aim and objectives of this thesis concern the 
recent curriculum changes in Sweden regarding the revised digitalization 
strategy, with a specific focus on the addition of programming. 

Before detailing the research subject, it is important to clarify several terms 
that keep reappearing in the thesis and contribute to the understanding of the 
subject matter. The terms are digitalization of education, digitalization 
strategies, programming agenda, and curriculum changes. The digitalization 
of education is a phenomenon that dates back to the second half of the 20th 
century and refers to the ongoing processes of digitalization of education 
through the increasing use of digital tools, digital infrastructures and the 
teaching and learning of digital skills. In Sweden, the digitalization of 
education became more systematic starting from the 1980s, with four 
digitalization campaigns documented between 1984 and 2002 (Jedeskog, 
2005). The digitalization strategy refers to Nationell digitaliseringsstrategi 
för skolväsendet, introduced by the Swedish Government in an initiative to 
strengthen the digitalization of Swedish education, digital competence in 
schools and the conditions for equal access to digitalization. The policy 
agenda on programming, or the programming agenda, refers to the education 
policy agenda which emerged in the early 2010s, aimed at introducing 
programming in schools and education curricula. In this study, the Swedish 
programming agenda is in focus. However, the programming agenda is not 
only native to Sweden, but has been a global policy agenda for the past few 
years. Both the digitalization strategy and the programming agenda resulted 
in the revised Swedish curriculum or the recent curriculum changes (Läroplan 
för grundsärskolan 2011 – Reviderad 2017, Lgr11/2017). The research 
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reported in this thesis is occupied with all of the above, but primarily draws 
upon the policy agenda on programming. 

As stated in the beginning of this chapter, the formation of education policy 
expressed through education reforms can be seen as a result of political 
processes. In the previous sections, we saw how education reforms are socially 
dependent, socially constructed and influenced by socioeconomic conditions 
that take place both nationally and internationally. Yet, there has been limited 
research as yet exploring the processes that led to the development of the latest 
curriculum changes and the addition of the element of programming in 
Swedish schools (see Bergviken Rensfeldt & Player-Koro, 2017; Williamson 
et. al, 2018). There are elements that are missing in our understanding of them, 
such as detailing the politics behind them, meaning the processes of making 
decisions, the actors involved and their intentions, as well as the ways in which 
the policy was formed and argued for. The underlying implication of the aim 
to further the understanding of the political processes behind the recent 
curriculum changes, Lgr11/2017, is that these processes are unclear, 
ambiguous or complex enough to warrant an examination. 

Aim and Research Questions 
The aim of the thesis is to understand the politics behind the recent changes in 
the Swedish curriculum, Lgr11/2017, on the strengthening of the digitalization 
of education and clarify the addition of programming as an element of 
teaching. In relation to this aim, three research questions are posed: 

 
1. Who has influenced and played a role in shaping the school education 

policy agenda on programming? 
2. How was the policy agenda argued for and communicated in policy texts 

nationally and internationally? 
3. How can we understand the recently revised Swedish curriculum in 

relation to international and national education policy? 
 
Before we proceed, however, let us take a closer look at how these queries are 
going to be answered in this thesis. In the process of seeking clarifications, 
this thesis aims to answer the whos, wheres, whens and hows of the education 
policy agenda on programming. More specifically, this thesis seeks to 
determine the actors involved in the policy-making process, where and when 
the policy formation occurred and how the policy became articulated along 
the way.  

The first research question related to the actors and the policy spaces. It 
seeks to investigate who influenced the addition of programming in the 
curriculum changes regarding the strengthening of digitalization in Swedish 
education. The second research question focuses on the use of language and 
how the policy agenda was constructed in policy texts. The third question is 
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interpretative and seeks to connect and expand on the previous levels of 
analysis; based on the above two questions and informed by the theoretical 
underpinning of this thesis, the third question aims to lead to an explanation 
and an understanding of the new Swedish curriculum on digitalization in 
relation to international and national education policy. 

In the following chapter, the field of knowledge relevant for this thesis will 
be presented. The field of knowledge includes previous research on the 
phenomenon of globalization; the changing role of the state and the shift from 
government to governance; policy and politics; and educational technology as 
an area of education policy. 
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Previous Research 

Over the past few decades, major political changes have taken place all over 
the world that have challenged the role of the state as well as the traditional 
notions of policy. The fundamental restructuring of the state, as well as of the 
education state, has been influenced by new public management approaches 
and neoliberal ideas (Lingard & Ozga, 2007; Player-Koro, 2019). This 
restructuring has manifested itself in the changing role of the nation state, the 
shift from economic nationalism to a globalized economy, the decentralization 
of public policy processes and the strengthening of the private sector. The 
aforementioned changes have been perceived as effects of a process which 
came to be known as globalization, which has contributed to a shift in the 
steering of public policy practices – and, subsequently, educational practices 
– described as a move from government to governance. Both the effects of 
globalization and the new conditions created by the movement from 
government to governance need to be taken into account when discussing the 
contemporary policy and politics of education. The intention of this chapter is 
to discuss these social, economic and political changes in relation to education 
policy, since they are perceived as central in framing the subject of this thesis.  

Globalization 
During the twentieth century, the nation state was defined by a strong 
government and was regarded as a uniform entity with one history (Sundberg 
& Wahlström, 2012). However, events such as the end of the cold war, the oil 
crisis in the 1970s and the fall of the Berlin Wall in 1989 brought about 
fundamental changes in the social, economic and political notions of state. 
Shifts in politics around the world resulted from and gave rise to the 
globalization of capitalism and the emergence of a “neoliberal ideology”, 
reshaping the ways in which policies were forged, implemented and evaluated 
(Rizvi & Lingard, 2010). In Sweden, the imprint of these global developments 
emerged in shifts in politics between the 1970s and 1980s, which resulted in 
a fragmentation of the state and triggered, among other things, the 
reconstruction and decentralization of the Swedish education system 
(Lundahl, 2002b). States like Sweden, which once had the ultimate authority 
to develop their own policies, could do so no longer, as policies progressively 
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developed within a global system of authority with neoliberal underpinnings 
(Román et al., 2015). All the aforementioned are regarded as imperatives of a 
process which came to be known as globalization. 

Globalization is not a new phenomenon, but it has intensified in the past 
forty years (Lundahl, 2007; Olssen et al., 2004). It is important to begin by 
saying that there is not a single and uniform meaning that can be attributed to 
the concept of globalization. Furthermore, its impact is both dynamic and 
context specific (Rizvi & Lingard, 2010). Globalization is known to have 
“multiple, conflicting, and contested meanings” (Singh, 2004, p. 114), while 
key features of globalization extend across political, economic and cultural 
strands. Moreover, it is important to underline that the process of globalization 
is not always so global. Some parts of the world are less touched by 
globalization than others (Burbules & Torres, 2020). In this thesis, I refer to 
globalization from a Western point of view and mostly relate it to the impact 
on the Swedish state. Regardless of its contested meaning and complex nature, 
globalization is a central concept to understand when it comes to policy 
research because, by understanding the complex nature of globalization and 
what it entails, one is able to identify how, and with what consequences, 
national policies are being affected (Dale, 1999). 

The changes in the global economy that emerged in the early 1970s led to 
the restructuring of the state and the diminishing of its powers towards the end 
of 1980s (Brown et al., 1997; Burbules & Torres, 2000). The restructuring of 
the state challenged its political authority and led to the weakening of the 
welfare state, while devolution and decentralization practices were introduced 
around the world that favoured privatization of social services and the 
involvement of external actors. In a way, as the state was withdrawing from 
its administrative responsibilities, the private sector and supranational and 
global influences were becoming stronger (Andersson & Nilsson, 2000). The 
process of the global economic restructuring was based on new public 
management (NPM) and neoliberal policy ideas (Player-Koro, 2019; 
Rönnberg, 2015). With NPM, we refer to the reorganization of the public 
sector with management practices and strategies drawn from the private 
sector, along with a move towards measurable outcomes and performativity 
(Griffith & Smith, 2014). Neoliberalism, on the other hand, is used to refer to 
a family of ideas associated with economic liberalism (Ball, 2012). In the 
words of Lipman (2011),  

neoliberalism is an ensemble of economic and social policies, forms of 
governance, and discourses and ideologies that promote individual self-interest, 
unrestricted flows of capital, deep reductions in the cost of labour, and sharp 
retrenchment of the public sphere. Neoliberals champion privatization of social 
goods and withdrawal of government from provision for social welfare on the 
premise that competitive markets are more effective and efficient (p. 6) 
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Both NPM and neoliberalism have economic motives and attribute great 
importance to the potential of the private sector, which is arguably one of 
globalization’s characteristics. As Burbules and Torres (2000) argue, an 
evident change of globalization was seen in the blind faith in the market along 
with the hope that economic growth will generate a spillover to help in solving 
societal problems. In a way, it is impossible to discuss globalization without 
acknowledging its economic underpinnings. 

According to Rizvi and Lingard (2010), some key features that 
globalization has given rise to as regards education include: (i) devolution and 
decentralization; (ii) new forms of governance; (iii) balance between public 
and private funding of education; (iv) changes in the curricula particularly 
with respect to the teaching of English language and technology; and (v) a 
global trade in education. Similarly, when listing the impact of globalization 
specifically on education, Burbules and Torres (2000) mention a loss of 
nation-state sovereignty, investments across national borders along with new 
pressures on the roles of workers in society, and fragmentation through the 
rise of locally-oriented movements. Giddens (1990) agrees with this latter 
impact and states that “local transformation is as much a part of globalisation 
as the lateral extension of social connections across time and space” (p. 64). 
In this thesis, globalization is understood as “blurring distinctions between the 
international and the domestic, the global and the local” (Ozga & Lingard, 
2007, p. 65) and in doing so the influence on the role of the nation state and 
on the policy-making procedures and outcomes.   

The shifts that took place in the political and economic spheres affected the 
area of policy-making. Globalization has redefined the notion of sovereign 
policy formation, extending it beyond the territorial bounds of nation states. 
So far, we have discussed the weakening of the nation-state through 
globalization. But globalization has also resulted in increased 
internationalization of nation-states, in the sense that their agencies and 
policies have become attuned to the rhythms of the new world order (Burbules 
& Torres, 2000, p. 7). Previous research has demonstrated the changed 
relationship between the local and the global when it comes to policy-making 
and formation (Lingard, 2018; Román et al., 2015; Sundberg & Wahlström, 
2012). It has been argued that the effects of globalization include “the 
intensification of worldwide social relations which link distant localities in 
such a way that local happenings are shaped by events occurring many miles 
away and vice versa” (Giddens, 1990, p. 64). Furthermore, the neoliberal 
underpinnings of globalization in international organizations tend to promote 
certain educational agendas that privilege particular policies and favour the 
economizing of education policy (Allen & Bull, 2018; Leibfried et al., 2007; 
Verger et al., 2012). Based on the economizing of education policy, economic 
growth and productivity are turned into the main goals of schools along with 
the favouring of educational policies that result to economic benefits (Spring, 
2015). Indeed, over the past four decades a tendency has been observed – at 
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least within the European Union – for education to be presented in a 
multidimensional and unbalanced way as both a fundamental human and 
social right and as an economic and commercial good (Antunes, 2016).  

The changes brought by globalization and the global economy has affected 
the way in which education is perceived. Within the globalized context, 
education has become more than an institution for strengthening social 
cohesion and promoting national values. It has progressively been 
transformed into an instrument in the service of economic competition in the 
global market. As education has grown to be an important factor in the 
economic sphere of societies, education changes are of interest to an 
increasing number of different actors. As Spring (2008) agrees, the rhetoric of 
globalization has entered discourses about education policy as both 
government and business groups “talk about the necessity of schools meeting 
the needs of the global economy” (p. 331). In the case of Sweden, the link 
between education and economy has been strengthened the past three decades 
in more than one way, including: the increased importance placed on 
education as infrastructural investments supporting economic growth; “the 
market” and “enterprise” serving as models for education and schools, much 
in accordance with NPM; and the privatization and marketization of education 
(Lundahl, 2007). 

With reference to discourses, another prevalent characteristic of 
globalization is that it is paired with an ideological discourse of “perceived 
immediacy and necessity to respond to a new world order”, all the while 
imposing a rhetoric of “inevitability” in policies and practices (Burbules and 
Torres, 2000, p. 2–3). Global imperatives and pressures placed on 
governments by supranational bodies and multinational corporations push 
towards a common norm that not only supports common policies, but also 
promotes certain ideologies and certain interests (Ball, 2012b; Leibfried et al., 
2007; Williamson, 2015). 

The notion of knowledge economy is another recurring discourse 
developed by a number of transnational policy actors, such as the Organisation 
for Economic Co-operation and Development (OECD). It is coupled with 
notions such as economic development and competition (Lingard & Rawolle, 
2011). The notion of knowledge economy is much in accordance with the 
economization of education. As Sundberg & Wahlström (2012) argue, “[t]he 
new global knowledge economy is based in an understanding of the economic 
importance of education” (p. 344). Within discourses about the knowledge 
economy are discussions of technology and upskilling of workforce and 
human capital. As Spring (2008) claims, the role of technology in knowledge 
economy education is twofold: firstly, students are to be educated so they can 
adapt to a world where technological innovations are occurring almost daily; 
and, secondly, educational technology has made it easier for students to access 
knowledge, while it affected the processes of education. Yet, the role of 
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technology in a knowledge economy is something worth discussing further, 
especially in relation to globalization. 

Among the key features of globalization as expressed by Rizvi and Lingard 
(2010) was the curriculum with respect to technology. Similarly, one of the 
areas of importance within the knowledge economy is digitalization. In 
general, “global competition, technological innovation and the restructuring 
of the state have had profound consequences for the public sector” (Player-
Koro, 2019, p. 3). Of course, that could not leave the area of policy-making 
and, specifically, education policy-making untouched. One of the ways that 
the importance of technology has been translated into education is through the 
multiple digitalization campaigns that have taken place since the 1980s, but 
also through the introduction of educational technology in schools. This does 
not come as a surprise; globalization is related to technological changes. This 
relationship has two sides. On the one hand, globalization has been enabled, 
shaped and evolved with the help of technological advancements. For 
instance, the rapid technological developments of the last forty years have 
reduced the possibility of individual nation states maintaining separate 
policies (Olssen et al., 2004). Yet, on the other hand, for the globalized order 
to continue as such, technological advancements need to keep up with the pace 
of societal, economic and political advancements. So, in a way, globalization 
and technology feed off each other. When it comes to the knowledge 
economy, and with economic motives in mind, technology has been 
transformative to the economy as well. According to Castells (2010), 
technology has played a fundamental role in economic growth throughout 
history. This is an argument which is worth keeping in mind regarding 
technology and education policy within the context of globalization.  

There are several effects of globalization which can be identified in the 
Swedish context. For instance, as discussed previously, Sweden entered a 
decentralization and devolution stage in the late 1980s and early 1990s, as did 
many other countries. The shift in governance, the decentralization model 
along with progressively growing connections between education and 
economy pushed education in a neoliberal direction. Indeed, it is claimed that 
Sweden has one of the most liberal school systems in terms of decentralization 
and market elements (Lundahl, 2002). Regarding the balance between private 
and public funding of education, the Swedish education system has embraced 
the external marketization of education and bares traces of internal 
marketization of education in many instances (Ball & Youdell, 2008; Lundahl, 
Arreman, Holm, & Lundström, 2013). As Lundahl (2007) states, the notion of 
“strong society” has been replaced by a market business model. 

But this thinking still takes place within a system where the State decides on 
national objectives and controls results and quality of education, and where the 
local political level, the municipality, has a decisive power over the resources 
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and substantial possibilities to influence education in other respects (Lundahl, 
2007, p. 124) 

 
One could argue that, from the 1980s to today, there has been a systematic and 
intensified digitalization of the technology curriculum in Swedish education. 

To sum up, globalization has contributed to a significant restructuring of 
the societal, economic and political spheres with consequences for public 
policy. In many ways, globalization has triggered changes. Changed practices 
within and outside the state, changed relations between the local and the 
global, changed processes and institutional arrangements. Globalization has 
also had significant economic impacts, including the spread of neoliberal 
ideologies and reforms much in accordance with NPM approaches. Inevitably, 
all these changes have also had major consequences as regards education 
policy. One of these consequences is the creation of common educational 
practices and policies within the globalized arena. As Spring (2008) states, 
“most of the world’s governments discuss similar educational agendas that 
include investing in education to develop human capital or better workers and 
to promote economic growth”. The promotion of these global education 
agendas has also been coupled with a rhetoric of inevitability, urgency and 
necessity. Another consequence has been the economization of education and 
a propagation of the view that education is an institution for promoting 
economic growth and thus of interest to a number of external actors (Antunes, 
2016; Spring, 2015). In relation thereto, concepts such as the “knowledge 
economy” have evolved and the digitalization of education has intensified 
over the past few decades.   

Yet, globalization in and of itself is neither an evil nor a beneficial process, 
and its influence can have multiple and conflicting effects on policy-making. 
As Burbules and Torres (2000) state, what is critical in order to understand the 
impact of globalization on education policy is to approach it from the 
framework of “in what respects” and “on whose terms” (p. 17).  

From Government to Governance 
An interesting point raised by Lundahl (2002) is that what we have referred to 
as decentralization and deregulation reform in the Swedish context has been 
somewhat inaccurately labelled and is, according to the author, rather a new 
governance strategy. Regardless, decentralization, deregulation and 
devolution reforms were very prominent between the 1980s and 1990s 
globally, and signified a shift in governance around the world.  

Starting in the 1970s and 1980s, the important changes that took place in 
the societal, economic and political spheres triggered a global restructuring of 
the notion of “state”. This restructuring, encouraged by the processes of 
globalization and based on neoliberal ideas, affected the organization and 
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delivery of public policies. As a result, contemporary education policy is 
increasingly taking place across territorial and institutional borders, involving 
a variety of actors. While governments and state bodies are still the official 
authorities responsible for running the national policy processes, their 
decision-making power has been significantly weakened. Similarly, the 
possibility for creating and maintaining separate national policies within the 
global economy arena has been significantly reduced. The fundamental 
changes in the role of the nation-state, along with the devolution of authority 
to other state and non-state actors, has been described as a transition from 
government to governance (Rhodes, 1996; Rhodes, 2007). The need to 
describe this transition, as emerged in the early 1990s, stemmed from the 
observation that public systems were no longer managed top-down on the 
basis of a linear process, but on the basis of interactive collective actions, of 
different groups of actors (Kotthoff & Merki, 2012). According to Lingard 
and Rawolle (2011), the transition from government to governance relates, in 
particular, to three types of changes: (i) in relation to nations and global 
politics; (ii) in relation to policy-making within nations; and (iii) a more 
marked involvement of the private sector in policy changes. As regards the 
latter change, the influence of external actors in the process of governance has 
become so critical that the meaning of governance has expanded to include 
not only the force of law, but also the force of persuasion by third actors 
(Brøgger, 2019). 

At this point, it would be useful to break down the phrase from government 
to governance and expand even more on the differences between the terms. 
The term government refers to “the democratically elected state governments 
responsible for the public welfare system” (Player-Koro, 2019, p. 3). 
Governance, on the other hand, signifies “a new process of governing; or a 
changed condition of ordered rule; or the new method by which society is 
governed” (Rhodes, 2007, p. 4). As a whole, going from government to 
governance describes a shift in both the governing of society and economy 
and in the processes of public decision-making (Lo, 2017). In the shifts to 
society and economy’s governing, nation-states are becoming more of rule 
followers in global environments, where international actors, like the 
European Union or the OECD, are controlling the political agenda to a large 
extent (Sundström et al., 2007). In education policy, for instance, international 
organizations (IOs) are seen as key actors in contemporary policy agenda-
setting processes. According to Verger et al. (2012), a dense network of IOs 
interacts and competes to promote their educational discourses and preferred 
policy solutions at the global level. IOs are seen not only as forums of 
cooperation and struggle between member nations, but also as “autonomous 
policy actors in themselves” (Verger et al., 2012, p. 14), with the power to 
influence public opinion on issues regarding public policy. A noteworthy 
example is the influence the PISA results, introduced by OECD, have on 
national education systems. Claiming an apolitical role (Barnett & Finnemore, 
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2004), but at the same time being inherently political and based on economic 
motives, IOs have the ability to define the main priorities and goals in public 
policies, including education, as well as to exercise powers over their 
members. In addition to the role of IOs in policy-making, it becomes more and 
more important to address the increasing involvement and influence of 
multinational corporations. Such corporations create space for themselves in 
education policy following their interests in education (Selwyn & Facer, 
2013), which takes us to the topic of decision-making.  

From the point of decision-making, the state may still be the official 
authority. Yet, the decision-making involves coordination between a wide 
array of actors and the state. This coordination is seen as the result of mutual 
interdependencies, which are argued to bring forward “new arenas of 
governance” (Leibfried et al., 2007) that extend beyond the power of the state 
and into mixed global and private territories. In this scenario, it is argued that 
the traditional hierarchical modes of government have been replaced by 
networked forms of governance (Lo, 2017), known also as networked 
governance. Describing network governance from a British standpoint, 
Rhodes (2007) states that: 

The term network governance has two faces. First, it describes public sector 
change whether it is the increased fragmentation caused by the reforms of the 
1980s or the joined-up governance of the 1990s, which sought to improve 
coordination between government departments and the multifarious other 
organizations. Second, it interprets British government; it says the hierarchic 
Westminster model of responsible government is no longer acceptable (p. 4).  
 

This statement provides a general idea of what network governance 
represents: both the increased fragmentation due to political and economic 
shifts and the decline of the traditional notions of government, which have 
been substituted by a widened collaboration between the state, non-state 
actors, public-private partnerships, governmental and non-governmental 
organizations and private entities. Based on networked governance, different 
policy networks shaped by such actors as the aforementioned come together 
to develop laws, regulations and rules. As framed by Enroth (2011), 
governance ”involves a plurality of actors interacting in networks that cut 
across the organizational and conceptual divides” (p. 19).  

Thus, policy networks are perceived as the coordination and 
interdependency of several actors from diverse backgrounds in policy, such as 
governmental and non-governmental actors, organizations and corporations. 
A policy network is not a stable and monolithic organism. Its agents can be 
loosely or tightly connected; their power and interests differ and their 
collaboration or the terms of such collaboration might be shifting over time. 
These networks are self-organizing and not accountable to the state (Rhodes, 
1996). An important element in networked governance is that every single 
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actor partaking in policy formation brings their own political agenda. As Ball 
(1990) argues, “policies cannot be divorced from interests, from conflict, from 
domination or from justice” (p. 3). As expected, the influence on the policy-
making process varies accordingly depending on the level of involvement of 
the actors’ and the way power is distributed and co-created within these 
networks. In regards to power, it most often resides with the dominant groups, 
while the dominant ideas turn into influential discourses within policies. As 
Peck (2011) notices, “contemporary policy-making processes have 
promiscuously spilled over jurisdictional boundaries, both ‘horizontally’ 
(between national and local political entities) and ‘vertically’ (between 
hierarchically scaled institutions and domains)”. Arguably, the consequences 
of governance in policy-making brings forward the need to reflect on these 
changes in policy research. On this note, McCann and Ward discuss the 
changing nature of policy fieldwork and the need to evolve our research 
methods in order to follow the policy assemblage, its mobility and mutation, 
as it moves from national and governmental agencies to corporate offices, 
cafes and hotel bars (McCann & Ward, 2012). They further argue for the need 
for researchers to gain a “detailed appreciation of the practices through which 
policy actors draw on circuits of policy knowledge as they cobble together 
their policies” (McCann & Ward, 2012, p. 49). 

To make it more specific to education, if education policy previously was 
regarded as a national arena, the shift from government to governance has 
introduced a wider interconnectedness between education and other 
institutions and actors globally. This means that the distinction between those 
who have the power to make decisions about education within and beyond 
national and institutional borders has become blurred. In light of these new 
influences and collaborations in education policy, Ball (2013) claims that 
there is a “move towards a more interactive, fragmented and multi-
dimensional form of policy making” (p. 51) and stresses the need to examine 
the “new educational alliances” which spread beyond the borders of the public 
sector and towards mixed public, private and voluntary arenas.  

Policy and Politics 
The terms policy and politics have repeatedly been used throughout the global 
shifts over the past few decades. In order to be able to address policy in 
relation to the social, economic and political shifts that we discussed earlier, 
we need to define what a policy is and what it entails. According to a 
“traditional” definition, policy or public policy tend to refer to “the process by 
which a political system develops laws, regulations, and rules” (Mitra, 2017). 
Policy is expected to address social problems, provide solutions and forecast 
goals. Traditionally, policy analysis has been perceived as a linear process 
initiated with the definition and description of the problem to be addressed, 
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followed by the setting of the agenda, the development and implementation of 
the policy and, concluded with its evaluation. According to the traditional way 
to perceive policy, governments and state bodies are the ones who officially 
run the processes, who define problems, propose solutions and promote 
action, which ultimately lead to changes, also known as reforms. Following 
the above descriptions, public education policy might seem as a straight-
forward process. This is, however, not the case.  

As mentioned above, over the past 40 years the shift towards a globalized 
economy, the changing role of the state, the denationalization and 
decentralization of policy processes and the involvement of many actors from 
different backgrounds have brought forward discussions regarding the nature 
of policy research (Ball, 1990, 2012b; Lingard, 2009; Jenny Ozga, 1999). 
Influenced by the process of globalization, the aforementioned changes have 
weakened the traditional notion of policy, all while bringing forward the need 
for different approaches and methodologies in contemporary education policy 
research. Public policies today are a result of the collaboration of political 
forces, economic processes and sociocultural structures taking place in various 
sites and spaces (Yeates, 2001). Subsequently, a need has emerged for 
education policy to be addressed in relation to the shifting relationship 
between the state and education in globalized policy settings. As a result, a 
critical approach to policy appeared in the late 1980s based on which policy 
was placed in a wider socio-political context. This approach was intended to 
serve as a critique towards power relations, reproduction of knowledge, social 
inequalities and social reproduction through policies (Ball, 1990; Jenny Ozga, 
1999; Taylor, 1997). 

As already noted, a traditional stance towards policy starts with the problem 
to be addressed. In a critical framework, however, policy analysis sets its own 
research agenda and does not take for granted the policy construction of the 
problem which policy seeks to address (Lingard, 2009). For instance, 
questions such as who determines what the problem is, how the problem is 
defined, and how this problem emerged are asked; thus, the policy formation 
starts long before the identification of the problem. A critical approach to 
policy challenges traditional notions of power, politics and governance; 
examines policy as a discourse and as a political spectacle; and, interrogates 
the distribution of power and resources, among other things (Horsford et al., 
2019). As such, issues of economic and political nature are central to critical 
policy research. 

An important element in policy analysis is the contextualization and 
situating of policy within a broader social, political and historical framework. 
As argued by Ball (1990), policies cannot be separated from interests, conflict, 
domination and negotiations. Policy analysis provides the means to 
deconstruct “the problem as constructed by the policy and of the context and 
history assumed and/or constituted by the policy” (Lingard, 2009, p. 228). 
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After all, policies are not merely responses to dominant interests, but 
“responses to complex and heterogeneous configurations” (Ball, 1990, p. 3). 

As a result of the complicated nature of policy and the different approaches 
towards it, there are many ways in which policy can be defined. At times the 
definition can be oversimplified, which results in a “lack of attention to the 
issues of power, control, legitimacy, privilege, equity, justice and, above all, 
values, that are inextricably embedded in the concept of policy” (Prunty, 1985, 
p. 133). In this thesis, a critical approach to policy is adopted and policy is 
defined as an “authoritative allocation of values” (Easton, 1953; Lingard & 
Ozga, 2007; Prunty, 1985). As Gale argues, such a definition draws the 
attention to the who and how of policy development, something that this thesis 
is heavily interested in. Considering the who, how and, additionally, the where 
and when of policy formation “challenges not just the premise of rationality 
in policy-making but also how particular individuals and groups and are 
involved in various contexts as policy makers” (Gale, 2003, p. 51). 

Education policy, more specifically, deals with all those texts which intend 
to constitute, frame and change educational practices. As to what is regarded 
as a policy text, this thesis adopts an ecumenical view, according to Lingard 
and Ozga (2007), based on which a policy text is any medium which carries 
or transmits a policy message, along with the processes and the actors 
involved in its production. Because, as Taylor et al. (1997) state, policy is 
more than the policy text, it is also the processes prior, during and after the 
text has been produced, as well as those voices and interests that are 
recognized and the values that are recognized. Policy processes have often 
been associated with governments and what takes places within the state and 
the parliament. However, and increasingly the past decades, what happens 
inside the parliament and within the borders of a nation is only part of the 
story. Moreover, governmental procedures and documents exist in archives; 
something that is not the case for all the processes taking place prior, during 
and after the policy formation process. Thus, a particular aspect of interest in 
this thesis is the policy texts. More specifically, through the analysis of public 
policy texts this study attempts to grasp the public discourses created around 
the introduction of programming in schools; in other words, the policy 
discourses and rhetoric that were constructed in the process of representing, 
articulating and arguing for the addition of programming in schools. 

In a way, policy is an inherently political process, based on negotiations 
and compromises. And this is where the element of politics comes in. To 
define politics is similarly complicated. However, an operational definition of 
politics is important. Not only because it is featured in the title of this thesis, 
but also because the understanding and interpretation of politics influences 
what one focuses on. According to Leftwich (2004), there are multiple 
approaches to politics, several of which overlap and merge. For instance, 
while it is possible to emphasize the role of structure on politics or the role of 
actors, other consider politics as an arena or a process. In this thesis, the 
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definition of politics is inspired by Peters (2004) according to which politics 
refers to relations of power and influence and is defined as the set of processes 
based upon which governments come to choose between a variety of 
collective goals. Politics in this thesis are closely related to power, either being 
as broad as the power struggle between the actors inside the state (Vowe, 
2008), or practices and discourses that have to do with power and determine 
who benefits from particular policies and social arrangements (Lingard & 
Ozga, 2007). As far as the nature of politics is concerned, politics is seen as a 
process and, more specifically, as a collective decision-making process among 
the interest parties. The purpose of politics is the making of public policy and, 
ultimately, the governing. 

Two useful approaches to studying education policy and politics in line 
with the concept of globalization and governance are: (i) the need to analyse 
contexts and texts in policy-making (Taylor, 1997) and (ii) the need to 
research the policy networks (Ball, 2016; Ball & Junemann, 2012; Player-
Koro, 2019). When it comes to globalization and education, globalization 
“involves the study of intertwined worldwide discourses, processes, and 
institutions affecting local educational practices and policies” (Spring, 2008, 
p. 330). And that brings us to the subject this thesis aims to explore.  

Educational Technology as an Area of Education Policy 
This thesis focuses on the policy-making process and the politics behind the 
recent changes in the Swedish curriculum, Lgr11/2017, in regards to 
digitalization of education and the addition of programming. That makes 
educational technology and the digitalization processes as important to 
understand as policy processes. That is why it is important to provide a brief 
overview of educational technology as a field of research. 

Educational technology is defined as the use of technology and educational 
resources for teaching and learning. Technology can take the form of 
computer software and hardware, digital devices, platforms or any kind of 
digital tool aimed at facilitating learning. The subject interest of educational 
technology has often been set on contemporary or emerging educational 
technology tools, their learning potential and their efficient implementation in 
education settings (Player-Koro, 2012). Educational technology as a field of 
research is often occupied with the learning potential and practical 
applications of various digital tools. 

When discussing technology and educational technology, it is rather 
common to think about the new thing that awaits rather than the ones that have 
passed (Selwyn, 2016). In the background section, we already discussed the 
previous digitalization campaigns in the Swedish education and we briefly 
related them to the global digitalization and educational technology trends that 
have taken place since the 1960s. A common characteristic of these new 
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technologies is that they have been promoted as the “next, best thing” (Mishra 
et al., 2009), with promises to improve education, modernize schools and 
revolutionize society. Promises that have been in the foreground since at least 
the 1960s, since the continuous change and emergence of new forms of 
technology has been a constant. Additionally, there is a degree of uncertainty 
when it comes to issues of educational technology (Selwyn, 2016), mainly due 
to its constantly changing nature. As Mishra et al. (2009) notice, “[i]f 
technology is always changing and jumping from one ‘revolutionary’ 
invention to the next, then, in the time it takes to learn how to use that 
technology, it has already become obsolete” (p. 49). Indeed, previous research 
raises the need to problematize this cycle of technologies’ changing nature, 
the constant promotion of new technologies, as well as the time it takes for 
educational practices to implement and adapt. 

As research indicates, critical views and opposing arguments are scarce 
(Cuban, 2003; Player-Koro, 2013; Selwyn, 2011, 2016). It is more common 
to come across motivational purposes and inspirational practices than crucial 
views on the use of digital technologies (Monjelat & Lantz-Andersson, 2020). 
Interestingly, similar arguments frequently reoccur in different shapes and 
forms.  For instance, the promotional arguments for new technologies in the 
classrooms revolve around factors such as increased motivation, problem-
solving and increased creativity, arguments which have also been used in 
favour of digital games in education and now also for programming 
(Egenfeldt-Nielsen, 2007; Heintz et al., 2017; Huizenga et al., 2009; Nouri et 
al., 2020; Papert, 1980; Wing, 2006). This often optimistic approach to 
educational technology has been criticized for mostly pushing digital tools 
into schools without necessarily reflecting on actual educational practices 
(Player-Koro, 2013; Selwyn, 2011). This view is in line with Apple’s (2004) 
critical remarks on educational technology and the urgent need to deconstruct 
the rhetoric of “a good school is a technologically equipped one” (p. 516) or 
“technology is the only way to keep education up to date and relevant” 
(Nivala, 2009, p. 436). Such rhetoric draws the attention away from the 
meaning and purpose of educational technology and towards a blind adoption 
of the “next, best thing”.  

Selwyn (2010) argues that by focusing largely on issues relating to how 
learning and teaching can be assisted by digital technology, we miss other 
fundamental elements of educational technology, such as the social 
construction of educational technology and the processes behind establishing 
digital technologies in education. Depriving the educational technology field 
of “pessimism” (Selwyn, 2011) fails to acknowledge the  social complexities 
of the use of technology in education as well as the socio-economic processes 
that brought it there. On top of that, the failure of education to implement 
every new technology that is featured comes in contrast with the optimistic 
rhetoric and creates a chasm between expectations and the complex realities 
of education (Selwyn, 2011).  
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In recent years, research with a critical approach to educational technology 
has increased (Ball, 2009, 2012b; Bergviken Rensfeldt et al., 2018; Ideland et 
al., 2020; Player-Koro et al., 2018; Player-Koro & Beach, 2013; Williamson, 
2015, 2016). For instance, Ball (2009, 2012) has investigated how third actors, 
such as philanthropic organizations, non-governmental organizations and 
business actors offer products and services to schools through networks of 
collaboration. In their research, Player-Koro et al. (2018) and Williamson 
(2016) have shown how policy networks and the involvement of a wide 
variety of actors influence the formation of technology-related imperatives 
and policies. Increasingly, business actors are present in promoting 
educational technology. The expansion of digital technology in education is 
discussed in relation to an increasing corporate involvement and expanding 
private interests in education, but also in relation to how teachers and schools 
are exposed to commercialized digital solutions (Bergviken Rensfeldt et al., 
2018; Cone & Brøgger, 2020). These findings raise issues of marketization 
and commodification of education through the involvement of the private 
sector in education. Even more so in the area of educational technology which, 
as Picciano & Spring (2013) argue, is an area guided by profit-driven interests 
shaped by an elite which shifts between government, for-profit companies, 
trade associations and other external actors.  

Indeed, an emerging theme is the way educational technology policy is 
circulating through education trade shows and networks of corporate and state 
policy actors. This theme highlights the globalized nature of educational 
technology and brings into the discussion the subjects of policy mobility and 
policy transfer (Player-Koro et al., 2018). Additionally, another emerging 
theme is how multinational education companies and “eduprenuers” are 
creating crisis narratives to promote their digital solutions to education 
(Ideland et al., 2020; Rönnberg, 2017). The aforementioned studies take a 
closer look at the processes behind the implementation of digital technologies 
in education and explore the economic interests and policy significance of 
educational technology. Educational technology is approached through 
concepts such as governance, marketization of education, globalization of 
education and policy mobility. Through this critical lens, utopian views on 
educational technology are being deconstructed, while issues related to the 
structures promoting educational technology are being brought into light.  

As Selwyn (2016) puts it, it is important to turn our attention not to 
narratives of how technology could potentially change education, but how it 
actually does so in practice. Or, at least, if we are intent on discussing how 
technology could change education, we should balance both its positive and 
negative potentials. The more pervasive the promotion of educational 
technology in education becomes, the stronger the need for critical research 
on the dominating discourses and the established structures (Nivala, 2009; 
Player-Koro, 2013). Thus, it is equally important to understand educational 
technologies, as well as the intentions behind it. One needs to think beyond 
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educational technology and towards issues related to it, such as the social, 
political, economic and commercial structures (Selwyn, 2017). This thesis is 
an attempt to provide such a broader understanding based on a critical 
approach regarding the latest curriculum changes in Sweden, Lgr11/2017, on 
the strengthening of digitalization and the addition of programming as a 
mandatory subject. 
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Theoretical Framework 

This chapter presents the theoretical framework of the thesis. Initially, the 
epistemological and ontological considerations are going to be explored, 
before we continue with the relevant theories and theoretical concepts that 
inform the analysis of the empirical material.  

Epistemological and Ontological Considerations 

Theoretical considerations indicate how reality is perceived and the nature of 
this reality. Education policy research displays a variety of approaches, 
stances and methods (Ball, 1997) and the theoretical and methodological 
positioning differ greatly from one case to another. From an epistemological 
perspective, this project adopts a critical stance towards policy and 
problematizes policy formation processes. Based on a critical approach, 
education policy is placed within a broader socio-political context (Ball, 
1993), where reality is socially construed through actors, media, institutions 
and society. A critical epistemological positioning towards education policy 
treats policy as a non-linear dynamic process and begins with the assumption 
that global and local conditions, resources, actors and commitments will differ 
and affect policy accordingly (Ball, 1997). Such an approach recognizes the 
ways in which policies form, evolve and change over time and space along 
with their social, political and economic underpinnings. Thus, in this thesis, 
policy is regarded as a socially constructed and dynamic process where 
meaning and content is negotiated between the actors and extends between 
and across levels.  

From an ontological perspective, this thesis adheres to poststructuralist 
considerations, such as the rejection of a single way of viewing policy, the 
contextualization of knowledge and the importance placed on the notion of 
power. In general, poststructuralism has been argued to take many diverse 
forms (Humes & Bryce, 2003). Yet, a common feature of poststructuralist 
approaches is their criticism of grand systems and the rejection of the notion 
of a single “truth” (Fox, 2014). Commenting on the “business of truth”, Ball 
(1995) argues that rather than truth we should aim at offering perspective. On 
a similar note, poststructuralist approaches favour relativism and the 
contextualization of knowledge. As Dillet (2017) puts it, for poststructuralists 
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to know reality is to participate in it. Poststructuralist approaches in education 
policy address the need to understand the complex nature of policy-making, 
as policies are shaped through and altered in response to socio-economic and 
historical contexts, power relations, struggles and compromises in the various 
policy arenas (Taylor, 1997). Within poststructuralist frames, discourse theory 
has often been applied to education policy analysis based, to some extent, on 
Foucauldian theories of discourse (Bacchi, 2013; Codd, 1988; Taylor, 1997). 
Additionally, the concept of power is an important one. As Anderson and 
Holloway (2020) state, poststructuralist approaches to policy seek to 
understand how power came to be established, while they problematize power 
“as the product of systems of knowledge that have been discursively 
constructed and normalized over time” (p. 193). However, poststructuralist 
approaches to education policy should not be reduced to the study of 
discursive practices. As policy is perceived as a dynamic process constructed 
through actors and taking place in various policy arenas, methods which 
extend beyond the language and towards the actors that partake in the policy 
processes contribute to the examination of policy and power in accordance to 
poststructuralist frames. After all, “poststructuralist theoretical practice means 
integrating into thought problems and events, in order to compose with them” 
(Dillet, 2017, p. 525). By adopting a critical poststructuralist stance, this study 
on policy is concerned with the contextual factors that influence policy 
formation, the actors involved in the policy-making process and the 
assumptions that are associated with it and, subsequently, favour it.  

Based on these considerations, a combination of theories and theoretical 
concepts have been selected and appropriated for the examination of the 
research subject. The above epistemological and ontological considerations 
allow the examination of education policy and curricula as both as a social 
construct and as a dynamic result of social relations and transnational 
interactions. In this thesis, a developed conceptualization of policy based on 
Ball (1993) combined with Fairclough’s (Fairclough, 1993, 2003, 2012) 
framework on critical discourse analysis have provided a theoretical base for 
approaching the empirical material. 

Theoretical Underpinnings 

The Study of Policy 
The focus of this study is investigation of the politics behind education policy 
formation and curriculum changes. As policy can be interpreted in many 
different ways, Ball’s (1993) conceptualization of policy as text and policy as 
discourse will be used as a point of departure, along with the addition to view 
policy as network, which will be explained below.   
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Policies are texts, or better phrased “[p]olicies are textual interventions into 
practice” (Ball, 1993, p. 12). As texts, we cannot foresee how they are going 
to be understood and acted upon, since they “are represented differently by 
different actors and interests” (Ball, 1993, p. 11). Additionally, and due to the 
involvement of many actors, policies might be unclear, incomplete or might 
change over time. From policy production to policy implementation, policies 
are confronted not only with different interpretations, but also with 
“interpretations of interpretations” (Rizvi & Kemmis, cited in Ball, 1993). 
There are often actors or mediators who are relied upon by others to 
understand policy, to contextualize it or to gatekeep it. 

Policies as discourses exercise power through a production of “truth” and 
“knowledge” (Ball, 1993). Discourse in this context is not equivalent to 
language, but it is “that which constrains and enables, writing, speaking and 
thinking” (Ball, 2015, p. 311). Indeed, discourse in policy is not neutral, but 
motivated by political interests, power relations, ideologies, etc. (Anderson & 
Holloway, 2020). By examining policy as discourse, one can see how policies 
promote certain ideas, viewpoints and topics and exclude or silence others. 
“[P]olicy discourses organize their own specific rationalities, making 
particular sets of ideas obvious, common sense and ‘true’” (Ball, 2017, p. 8), 
while they construct rather than reflect a social reality. The ways in which 
policies are constructed are part of their “conditions of acceptance and 
enactment”, which means that educational problems raised in policies have 
been identified and defined by specific actors with specific interests. Policies 
are then expressed in a way that sound reasonable and needed, while they are 
promoted as solutions to social and economic problems. As Ball claims, 
“[p]olicy as discourse may have the effect of redistributing ‘voice’. So that is 
does not matter what some people say or think, only certain voices can be 
heard as meaningful or authoritative” (Ball, 1993, p. 15). A common way of 
conducting research on policy is through discourse (Francis, 2015). Discourse 
analysis can assist in finding these voices in policy discourse and examine 
their role and influence upon policy-making and formation. Certain 
approaches to discourse analysis, such as Critical Discourse Analysis (CDA) 
(Fairclough, 2010), can assist in identifying the specific interests acted upon 
the policy texts, as well as the silenced voices.  

By making the distinction between policies as texts and policies as 
discourse, Ball (2015) intended to draw the attention towards the idea that 

policies are ‘contested’, mediated and differentially represented by different 
actors in different contexts (policy as text), but on the other hand, at the same 
time produced and formed by taken-for-granted and implicit knowledges and 
assumptions about the world and ourselves (policy as discourse) (p. 311).  
 

Along with this distinction, Ball (2015) claimed that education policy analysis 
is more focused on text work on policy rather than on discourse work on 
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policy, arguing that researchers are more occupied with what is written than 
how those statements are formed and made possible. Building upon this 
criticism, I wanted to provide an additional conceptualization of policy that 
stems from the concept of “policy networks” (Ball, 2012c, 2016; Ball & 
Junemann, 2012) which complements policy as discourse; that of policy as 
network. Part of conducting research on how contemporary policies are 
formed and made possible is moving beyond the discourse and towards the 
policy actors, their relationships and how the policy flows and changes 
through space and time. Viewing policies as networks of interactions between 
actors acknowledges both the dynamic nature of policies and opens up the 
possibilities of answering the who, where, when and how of education policy; 
much in accordance with the research aim of this thesis.  

The conceptualization of policies as networks recognises that networks of 
interactions shape policy and refer to policies as a product of collaboration 
and interdependency between state and non-state actors, governmental and 
non-governmental organizations and private entities. Policy networks are of 
importance because they have the ability to influence outcomes in the policy-
making process and implementation; they can influence the issues that will be 
included and excluded from the policy agenda; and, they can privilege certain 
interests and agendas (Rhodes, 2007). By examining policies as products of 
networks, one is able to trace how policies flow in a global policy arena and 
how they get constructed by actors from various sectors. The 
conceptualization of policy as network responds to the changing nature of 
education policy and acknowledges influences of globalization and networked 
governance of education, as policies take place beyond the borders of nation-
states and include the collaboration of many actors from various backgrounds. 

Analytical Tools 
Critical research of policy can draw upon a wide variety of approaches and 
can be done in different ways. In this study, both the methods of network 
ethnography and CDA have been employed for conducting research on the 
recent changes on the Swedish curriculum regarding digitalization and the 
addition of programming. Thus, two different analytical approaches are going 
to be used for the analysis of the empirical material: an analysis of interactions 
and mobilities of the policy field on the programming agenda, and an analysis 
of policy texts relevant to the strengthening of digitalization of education and 
the addition of programming.  

There are several analytical concepts that have informed the analysis of the 
empirical material which are presented in detail further below. The ones 
considered most relevant in this thesis are the concepts of discourse, actor, 
network, time, absences and silences, ideology, assumptions, representations 
and power. These concepts, used as analytical tools, have informed the 
analysis at different stages. The concepts of network and actor informed the 
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network ethnography stage of the analysis and are related to the first research 
question, namely the whos and wheres of the policy agenda. The concepts of 
discourse, the ideological elements of assumptions and representations, as 
well as the absences and silences informed the CDA stage of the analysis. 
These concepts are related to the second research question regarding the hows 
of the policy agenda. The concept of time has been present in both the 
aforementioned stages of the analysis, but as an analytical tool it is more 
prevalent in the CDA part, where the when is more closely explored through 
the policy texts. As regards the concepts of ideology and power, these were 
used during the interpretational part of the analysis in close connection to the 
third research question on understanding the revised Swedish curriculum, 
Lgr11/2017.   
 
Discourse 
The term discourse can be used in different ways and there is therefore an 
ambiguity regarding discourse as a concept. In the conceptualization of policy 
as discourse, it was noted that discourse is not equivalent to language, but it is 
that which enables and constrains the uses of language (Ball, 2015). In this 
thesis, the perception of discourse is in line with Fairclough’s approach. 
According to Fairclough, discourse is a relational view of language, where 
language is viewed as a part of the social life and in close relation to other 
parts (Fairclough, 2014). In this thesis, discourse is the study of the uses of 
language as elements of social life, which is closely interconnected with other 
elements, such as beliefs, attitudes, values, social relations, etc. (Fairclough, 
2010).  

According to Fairclough (2010), discourse can occur in a variety of ways: 
as a general sense for language; as an element of social life which is 
dialectically related to other elements; and as different ways of representing 
aspects of the world. In this thesis, the representational aspect of discourse is 
of interest. Based on this representational aspect of discourse, discourses 
contribute to specific understandings of the world surrounding us and are, 
subsequently, shaped by ideas of the world. As such, we can have more than 
one discourse acting upon a text, which is characterised by the use of a specific 
vocabulary and the promotion of certain beliefs and values. However, it is not 
always easy to distinguish between different discourses or define their 
boundaries. An example of a discourse mentioned by Fairclough (2003) is that 
of the neoliberal economic and political discourse based upon which 
efficiency and adaptability are expressed as desirable. In this case, the 
concepts of efficiency, adaptability belong to this particular discourse and are 
considered as discourse-specific. 
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Actors 
The notion of actor in this study is relevant in relation to the network 
ethnography stage of the analysis. An actor can be an individual, a group, an 
organization, an institution or even a nation state. By following the actors in 
the policy-making process, it is possible to identify the relationships between 
them, the activities that shaped the policy agenda, the connections that are 
established, as well as the places where the actors meet (Ball, 2016; Player-
Koro, 2019).  

The notion of actor is also found in CDA through the concept of social 
actors (Fairclough, 2003). It refers to participants presented and represented 
in the text. For instance, individuals or certain groups of people represented in 
text through the use of pronouns, names, characteristics, titles, etc. In this 
study, however, the importance of the actors in the CDA part lays with the 
provision of the context and is not used as an analytical tool.  
 
Network 
The notion of network and the conceptualization of policy as a network is a 
central notion in this thesis and is examined closely through the use of network 
ethnography. As already stated, the notion of network in policy studies refers 
to the interactions and interconnectedness between different actors of mixed 
backgrounds during policy formation processes. Network configurations in 
policy formation processes are seen as a result of networked governance; a 
term that emerged during the restructuring of the nation-state by the reforms 
of the 1980s and the 1990s and aimed at describing the changes in political 
governance along with the increased collaboration between state and non-state 
actors. The study of policy through network ethnography enables an 
identification of the actors involved in the policy formation processes, the 
policy activities and how policy is being moved and fixed through these 
activities in space and time.  
 
Time 
The concept of time has played a central role in this thesis for a variety of 
reasons. As indicated in the beginning of this thesis, one of the reasons why it 
was important to conduct research on programming in the Swedish curriculum 
was the speed with which it was introduced. Moreover, the concept of time 
was initially used as a tool for creating a timeline of the empirical material. It 
became apparent, however, as the study progressed, that the concept of time 
was more significant than a filing tool. As Lingard & Thompson (2017) argue: 

time is both multiple and dynamic, and the construction of a sense of time 
frames our understandings and actions, our institutions and their organisation, 
our engagement with technologies, our explanations of the past and our present 
sense of purpose, and our individual and collective imagination for the future 
(p. 1).  
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In this study, the concept of time has been used in two main ways, namely as 
a tool to construct a timeframe for the policy agenda on programming and as 
a tool to understand the policy processes as they moved through space and 
between actors. 
 
Absences and silences 
What is missing from a policy text can be just as meaningful and important as 
what it actually contains. Absences and silences are of importance in the study 
of discourse because they can be interpreted and assigned meaning to. 
Moreover, absences and silences can signify the working relation of power-
relations within policy texts along with the ideologies that act upon it 
(Fairclough, 2014).  

In the present context the concepts of absence and silence draw on the work 
of Schröter and Taylor (2017) and are relevant for the critical study of 
discourse. Absence can be perceived in two ways: (i) all forms of perceptible 
and meaningful absences in a discourse, including the silences; and, (ii) what 
arises from discursive constellations, meaning discursive practices that form 
patterns or related to one another in some coherent way. Absences are ascribed 
to the context; they are not deliberate intentions to exclude something, but 
they are a result of a process of choosing. Silence, on the other hand, is the 
conscious and intentional choice about what (not) to say and can be ascribed 
to individual speakers. The difference between silences and absences is found 
in the difference between intentional choice and contextual predetermination. 
In this study, and since we are concerned with policy texts in predetermined 
socio-political contexts, the concept of absences will be placed in the 
foreground. Since what is written in policy texts presents what is possible and 
thinkable, there are many absences around what is written. Most of the time, 
these absences remain unnoticed to us because they are either meaningless in 
a certain context or because we do not have a thinkable alternative to compare 
it with. Yet, when a thinkable alternative occurs, we can assign meaning to the 
perceived absences. As Schröter and Taylor (2017) put it, in discourse analysis 
a matter of concern lays with the meaningful absences and silences and for 
them to be meaningful there needs to be an arguable alternative of presence.  

The study of absences requires a specific framework which we can use as 
the basis for reflecting on what is given, consider the alternatives within and 
beyond the provided contexts and assign meaning to what is perceived as 
missing. Absences can be manifest in several ways, including through vague 
terms, omissions and presuppositions. Moreover, “[t]hey can arise from the 
interplay of highlighting and hiding or fore-grounding and backgrounding in 
the framing of topics, use of the passive voice or in metaphorical 
conceptualisation” (Schröter & Taylor, 2017, p. 11).  

In this study, absences will be identified and located by means of discourse 
analysis. More specifically, absence will be explored in two main ways: (i) by 
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comparing the different policy texts regarding the programming agenda; and 
(ii) by examining the means that produce absence, such as the framing of 
topics, the reference to or omission of actors and the passive voice. 
 
Ideology 
Closely related to power is the concept of ideology. “An ideology is a system 
of ideas, values and beliefs oriented to explaining a given political order, 
legitimizing existing hierarchies and power relations and preserving group 
identities” (Chiapello & Fairclough, 2002, p. 187). From a critical perspective, 
ideology is perceived as a modality of power and as an important aspect of 
establishing and maintaining unequal power relations (Wodak & Meyer, 
2009). Fairclough (2003) agrees by stating that “ideologies are representations 
of aspects of the world which contribute to establishing and maintaining 
relations of power, domination and exploitation” (p. 218). Thus, ideological 
representations identified in texts through the means of discourse analysis 
have a direct connection to the exercise of power.  

The element of assumptions in CDA is of particular importance for 
identifying ideological representations in texts. Fairclough (2003) identifies 
three types of assumptions: existential, propositional and value assumptions. 
More specifically, existential assumptions are assumptions about what exists; 
propositional assumptions are assumptions about what is or can be or will be 
the case; and value assumptions are assumptions about what is good or 
desirable. These assumptions are charged with the beliefs, values and interests 
of the discourses. Afterall, the ability to exercise power includes the ability to 
shape discourse in a way that the nature and content of what is regarded as 
“common ground” shifts based on one’s interests. As Fairclough (2003) 
expresses it, “assumed meanings are of particular ideological significance – 
one can argue that relations of power are best served by meanings which are 
widely taken as given” (p. 58). The latter regarding meanings taken as given 
is also connected to the notion of “common sense” which, as we noted above, 
is critical in perpetuating existing power relations.  

Connected to the concept of ideology and stemming from the 
representational aspect of discourse is the element of representations. Based 
on the element of representations, policy texts and texts related to policy 
include meanings which contribute to a certain representation of the world. In 
more detail, Fairclough (2003) refers to the representation of space, time and 
social actors. Representation constructs the reality and contributes to a certain 
depiction of the world. This depiction of the world in relation to policy reform 
has the ability to shape the public opinion towards the intended policy. There 
are several ways to approach reality and reflect on the past, present and future. 
The way the social reality and the time period are presented, promote certain 
ideologies, which have the ability to support intended policy reforms. 
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Power 
Power is a concept which can take multiple meanings within the study of 
discourse and can, thus, be similarly ambiguous. In this case, we refer in 
particular to the concept of social power instead of personal power 
(Fairclough, 2003; van Dijk, 1993), as we deal with relations between social 
groups and structures. According to van Djik (1993), power is the control of 
action, which in turn influences discursive action. The most effective power 
is often cognitive and is enacted by strategies, such as those of persuasion and 
manipulation, which aim to change or guide the mind of others in one’s own 
interests. In accordance to Faircloughian views, power is embedded in 
discourses and can be of two kinds: “power in discourse” and “power behind 
discourse” (Fairclough, 2014). Power in discourse refers to the exercise of 
power in “unequal encounters”, where one or more participants control the 
contributions of others. Power behind discourse refers to the power to shape 
and constitute the discourses and genres that are available or those who have 
access thereto. The power behind discourse can be also considered as “hidden 
power”, since “the whole social order of discourse is put together and held 
together as a hidden effect of power” (Fairclough, 2014, p. 83).  

Power can be exercised in text through discursive practices. Wodak and 
Meyer (2009) maintain that language is not powerful on its own, but it gains 
power through the use that powerful people or groups make of it. In regards 
to power exercised by groups of people, when the exercise of power is 
organized and institutionalised through political, social and cultural 
organizations, then that implies a “hierarchy of power”, meaning that “some 
members of dominant groups and organizations have a special role in 
planning, decision-making and control over the relations and processes of the 
enactment power” (van Dijk, 1993, p. 225).  

An important element here is that power is not a constant attribute. Instead, 
there is a perpetual struggle over power as it is constantly renegotiated among 
the actors. That means that the one who has the power has the power to change. 
A contributing factor, however, in sustaining the existing power status or 
relations is that of “common sense” (Fairclough, 2014). According to this 
thesis, understanding power in policy processes requires locating the 
hierarchy of power using network ethnography and thereby identifying the 
actors and policy assemblages that shaped the policy agenda on programming, 
and it also requires identifying the power-relevant discourses and their 
legitimation using CDA. 
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Methodological Framework 

Methodological Process 
Since this project is investigating the formation of education policy within 
educational settings, an ethnographic qualitative design was preferred since it 
allows for broader collection of data and for greater methodological diversity. 
According to Kerrigan and Johnson (2019), the dominance of quantitative 
research in public policy privileges the neoliberal paradigm in education and 
does not always meet the complex needs of policy research. By using a 
qualitative approach, this study is intent on addressing the complexity of the 
curriculum changes regarding programming and to provide an understanding 
of the underlying processes. 

In this project, the research approach has been neither entirely deductive 
nor inductive. Instead, the way the research subject was constructed involved 
a lot of toing and froing due to unexpected empirical findings, particularly in 
the early stages of the research. For this reason, I argue that this study adopts 
an abductive approach. In an abductive approach, the researcher enters the 
field without preconceived theoretical or methodological ideas but with a 
broad theoretical base. The theory is subsequently developed throughout the 
research process. As Timmermans and Tavory (2012) state,   

Abduction is the form of reasoning through which we perceive the phenomenon 
as related to other observations either in the sense that there is a cause and effect 
hidden from view, in the sense that the phenomenon is seen as similar to other 
phenomena already experienced and explained in other situations, or in the 
sense of creating new general descriptions. Abduction is the most conjectural 
of the three logics because it seeks a situational fit between observed facts and 
rules (p. 171) 

 
By using an abductive approach, the researcher allows for surprising research 
evidence to unfold as the empirical material and theories constantly inform 
each other. In connection to the way Timmermans and Tavory define 
abductive reasoning, the investigation of the element of programming in the 
Swedish curriculum is both examining a cause and an effect seemingly hidden 
from view, while it attempts through theory to relate this policy phenomenon 
to other similar ones in different contexts. This reasoning has been followed 
throughout my research project, from my pilot study and the first interviews 
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to the choice of theoretical concepts and the collection and analysis of my 
empirical material.   

Positionality of the Researcher 
The intention of this section is to bring forward a discussion of researcher 
positionality in qualitative studies, and more specifically in conducting this 
project. Positionality refers to the notion that the personal opinions, 
experiences and views of the world of the researcher – often a researcher 
conducting qualitative research – will affect the outcome of the research. 
Arguably, a researcher’s positionality in relation to their social and political 
context can affect every step of the research process; from constructing the 
research questions and designing the project, to choosing research methods 
and analysing the data. However, positionality is not always noticeable, as 
“typically, positionality becomes visible when it is questioned” (Lu & Hodge, 
2019). 

One of the ways a researcher can minimize the impact of positionality is to 
express the personal experiences that shaped the research process. By doing 
this, “the researcher practices reflexivity, and unpacks their own experiences 
of the research process” (Thurairajah, 2019). As mentioned in the Preface 
chapter, prior to this research study, a pilot study was conducted. The pilot 
study was an exploratory one informed by ethnographic methods and intended 
to lay the groundwork for the main study. It was initiated only a month after 
the Swedish Government announced the addition of the element of 
programming in the Swedish curriculum. During the pilot study, shifts in the 
educational technology landscape in Swedish schools were observed, as well 
as the increasing popularity of programming. I initiated contact with people 
who were training in-service teachers in programming and with teachers 
working in schools of Stockholm and of other areas in Sweden; I visited 
schools and did classroom observations; held interviews with a number of 
teachers and teacher-trainers and followed discussions in Facebook groups 
that emerged at that time about teaching programming in Swedish schools. 
The pilot study resulted to a systematic background research on the position 
of programming in schools, its teaching in the classroom, and the experiences 
and preparations of teachers amidst the addition of programming in schools. 
It provided with information on this transitional phase right after the 
announcement and before the update of the national curriculum, Lgr11/2017. 
Even though the focus of the study progressively shifted to the study of the 
policy processes and most of the pilot study material was not relevant 
anymore, it significantly informed my research and writing.  

Another way to approach the concept of positionality is to break it down 
into four meanings (Lingard, 2009). According to Lingard (2009), 
positionality initially relates to the actual location of the policy researcher in 
respect to the focus of analysis; secondly it links to theoretical and political 
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stance adopted by the researcher; thirdly positionality refers to the spatial 
location, and, finally, fourthly positionality is linked to the national location 
of the researcher. This subsequently has implications for the choice of theories 
and methods. The impact of my positionality as a researcher is something 
important to be addressed when it comes to my data collection in the project 
and the final material. I was born in Greece and grew up within the Greek 
education system. In my capacity as a non-native doctoral student it was thus 
a challenge to approach certain participants and be exposed to unknown 
dynamics and power relations. For instance, when I approached a key policy 
actor for interview, I was denied a meeting for an interview unless I shared a 
list of other actors I had initiated contact with. This would not have been 
deontological on my part and, naturally, I declined. Furthermore, my role as a 
researcher, especially as a foreign junior researcher, could potentially have 
had an impact on the development of this project. The fact that I grew up 
within the Greek education system and transferred to the Swedish one only 
later in my life is also a positionality relevant issue. I might not have had the 
opportunity to conduct policy research if it were not for the differences I 
observed, which led me to want to explore more of the policy-making 
processes in Sweden. 

When it comes to the research methods, an interesting point has been made 
by Lingard (2009) that conducting “policy analysis cannot be value-neutral” 
(p. 232). Not only from the perspective that policies have their own agenda 
and values they wish to promote, but also from the perspective that the policy 
researcher brings along their own personal values in analysing policy. It 
important that the researcher addresses their positionality in relation to the 
purpose of their research, especially when applying a critical discourse 
analysis, where a deeply reflexive approach is called for. As previously 
mentioned, this thesis adopts a critical stance engaging in a problematization 
over the policy formation processes revolving around the introduction of 
programming in schools. This implies a rejection towards linear policy 
processes and the acknowledgment of social, economic and political 
influences in policy. As Luke (1995) argues, in negotiating everyday life, we 
tend to assume various positions; these positions create possibilities for 
multiple and differing views. That is not necessarily a disadvantage in policy 
research, since it paves the way for deeper understanding and further 
discussion.  

An Ethnographic Approach 
An ethnographic approach was adopted to engage further in the research 
subject and for the collection of the research material. Historically, 
ethnography has been associated with anthropology, while it also has its roots 
in sociology. This study is not in the field of social anthropology, but it is 
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related to social sciences. On that note, ethnography is also seen as a suitable 
research strategy for many educational issues (Walford, 2008). 

There are several reasons as to why ethnography was chosen for this study. 
Firstly, ethnography enables the gathering of data from a broad range of 
sources; different material, places, times and people are sampled and a variety 
of research tools is employed (Walford, 2008). For the most part, data 
collection is relatively “unstructured”. This allows for a multi-dimensional 
approach to the research subject. That is of great importance for studies related 
to changes in education curricula and their implementation. Such changes are 
often both time- and context-specific, and therefore benefit from the gathering 
of a wide range of material over time. Secondly, ethnography requires 
researchers to immerse themselves in a society and on a particular case 
(Jeffrey, 2008). Typically, ethnographic studies focus on a single case or a few 
cases in order to facilitate an in-depth study (Hammersley & Atkinson, 2007). 
It is thus a method compatible with case-study approaches. Ethnography can 
be used to investigate disconnectedness between official goals and actual 
effects, as well as to examine adaptive strategies evident within school 
cultures (Yon, 2003). In policy research, ethnographic studies can contribute 
to knowledge by focusing on previously unexplored or unexpected aspects of 
a study or by providing a holistic idea of what is happening in the “field”. 

A very important element of ethnographic research is that the researcher is 
seen as a main instrument and participants’ input is of a high status 
(Hammersley, 2006). The role of the researcher as an observer is deeply 
grounded in traditional ethnography. A common concept is this of the “island 
far away” (Järventie-Thesleff et al., 2016), a subject that should be approached 
from an observing position. Another concept which is fundamental in 
traditional ethnography is that of being “a stranger amidst the familiar” or of 
“making the familiar strange” (Landri & Vatrella, 2019). Based on these 
ideals, the researcher should be an objective observant, and not a participant. 
Researchers cannot always be objective observers, however, since they have 
their own personal knowledge, biases and experiences. For this project, the 
concepts of making the familiar strange and making the strange familiar were 
both used interchangeably. For instance, while I might be a stranger in the 
Swedish education system, I do have practical and cultural knowledge of 
another education system. Furthermore, in the process of conducting my 
research I approached the Swedish education system as a stranger. At later 
stages, however, I had to learn and familiarize myself with the Swedish 
education system before I reapproached it and examined it as a stranger again.   

But using ethnographic strategies does not mean that this study is an 
ethnographical study, but rather that it employs an ethnographic methodology. 
The qualitative ethnographical methods that were used in this study were: the 
gathering of written and/or online documents on the position of programming 
in education and in society and the conduct of semi-structured interviews with 
actors involved in the policy processes related to programming in Sweden. 
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Network Ethnography 
The first research question is addressed through an ethnographic study of the 
policy field regarding the addition of programming in the Swedish curriculum. 
The policy field, much perceived as a dynamic area, is where a public policy 
gets formed and shaped. A policy field is the public and private institutions, 
organizations and actors that participate in the making of public policy in a 
particular place and influence. Within these frames, the identification of a 
policy field revolves around the recognition of the actors involved in a 
particular policy area or agenda (Sandfort & Stone, 2008).  

In this study, the method of network ethnography is employed in order to 
map the policy field of programming and identify the key policy actors 
involved, starting from the area of Stockholm (Ball & Junemann, 2012; 
Player-Koro, 2019). Network ethnography is an analytic technique which 
borrows elements from ethnography and social network analysis for the study 
of contemporary policy and governance structures. It additionally involves a 
mapping of the policy field using qualitative data. As a method, it “allows the 
researcher to analyse network activities and evolutions, how social relations 
are established and performed, and how policy is being moved—and fixed—
through these activities” (Player-Koro, 2019). Network ethnography emerged 
from policy researchers’ need to adapt to the new ways of policy-making with 
the participation of various actors from different areas in different parts of the 
world. The globalization process and advances in new technologies have left 
a mark on contemporary policy. We are witnessing a weakening of the power 
of the nation-state and how policy-making is permeating through territorial 
and institutional boundaries. This has fundamentally changed the construction 
and delivery of public policy. Network ethnography has been previously used 
for showcasing policy mobility, internationalization of public policy and the 
increasing role of businesses in education policy (Ball, 2012, 2016; Ball & 
Junemann, 2012; Junemann et al., 2018;). 

With a network ethnography approach, policy is examined through the 
movement of policy practices across territorial boundaries and the unfolding 
of these practices during a fixed period of time in the policy-making process. 
This examination involves the mapping and representation of the policy field 
by researching relationships, interactions and mobilities between the actors in 
the various policy spaces. So, it follows policy, while “it attempts to identify 
the paths and pipelines, and nodes and activities through which policy moves” 
(Ball, 2016, p. 552). In other words, policy is not only examined through the 
mapping of the policy field, but also through the identification of policy 
networks. Policy networks refer to “sets of formal and informal institutional 
linkages between governmental and other actors structured around shared 
interests in public policy-making and implementation” (Rhodes, 2007, p. 2). 
The networks depict the policy assemblage and mobility through actors and 
events represented as network nodes. These networks are understood both as 
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the connections between actors in the investigated policy field and as a trace 
of their back-and-forth exchanges. For instance, in the network we may only 
see the initial connection and maybe the type of relationship between two 
actors. What generated those traces – which are unknown to us – are the types 
of meetings, the conversations, the commitments and the way these 
relationships were established. Policy networks are of importance because 
they can influence outcomes in the policy-making process and 
implementation; they can influence the issues that will be included or 
excluded from the policy agenda; and, they can privilege certain interests 
(Rhodes, 2007). In relation to the policy field, policy networks specifically 
refer to the connections and alliances between the different actors mediating 
in a policy. That makes policy networks a part of the policy field, while they 
provide a deeper understanding of what is happening within the policy field. 

In this thesis, the network ethnography analysis part is concerned with the 
whos and wheres of the education policy of programming in the Swedish 
context (Allen & Bull, 2018). More specifically, who has been influential and 
played important roles in shaping the specific policy and where these policy 
ideas were exchanged and legitimized. The method was applied through a 
combination of deep and extensive internet searches focused on the actors and 
the organizations, online material, policy texts and interviews with actors 
involved in the network. This material was used to identify the connections 
and to map and construct the policy network on programming. Using network 
ethnography as an analytical method enables an exploration of the network 
activities and relationships, as well as how the policy on programming was 
modified and crystallized through them.  

However, following the actors and their net of interactions is not enough. 
By focusing on language, it enables us to identity “how policy discourses work 
to privilege certain ideas and topics and speakers and exclude others” (Ball, 
2017, p. 8). Policy discourses, as construed in policy texts, make a particular 
set of ideas regarded as common sense and “true”. This results in a particular 
depiction of social reality that promotes certain meanings and aims for certain 
effects. In other words, policy discourses contribute to a construction of social 
reality rather than a reflection of it. In the words of Ball (2017), 

Policies are very specific and practical regimes of truth and value, and the ways 
in which policies are spoken and spoken about, their vocabularies, are part of 
the creation of their conditions of acceptance and enactment (p. 8) 
 

Thus, the policy network of programming served as a springboard for the 
CDA part of the analysis.  
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Critical Discourse Analysis 
Discourse analysis is the study and analysis of the uses of language (Hodges 
et al., 2008) and serves as an umbrella term for a number of qualitative 
approaches focused on the study of language as a social practice (Lester et al., 
2017). In discourse analysis, discourse is perceived as “socially constitutive 
and socially shaped” (Fairclough et al. 2011, p. 358). From a poststructuralist 
perspective, discourse and discursive practices are seen as systems of thoughts 
that make things “thinkable” and “sayable” within historical locations and 
regulate who can think and say them. Hence, discourse is more than a 
description of reality; it dictates ways of framing and thinking about things. 
When it comes to policy research, discourse is not seen as apolitical or neutral, 
but rather as motivated by political interests, power relations, ideologies and 
rhetorical positioning (Anderson & Holloway, 2020). As noted previously, 
policies are perceived as dynamic and interactive processes and represent a 
political struggle of compromises, conflicts and intentions (Taylor et al., 
1997). Drawing on Ball (1993) and his conceptualizing of policy as discourse, 
discourse analysis applied to policy can indicate these struggles, the 
significance of power relations and their framing contexts. For this reason, 
discourse analysis has often been used in education policy research in order to 
offer new problematizations of policy in regards to considerations of social, 
historical and political contexts within which policy is constituted and 
reproduced, as well as issues of power, marginalization and emancipation 
(Anderson & Holloway, 2020; Bacchi, 2013; Taylor, 2004; Wodak, 1999).  

In this thesis, a CDA approach is going to be employed, as developed by 
Fairclough (2003, 2010), both as a theoretical framework and as a 
methodological one. This approach was chosen for its social analysis of 
language and for its ability to link language with social and political structures. 
In the words of Fairclough, “CDA combines critique of discourse and 
explanation of how it figures within and contributes to the existing social 
reality” (Fairclough, 2014, p. 6). Fairclough takes a specific approach on 
discourse where he focuses upon social conflict, elements of power, ideology 
and resistance, and he tries to identify their linguistic manifestations in 
discourses (Wodak & Meyer, 2009). CDA is of a transdisciplinary nature; it 
can be used to explore both how language works but also to document hybrid 
genres and discourses within existing texts (Taylor, 2004). In other words, 
CDA is a form of systematic analysis of relations between discourse and other 
elements of the social process (Fairclough, 2010). CDA differs from non-
critical discourse analysis in that it extends beyond the use of language and 
towards explaining the ways in which language influences the contexts in 
which it occurs and why. In the words of Fairclough:  

By ‘critical’ discourse analysis, I mean discourse analysis which aims to systematically 
explore often opaque relationships of causality and determination between (a) discursive 
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practices, events and texts, and (b) wider social and cultural structures, relations and 
processes; to investigate how such practices, events and texts arise out of and are 
ideologically shaped by relations of power and struggles over power; and to explore how 
the opacity of these relationships between discourse and society is itself a factor securing 
power and hegemony (Fairclough, 1993, p. 135) 

 
CDA enables the positioning of policy documents “within broader global 
contexts and shows how language and text are used to (politically) legitimize 
what is thinkable and what is unthinkable” (Mooney Simmie & Edling, 2019, 
p. 836). As Rogers et al. (2005) put it, CDA moves from description and 
interpretation to explanation of how discourse systematically constructs 
versions of the social world (p. 371). What makes CDA even more appropriate 
as a tool in this study of education policy and politics is that it allows the 
studying of language with explicit emphasis on socio-political concerns 
(Lester et al., 2017). Discourse is put in the middle of socio-political 
circumstances, where ‘discourse driven’ social changes can be encountered 
and social changes can be monitored through discourse (Fairclough, 2001). 
That being the case, language is perceived as a bearer of change and a tool of 
power.  
 At this point, it is important to explain what is meant by the critical in CDA. 
The term critical is widely used in many contexts and, thus, easily 
misunderstood. In CDA, being critical is not reduced to the expression of 
disapproval or the seeking of faults, “it is also asking: why is the discourse like 
this” (Fairclough, 2014, p. 7). Within this context, being critical means 
seeking explanation and understanding.  

In general, critical studies on discourse have an interest in deconstructing 
ideologies and power (Wodak & Meyer, 2009), as well as the strategies used 
by actors to influence or change structures and practices (Fairclough, 2014). 
How policy texts construct and sustain power relations ideologically is of 
particular interest in critical education policy, as also are the values which are 
articulated in policy texts (Taylor, 2004). In this study, emphasis is put on 
relations of power and on the ideological work of the policy documents as 
CDA is employed to examine the hows of this policy. 

There are several reasons why Fairclough’s approach to critical discourse 
analysis was preferred over others. A CDA approach allows the researcher to 
delve deeper into the analysis and interpretation of policy by using a 
systematic analysis framework. CDA examines texts in an interdisciplinary 
way by identifying representations of the world, social relationships and 
relations of power within policy texts. Furthermore, CDA allows the 
exploration of the connection between policy texts and their historical, social, 
political and cultural contexts (Taylor, 2004). Additionally, CDA enables the 
linking of both the micro practices -in the form of local discourse- and the 
macro practices -in the form of broader discourse embedded in the historical 
socio-political context, rendering both an interpretative and an explanatory 
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critique (Lester et al., 2017). However, this approach on discourse is not 
without criticism. Opposing views argue that CDA relies too much on 
researchers’ interpretation of the texts and does not include a discussion with 
the producers or consumers of the texts (Cameron, 2001; Noppen, 2004; 
Widdowson, 2008).  

A presentation of the concepts which are considered important in this 
project, as well as of the ways in which they are understood, is fundamental 
for the analysis of the empirical material. The intention behind using a CDA 
approach is to examine how certain ideas were constructed, disseminated and 
legitimized during the policy-making process of programming’s introduction 
in the Swedish curriculum. More specifically, CDA is perceived as a useful 
lens through which one can examine the ways in which political interests, 
power relations and ideologies have influenced the education policy regarding 
programming. However, CDA includes a wide variety of concepts and 
embracing all of them is beyond the scope of this thesis. As Taylor (2004) puts 
it, Fairclough’s critical approach on discourse is not a “blueprint”, but it needs 
to be tailored accordingly depending on the particular research case.  

Research Design 

Empirical Material 
The empirical material for this study was gathered over the span of three years, 
starting in the spring of 2017. The gathering of the material was conducted in 
two different stages. Firstly, there was the gathering of the material relevant 
for the network ethnography part of the analysis. This material consisted of: 
(i) extensive internet searches and searches of the online communication 
channels used by the actors for promoting, maintaining and communicating 
within the network; and, (ii) recorded and transcribed semi-structured 
interviews with key policy actors, namely one representative from the 
Swedish Agency of Education (Skolverket), two representatives from the 
Programming Commission (Programmeringskommissionen or PK) and one 
representative from the City of Stockholm. The interviews were conducted 
both in Swedish and English, depending on what felt natural for the 
interviewees. All interviews were transcribed. During the interviews, the 
participants were asked about their background and previous experience with 
programming along with their experiences and perspectives on the policy 
processes prior the addition of programming in the Swedish curriculum. When 
it comes to the internet searches and online sources, the material was collected 
in form of texts and links. Both the interviews and the internet searches 
resulted in the finding of policy texts, such as debate articles, governmental 
agency reports and meeting minutes from the PK, which also were used for 
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the network ethnography approach. The interviews were seen as a form of 
conversation with actors involved in the policy process, while the rest of the 
material was perceived as constituting the general socio-political framework 
surrounding the policy formation processes regarding programming. The 
empirical material described above was used to construct the policy network 
on programming. 
   The second stage of the material gathering revolved around sampling policy 
texts relevant for the CDA part of the analysis. Since the focus of the CDA 
part of the analysis evolved into identifying the political communication and 
public discourse of the programming policy, press releases, open letters, and 
debate articles were predominantly chosen published either by international 
organizations and agencies such as the European Commission and the 
European Schoolnet, or authored by local and national politicians and 
accessed by the web pages of the government. The sampling was informed by 
material gathered for the network ethnography part of the analysis. More 
specifically, departing from the already gathered policy texts used for network 
ethnography, which spanned from municipal to national and international 
policy texts, a selection of additional relevant policy texts ensued. Saying this, 
there were a number of policy texts that did not get selected due to the fact 
that they did not fulfil the aforementioned criteria. For instance, there were 
public media texts featured in Swedish newspapers and authored by journalists 
which were not seen as part of the political communication of programming. 
In addition, there were government bills and proposed parliamentary changes 
suggested by members of the parliament regarding the digitalization strategy 
and programming which similarly did not get chosen as they were not 
perceived as part of the public discourse. The sampled policy texts were press 
releases (pressmeddelanden) from the Swedish Government and the European 
Commission, debate articles signed by members of the municipality and 
members of the Swedish Government published in Swedish newspapers, open 
letters and reports, including the report Programming in Stockholm 
(Programmering i Stockholm) published by the municipality of Stockholm, 
the report Digitalization in Schools (Digitalisering i skolan – möjligheter och 
utmaningar) published by the Agency of Education, and the report Computer 
Programming and Coding in Europe published by the European Schoolnet. In 
total, there are 24 policy texts serving as empirical material for the CDA part 
of the analysis. 
  As mentioned already, the sampled policy texts operate in the area of 
political communication and are perceived as part of the processes of policy 
influence and of the creation of a public discourse for the promotion of the 
policy. As Ball (1993) puts it, policies shift, their meaning changes and their 
representations change as they circulate in the various arenas of politics. This 
material is regarded important for an investigation of how the programming 
agenda, along with the digitalization strategy, was promoted between different 
levels in public political communication. In addition to these policy texts, the 
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samples included the assignment (uppdrag) to the Agency of Education for 
the proposal of national digitalization strategy for education and the 
Government’s final decision regarding the curriculum changes on 
digitalization and programming. The latter governmental policy texts were 
intended to serve as a comparison between the political communication and 
the official parliamentary decisions. The policy texts were retrieved from the 
web pages of the government (regeringen.se), the European Commission 
(ec.europa.eu) respectively and through internet searches on the topics of 
digitalization and programming in education in the areas of Stockholm, 
Sweden and Europe. For a more detailed description of the empirical material, 
see the Appendix I Empirical Material Reference List. 

Analytical Framework 
The main aim of this thesis is to understand the politics behind the recent 
changes in the Swedish curriculum on digitalization and the addition of 
programming, Lgr11/2017. In order to do so, this thesis investigated who has 
played a role in shaping the policy agenda on programming; identify how this 
policy agenda was promoted and disseminated in national and international 
policy texts; and, lastly, develop an understanding of the recently revised 
Swedish curriculum on digitalization in relation to national and international 
education policy. These objectives, reflecting the research questions, have 
shaped the three sections of the chapter Findings.   

In its first section, entitled Untangling the Policy Network on 
Programming, the research method of network ethnography was used to 
investigate who played a role in shaping the policy agenda on programming. 
The analysis at this stage was informed by the concepts of actors and network. 
The empirical material was comprised of online material, policy texts such as 
press releases and open letters, and interviews with key-policy actors. This 
material was then subjected to close examination and thorough reading for 
identifying, organizing and describing the actors involved in the programming 
agenda and their connections. The first step was to identify and map the policy 
field, which was the actors that played a role in the addition of programming 
in Swedish education, starting from the municipality of Stockholm. Then, the 
activities and the relations between the actors were identified and illustrated 
in a map of connections and interactions, also refer to as network. The 
construction of the policy network on programming was based on the relations 
between the actors and the ways in which they were connected. In addition, 
and according to information provided by the empirical material and the 
actors’ background, the network ethnography analysis shed light onto where 
the policy had been shaped. The relations between the actors were later 
illustrated through a map of the policy network demonstrating its structure, 
along with the whos and the wheres of the policy agenda on programming.  
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In the second section, entitled De-construction of the Policy Texts, the 
policy texts were analysed by employing CDA for investigating the hows of 
the policy agenda on programming along with the whens. Initially, a thematic 
text analysis was employed on the policy texts. Since the empirical material 
included a large number of policy texts, the thematic analysis served to get a 
general grasp of the policy texts, to become familiar with them, and to identify 
patterns in relation to the subjects of digitalization and programming. This 
process included marking parts of the texts where the policy agenda on 
digitalization and programming were discussed. The thematic text analysis 
was informed by an abductive approach based upon which the texts were read 
without preconceived theoretical or methodological ideas. A number of 
themes emerged from the patterns found in the analysis. Thereafter, the policy 
texts were read with the concept of time in mind, which resulted in an 
identification of the whens of the policy agenda and the construction of a 
timeline of the empirical material. Subsequently, drawing upon Fairclough’s 
CDA framework, the analysis of the policy texts included a textual analysis 
and its explanation in relation to the analytical tools. The textual analysis 
focused on the language and linguistic properties of the policy texts and was 
informed by the concepts of discourse, assumptions, representations and 
absences and silences. Those concepts made it possible to explore how the 
policy on programming has been constructed in the municipal, national and 
international levels and how these constructions encouraged the promotion of 
certain views and ideas while they silenced others. In this study, only certain 
elements of linguistic analysis were employed. The linguistic aspects of the 
policy texts which were in focus were the text organization, grammatical and 
some semantic features. More specifically, text organization was concerned 
with the generic structure of the texts and the grammatical mood, meaning 
whether the sentences were declarative, interrogative or imperative. 
Moreover, the choice of verbs, nouns and adjectives in the production of texts 
was taken into consideration.  

The first two sections of the findings serve a descriptive and analytical 
purpose of the empirical material, whereas the third section of the findings 
serves as a synthesis and has an interpretational purpose. In the third section, 
entitled Understanding the Curriculum Changes, the findings from the 
previous two sections are brought together and interpreted, informed by the 
concepts of ideology and power.  

Ethical Considerations 
A central ethical issue in research in the humanities and social sciences is the 
protection of the individuals. This protection revolves around issues of 
integrity, confidentiality and protection of private information. In order to 
meet these requirements, all participants were asked to give their consent to 



69 

participate in this research project. They did so with the provisos that they 
could decide under what conditions they would participate and that they could 
end their participation if they wished to do so. The confidentiality requirement 
further suggests that it should not be possible to identify individuals in the 
research. A best effort was made to protect the identities of the interviewees. 
Given the political nature of this thesis and the involvement and mentioning 
of individuals with key roles in the municipal and national scene, a conscious 
decision was taken to omit the names of the individuals and instead use their 
occupations and roles. It is important here to underline that both the pilot study 
and the interviews were conducted before the EU’s General Data Protection 
Regulation (GDPR)4 entered into force on 25 May 2018. Thus, no ethical 
vetting was required.  

Another ethical dilemma is the nature of social science research and its 
direct connection to society. Social science research can contribute to 
knowledge development and revealing information which previously was 
unknown. The findings of this research could potentially also affect the way 
education policy has been perceived by the individuals involved and have an 
impact on the trust between the state and the citizens. However, it is also the 
role of social research and education policy research to approach policy issues 
and processes from a critical perspective, as well as to problematize on their 
implementation and the effect they might have on education and society. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

                                                   
4 Regulation (EU) 2016/679 of the European Parliament and of the European Council on the 
protection of natural persons with regard to the processing of personal data and on the free 
movement of such data. 
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Untangling the Policy Network on 
Programming 

 
This part of the analysis contains an overview of the actors, the network 
relations and the activities that have been identified in relation to the 
curriculum changes in Sweden regarding programming. The overview is 
based on a small-scale mapping of the programming policy field, starting with 
the municipality of Stockholm. Stockholm was chosen as it is the capital as 
well as the national centre of political administration and commerce. Through 
a mapping of the programming policy field at the municipality, three policy 
levels were identified: the municipal, the national and the international level. 
While this is only one of the ways to categorize the interaction between the 
different policy actors, it is particularly relevant for the issues of interest in 
this thesis which include globalization, contemporary policy formation and 
governance. Through the use of network ethnography, a policy network on the 
processes behind the implementation of programming in the Swedish 
curriculum (policy network on programming or programming network, for 
short) will be established. The programming network will additionally serve 
as a framework within which further analysis on policy will be carried out. It 
is, however, impossible to convey in its entirety the complex web of relations 
and activities which constitutes the policy on programming. Moreover, policy 
is constantly changing and never static, and relationships continue to develop 
and change as the policy processes evolve. Thus, what can be captured of this 
network is a time specific snapshot. In this thesis, the events and relationships 
under investigation are based on empirical material gathered in the period 
between 2017 and 2020. 

Mapping the Policy Field on Programming  
In order to capture the programming network, it is important to start by 
mapping the policy field for this study. As previously mentioned, the term 
policy network is used to refer to the sets of linkages or relationships between 
formal or informal policy actors which are structured around shared interests 
in public policy-making and implementation. In this study, the policy field 
revolves around the actors who have influenced the addition of programming 
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in the Swedish curriculum, Lgr11/2017, and the relationships between these 
actors. The starting point for identifying the policy field has been set at 
Stockholm in early 2015, where several key actions related to the 
implementation of programming in Swedish education occurred. The 
municipality of Stockholm is called the City of Stockholm (Stockholms stad). 
It is governed by a Municipal Assembly (kommunfullmäktige), has a 
Municipal Executive Committee (kommunstyrelse) and eight Commissioners 
(borgarråd), one of which is called the Commissioner of Finance 
(finansborgarråd). The role of the latter is equivalent to that of a British Mayor. 
This information will be useful as the policy network is untangled.  

Starting from early 2015, a number of texts were published that tiggered 
the implementation of programming in Swedish schools in the Municipality 
of Stockholm. The key catalyst was a debate article published in February 
2015 in Dagens Nyheter – one of Sweden’s main daily newspapers – entitled 
Stockholm Municipality introduces computer literacy to the school 
curriculum (Stockholms stad inför dataslöjd på skolschemat) and co-signed 
by Stockholm’s Commissioner of Finance, the head of the Stockholm 
Chamber of Commerce and the founder and CEO of Spotify. According to the 
article, Stockholm was an innovative metropolis with many growing IT 
businesses and, in order to keep growing and developing as such, Stockholm 
needed to modernize education and bring programming into schools.  

Stockholm är nu en internationell metropol för en våg av nya innovativa IT-
företag. Här finns en ny entreprenörsanda, med en dynamisk start up-scen för 
digitala lösningar... Vi måste fråga oss vad vi kan göra för att utvecklingen kan 
fortsätta. Klart är att kunskap och utbildning är avgörande faktorer... Det som 
kommer ta skolan och Stockholm in i framtiden är ökade insatser för att skapa 
intresse och utveckla lärandet om programmering redan i tidiga åldrar 
 
Stockholm is now an international metropolis for a wave of new innovative IT 
companies. There is a new entrepreneurial spirit here, with a dynamic startup 
scene for digital solutions... We need to ask ourselves what we can do to ensure 
that this development continues. Clearly, knowledge and education are crucial 
factors... What will take the school and Stockholm into the future is increased 
efforts to create interest and develop learning about programming from an early 
age (Wanngård, Rankka & Lorentzon, 2015) 5 
 

                                                   
5 In the empirical material there were texts written both in English and in Swedish. The excerpts 
that are originally written in Swedish and are quoted here have been translated for the readers 
who are non-Swedish speakers. In the following chapters, the original texts will be presented 
in italic, while their translation will follow underneath along with the references. The translation 
of the excerpts from Swedish to English has been done by CBG Konsult, a language service 
provider contracted through Stockholm University, with the support of the Department of 
Education, Stockholm University. 
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The authors of the article claimed that introducing programming in schools 
was an important means to both further economic growth and create future 
employment. In this same article, the intentions to launch a pilot project on 
programming and to set up a Programming Commission 
(Programmeringskommissionen) (PK) in Stockholm were also announced. 
Within three months  in May 2015 – the City of Stockholm officially 
approved a pilot project on programming and, within less than a year – in 
March 2016 – the education administration of the City of Stockholm 
announced the founding of the PK. 

The Programming Commission 
The PK was founded in March 2016 by the City of Stockholm in order to 
investigate the possibilities to implement programming in the schools of 
Stockholm. However, as noted previously, discussions for establishing a 
Commission had started already early in 2015. The PK was intended to act 
both as a reference group for the pilot project on programming and as a forum 
to discuss the possibilities and obstacles for implementing programming in the 
schools of Stockholm. The PK was tasked with examining national and 
international examples of how programming could be implemented in schools 
and was expected to provide the City of Stockholm with recommendations 
and suggestions regarding how to increase digital competence, the knowledge 
of programming and the number of programmers in Stockholm; examine 
national and international research and initiatives on successful practices on 
programming in schools; contribute with ideas on how programming could 
improve teaching and learning; and, be a reference group for the pilot project. 
What makes the PK one of the key actors to follow in this policy network on 
programming is the diverse array of individuals and organizations that were 
chosen to participate in it. The PK was led by the Commissioner of Education 
(skolborgarrådet) and its members included representatives from the 
municipality, schools, private industry and academia including the following: 

Skolborgarråd, Stockholms stad 
Vd, Stockholms Handelskammare 
Utvecklingschef, Lin Education 
Oppositionsborgarråd, Stockholms stad 
Generalsekreterare, Kodcentrum 
Näringspolitisk expert, IT&Telekomföretagen 
Docent, Linköpings universitet 
IT-direktör, Stockholms stad 
Rektor, Sjöstadsskolan 
Ordförande och grundare, Spotify 
Forskare och utbildare, Åbo Akademi, Finland 
Utbildningsdirektör, Stockholms stad 
Lärare, Stockholms stad och sakkunnig UR 
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Ordförande, Lärarförbundet Stockholm 
Rektor, Stockholm Science and Innovation School 
Elev, Stockholm Science and Innovation School 
Generalsekreterare, Hello World! Ideell Förening 
 
Commissioner of Education, City of Stockholm 
CEO, Stockholm Chamber of Commerce 
Head of Development, Lin Education 
Commissioner in Opposition, City of Stockholm 
Secretary-General, Kodcentrum 
Economic policy expert, IT&Telekomföretagen 
Associate Professor, Linköping University 
IT Director, City of Stockholm 
Principal, Sjöstadsskolan 
Founder and Chair, Spotify 
Researcher and Educator, Åbo Akademi University, Finland 
Director of Education, City of Stockholm 
Teacher, City of Stockholm and expert UR 
Chair, Lärarförbundet Stockholm trade union 
Principal, Stockholm Science and Innovation School 
Pupil, Stockholm Science and Innovation School 
Secretary-General, Hello World! Ideell Förening 

(Burell et al., 2016) 
 

In addition thereto, several invitees participated in the meetings of the PK, 
including: 

Konsult I (för skola 42) 
Konsult II (för skola 42) 
Chef för kommunikationsenheten, Utbildningsförvaltningen, Stockholms Stad 
Projektledare och Chef för pedagogisk utveckling, Utbildningsförvaltningen, 
Stockholms Stad 
Associate Partner, McKinsey & Company 
Associate Principal, McKinsey & Company 
Gymnasie- och kunskapslyftsminister, Utbildningsdepartementet 
Enhetschef, Medioteket  
Public Sector Expert, McKinsey & Company 
Generaldirektör, Skolverket  
Utbildningsdirektör, Stockholms stad  
Projektledare pedagogik och kommunikation, Kodcentrum  
 
Consultant I (for skola 42) 
Consultant II (for skola 42) 
Head of Communication Unit, Department of Education, City of Stockholm 
Project Manager and Head of Educational Development, Department of 
Education, City of Stockholm 
Associate Partner, McKinsey & Company 
Associate Principal, McKinsey & Company 
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Minister for Upper-Secondary Education and Skills Development, Ministry of 
Education 
Head of Unit, Medioteket  
Public Sector Expert, McKinsey & Company 
Director-General, The Agency of Education  
Director of Education, City of Stockholm  
Project Manager, Pedagogy and Communication, Kodcentrum  

 (information obtained from PK’s meeting minutes) 
 
The invitees to the PK meetings generally represented government agencies 
and private sector groups. Of note, however, was the role of two ambiguous 
invitees whose presence was ill-defined in regard to whom they represented 
and why they were chosen to participate. Since their contributions to the 
meetings were to present and provide recommendations, they are referred to 
as “Consultant I & II”. 

From the day of its launch to the day its work was concluded, the PK held 
six meetings. The venues of the meetings were not limited to municipal 
locations, but included municipal offices as well as schools and the 
headquarters of the companies represented. The meetings were held at the 
following locations: 

1st meeting: Paulirummet, Stockholm City Hall 
2nd meeting: Stockholm Chamber of Commerce 
3rd meeting: Financial Services Board chamber, Stockholm City Hall  
4th meeting: McKinsey & Company  
5th meeting: Stockholm Science and Innovation School (SSIS)  
6th meeting: Spotify 

  (information obtained from the PK’s meeting minutes) 
 

Several of the invitees of the PK held key positions in the City of 
Stockholm, one of which was the Minister for Upper-Secondary School and 
Adult Education and Training, while another guest was the General Director 
for the Agency of Education. Considering the number of invitees it is 
interesting to note the role of representatives of McKinsey & Company. It was 
well represented in the PK for unclear reasons. Although it was not among the 
initial members of the commission, employees of the company joined the 
meetings when one of the PK meetings was held in one of the company’s 
central offices. Furthermore, a McKinsey & Company representative took part 
in the PK’s presentation of its final report and recommendation when it was 
released by the City of Stockholm (Stockholms stad, n.d.). It is also unclear 
why McKinsey & Company was listed in the final report, as contributions 
from this company were not recorded in the meeting minutes nor in any other 
document included in the empirical material. At this point, it is important to 
turn our attention to the representatives of the other institutions, organizations 
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and companies in the PK, in addition to the representatives of the City of 
Stockholm.    

One of the members was the head of the Stockholm Chamber of 
Commerce. The Stockholm Chamber of Commerce is an organization and a 
business network which actively works to promote business-friendly policies. 

The core business of the Stockholm Chamber of Commerce is to develop policy 
and to influence decision-makers on major issues affecting businesses. 
Together with its 2,000 members, and through close contact with politicians 
and leading business experts across industries, the Chamber advocates for pro-
business political decisions in the region. The Chamber takes stands on a 
number of important issues ranging from investments in infrastructure and a 
better functioning housing market, to innovation and education.  

(Stockholm Chamber of Commerce, n.d.) 
  

The Stockholm Chamber of Commerce acts as the voice for the business 
sector the Stockholm through networking, events and participation in political 
decisions. It is also interested in education for securing skilled workforce for 
the future (Stockholm Chamber of Commerce, n.d.). The Chamber of 
Commerce was not only a member of the PK, but also co-signed the debate 
article in Dagens Nyheter together with Stockholm’s Commissioner of 
Finance and the CEO of Spotify.  

Another member of the PK was Lin Education, a Swedish company which 
sells digital devices, tools and services to Swedish schools and develops 
learning content. According to their website, Lin Education helps both schools 
and municipalities to develop their learning with the help of digitalization by 
providing each with computers and tablets as well as with the needed 
pedagogy (Lin Education, n.d.). In May 2019, Lin Education was bought by 
another company called Xllnc. Xllnc provides IT services and infrastructure 
to corporations, such as computers and tablets. In 2020, the Xllnc company 
changed its name to Foxway, including Lin Education, which was renamed to 
Foxway Education.  

Kodcentrum is a non-profit organization, or as they define themselves “a 
non-profit, non-governmental, non-partisan and non-religious organization” 
(Kodcentrum, n.d.). Kodcentrum provides free education to children on 
programming and digital creation. Their mission is to promote programming 
and to give every child the opportunity to code. Their vision is to create equal 
opportunities for all children when it comes to programming and 
digitalization. Kodcentrum acts with the help of volunteers, but also with the 
support of several partners and sponsors. The main sponsors of Kodcentrum 
are the multinational corporations Microsoft, Spotify, Sigma and Ericsson. In 
addition, they are supported by other companies, such as ABB Sweden, 
Embracer Group, Informator Utbildning, Linklaters, Nordnet, SAP Sweden, 
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and Vimla6. Apart from this support from corporations, Kodcentrum also 
receives state and municipal support from the Agency of Education and the 
City of Stockholm in order to introduce children to programming. In addition 
to being a member of the PK and organizing activities for teaching children 
on how to code, Kodcentrum has collaborated with the City of Stockholm and 
the Board of Education in organizing programming courses for in-service 
teachers. More specifically, in March 2017, the City of Stockholm and 
Kodcentrum organized Stadshushacket, an event where teachers and students 
got together with programmers to explore the possibilities of programming. In 
April and October 2018 the Board of Education and Kodcentrum organized 
workshops for teachers during an educational technology fair called SETT 
(Scandinavian Education Technology Transformation). It is interesting to note 
that Kodcentrum defines itself as a non-governmental and non-partisan entity, 
all while it receives indirect support for their commercial and economic 
interests from the government as well as multinational corporations.   

The Swedish IT and Telecom Industries (IT- &Telekomföretagen) is an 
organization whose members are companies and employees from the private 
industry. Its focus as an organization is to explore and support the benefits of 
IT in society and to stimulate growth in the industry. One of their missions is 
to develop the IT market in Sweden and to improve the conditions for IT 
enterprises. Their mission is similar to that of the Stockholm Chamber of 
Commerce, but is more focused on the private IT sector. The participation of 
IT&Telekomföretagen in the PK was not the first time it was involved in the 
programming agenda. In 2012, IT- & Telekomföretagen published a report in 
which they were predicting the lack of skilled workforce in the IT industry 
and were arguing in favour of the introduction of programming in Swedish 
education (Bergviken Rensfeldt & Player-Koro, 2017; IT - & 
Telekomföretagen, 2012).  

Spotify is a Swedish music streaming and media services corporation. In 
addition to being a member of PK, the CEO of Spotify and Spotify as a 
company had also been involved in other activities related to programming. 
As was mentioned above, the CEO of Spotify co-signed the Dagens Nyheter 
debate article with the Commissioner of Finance of Stockholm and the head 
of the Stockholm Chamber of Commerce. In addition, Spotify is a main 
sponsor for Kodcentrum and, as such, it has been providing Kodcentrum with 
both volunteers and spaces for Kodcentrum’s activities: 

Nu startar Kodcentrum en helt ny kodstuga på Spotify i Stockholm. I kodstugan 
träffar barn och unga mellan 9 och 13 år volontärer från bland annat Spotify 
och Microsoft en kväll i veckan för att prova på att programmera egna spel och 
appar 

                                                   
6 The description of these entities, as well as of others that follow later in the text and are not 
thoroughly explained in this section, can be found at Appendix II. 
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Kodcentrum is now launching a brand new coding studio at Spotify in 
Stockholm. In the coding studio, children and adolescents between the ages of 
9 and 13 meet with volunteers from companies like Spotify and Microsoft one 
evening a week to try their hand at programming their own games and apps. 

 (https://www.kodcentrum.se/nyheter/ny-kodstuga-pa-spotify) 
 
Hello World! is a non-profit organization established in 2015 with the 

mission of providing digital creation, technology and science opportunities to 
all children and young people regardless of their background. Hello World! 
collaborates with the industry, universities, students and society and organizes 
courses, meet-ups and events at IT companies (Williamson et. al, 2018). Hello 
World! has a long list of partners and supporting partners. Some of their 
partners include Teknikföretagen, King, Natur&Kultur, Visma, Klarna, 
Microsoft, as well as Spotify which serves as a sponsor. 

The PK also included representatives from schools and academia. Within 
these members there were four representatives from education institutions: 
two from academia, featuring the universities of Linköping and Åbo, and two 
from schools, more specifically Sjöstadsskolan and Stockholm Science and 
Innovation School (SSIS). When it comes to Linköping University, apart from 
being part of the PK, it coordinated a Vinnova-supported project called Triple 
Helix – A national agenda for school digitization. This Triple Helix project 
started in November 2015, only a few months after the City of Stockholm 
approved the pilot on programming, and concluded its work in December 
2017. Its goal was to bring schools, industry and academia together in working 
for the digitalization of the Swedish schools. According to previous research, 
however, the initiative for this project originated from Swedsoft, a non-profit 
organization aiming at representing software industry interests (Williamson et 
al., 2018). The choice of the SSIS as a PK member is also interesting, since it 
is a technology-oriented high school or, as stated on its website, one of the 
world’s leading in IT (Stockholm Science and Innovation School, n.d.). The 
high school is municipal, but it has partnered with a number of private 
companies, such as Ericsson, Microsoft and IBM, as well as with Stockholm 
University and the Royal Institute of Technology (KTH). In addition, the PK 
included a teacher union, namely Stockholms Lärarförbund. Lärarförbundet 
is a trade union for Swedish teachers and, as a union, it is responsible for 
defending teachers’ rights and improving their working conditions. 

As we can see, the PK included a wide variety of actors from diverse 
backgrounds. A significant number of those actors either directly served 
corporate interests or were organizations with strong corporate support. On 
several occasions, members had crossed paths within collaborations related to 
programming, such as in the context of a debate article by the head of the 
Stockholm Chamber of Commerce and Spotify’s CEO, or were supported by 
the same actors, such as the support from Microsoft provided to Kodcentrum, 
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Hello World and SSIS. This demonstrates that some of the actors in the policy 
network were more tightly connected and more involved in the programming 
processes than others. Another significant element is that the venue for the PK 
meetings alternated between municipal and governmental offices and 
corporate offices.  

Based on the empirical material on the PK, it still is unclear both how and 
why several of the members and guest members were chosen and the 
processes behind this selection. The processes regarding the founding of PK 
can be followed through the organizational structures and through the 
appointed tasks and official statements published by the City of Stockholm. 
The criteria for selecting members of the PK are not quite clear, however. This 
unclarity is also expressed in the interview with a representative from the City 
of Stockholm when asked how PK’s members were chosen: 

Jag vet inte vem som valde [de privata aktörerna], men det är – antar jag – att 
det är utom skolborgarrådet och dåvarande skolråd – de som jobbar på 
Stadshuset kring skolfrågor. Och så fick vi ge förslag för personer från skola 
och akademi… 
 
I don't know who chose [the private actors], but it is – I guess – that it is, besides 
the Commissioner of Education and the school board at the time – those 
working with school issues at the City Hall. And so we had to give suggestions 
for people from schools and academia… 

   (excerpt from interview, representative of the City of Stockholm) 
 
While it is not entirely clear, it can be concluded from this interview that the 
majority of the members from the private sector were chosen by the 
Commissioner of Schools of the City of Stockholm and possibly the School 
Council, while the members representing academia and schools were chosen 
by the Education Administration. 

The PK was established in March 2016, and its members were announced 
through a debate article published in Dagens Samhälle in June 2016. It held 
its first meeting in August 2016 and held six meetings in the period from mid-
2016 until late-2017. It concluded its mandate in December 2017, at which 
time it ceased to exist. 

The City of Stockholm as an Actor 
Apart from founding the PK and initiating the pilot project on programming, 
the City of Stockholm was involved in several other activities regarding the 
implementation of programming in Stockholm schools. 

As already indicated, in March 2017 the City of Stockholm organised 
Stadshushacket (The City Hall Hack), which was an event organized in 
collaboration with Kodcentrum. From 2017 onwards, and in preparation for 
the official introduction of programming in the compulsory curriculum, the 
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City of Stockholm collaborated with several actors to organize training 
courses on programming for in-service teachers. The City of Stockholm also 
collaborated with Medioteket, Vetenskapenshus and Kodcentrum in 
facilitating seminars, workshops and small courses. While Kodcentrum 
already has been discussed above, it is relevant to clarify role of Medioteket 
and Vetenskapens Hus in regard to the City of Stockholm in this context. 
Under the auspices of the City of Stockholm, Medioteket is an educational 
centre and pedagogical resource for schools in the municipality of Stockholm, 
responsible for, inter alia, organizing continuing professional development 
activities and providing digital competency support. As a spin-off therefrom, 
Roboteket was created in response to needs related to the implementation of 
programming. Roboteket was created to assist in the development of in-
service teachers’ programming competence. Vetenskapenshus is also an 
educational centre and a resource for both teachers and students. Its main goal 
is to increase interest in and knowledge of science, technology, engineering 
and mathematics (STEM). It is owned by Stockholm university and the Royal 
Institute of Technology (KTH), and acts in partnership with the City of 
Stockholm. According to their website, Vetenskapenshus also receives 
financial support from private companies, specifically for organizing a 
summer course for girls. The two main sponsors are AstraZeneca and Scania, 
while secondary sponsors are FLIR, Equinix, Ices and IBM.  

The City of Stockholm also collaborated with the independent research 
institute Ifous (Innovation, forskning och utveckling i skola och förskola – 
Innovation, research and development in school and preschool) and created 
the “Programmering i ämnesundervisningen” workshop. In addition, the City 
of Stockholm co-created and purchased a university course at Stockholm 
University which was specifically designed for teaching programming to in-
service teachers. 

…the City of Stockholm also bought a 7.5-credit university course by 
Stockholm University for the teachers of Stockholm. We did not need to do that 
but we did it in order to secure positions (for the teachers) and even a Master’s 
programme, but nobody applied so nothing happened with it 

(excerpt from interview, representative of the City of Stockholm) 
 

In addition to these main entities collaborating with the City of Stockholm 
in preparation for the implementation of programming in schools, there were 
many more actors who wanted to get involved. According to the representative 
from the City of Stockholm: 

It was like the Wild West or Klondike when programming started. In 2017, half 
my time I talked to people that represented some company or small business 
sort of “well we have the solution for you, City of Stockholm. We offer you a 
package for teachers learning to program and we want to meet you and...” a lot 
of different people sort of wanted into the City of Stockholm  
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(excerpt from interview, representative of the City of Stockholm) 
 

This above excerpt clearly conveys the level of interest in programming by 
private companies and small businesses. However, and due to the processes 
of public procurement, only a few managed to establish effective 
collaborations. In any event, that demonstrates the interest in programming in 
schools shown by the private sector.  

Moving Beyond the City of Stockholm 
The initial focus was on disentangling the policy network of the municipality 
of Stockholm and the PK. Most of the activities and events discussed were 
organized or initiated at the municipal level. This is not meant to imply that 
interest in programming was confined to the municipality. Because, while the 
PK might have been a committee founded by the municipality of Stockholm 
and intended to act at the municipal level, it encompassed actors from other 
contexts, substantially and geographically. While several entities – like the 
Stockholm Chamber of Commerce, Stockholm’s division of Lärarförbundet, 
Sjöstadskolan, SSIS and the City of Stockholm – had a local scope, most of 
the other member entities included national organizations active in more than 
one municipality; multinational corporations acting both nationally and 
internationally; and universities located outside Stockholm or even outside of 
Sweden in the case of Åbo University. The municipality of Stockholm 
managed to bring together all those different actors and include them in 
discussions regarding programming in Swedish schools.  

An important actor at the national level has been the Agency of Education 
which, as expected, played a very important role in the implementation of 
programming in the Swedish curriculum. In 2015, the Swedish Government 
entrusted the Agency of Education with the task of proposing a new 
digitalization strategy and to include programming as a mandatory component 
in the new curriculum. In preparation for this, the Agency of Education formed 
a number of collaborations. The Agency cooperated with the Triple Helix 
project, which as we noted in the PK section was coordinated by Linköping 
University. Through the Triple Helix project, several conferences, workshops 
and meetings were organized in which the Agency of Education not only 
participated but also helped to organize as part of the process of discussing 
how programming could be implemented in Swedish schools.  

…we hooked arms with [Triple Helix] and organized some conferences, 
seminars, inviting people to come and discuss how could this be done 

 (excerpt from interview, representative of the Agency of Education) 
 

The series of workshops and meetings provided through Triple Helix was 
exclusive and on an invitation-only basis. In addition, the Agency of 
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Education sponsored and collaborated with Kodcentrum in many different 
activities as discussed previously, such as organizing programming courses 
for both students and teachers and organizing workshops during SETT.   

As previously mentioned, introducing programming in compulsory 
education curricula has also been on the global agenda of education policy in 
the area of educational technology, where programming was considered a 
fundamental skill students should be equipped with. Indeed, as suggested in 
previous research, the policy agenda on programming and computing in 
schools has accelerated across national education systems around the world 
(Williamson et al., 2018). The Swedish programming policy agenda should 
be seen in the context of similar international developments. As expected, the 
introduction of programming in the Swedish curriculum has been discussed in 
international forums. In preparing for the introduction of programming in 
Swedish education, the Agency of Education conducted research and 
investigated cases in other countries: 

…we visited the other countries that were a bit ahead like England for example 
and also Finland. We studied those even though their changes in the curriculum 
hadn’t been on for a long time. So while we had no actual experience or 
evaluation of what was happening, we saw the principles that they based their 
solutions on. We found what we considered the best way from a Swedish 
perspective, a little bit leaning more towards Finland than England  

(excerpt from interview, representative of the Agency of Education) 
 

Apart from drawing inspiration from the implementation of programming in 
education systems abroad, the Agency of Education had to identify and meet 
relevant stakeholders in the process of developing the digitalization proposal: 

…we identified the stakeholders and found different groups that could be of 
interest for us to have contact with. We could sometimes form a reference group 
with people who we could consult with frequently during the work. Then we 
went about to collect the information we needed from these groups, on research 
or whatever. Then some of us were supposed to formulate that into a report or 
a proposal. But we really tried to identify stakeholders in particular so we were 
sure that we could say that we had consulted the IT companies, that we had 
consulted teachers, and that we had consulted researchers… 

(excerpt from interview, representative of the Agency of Education) 
 

As this excerpt indicates, IT companies as well as teachers and researchers 
were considered to be important stakeholders in the programming agenda. 
Moreover, it seems though private industry actors were involved in policy 
areas beyond the formal consulting sessions and meetings within the Agency, 
all the while still in relation to programming: 

…we met all these vendors, companies, Microsoft, big international companies 
but also Swedish companies. There is an organization for Swedish companies 
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or people working with software in Sweden and all of those were arguing that 
programming is important, that there are transferable skills that you can get 
from programming that is useful for everybody so…but many of them were of 
course thinking of their future, they needed programmers so they were arguing 
from that point of view as well… so there were a lot of things going on like that 
and then finally that also reached the Swedish government and I know 
Microsoft was there trying to convince them and so on. In Miljöpartiet, they 
had one member who was a leading person in Swedish Microsoft´s work 
towards the school sector. So that person was also Miljöpartiet. I know them 
and I have had contact with them for many years. They were talking to the 
Minister for Education on these issues as a party member, but I mean you can’t 
throw away your Microsoft employment at the same time so…I think there were 
a lot of things acting together in order to make it possible… 

(excerpt from interview, representative of the Agency of Education) 
 
Private vendors maintained a strong presence in discussions on 

programming, also through consultation meetings, and were able to lobby the 
Government about programming as a school subject.  

According to the Agency’s representative, the European Schoolnet is one 
of the forums where international cooperation with other Ministries of 
Education takes place. The European Schoolnet is a not-for-profit 
organization and a network of 34 European Ministries of Education. It is based 
in Brussels. The Agency of Education, as well as the Swedish Ministry of 
Education, are founding members and are members of this European 
Schoolnet. It´s mission is to help schools become more effective in the use of 
technology and to support education stakeholders such as the Ministries of 
Education, teachers, schools, researchers and industry partners “in 
transforming education processes for the 21st century digitized societies” (The 
European Schoolnet, n.d.). During the interview with the representatives of 
the Agency of Education, the Agency´s participation of in the European 
Schoolnet was mentioned in regards to international collaborations within the 
programming agenda.   

…what we do most is participating in something that is called the European 
Schoolnet (abbreviated EUN). We are actually one of the founding countries 
for that organization since the 1998. I am a member of the steering committee 
at the board of directors and through that cooperation we organize conferences, 
seminars and work-groups. So we have had programming or actually 
computational thinking as a theme a couple of years ago in preparation for that 
[a.k.a. the introduction of programming in the curriculum] 

(excerpt from interview, representative of the Agency of Education) 
 

Indeed, the European Schoolnet has been actively involved in the 
programming agenda within Europe. For instance, in 2015 the European 
Schoolnet published a report entitled Computing our future funded by the 
Executive Agency for Small and Medium-sized Enterprises (EASME) and 
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supported by the European Commission through the Grand Coalition for 
Digital Jobs. The European Schoolnet is also actively involved in promoting 
the European Coding Initiative. The European Coding Initiative is an initiative 
created under the auspices of the European Commission. It is supported by 
not-for-profit organizations such as Code.org, European Schoolnet, CodeDojo 
and by partners from multinational corporations including Facebook, Liberty 
Global, Microsoft, Samsung and SAP. In 2014, The European Initiative 
published an open letter addressed to EU Ministers for Education, in which 
representatives from the aforementioned multinational corporations were 
pledging for programming to be included in education curricula across Europe 
and announced the launching of a European coding platform with the 
collaboration of European Schoolnet. The undersigned were: 

Vice President Corporate Affairs EMEA, Microsoft 
Managing Director in Brussels, Facebook 
Chief Policy Officer and Senior Vice-President Regulatory and Public Policy, 
Liberty Global 
Mighty Eagle, Rovio 
Head Global Government Relations, SAP 

  
It is not clear why or how those specific multinational companies came 
together to address an open letter about programming to the EU Ministers for 
Education. However, some of them – such as Microsoft and Facebook – have 
long been involved in the promotion of programming in schools 
internationally (Singer, 2017). As Singer (2017) states, in the United States, 
Microsoft had persuaded at least 24 states to include computer science in 
schools. In addition, both Microsoft and Facebook were donors to Code.org, 
which had persuaded several states to change their education policies and laws 
to include programming. 
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Figure 1 Graphical representation of the programming's policy network 
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A Snapshot in Time 
The preceding graphical representation of the policy network was created 
based on the small-scale mapping of the policy field on programming 
discussed above and the identification of the communicative and collaborative 
linkages between the actors. While a figure like this only can reflect a partial 
picture of the reality, it illustrates the great complexity of the programming 
agenda, the number and type of actors involved and the complex and 
interconnected nature of the actors’ relationships for introducing 
programming in the Swedish curriculum.   

The actors presented in Figure 1 were chosen for their key role in the policy 
process, brought to light in the previous sections. The illustrated relationships 
are the ones for which there were clear indications in the empirical material. 
It is important to underscore that this figure is a snapshot in time and reflects 
the policy map on programming in Stockholm between 2015 and 2019. Over 
time policies progress, and the roles and relationships between the actors 
change. 

The mapping of the policy field in the area of Stockholm revealed that an 
array of actors was involved in the programming policy, including 
governmental agencies, multinational corporations, education companies, 
non-profit organizations and teacher organizations. More specifically, in 
Figure 1 four different types of actors are identified: (i) national and 
multinational companies (heptagons); (ii) national and supranational 
governmental agencies (rounded rectangles); (iii) for- or non-profit 
organizations and associations (ellipses); and, (iv) education institutions 
(circles). These actors are connected with each other through different types 
of collaborations. The actors depicted with red colour on the map are the City 
of Stockholm, which was the starting point of the policy map, the PK and 
Kodcentrum, which grew to be central nodes in the map due to the number of 
connections they formed with various actors of different backgrounds. The 
relationships between the different actors in this policy network were 
established in traditional meetings, but also through other means and modes 
of networking, including public media and – as expected – via technological 
solutions for establishing connections such as the internet.   

The nature of the relationships between the actors were of four types: (i) 
customer relationships, were the actors were selling and buying services, 
including the services of teaching; (ii) sponsorships, where actors were 
supporting other actors financially or through the provision of products and 
services; (iii) collaborative relationships, where actors were participating in 
committees as members, and (iv) organizational relationships, where actors 
were setting up and organizing organizations, committees and companies. 

The map also reflects three spatial levels: (i) the municipal, (ii) the national 
and the (iii) international levels. The municipal, national and international 
levels denote the spatial extent of the policy field on programming. The levels 
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have been established based on the scope of the presence and influence of the 
actors. Regarding the time frame, the activities and collaborations at the 
international level preceded the ones at the municipal level. At the 
international level, discussions regarding programming date back to 2014. 

As will be evident in the following, an interesting picture emerges upon a 
closer inspection of this map of the actors, linkages and meetings venues. 
Several actors were tightly linked in more than one direction; corporate 
interests were well incorporated in the formation of the policy network; and – 
over time – the venue of the policy discussions migrated away from the 
governmental and public space to the offices in the corporate sphere.   

The Policy Network on Programming: Actors and Spaces 
The analysis of the empirical material shows that the introduction of 
programming in Swedish education was a result of networking and lobbying 
between a large number of actors from a wide array of backgrounds. 
Representatives of national and multinational companies, national and 
supranational governmental agencies, for- or non-profit organizations and 
education institutions formed relations and alliances in the process of the 
programming policy-making. Relations developed through sponsoring and 
selling services, participation in committees, or the organization of events and 
courses. The interconnections between the actors varied, but several actors 
were more involved than others by forming multiple connections within the 
policy network. Of note was the extension of these relations beyond the 
municipal, the national or even institutional spaces and towards mixed policy 
arenas, such as international and private spaces.  

The venue of discussions and negotiations on programming policy took 
place in governmental offices as well as corporate headquarters alike, further 
demonstrating the increasing involvement of the private sector in public 
education policy. For instance, as the PK’s meeting minutes indicated, 
meetings took place in the offices of the City of Stockholm, in the 
headquarters of Spotify and of McKinsey & Company, in the city hall and in 
the Stockholm Chamber of Commerce. In addition, there were meetings that 
took place between private company representatives and representatives of the 
Ministry of Education. Through Triple Helix, representatives from the private 
industry, academia and schools met by working for the digitalization of 
Swedish schools and, subsequently, for programming. The aforementioned 
are only a few of the examples demonstrated in the analysis. As the findings 
indicate, the policy formation of the programming agenda was not defined by 
sectoral or national borders, but was moved through space and institutions.  

The visualization of the findings reveal that private actors occupied a 
significant space within the policy field. While Figure 1 may not show in great 
detail the private actors’ policy work and the exact role they may have played, 
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it shows the different ways in which they were included in the process from 
sponsoring to collaboration. Much of the involvement of the private sector 
reflected in the policy map stems from their sponsoring of non-profit 
organizations directly connected to the City of Stockholm. However, this 
changed with the establishment of the PK, which actively involved 
representatives from the market industry in the policy formation process. At 
the international level, a similar involvement can be seen in relation to the 
European Coding Initiative, which published an open letter to the Ministers of 
Education in Europe co-signed by various multinational companies. These 
actions are an indication of the increasingly pervasive role of the private 
industry in education policy. The involvement of the private actors was not 
limited to sponsorship and provision of services, however. They also took an 
active role in the policy-formation processes by signing open letters and 
debate articles and participating in committees, such as the PK. 

A significant node in the programming agenda as it emerged through the 
policy network was the PK. The PK, acting on a municipal level, established 
connections between many actors representing a mix of public and corporate 
entities. The fact that the PK was a connection point for a wide array of actors 
offers insight into the multiple interests involved in the development of the 
programming agenda under the auspices of the municipality. As Rhodes 
(1996) points out, networks are self-organizing and not accountable to the 
state. In a similar way, the PK became a network of influential members with 
their own interests and agendas on programming. Apart from being a policy 
development space, the PK acted as a networking space for its members 
strengthening collaboration between them and extending it to activities 
outside the PK. According to one of the members of the commission, there 
were a lot of key actors involved from different backgrounds, which made the 
PK an excellent networking opportunity: 

[PK] was managed by the politician who was Commissioner of Schools in 
Stockholm and was also managed by the Director of ICT in the City of 
Stockholm and the Director of all schools in the City of Stockholm, so very 
high-level engagement. And then the Stockholm experts were people from the 
school industry, people from the programming industry, but also people from 
different types of initiatives and also a couple of companies that really, really 
needed programmers in the future like Spotify whose president was in the 
committee and a couple of other people… It turned out to become more of a 
collaboration and networking opportunity  

(excerpt of interview, member of the PK) 
 

Indeed, within the network there were several members who before, during or 
after their participation in the PK pursued their own collaborative networks 
through other channels further expanding the programming agenda. For 
instance, on several occasions Kodcentrum was associated with the PK, the 
Agency of Education and the City of Stockholm as a member of the 
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commission, as a collaborator and as a provider of courses and workshops. 
Spotify formed relationships with the PK, the City of Stockholm, the 
Stockholm Chamber of Commerce, while it has also become a sponsor for 
Kodcentrum and Hello World! 

When mapping the programming policy network, it became increasingly 
evident that the municipality was an important enabler of important 
connections. The starting point for unfolding the policy network was the 
municipality of Stockholm. Hence, it could be expected that many of the 
linkages that extended beyond the municipal and national levels would start 
at the municipal level. In part that is due to that focus was on the municipal 
level. Yet, the expansion of the linkages could also be attributed to the key 
role Stockholm played not only in creating but also in maintaining those 
linkages between the policy actors. As noted previously, Stockholm was 
chosen for its strategic position as a capital city, as the centre of many political 
decisions and as the corporate centre of Sweden. Stockholm was fast to 
respond to the 2015 programming changes in the schools and it was the 
municipality of Stockholm which initiated the pilot project on programming 
in 2016 and founded the PK with the intention to serve as an example for other 
municipalities too. Through the PK substantive content and implementation 
methods were developed. Stockholm took advantage of its local resources by 
bringing together a wide array of actors in order to shape the policy agenda in 
response to international influences. 

Another finding that emerged from mapping the programming network was 
how it expanded beyond the boundaries of the municipality and the nation 
state. The policy network on programming illustrates that the programming 
agenda moved between several trans-local and trans-national policy spaces 
through governmental agencies, meetings and other forms of collaboration. 
Governmental agencies, such as the European Commission and the European 
Schoolnet, played an active role in promoting programming in Europe, 
disseminating ideas and connecting actors. 
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De-construction of the Policy Texts 

In this section, CDA will be employed on the policy texts in order to shed light 
on how the policy agenda was argued for and legitimized. The policy texts 
concern both the digitalization strategy and on the programming agenda. 
While the focus initially was on policy texts on programming, as in the case 
of the network ethnography analysis, it became increasingly challenging to 
separate them. In the policy texts, digitalization and the addition of 
programming are often intertwined, since the latter is a part of the former. 
Drawing upon the network ethnography analysis and based on the background 
of the texts, the policy texts used in this section will apply the same spatial 
categorization, namely differentiating between the municipal, national and 
international levels. Some parts, especially in the Timeline of the Policy Texts 
section, are also being featured in the network ethnography analysis. 
However, repeating them is perceived as important in constructing the 
timeline and maintaining the flow. Similarly, in the analysis of the policy 
texts, some quotes appear more than once in different sections. That is because 
the same texts have been approached from different angles and can be 
assigned more than one meaning. 

Timeline of the Policy Texts 
Before we continue with the analysis of the policy texts, however, their 
background will be presented based on the analytical tool of time. As argued 
in the section Policy and Politics, any medium which carries or transmits a 
policy message is regarded as a policy text. However, a policy is more than 
the text itself; it is also closely related to the context from which it emanates. 
In this study, policy texts are divided into three categories depending on the 
level they emanate from i.e. the municipal, national or international levels. 
These levels emerged as relevant in the thematic analysis of the policy texts 
and relate to the sources’ background. More specifically, the division into 
levels was based on the producer, the medium in which they were published, 
their language and their general target audience. The municipal, national and 
international levels of the material is indicated in the in-text references with 
the letters M, N and I. The purpose of establishing the background of the texts 
is twofold: first, it allows us to see beyond the policy texts as singular entities 
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detached from their context; secondly, it provides us with an opportunity to 
follow how those different elements are related to each other and how, in turn, 
they are related to the policy agenda on programming. The process is 
significant as it provides a basis for the effort to explain the dialectical relation 
between the texts and the effects the texts have on each other (Fairclough, 
2014). 

Much more than a background, this section is also an analysis informed by 
the concept of time. The policy texts have been organized based on when they 
were published, offering an illustration of the ‘whens’ of the policy agenda.  

The Municipal Level 
At the municipal level three 
types of policy documents 
have been investigated. 
Public media articles and 
debate articles; official 
policy documents issued by 
the municipality of 
Stockholm; and a report 
published by the City of 
Stockholm. This collection 
policy texts were regarded 
as central in the promotion 
of programming in the 
municipality of Stockholm.  

While there are some 
earlier antecedents on the 
question of strengthening of 
digitalization in Swedish 
education, the discussions 
specifically on 
programming started 
sometime in 2015 when 
discussions on the 
implementation of 
programming in compulsory 
education became more 
systematic. Similarly as in 
the network ethnography 
analysis, a debate article 
Dagens Nyheter, published in 
February 2015, marks the beginning of a public discussions on the issue of 
programming in Swedish schools. The article was co-signed by the Municipal 

Figure 2 Timeline of the municipal policy texts 
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Commissioner of Finance of Stockholm, the head of the Stockholm Chamber 
of Commerce and the founder and CEO of Spotify. This debate article was the 
first of many over the ensuing year on the same topic: arguing that it was 
important to introduce programming in education in the context of 
Stockholm’s [or Sweden’s] role as a startup scene. According to one of the 
interviewees, the aforementioned debate article was not only an impetus to 
discussions on programming, but also included the first official announcement 
regarding initiating a pilot project on programming and the founding of the 
PK. 

The establishment of the Commission as well as the assignment [to examine 
the question of introducing programming in Swedish schools] to the Education 
Administration (Utbildningsförvaltningen) originated in an article in Dagens 
Nyheter where the CEO of Spotify, the Municipal Commissioner of Finance 
(finansborgarråd) and the head of the Chamber of Commerce wrote a debate 
article saying that programming was important and should be part of the 
Swedish school system and they – sort of – stated that the Board of Education 
(Utbildningsnämnden) had been given the task to do so.  

(excerpt from interview, representative of the City of Stockholm) 
 
Only a few months later – in May 2015 – the Board of Education in Stockholm 
announced the proposal of the Administration of Education to discuss 
programming in the schools and to initiate of a pilot project on programming 
in the schools of Stockholm. The same statement also mentioned the 
establishment of a Programming Commission that would act as a reference 
group for this pilot project. Indeed, in early 2016 – only a year after the first 
announcement – the City of Stockholm officially assigned the Education 
Administration of Stockholm the task of setting up the PK. The PK was 
effectively established in late 2016 and had the task of examining national and 
international examples of how programming could be used in education and 
provide recommendations in relation thereto. 

During this period, several programming events took place. Independent 
organizations, such as Kodcentrum, organized coding events and courses for 
students to teach them how to code. At the same time, discussions involving 
a wide array of actors were pursued at the national level, while further debate 
articles were written on the topic of programming. The PK held six meetings 
in total and finished its work in December 2018. The PK’s final report, 
published in 2018, constitutes the last policy text in the municipal level 
examined in this study.  
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The National Level  
At the national level, three 
types of documents were 
examined: official policy 
documents, including 
policies, government 
communication and 
reports; debate articles 
from public media 
sources; and lastly, a 
manifesto written by 
Swedish entrepreneurs 
and startup founders. 

Prior to the discussion 
that emerged in 2015, 
there had been discussions 
in 2012 on the 
strengthening of 
digitalization of education 
where programming had 
been mentioned by some 
independent sources such 
as IT- och 
Telekomföretagen as well 
as two debate articles in 
2013 from an independent 
author in online 
newspapers (Bergviken 
Rensfeldt & Player-Koro, 
2017). In the summer of 
2015 representatives of the 
Swedish startup scene presented a Manifesto during Almedalen Week, an 
annual event which is considered to be the most important forum in Swedish 
politics. Through this manifesto, they presented the challenges faced by 
companies and entrepreneurs in Sweden, while they brought forward requests 
on how to improve their working conditions. One of these requests was 
directed to Swedish education.  

Swedish pupils must become digital “super users”. Prioritize knowledge for 
students and teachers on digital knowledge, programming and entrepreneurship 
in schools and leisure activities from preschool and up (N: Swedish Startup 
Manifesto, 2015) 
 

Figure 3 Timeline of the national policy texts 
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The Startup Manifesto managed to gather support from nearly 700 
entrepreneurs and 80 companies. It was first addressed at a municipal level, in 
Stockholm, nearly a month later.  

Under Almedalsveckan tog vi emot det Svenska Startupmanifestet som författats 
av ledande företrädare för branschen. Häri beskrivs branschens verklighet och 
vad som utgör hinder för bolagens tillväxt. Även om vi inte ställer upp på 
samtliga förslag på politiska lösningar ser vi att det finns ett antal problem, 
som vi också tagit första viktiga steg för att hantera… Stockholms 
startupföretag är i stort behov av att rekrytera talanger med rätt kompetens, 
inte minst programmerare. Stockholm stad ligger i startgroparna för ett 
pilotprojekt på utvalda skolor med programmering i undervisningen. Därtill 
har kommunen inrättat en programmeringskommisson som får i uppdrag att 
utreda hur programmering kan ta större plats i utbildningen  
 
During Almedalen Week, we received the Swedish Startup Manifesto, which 
was written by leading representatives of the industry. It outlines the industry’s 
reality and the obstacles to its growth. Although we do not agree with all of the 
proposed political solutions, we see that there are a number of problems, which 
we have also taken the first important steps to address… Stockholm’s startup 
companies are in great need of recruiting talent with the right skills, especially 
programmers. The City of Stockholm is about to kick off a pilot project in 
selected schools with programming in the curriculum. In addition, the 
municipality has set up a programming commission to work out how 
programming can be given a greater place in education (M: Burell et al., 2016) 
 

Shortly after publishing this manifesto, two members of the Ministry of 
Education including the Minister of Upper-Secondary Education and 
Knowledge Promotion (gymnasie- och kunskapslyftsminister) and a member 
of the Ministry of Enterprise and Innovation co-signed a debate article in 
which they announced an assignment given to the Agency of Education to 
propose a new digitalization strategy for education in which programming is 
going to be included.  

Skolverket får nu i uppdrag att ta fram en ny it- och digitaliseringsstrategi där 
programmering lyfts fram som viktig för all kunskapsinhämtning  
 
Skolverket has now been tasked with developing a new IT and digitization 
strategy in which programming is highlighted as important for all knowledge 
acquisition (N: Fridolin et al., 2015) 
 

Several months later, the Agency of Education was commissioned by the 
Government to propose a revised national strategy for digitalization for the 
school system in which programming now explicitly was listed as a required 
content and to be a part of the proposal of the Agency of Education.  

Förslagen ska för grundskolan och motsvarande skolformer även innehålla: 
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förändringar i läroplaner och kursplaner för att förstärka och tydliggöra 
programmering som ett inslag i undervisningen 
 
For compulsory school and equivalent forms of schooling, the proposals shall 
also include changes to curricula and syllabi to reinforce and clarify 
programming as an element of teaching (N: Regeringen, 2015) 

 
In 2016, the Minister of Education and the Minister of Innovation and 
Enterprise co-signed a subsequent debate article justifying the strengthening 
of digitalization in the Swedish school system. The Governmental decision to 
introduce a new national strategy for digitalization in school curricula, 
specifically including programming, was announced in 2017.  

   

The International Level 
At the international level the 
relevant texts consisted of 
public policy texts, mainly 
published by the European 
Commission and by 
organizations related to or 
collaborating with the 
European Commission. It is 
fair to say that the 
international level was 
primarily focused on Europe. 
The relevant public policy 
texts include reports, press 
releases, open letters to the 
European Ministries of 
Education as well as other 
online material from the 
website of the European 
Commission.  
 At the international level 
the starting point for the 
programming agenda is the 
Grand Coalition for Digital 
Skills created by the 
European Commission in 
2013. It reflects the effort of 
European Commission to 
bring together member Figure 4 Timeline of the international policy texts 
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states, companies, non-for-profit organizations, education providers and other 
partners to address the lack of digital skills in Europe and encourage actions 
to reskill and upskill the European labour force.  

This Coalition was of capital importance both in the international and in 
the Swedish contexts. Through this Coalition, the European Commission 
supported a number of initiatives linked to programming in education, such as 
the European Coding Initiative and the EU Code Week, and encouraged 
collaboration between various actors. Within a year from the founding of this 
Coalition, the discussions regarding the strengthening of digital skills had 
expanded to include the specific skill of programming – or coding which is 
the most commonly used international term for programming. Prior to that, 
policy texts had mainly referred to a strengthening of digitalization in general, 
without specific reference to programming.  

The European Coding Initiative was founded in 2014 with the support of 
the European Commission, the European Schoolnet and a number of 
multinational companies. The same year, the European Coding Initiative 
published an open letter addressed to the EU Ministers of Education which 
was co-signed by Microsoft, Facebook, Liberty Global, Rovio and SAP. From 
2014 onwards, coding started to appear in policy documents either by as a 
separate, desired subject matter in education or as a part of a digital skills 
agenda. 

Member States, business and individuals need to rise to the challenge and invest 
more in digital skills formation (including coding / computer science) across 
the whole spectrum of education and training (I: European Commission, 2016) 

 
In 2015, the European Schoolnet published a report titled “Computing our 
future” funded by the Executive Agency for Small and Medium-sized 
Enterprises (EASME) and with the support of the European Commission 
through the Grand Coalition for Digital Jobs. This report provided an 
overview of the position of programming in education systems across Europe 
and of the integration of programming in school curricula. From 2016 to 2018, 
the European Commission published three more policy documents on new 
digital skills, school development and action plans on digital education 
arguing in favour of digitalization and programming in the schools of Europe. 
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Figure 5 Timeline of the municipal, national and international policy texts 
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Emerging Themes 
During thematic text analysis of the policy texts, several themes emerged: the 
theme of change; the theme of collaboration; and, the theme of 
competitiveness. These themes were reflected in most of the policy texts 
regardless of their level and medium of production.  

The Theme of Change 
The notion of the need to change runs through all the policy texts. According 
thereto, the world around us is changing rapidly, both socially and 
economically, in response to technological advances. According to the texts, 
we are in the midst of a “digital leap” where society is becoming increasingly 
digitalized, with visible effects in our everyday lives. 

En allt större del av vår vardag blir digital  
 
A greater and greater proportion of our everyday lives is becoming digital (N: 
Fridolin & Damberg, 2016) 
 
Vi befinner oss i ett digitalt språng, där kanske allt som kan digitaliseras 
kommer att digitaliseras  
 
We are in a digital leap, where perhaps everything that can be digitalized will 
be digitalized (M: Lindberg, 2017) 

 
The changes caused by the increasing digitalization, are multifaceted and 
accompanied with bleak expectations regarding its effects on the citizens: 

Digital technologies are profoundly changing our daily life, our way of working 
and doing business, and the way people travel, communicate and relate with 
each other. Digital communication, social media interaction, e-commerce, and 
digital enterprises are steadily transforming our world. They are generating an 
ever-increasing amount of data, which, if pooled and used, can lead to a 
completely new means and levels of value creation. It is a transformation as 
fundamental as that caused by the industrial revolution (…) Citizens no longer 
feel in control over what happens with their personal data and are increasingly 
overloaded by artificial solicitations of their attention. And malicious cyber 
activity may threaten our personal well-being or disrupt our critical 
infrastructures and wider security interests. (I: European Commission, 2020) 

 
As exemplified by the excerpt above, the reality is depicted as digitally-
governed and potentially threatening. The change is expressed in more than 
one way, e.g. changing, transforming, increasing, completely new, 
increasingly overloaded, which is expected to negatively influence the 
individual and society alike, e.g. malicious cyberactivity, threaten our well-
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being, disrupt our infrastructures. Along with being negatively painted, the 
notions of change are paired with an urge for preparedness and a feeling of 
uncertainty for the future, especially for the future of the labour market. This 
uncertainty is communicated at all levels alike. 

We can’t know for certain what Europe’s job market will look like in five- or 
ten-years’ time (I: Collins et al., 2014) 
 
The majority of jobs of the future do not exist today. We don’t know what they 
are or what they will require (N: Swedish Startup Manifesto, 2015) 
 
Vi vet inte idag vilka jobb vi ser på arbetsmarknaden om tjugo år  
 
We do not know today what jobs we will see on the labour market in twenty 
years (M: Lindberg, 2017) 

 
As a response to the present and expected changes that digitalization has 
bestowed upon us, the texts argue for the need of action is the form of changes 
in education, such as increasing digital competence. 

Digitaliseringen av samhället ökar och digital kompetens blir en allt viktigare 
faktor för den befolkning som nu växer upp  
 
The digitalization of society is increasing, and digital competence is becoming 
an increasingly important factor for the part of the population growing up in 
this age (M: Stockholms stad, 2016) 

 
En allt större del av vår vardag blir digital. I dag handlar vi mat, lyssnar på 
musik och läser tidningen på vår telefon. Kontakten med myndigheter och 
företag sker allt oftare på digital väg. En grundläggande förståelse för teknik 
är central för att kunna delta aktivt i samhällslivet  
 
A greater and greater proportion of our everyday lives is becoming digital. 
Nowadays, we shop for food, listen to music and read the newspaper on our 
phones. Contact with authorities and businesses is increasingly done digitally. 
A basic understanding of technology is essential to participate actively in 
society (N: Fridolin & Damberg, 2016) 
 
…help ensure that all children will have the necessary skills to live and work 
positively and successfully in our increasingly digital European society (I: 
Gabriel & Navracsics, 2018) 

 
It is argued that it is important, central and necessary for the future generation 
to increase the digital competence, to provide a basic understanding of 
technology and improve digital skills to enable them to live and participate in 
society. In contrast to the negatively charged changes amidst the digitalization 
of society, the strengthening of citizens’ digital skills is described in optimistic 
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ways. Indicative is the use of adverbs and adjectives such as viktigare (more 
important), central, aktivt (active), positively and successfully. 

Moreover, the changes brought about by digitalization are often said to 
occur at a global and societal level – such as a disruption of infrastructures 
and changes in our lives – but the ways to tackle these changes often imply 
adaptations at an individual level - such as acquiring digital skills. In order to 
address matters such as the increasing digitalization and future employability, 
the texts propose educational changes that would enhance students’ 
knowledge and promote active participation in tomorrow’s society.  

Vi ser en värld där grundläggande kunskaper i programmering och digitalt 
skapande är en förutsättning för att kunna ta del av viktiga samhällsfunktioner 
och tjänster  
 
We see a world where basic programming and digital literacy skills are a 
prerequisite for accessing key societal functions and services (M: Burell et al., 
2016) 
 
Att alla barn får med sig teknisk och digital kompetens i livet är i grunden en 
demokratifråga  
 
Ensuring that all children acquire technological and digital literacy in their lives 
is fundamentally an issue of democracy (N: Fridolin & Damberg, 2016) 

 
Another interesting element, which can be connected to the theme of 

change, is the use of new terms or ‘buzz words’ not usually expected to be 
found in education policy texts.  

Innovative and entrepreneurial spirit in education and training should be 
fostered and supported with clear political willingness and effort to make 
innovation work for everybody (I: European Commission, 2018) 
 
Sweden should become the most startup-friendly country in the world! (N: 
Swedish Startup Manifesto, 2015) 
 
…för att tydliggöra skolans uppdrag att stärka elevernas digitala kompetens 
och innovativa förmåga, för att förbereda dem för ett aktivt deltagande i ett allt 
mer teknikorienterat arbets- och samhällsliv och för ett stärkt entreprenöriellt 
lärande  

 
… to clarify the school’s mission to strengthen pupils’ digital competence and 
innovative capacity, to prepare them for active participation in an increasingly 
technology-oriented working and social life, and to strengthen entrepreneurial 
learning (N: Regeringen, 2015) 
 
Den smarta staden syftar till att skapa den bästa livskvalitén för 
Stockholmarna, en stad som är öppen, uppkopplad och innovativ 
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The smart city aims to create the best quality of life for Stockholmers; a city 
that is open, connected and innovative (M: PKs Minnesanteckningar I) 

 
Descriptive adjectives such as innovative, entrepreneurial, tech-oriented, 
connected, open and smart originate from the business sector. The use of such 
words indicates corporate influences on the policy agenda on digitalization 
and programming, as they are widely used in corporate language. 

The theme of change coupled with a feeling of uncertainty is predominantly 
found in press releases and debate articles. The theme of change is reflected 
in two main ways: change which creates a threat, a future uncertainty and 
which requires an urgency to take action; or change seen as an opportunity 
which creates a potential for the future. The increasing digitalization is 
presented as a potential threat both to society and social justice, while the lack 
of digitalization in education also is a potentially a threat. Even more 
interestingly is the threatening and bleak depiction of the reality in the 
beginning which is contrasted with a brighter depiction of the reality through 
the strengthening of digital skills. Digitalization constitutes both the problem 
and the solution. The aforementioned notions of change are in line with the 
ideological discourse of immediacy and necessity to respond to a new world 
order, as identified by Burbules and Torres (2000). Through this discourse, a 
premise is being constructed. The increasing digitalization of our social 
realities is presented as a new world order to which we should respond by 
increasing the digitals skills of the citizens. 

The Theme of Collaboration 
Another theme that emerges in the policy texts is the theme of collaboration, 
more specifically collaboration between a number of actors from different 
backgrounds. Collaboration is presented as a way to face the upcoming 
challenges regarding the increasingly digitized world. For instance, at the 
international level, the Grand Coalition of Digital Jobs calls upon member 
states, private companies, organizations and education providers to get 
together in order to address the lack of skilled workforce in the ICT sector. 

Commission President José Manuel Barroso today called on Europe's digital 
businesses, governments, training and education sectors to join a Grand 
Coalition for Digital Jobs address up to 900000 job vacancies expected to exist 
in Europe in Information and Communication technologies (ICT) by 2015 (I: 
European Commission, 2013) 

 
The involvement of private companies is especially highlighted in the texts, 
depicting their contribution as necessary for addressing the challenges 
presented by the digitalization of society.  
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I applaud those companies who have signed up today. If, together, we can turn 
the tide and fill the growing number of ICT vacancies, we will see a much wider 
impact across the whole economy (I: European Commission, 2013) 
 
…the digital revolution cannot happen in Europe without the contribution of 
technology companies. And we agree (I: Collins et al., 2014) 

 
The importance of collaboration for addressing the curriculum changes in 
education is being featured in the national and municipal level alike. 

Det är av stor vikt att ge förutsättningar till berörda aktörer som exempelvis 
huvudmän och organisationer men även involvera berörda i näringslivet, 
civilsamhället och akademin, att bidra och interagera i moderniseringsarbetet 
genom att kontinuerligt utforska och tillämpa nya digitala möjligheter 
 
It is of great importance to provide the conditions for actors, such as school 
organizers and organizations, as well as to involve actors in the business 
community, civil society and academia, to contribute and interact in the 
modernization work by continuously exploring and applying new digital 
opportunities (N: Regeringen, 2017a) 
 
En av insatserna i överenskommelsen var etablerandet av ett samverkansforum 
för aktörer som har ett intresse av att skolan kan använda digitaliseringens 
möjligheter på bästa sätt, både i undervisningen och för administration 
 
One of the initiatives in the agreement was the establishment of a collaboration 
forum for actors who have an interest in schools being able to make the best use 
of the possibilities of digitalization, both in teaching and for administration (N: 
Regeringen, 2015) 

 
There are a number of synonyms used to express collaboration, such as 
samarbete (cooperation), samverkan (collaboration), samverkansforum 
(collaboration forum) and koalitioner (coalitions). Collaboration is promoted 
along positive terms such as stor vikt (major importance), nya (new), bästa 
sätt (best way), möjligheter (possibilities), förutsättningar (conditions), 
moderniseringsarbetet (the modernization work), which express the 
optimistic potential and possibilities placed on the notion of collaboration. In 
this way, collaboration is construed as synonymous to modernization and to 
successful and modern practices of digitalization. These texts convey the 
message that the actors would represent different areas, such as the business 
sector, the civil society and academia. 
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The Theme of Competitiveness 
The theme of competitiveness is also another theme that appears in the policy 
texts. Based on this, the agenda on digitalization and programming is 
presented as a way to ensure economic competitiveness and efficiency.  

…the launch of the Grand Coalition held today in Brussels, which is part of the 
Commission's drive to make Europe more competitive (I: European 
Commission, 2013) 

 
Målet för regeringen är att Sverige ska vara bäst i världen på att använda 
digitaliseringens möjligheter  
 
The Government’s goal is for Sweden to be the best in the world at exploiting 
the opportunities of digitalization (N: Regeringen, 2017a)  
 
Stockholm har bestämt sig för att försvara sin position som en av världens 
smartaste städer  
 
Stockholm is determined to defend its position as one of the smartest cities in 
the world (M: Burrel et al., 2016) 

 
According to this theme, the introduction of programming in education is 
construed in connection with economic motives. At the international level, 
competitiveness refers to Europe as a whole, rendering it competitive towards 
other countries and continents, whereas at Swedish national and municipal 
levels, competitiveness mainly refers to making Sweden and Stockholm more 
competitive globally. 

Arguments in Favour of Digitalization and Programming 
The thematic text analysis also revealed a further series of arguments as to 
why digitalization should be strengthened in education and why programming 
should be added in school curricula. These arguments can be summarized in 
six different categories: (i) the economizing of education argument; (ii) the 
democratic argument; (iii) the preparation of students for the future argument; 
(iv) digitalization as a force of change argument; (v) the internationalization 
of education argument.  

Arguments in favour of digitalization of education and subsequently the 
introduction of programming in education appear at the international level in 
2013 and 2014.  

The Grand Coalition we launch today is an essential part of getting Europe's 
economy back… Europe cannot afford to leave employment opportunities like 
this unexploited…Innovative learning and teaching – so our education and 
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training systems expand and improve to give more people the skills for success 
(I: European Commission, 2013) 
 
ICT related employment is much higher than just the sector as digital skills are 
needed throughout the workforce…Technology skills – of which code is king 
– are a key pillar of the knowledge economy (I: European Coding Initiative, 
2014) 
 
However, to flourish in tomorrow’s digital economy and society, they should 
also be learning to code. And many, sadly, are not. While it is undeniable that 
Europe needs more computer scientists and engineers if it is to prosper and 
compete – the number of unfilled ICT vacancies in Europe is expected to reach 
900,000 by 2020 –the ability to code is not a selfish industry ambition (I: 
Collins et al., 2014) 

 
Based on these arguments, digital skills – with the addition of programming - 
in education curricula were expected to promote future economic 
competitiveness and economic growth, all while ensuring the supply of skilled 
workforce for the private sector. Similar arguments were featured in the 
Swedish context as well. Starting at the municipal level, public media articles 
published in 2015 discussed the pilot project on programming in Stockholm 
in relation to the needs of the market industry. 

Programmerare har blivit regionens vanligaste yrke. Nu måste staden satsa 
mer på att skapa intresse för programmering …För att bevara och utveckla 
positionen som intressant och innovationsledande krävs det en ständig 
utveckling. En viktig del av det handlar om att göra nödvändiga satsningar på 
utbildning som möter behoven på de nya arbetsmarknader som växer 
fram…Stockholm behöver öka bredden på kunskap om programmering och 
utbudet av programmerare bland befolkningen 
 
Programmer has become the region’s most common occupation. Now the City 
must invest more in creating interest in programming … To maintain and 
develop its position as an interesting and innovative leader, it needs to 
constantly evolve. An important part of this is to make the necessary 
investments in education that meet the needs of the new labour markets that are 
emerging… Stockholm needs to increase the breadth of knowledge about 
programming and the supply of programmers among the population (M: 
Wanngård et al., 2015) 
 
Stockholms startupföretag är i stort behov av att rekrytera talanger med rätt 
kompetens, inte minst programmerare. Stockholm stad ligger i startgroparna 
för ett pilotprojekt på utvalda skolor med programmering i undervisningen. 
Därtill har kommunen inrättat en programmeringskommisson som får i 
uppdrag att utreda hur programmering kan ta större plats i utbildningen 
 
Stockholm’s startup companies are in great need of recruiting talent with the 
right skills, especially programmers. The City of Stockholm is about to kick off 
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a pilot project in selected schools with programming in the curriculum. In 
addition, the municipality has set up a programming commission to work out 
how programming can be given a greater place in education (M: Damberg & 
Wanngård, 2015) 

 
More importantly, it was argued that the educational changes regarding 
programming were important for addressing the needs of the private sector for 
more programmers. The introduction of programming is connected to constant 
progress (ständig utveckling) and the generation of an increased number of 
programmers. These arguments can be labelled as the economizing of 
education argument, since they depart from the view that changes in education 
such as adding programming will contribute to a boost of the economy through 
economic growth, increased competitiveness and a more skilled workforce. 
An interesting point is that the economizing of education argument also is 
supported by statistics which is not the case as regards the other arguments.  

The number of unfilled ICT vacancies in Europe is expected to reach 825,000 
by 20201– the ability to code is essential... By 2015, 90% of jobs will need 
basic computer skills…Technology skills – of which code is king – are a key 
pillar of the knowledge economy (I: European Coding Initiative, 2014) 
 
One rationale is the shortage of ICT-skilled employees: By 2020, Europe may 
experience a shortage of more than 800,000 professionals skilled in 
computing/informatics (I: European Schoolnet, 2015) 
 
The number of unfilled ICT vacancies in Europe is expected to reach 900,000 
by 2020 –the ability to code is not a selfish industry ambition (I: Collins et al., 
2014) 

 
The economizing of education argument, which emerged at the 

international and municipal levels in the period between 2013 and 2015 was 
later complemented with arguments referring to equal access to digital 
knowledge, equal opportunities and active participation in an increasingly 
digitalized society. 

The challenge for the Education sector is to upskill the future workforce, but 
more importantly to empower young people with the competences to master 
and create their own digital technologies, and thrive in the society of today… 
One rationale is the shortage of ICT-skilled employees: By 2020, Europe may 
experience a shortage of more than 800,000 professionals skilled in 
computing/informatics. Another important rationale is that coding skills help to 
understand today’s digitalised society and foster 21st century skills like 
problem solving, creativity and logical thinking (I: European Schoolnet, 2015) 
 
Alla ska ha lika tillgång till utbildning i skolväsendet, oberoende av geografisk 
hemvist och sociala och ekonomiska förhållanden. Utbildningen inom 
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skolväsendet ska vara likvärdig inom varje skolform och inom fritidshemmet 
oavsett var i landet den anordnas 
 
Everyone should have equal access to education in the school system, 
regardless of geographical location and social and economic circumstances. 
Education in the school system shall be equal in every type of school and in the 
educare system, regardless of where in the country it is provided (N: 
Regeringen, 2015) 

 
Att alla barn får med sig teknisk och digital kompetens i livet är i grunden en 
demokratifråga  
 
Ensuring that all children acquire technical and digital skills in life is 
fundamentally a matter of democracy (N: Fridolin & Damberg, 2016) 
 
Vi ser en värld där grundläggande kunskaper i programmering och digitalt 
skapande är en förutsättning för att kunna ta del av viktiga samhällsfunktioner 
och tjänster  
 
We see a world where basic programming and digital literacy skills are a 
prerequisite for accessing important societal functions and services (M: Burrel 
et al., 2016) 

 
These views support the argument that strengthening digital skills in education 
is a matter of equity, equality and empowerment. Every student should be 
offered access to digital competence regardless of background, and the 
acquisition of digital skills is expected to contribute to an active participation 
by students in society. These arguments fall under the category of the 
democratic argument. While the economizing of education argument initially 
was a stand-alone argument, the democratic argument is most often presented 
in conjunction therewith. In contrast to the economizing of education 
argument, which was backed-up with statistics and figures, the democratic 
argument is coupled with expressions such as empowerment, equality and 
promotion of digital skills, which are vaguely defined. In addition thereto, 
there seems to be a need to validate of the democratic argument. Looking at 
the excerpt above from the European Schoolnet, the words important and 
importantly are used in both cases to reinforce the importance of the 
democratic argument, which is not the case when the economizing of 
education argument is used.  

In addition to the economizing of education argument and the democratic 
argument, the preparation of students for the future argument was also 
featured. According to this argument, the nature of the future labour market 
was uncertain. The teaching of programming in schools was expected to 
prepare the students both for the future labour market and for a future working 
life. 
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We can’t know for certain what Europe’s job market will look like in five or 
ten years’ time (I: Collins et al., 2014) 
 
The majority of jobs of the future do not exist today. We don’t know what they 
are or what they will require (N: Swedish Startup Manifesto, 2015) 
 
Framtidens arbetsmarknad kommer i stor utsträckning innehålla krav på 
färdigheter kännetecknande för datologiskt tänkande och kreativitet  
 
The labour market of the future will, to a large extent, require skills 
characteristic of computational thinking and creativity (M: Burrel et al., 2016) 
 
To some extent the above argument also is economic in nature, since 

preparing students for the future is to be done by securing the future needs of 
the labour market.  

Another argument in the policy texts is this of the digitalization as a force 
of change argument. This argument is closely related to the theme of change 
discussed previously.  

…we need to work together to ensure that European education and training 
systems respond and adapt to these changes (I: Collins et al., 2014) 
 
Digitaliseringen av samhället ökar och digital kompetens blir en allt viktigare 
faktor för den befolkning som nu växer upp  
 
The digitalization of society is increasing, and digital competence is becoming 
an increasingly important factor for the part of the population growing up in 
this age (M: Stockholms stad, 2016) 

 
Based on this argument, the increased digitalization of society is changing our 
daily lives. In response thereto, the education systems should ensure that 
students are taught digital skills so that they are prepared for a changing 
digitalized world.  

Last but not least, it is also argued that programming should be introduced 
in Swedish schools because that is done in other countries.   

Digitaliseringskommissionen identifierade även en tydlig tendens i 
internationell läroplansutveckling att flera europeiska länder, bl.a. 
Storbritannien, Estland och Finland, infört eller planerar att införa 
programmering som ett eget ämne i grundskola 
 
The Digitalization Commission also identified a clear trend in international 
curriculum development that several European countries, including the UK, 
Estonia and Finland, have introduced or are planning to introduce programming 
as a separate subject in compulsory schools (N: Regeringen, 2015).  
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Målet för regeringen är att Sverige ska vara bäst i världen på att använda 
digitaliseringens möjligheter  
 
The Government’s goal is for Sweden to be the best in the world at exploiting 
the opportunities of digitalization (N: Regeringen, 2017a)  

 
This argument, called the internationalization of education argument has two 
aspects. On the one hand, it is argued that Sweden should introduce curriculum 
changes on programming because this is done internationally. On the other 
hand it is argued that this should be done to enable Sweden to maintain its 
competitive edge and superiority on the international market.  

The aforementioned arguments all appear in the policy texts. Regardless of 
the level and medium of publication, they are consistently coupled with the 
economizing of education argument from the outset. The arguments on the 
economizing of education, the preparation of students for the future and 
digitalization as a force of change are predominantly used in press releases, 
debate articles and open letters. Generally the democratic argument is 
developed in conjunction with notions such as skilled workforce, economic 
prosperity, future employment and the growth of the private sector. This is not 
the case, however, in policy texts published by the government and the 
Agency of Education in which cases the democratic argument is placed in the 
foreground.  

Skäl till regeringens beslut 
Alla ska ha lika tillgång till utbildning i skolväsendet, oberoende av geografisk 
hemvist och sociala och ekonomiska förhållanden. Utbildningen inom 
skolväsendet ska vara likvärdig inom varje skolform och inom fritidshemmet 
oavsett var i landet den anordnas  
 
Grounds for the Government's decision 
Everyone should have equal access to education in the school system, 
regardless of geographical location and social and economic circumstances. 
Education in the school system shall be equal in every type of school and in the 
educare system, regardless of where in the country it is provided (N: 
Regeringen, 2015) 

 
The reasons for strengthening digitalization and adding programming were 
presented as being primarily democratic in nature, and based on equal access 
to education and equality.  

Nyckelkompetenserna beskrevs även som mycket viktiga för innovation, 
produktivitet och konkurrenskraftighet samt nödvändiga i ett kunskapssamhälle 
och för en mer flexibel arbetskraft som snabbare kan anpassa sig efter en 
föränderlig och tätt sammanlänkad värld 
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The key competencies were also described as essential for innovation, 
productivity and competitiveness, and necessary for a knowledge society and a 
more flexible workforce able to adapt more quickly to a changing and 
interconnected world (N: Regeringen, 2015) 

 
In the same document, and while elements of the other arguments also were 
present, they were presented as secondary. For instance, the terms innovation, 
productivity (produktivitet), competitiveness (konkurrenskraft) and flexible 
workforce (flexibel arbetskraft) relate to the economizing of education 
argument, while the digitalization as a changing force argument is presented 
in connection with reference to a changing and interconnected world (en 
föränderlig och tätt sammanlänkad värld).  

In a similar way, in the text below, published by the Swedish government, 
the democratic argument is the prime argument. 

Det övergripande målet för strategin 
För att barn och elever ska ges förutsättningar att utveckla sin digitala 
kompetens och för att digitaliseringens potential för ökad måluppfyllelse och 
likvärdighet i skolväsendet… Regeringens övergripande mål för den nationella 
digitaliseringsstrategin för skolväsendet är att det svenska skolväsendet ska 
vara ledande i att använda digitaliseringens möjligheter på bästa sätt för att 
uppnå en hög digital kompetens hos barn och elever och för att främja 
kunskapsutvecklingen och likvärdigheten 
 
The overarching objective of the strategy 
To ensure that children and pupils are given the conditions to develop their 
digital literacy and that the potential of digitalization for increased achievement 
and equality in the school system …The Government’s overarching objective 
for the national digitalization strategy for the school system is for the Swedish 
school system to be a leader in making the best use of the opportunities offered 
by digitalization to achieve a high level of digital literacy among children and 
pupils, and to promote knowledge development and equality (N: Regeringen, 
2017a) 

 
Again, the primary reason for strengthening of digitalization in schools is 
argued to be the promotion of students’ skills and the equal access in 
education. However, the overarching goal is stated to be that Swedish schools 
should be leading in using the possibilities of digitalization, which carries 
notions of competitiveness and success, both of which are compatible with the 
economizing of education argument. Thus, the arguments raised in favour of 
introducing programming differ depending on the type of policy document 
and the target audience.  
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The Organization of the Policy Texts 
In the process of examining how the policy agenda was construed, policy texts 
were analysed with a focus on the linguistic choices made in their production. 
When it comes to the organization of the whole texts, several of the policy 
texts were structured in the form of ‘problem-solution’. Based on this form, 
changes in the world due to increased digitalization were posited as a problem, 
while the presented solutions were strengthening digitalization in schools and 
adding programming in the education curricula. More specifically, using 
digitalization of the society as the point of departure, the expected 
transformation of the society it was expected to bring was depicted as 
uncertain or challenging. Construed in this way, the optimistic answer to this 
problem was an increased digitalization in schools and the introduction of 
programming. An observation that can be made is that there was lack of 
problematizing regarding the issue at hand and the solution provided, which 
demonstrates a lack of contradictory views in the empirical material. 

Many of the policy texts had a persuasive character and often characterized 
the municipal and international policy texts as well as the press releases, the 
debate articles and the open letters. The policy texts were structured in an 
argumentative way featuring a series of assumptions, declarative statements 
and a lack of dialogical elements. 

As more processes are automated, digitization will lead to changes beyond the 
tech sector. Numerous occupations will be entirely transformed (I: European 
Commission, 2020) 
 
The world is going digital and so is the labour market…Whether you want to 
be an engineer or a designer, a teacher, nurse or web entrepreneur, you’ll need 
digital skills (I: European Coding Initiative, 2014) 

 
In these examples of declarative statements, the world is going digital and 
digitalization will lead to changes. This position is communicated with 
assertion and the notion of inevitability in regards to what the future is going 
to be like. The persuasive character of the policy texts is further enhanced by 
introducing emotionally charged phrases, mostly referring to future 
generations.  

…help ensure that all children will have the necessary skills to live and work 
positively and successfully in our increasingly digital European society…we 
owe it to Europe’s youth to help equip with them with the skills they will need 
to succeed –regardless of where life takes them (I: Collins et al., 2014) 
 
Vårt löfte till barnen  
 
Our promise to the children (N: Fridolin & Damberg, 2016) 
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Den kunskapsresa som våra barn och barnbarn kommer att få uppleva under 
sin livstid kan vi inte ens föreställa oss, än mindre helt råda över  
 
The knowledge journey that our children and grandchildren will experience in 
their lifetime is something we cannot even imagine, let alone fully control (M: 
Burell et al., 2016) 

 
Through phrases such as we owe to Europe’s youth and vårt löfte till barnen 
(our promise to the children), the implementation of programming in the 
schools is elevated into an education policy issue for posterity. Additionally, 
it communicates a perspective of responsibility for the future generations. The 
latter was construed by arguing that the challenges of future generations 
emerging from an increasingly digital society can be addressed by introducing 
of programming in the education curricula. 

Assumptions 
The policy texts feature a series of assumptions as to what exists, what is or 
will be the case and what is valued as good. Beginning with existential 
assumptions, the policy texts include statements based on the assumption that 
the world is increasingly digitalized and will continue to be so. 

Europe’s digital transformation will accelerate with the rapid advance of new 
technologies like artificial intelligence, robotics, cloud computing and 
blockchain (I: European Commission, 2018) 
 
Den ökade digitaliseringen berör alla i samhället och därmed också hela 
utbildningsystemet  
 
Increased digitalization affects everyone in society, and thus also the entire 
education system (N: Skolverket, 2018) 
 
Den digitala världen  
 
The digital world (M: Lindberg, 2017) 
 
Digitaliseringen av samhället ökar och digital kompetens kommer att bli en allt 
viktigare faktor för den befolkning som nu växer upp  
 
The digitalization of society is increasing, and digital competence is becoming 
an increasingly important factor for the part of the population growing up in 
this age (M: Stockholms stad, 2018) 
 

Based on this existential assumption the premise is construed that the 
increasing digitalization implies changes that will affect many areas of our 
daily lives including the society and the education system.  
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In connection with the effects of the increasing digitalization, another 
existential assumption is construed, namely that there is a lack of skilled ICT 
workers. 

…up to 900,000 job vacancies expected to exist in Europe in Information and 
Communication Technologies (ICT) by 2015 (I: European Commission, 2013) 
 
One rationale is the shortage of ICT-skilled employees: By 2020, Europe may 
experience a shortage of more than 800,000 professionals skilled in 
computing/informatics (I: European Schoolnet, 2015) 
 
[D]et kommer att saknas 100000 ingenjörer och yrkesutbildade inom teknik i 
Sverige år 2030 
 
There will be a shortage of 100,000 engineers and technology professionals in 
Sweden by 2030 (N: Fridolin & Damberg, 2016) 

 
At the municipal level, the skilled workforce that is lacking is specifically 
stated to be programmers.  

Så ska Stockholm få fler programmerare… I den svenska huvudstaden har 
programmerare blivit det vanligaste yrket och efterfrågan på skickliga talanger 
inom detta område är stor  
 
How Stockholm will get more programmers… In the Swedish capital, 
programmer has become the most common profession, and the demand for 
skilled workers in this field is high (M: Burell et al., 2016) 
 
Programmerare spås bli ett av de stora bristyrkena i framtiden  
 
Programmers are predicted to be one of the major shortages in the future (M: 
Stockholms stad, 2016) 

 
These assumptions are supported by the use of figures and are presented as 
facts. However, the use of verbs such as may, are expected and are going to 
indicate possibility instead of certainty.  

Another existential assumption that runs through the policy texts is that the 
world is undergoing a globalization or that a global economy exists.  

The collaborative economy is changing business models, opening up 
opportunities and new routes into work, demanding different skill sets, and 
bringing challenges such as accessing upskilling opportunities (I: European 
Commission, 2016)  
 
Europe can own this digital transformation and set the global standards when it 
comes to technological development (I: European Commission, 2020) 
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Vår ambition är därför att Stockholm inte bara ska vara Europas – utan hela 
världens bästa startup-stad  
 
Our ambition is therefore for Stockholm to be the best startup city – not just in 
Europe, but in the world (M: Damberg & Wanngård, 2015) 
 
…för att länder ska kunna hävda sig i den globala ekonomin  
 
…for countries to compete in the global economy (N: Fridolin & Damberg, 
2016) 
 
Stockholm har bestämt sig för att försvara sin position som en av världens 
smartaste städer  
 
Stockholm is determined to defend its position as one of the smartest cities in 
the world (M: Burell et al., 2016) 
 

Based on this assumption, which is mostly present at the international and 
municipal levels, transmits the impression that there is a global economy, 
depicted both as collaborative and as competitive. In relation to collaboration 
and competition, further assumptions include that Europe sets global 
standards and that Stockholm is one of the ‘smartest’ cities in the world. These 
existential assumptions are based on a digitally- and economically-oriented 
vision of the world. As these assumptions appear as facts, they enable a 
deterministic representation of what the future is going to be like. 

In addition to the existential assumptions, the policy texts also feature 
propositional assumptions on what is or what will be the case. A central 
propositional assumption is connected with the potential outcomes of the 
teaching of digital skills and programming in compulsory education.   

Without it, Europe will not succeed in embracing this digital transformation. 
The acquisition of new skills is vital to keep pace with technological 
development (I: European Commission, 2016) 

 
Digital skills and programming are assumed to assist in the digital 
transformation of Europe and in supporting economic growth and 
competitiveness. As previously noted, educational changes addressing 
digitalization are expected to solve shortages in the labour market and elevate 
both global and national economies. In addition to that, digitalization of 
education is assumed not only to be a support for teaching and learning, but 
also to bridge already existing knowledge gaps.  

Vidare kan IT fungera som verktyg för skolutveckling och för effektiv 
administration med syftet att minska lärares och rektorers administrativa 
arbete 
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Moreover, IT can serve as a tool for school development and for effective 
administration, with the aim of reducing the administrative work of teachers 
and principals (N: Fridolin et al., 2015) 
 
Digitaliseringen är en stor möjlighet till stöd i undervisning och lärande  
 
Digitalization is a great opportunity to support teaching and learning (M: 
Burrell et al., 2016) 
 
Vi ska använda digitaliseringen och jämna ut kunskapsklyftorna  
 
We will use digitalization to close the knowledge gaps (M: Lindberg, 2017) 
 

Moreover, it is assumed that digitalization and programming in schools will 
contribute to equality and an active participation in society.  

Access to and the use of digital technologies can help reduce the learning gap 
between students from high and low socioeconomic backgrounds. Personalised 
teaching can result in increased motivation by focusing on individual learners 
(I: European Commission, 2018) 
 
Strategierna ska bidra till ökad måluppfyllelse och likvärdighet genom att den 
strategiska potential som it har tillvaratas i hela skolväsendet  
 
The strategies shall contribute to increased goal attainment and equality by 
harness the strategic potential of IT throughout the school system (N: 
Regeringen, 2015) 
 
Vi ser en värld där grundläggande kunskaper i programmering och digitalt 
skapande är en förutsättning för att kunna ta del av viktiga samhällsfunktioner 
och tjänster  
 
We see a world where basic programming and digital literacy skills are a 
prerequisite for accessing important societal functions and services (M: Burrel 
et al., 2016) 

 
In these contexts, digital technologies and programming appear to constitute 
something more than just a new element of the curriculum; they are attributed 
with the function to be the solution to major societal issues. 

In relation to digitalization and programming, the policy texts also provide 
an idea of what is valued as good or as bad, also known as value assumptions. 
In international policy texts, the inclusion of programming in compulsory 
education is promoted with positive remarks: 

We actively promote coding (I: European Commission, 2020) 
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Member States, business and individuals need to rise to the challenge and invest 
more in digital skills formation (including coding / computer science) across 
the whole spectrum of education and training (I: European Commission, 2016)  
 
We further encourage you to share your learning materials related to 
computational thinking and coding (I: Gabriel & Navracsics, 2018) 

 
Through the use of verbs such as encourage, support, promote, need and other 
relevant ones, programming is valued as good and important. In combination 
with this, there is a series of modal verbs used, which express necessity and 
obligation in regards to bringing digitalization and programming in schools, 
such as must (måste), should and need.  

All citizens in Europe will need to develop the right skills to thrive in a world 
which is increasingly digital (I: Gabriel & Navracsics, 2018) 

 
Basic coding skills are also needed for many jobs…we need to raise interest in 
programming and enhance the digital competence of Europe (I: European 
Commission, 2020) 
 
Nu måste staden satsa mer på att skapa intresse för programmering  
 
The City must now focus more on creating interest in programming (M: 
Wanngård et al., 2015) 
 
Som skolhuvudman måste man vara snabbfotad och samtidigt låta utvecklingen 
ske på vetenskaplig grund och beprövad erfarenhet  
 
As school organizer, you have to be quick on your feet and at the same time let 
the development be based on science and proven experience (M: Burrel et al., 
2016) 
 

These modal verbs apart, by expressing necessity and obligation, 
programming and digitalization are elevated to represent something good, all 
while the message conveyed is an absolute stance, which stems from a 
position of authority as to what is commanded or proposed and how it is 
supposed to be. This absolute stance is reinforced by the lack of dialogical 
elements, all while it connects to the argumentative and persuasive character 
of the texts. The value of the necessity of digitalization of education is 
articulated as a response to the value of digitalization of society as a potential 
threat. Thus, the construction of digitalization is ambiguous: while the 
increasing digitalization of society is seen as challenging and potentially 
problematic, the digitalization of education is paired with a narrative 
equivalent to development, positive change and positive influence. However, 
these descriptions are all governed by a unidimensional view of reality and 
digitalization itself. 
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Assumptions are often linked with each other in the policy texts. For 
instance, Stockholm’s as assertion that it is one of the world’s ‘smartest’ cities 
and the ability of programming to assist Stockholm in keeping this position 
are two assumptions that are linked together to create an argument and support 
the importance of introducing programming in education. Similarly, the 
increasing digitalization of our society and the addressing of the challenges it 
poses through educational reforms on digitalization is two more assumptions 
linked together for the very same reason. This is otherwise known as “bridging 
assumptions” (Fairclough, 2003, p. 58), which allow for a coherent connection 
to be made between elements of texts. The aforementioned assumptions are 
linked together and create a narrative in order to legitimize the importance of 
programming in compulsory education. 

Through the existential, propositional and value assumptions, the policy 
texts communicate specific values, which are central in construing a version 
of reality that favours the introduction of programming in compulsory 
education. Based on the assumptions, the premise of the policy agenda on 
digitalization and programming is construed. The context which is created is 
one where the digitalization of our society is an imminent reality and where 
the teaching of digital skills, including programming, can help us adjust to this 
reality. Among the areas affected by the digitalization of society is the 
economic sector, which is presented as lacking digitally skilled workers; 
another issue assumed to be solved with the implementation of programming 
in schools. When it comes to education, issues of equality, knowledge gaps 
and citizenship are assumed to be addressed through the strengthening of 
digitalization. There are no facts or concrete indications that the introduction 
of programming in schools is going to do either of the things it is assumed or 
claimed to do, such as bridging the knowledge gaps, contributing to equality 
or even lead to economic prosperity. Yet these assumptions are the foundation 
for legitimizing the teaching of programming in schools.  

Representations 
There is a certain image of reality presented in the policy texts through a series 
of representations. In these representations of reality, the element of time is 
used in relation to how Europe, Sweden and Stockholm are described, and 
how education is presented in relation to digitalization and programming.  

The notion of time is construed with reference to the present and the future 
while no reference is made to the past. The present is depicted as a time of 
continuous change, where our lives are becoming increasingly digitalized. 

En allt större del av vår vardag blir digital… Digitaliseringen är en av de stora 
drivkrafterna för dagens samhällsomvandling  
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An increasing part of our everyday lives is becoming digital... Digitalization is 
one of the major drivers of today’s societal transformation (N: Fridolin & 
Damberg, 2016) 
 
Digitaliseringen av samhället ökar  
 
The digitalization of society is increasing (M: Stockholms stad, 2018) 
 

Most of the weight is placed on the future. The nature of the future revolves 
around digitalization and the outcome will depend on the present.  

Computing our future (I: European Schoolnet, 2015) 
 
Shaping Europe's digital future (I: European Commission, 2020) 

 
For instance, in the excerpts above, the present continuous tense indicate that 
it is now in the present that the future is being shaped and that this is done by 
the means of technology (computing). The future is represented both with 
certainty and uncertainty. 

It is clear that Europe’s future workforce will need to have their feet firmly 
planted in the digital arena (I: Collins et al., 2014) 
 
Oavsett vilka framtidsdrömmar våra barn har… så kommer deras yrkesliv att 
vara kantade av ettor och nollor  
 
Whatever dreams our children have for the future… their professional lives will 
be lined with ones and zeros (N: Fridolin & Damberg, 2016) 
 
Programmerare spås bli ett av de stora bristyrkena i framtiden  
 
Programmerare spås bli ett av de stora bristyrkena i framtiden (M: Burrel et al., 
2016) 

 
There is certainty in that the future will be digitalized; a certainty that is often 
presented through the needs of the future labour market. At the same time, 
there is uncertainty communicated as to what shape it will take.  

We can’t know for certain what Europe’s job market will look like in five or 
ten years’ time (I: Collins et al., 2014) 

 
In addition to the aforementioned, and as previously mentioned in the 

theme of change, there is a feeling of urgency being communicated through 
the policy texts, which plead for action in the present, in preparation for the 
future.  
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Our future is being created in our startups. Today. Now. (N: Start-up Manifesto, 
2015) 
  

Both the present and the future are depicted through the lens of digitalization 
and the digitally-changed society. Moreover, the absence of references to the 
past further enhances the future-oriented representations of time.   

In regards to space, the policy texts include representations of Europe, 
Sweden and Stockholm. At the international level, Europe is represented to be 
in need of embracing the digital transformation, of being more competitive 
and of securing skilled workforce for the future.  

…the launch of the Grand Coalition held today in Brussels, which is part of the 
Commission's drive to make Europe more competitive…Europe cannot afford 
to leave employment opportunities like this unexploited (I: European 
Commission, 2013) 
 
Europe needs digitally smart people who are not only able to use but also to 
innovate and lead in using these technologies. Without it, Europe will not 
succeed in embracing this digital transformation (I: European Commission, 
2016) 

 
When it comes to Sweden, the image conveyed is that it is an innovative 
country. Sweden is represented through the prospects of digitalization; a 
representation that features notions of success and competitiveness. 

Sweden should become the most startup-friendly country in the world! (N: 
Swedish Startup Manifesto, 2015) 
 
Det handlar också om vilket land Sverige kan vara  
 
It is also about what kind of country Sweden can be (N: Fridolin & Damberg, 
2016) 
 
Målet för regeringen är att Sverige ska vara bäst i världen på att använda 
digitaliseringens möjligheter  
 
The Government’s goal is for Sweden to be the best in the world at exploiting 
the opportunities of digitalization (N: Regeringen, 2017b) 

 
The image of Stockholm is construed as a startup city, an international 
metropolis, smart and innovative. Similarly as regarding Sweden, the image 
of Stockholm is construed in relation to the prospects of digitalization and its 
possible outcomes. 

Stockholm ska bli världens bästa startupsstad  
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We want Stockholm to be the best startup city in the world (M: Damberg & 
Wanngård, 2015) 
 
Stockholm är en internationell metropol för innovativa IT-företag  
 
Stockholm is an international metropolis for innovative IT companies (M: 
Wanngård et al., 2015) 
 

In general, the representation of space is provided through traits that are 
favoured in a globalized economy, such as being economically competitive 
and successful. In the representations of Europe, Sweden and Stockholm alike, 
what is highlighted is not their position in the present, but what they could be 
in the future with the strengthening of digitalization and programming.  

For the aforementioned traits to be sustained and developed further, 
educational changes are depicted as vital.  

Moderniseringen av Sverige börjar i skolan  
 
The modernization of Sweden starts in the schools (N: Regeringen, 2017a) 
 
Stockholm har bestämt sig för att försvara sin position som en av världens 
smartaste städer. För att lyckas med detta är tillgången till personer utbildade 
inom datavetenskap och digital produkt- och tjänsteutveckling avgörande 
faktorer. Staden har därför skapat en programmeringskommission som under 
en tvåårsperiod ska ta fram ett antal förslag och rekommendationer 
 
Stockholm is determined to defend its position as one of the smartest cities in 
the world. To achieve this, access to people trained in computer science and 
digital product and service development is a crucial factor. The City has 
therefore created a Programming Commission that will develop a number of 
proposals and recommendations over a two-year period (M: Burell et al., 2016) 
 
In order to empower people of all groups in our society, and ensure the global 
competitiveness of Europe, we need to raise interest in programming and 
enhance the digital competence of Europe (I: European Commission, 2020) 

 
The strengthening of digitalization along with the introduction of 
programming in schools is considered to be the main condition for 
modernization to take place.  

…we need to work together to ensure that European education and training 
systems respond and adapt to these changes (I: Collins et al., 2014) 
 
Innovative learning and teaching – so our education and training systems 
expand and improve to give more people the skills for success (I: European 
Commission, 2013) 
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The response to enabling Europe, Sweden and Stockholm to continue to being 
economically competitive and successful, is educational changes in the areas 
of digitalization and innovation and is promoted as critical for future 
generations in a context of digitalization of the society. All while being 
critically important in these respects, it is represented that education also will 
benefit by digitalization as it will cause it to be modernized. 

Education can benefit from opening classrooms, real-life experiences and 
projects, and from new learning tools, materials and open educational resources 
(I: European Commission, 2018).  
 
Som skolhuvudman måste man vara snabbfotad och samtidigt låta utvecklingen 
ske på vetenskaplig grund och beprövad erfarenhet  
 
As school organizer, you have to be quick on your feet and at the same time let 
the development be based on science and proven experience (M: Burell et al., 
2016) 
 
Vi ska använda digitaliseringen och jämna ut kunskapsklyftorna  
 
We will use digitalization to close the knowledge gaps (M: Lindberg, 2017) 

 
Within these contexts, education is represented in two different ways: on the 
one hand as an important vehicle for helping society and economy to address 
and adapt to the changes of digitalization; and on the other as an area that 
should be updated in accordance with the advances of digitalization.  

As an integral part of education, the policy texts mention teachers as well. 
Teachers are represented as important in this transition and as carrying 
responsibility, yet at the same time their current competencies are not 
sufficient. 

Tillgång till dator räcker inte, det är undervisningen och lärarnas kunskaper 
som ger eleverna digital kompetens  
 
Access to computers is not enough, it is the teaching and the teachers’ skills 
that give students digital literacy (N: Fridolin et al., 2015) 
 
Den snabba digitaliseringen i skolan och av samhället ställer stora krav på 
huvudmän och skolor att använda digitala lärresurser och verktyg för att 
utveckla undervisningen samt att ge eleverna den digitala kompetens som krävs 
för ett aktivt deltagande i arbets- och samhällslivet  
 
The rapid digitalization of schools and society places great demands on 
organizers and schools to use digital learning resources and tools to develop 
teaching and to give pupils the digital skills needed for active participation in 
working and social life (N: Regeringen, 2015) 
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To deliver future-proof digital skills training in schools, Europe’s teachers need 
to be confident and clear about new curricula (I: Collins et al., 2014) 
 
Innovation in education and training depends greatly on empowering and 
connecting educators (I: European Commission, 2018) 

 
Teachers and educators are represented as being in need of empowerment and 
connectivity; in need of encouragement and of being attributed more 
responsibility to deliver the required educational changes on digitalization and 
programming.  

Absences  
Absences in policy texts can be as meaningful as what they actually contain. 
The most important absence in the relevant policy texts is the lack of a clear 
definition as to what programming is both generally and, more specifically, as 
an element in an education curriculum. There is a consistent ambiguity and 
vagueness about this notion, leaving to the readers to understand it, interprete 
it and assign it meaning.  

In Swedish education, programming is represented as a part of the revised 
national strategy on digitalization. The revised digitalization strategy has been 
the umbrella under which the element of programming was placed. Thus, 
programming is often mentioned within the framework of the digitalization of 
Swedish schools. Since programming is seen as an integral part of the 
overarching digitalization strategy, the arguments provided are more generally 
aimed at digitalization and not specifically at programming. Compared to the 
emphasis on programming in the press releases, debate articles, open letters 
and similar policy texts, the sparse references to programming in the official 
government documents appear as an absence. It has, inter alia, been argued 
that introducing programming in schools will upskill the workforce for the 
future, to contribute to the growth of the economy and will support citizens in 
a technologically-oriented society, but so does a strengthening of 
digitalization. Yet, regardless of the many different ways in which 
programming is being framed and the issues that it is expected to tackle, there 
is still a lack of clarity both regarding the notion of programming itself and of 
the problems that programming is expected to address by being taught in 
schools. This lack of clarity and definition of the notion of programming in an 
educational context was discussed by a representative from Stockholm Stad 

…ett uppenbart svar och som fortfarande är ett dilemma är det ju att det inte 
är kristallklart i styrdokumenten vad programmering egentligen är i relation 
till matematik eller i teknikämnet… kärnproblemet finns fortfarande kvar skulle 
jag säga. Hur ska programmering användas inom de två ämnena framförallt 
som är framskrivna i grundskolan det är fortfarande ett dilemma. 
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…an obvious answer and something that is still a dilemma is that it is not crystal 
clear in the policy documents what programming really is in relation to 
mathematics or in the subject of technology… the core problem remains, I 
would say. How should programming be used within the two subjects in 
particular that are prescribed in compulsory school, that is still a dilemma. 

(excerpt from interview, representative of the City of Stockholm) 
 
In addition to the lack of definition, and despite the many arguments in favour 
of programming, it is still unclear as to what educational or democratic issues 
programming is expected to solve. 

Another absence regarding the introduction of programming in the 
curriculum is the absence of opposing views in the policy texts. This absence 
is possible to be explained by the fact that, on the issues of digitalization and 
programming in education, the policy texts were communicational and 
promotional in nature. This type of policy text does not usually feature 
opposing or critical views. Nevertheless, their absence was noticeable. 
Furthermore, there is lack of the teachers’ and school staff’s voices. As 
previously mentioned, teachers are being featured in the texts as important 
part of the change: 

Tillgång till dator räcker inte, det är undervisningen och lärarnas kunskaper 
som ger eleverna digital kompetens  
 
Access to computers is not enough. It is the teaching and teachers’ skills that 
give pupils digital literacy (N: Fridolin et al., 2015) 

 
Yet, teachers are presented as objects and not subjects of the change. The 
policy documents do not directly voice teachers’ opinions, concerns or needs. 
Arguments on the importance of teachers’ skills and competence were not 
addressed in the policy texts under investigation. 

An observation that appears more clearly as an absence relates to one of 
the arguments in favour of programming. As discussed above regarding the 
economizing of education argument, predictions based on figures and 
statistics were used to support the argument that it was the important to add 
programming in education for supporting economy and the provision of skilful 
workforce for the future. However, the argument regarding the beneficial 
effect of programming for teaching and learning and for bridging learning 
gaps was not supported by reference to any research or empirical evidence. 
Indeed, a lack of research results and empirical evidence on the effects of 
programming in learning or democracy has been observed in the empirical 
material, the effects of which have being argued extensively as part of the 
social arguments. This matter was brought up in one of the interviews:  
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Interviewee:… we asked [a researcher] to write a paper on whether there is any 
evidence that there are transferable skills from programming to other things, 
whether there is evidence that that is actually happening, and she couldn’t find 
any and that seems to go to the fact that humans have a problem: if you learn 
something within one specific field, this knowledge or that skill will not 
automatically be used in another situation where it could have been used. You 
have to learn that the transfer does not occur automatically; you need to actually 
see that “OK, I can use this skill here also.” Someone has to tell you or you 
have to learn how to do it. 
Researcher: Did the lack of positive results affect the way in which the 
curriculum was built? 
Interviewee: Yes, I think so. I think it influenced the fact that we really wanted 
it integrated and we wanted all teachers to be responsible for this general digital 
competence of which programming is a part of, and we wanted to make it 
obvious that even if maths and technology got the main responsibility for 
programming, there is nothing that would prevent the teacher in any other 
subject from using programming as a tool in social science or wherever. If you 
find it useful, you can do that. 

(excerpt from interview, representative of the Agency of Education) 
 
Thus, this absence in the texts could be related to a lack of empirical evidence 
regardless the arguments promoted in the public discourse.  

In the policy texts published by the government, when reference is made to 
an increased collaboration concerning the digitalization of education, the 
interests of the actors-to-be-involved were mentioned. However, there is an 
ambiguity as to what these interests are.  

En av insatserna i överenskommelsen var etablerandet av ett samverkansforum 
för aktörer som har ett intresse av att skolan kan använda digitaliseringens 
möjligheter på bästa sätt, både i undervisningen och för administration 
 
One of the initiatives in the agreement was the establishment of a collaboration 
forum for stakeholders who have an interest in schools being able to make the 
best use of the possibilities of digitalization, both in teaching and for 
administration (N: Regeringen, 2015) 

 
This ambiguity – or absence of clarity – is interesting in the light of the needs 
expressed by the private sector to have programmers and a skilled workforce 
to ensure a continued growth. In addition, while the private sector needs are 
voiced through the lack of programmers and skilled workforce, the needs of 
the public sector are not similarly discussed.  

In relation to the international influences regarding the introduction of 
programming in Sweden, another omission appears. As noted in the findings 
above, discussions on the introduction of programming in education were very 
prominent at the international level, and international influences on 
programming are mentioned in national documents. Although it is evidenced 
that the Agency of Education followed and participated in these discussions 
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at the international level, there is no mention thereof in the municipal policy 
documents. The inference that can be drawn from these documents is rather 
that Stockholm goes forward with the programming pilot due to the needs of 
the private industry and the observed lack of programmers. 

Construing the Policy Agenda 
As the timeline of the policy texts indicates, discussions on the strengthening 
of digitalization in education emerged at the international level as early as in 
2013. Programming became a part of these discussions by 2014. In 2015, 
systematic discussions were initiated in Sweden on the inclusion of 
programming in education. Debate articles stressed the need for the 
municipality of Stockholm and for the government to support the growing 
needs of the market industry. The arguments supporting the implementation 
of programming in education were similar to the ones that were featured in 
international policy texts. Towards the end of that year, the Swedish 
Government entrusted the Agency of Education with the task to propose 
national digitalization strategy for the school system. In this assignment, 
programming was specifically stated as an addition to the new curriculum. 
The analysis of the policy texts demonstrates that the policy on programming, 
placed under the umbrella of the digitalization of education, has been a part of 
a transnational policy movement. It was initiated in an international level 
through governmental agencies, such as the European Commission, and 
supported by alliances between government agencies and corporations before 
it was circulated within national borders.  
 The policy agenda was argued for and communicated through a series of 
policy texts. At first glance, many of the policy texts share common 
characteristics when it comes to their structure. They were persuasive and 
argumentative in character, included declarative statements and included a 
limited number of dialogical elements. The texts were construed in the form 
of a “problem-solution” structure, where the problem was claimed to be the 
increasing digitalization of our society and the challenges that it entails, and 
where the solution was posited to be a strengthened digitalization of the 
education with the additional inclusion of programming. The “problem-
solution” construction was further supported by a series of representations and 
assumptions that provided a selective depiction of the social reality. This 
depiction presented a technologically-oriented society, allwhile appealing to 
neoliberal ideals by placing great emphasis on competitiveness, the 
economizing of education and the involvement of the private sector in 
education.Within this context, programming was promoted as an educational 
and even societal necessity. The description of society is one-dimensional, 
based on generalizaiton and does not acknowledge the relevance of other parts 
of society or different ways in which society grows. It is predicted that society 
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will only develop progressively to include more and more technology, while 
education should modernize itself to address this need. In other words, the 
premise does not leave space for different case scenarios or for opposing views 
were programming is not part the solution. For instance, programming is just 
one element in the plethora of elements and subjects being taught in school 
and is expected to fulfil a very specific function of education in support to 
society. In this sense, it is also interesting how the future is oriented towards 
mostly younger ages, omitting discussions about adult education.  

The policy texts argued for the strengthening of digitalization and the 
addition of programming based on a number of arguments including: i) the 
economizing of education argument; (ii) the democratic argument; (iii) the 
preparation of students for the future argument; (iv) digitalization as a force 
of change argument; (v) the internationalization of education argument. As 
both the timeline of the policy texts and the analysis of policy texts indicate, 
the initial arguments in support of digitalization and programming were based 
on economic motives. Through the analysis, it has been demonstrated that 
arguments appealing to economic motives did not only appear prior to the 
democratic ones, but were also argued more extensively in debate articles and 
press release texts. That was in contrast with the policy texts published by the 
government and the Agency of Education, where the democratic arguments 
were placed forward and were argued more extensively, with limited or 
indirect mentioning of the economic ones. Neverthless, the notions of equality 
and inclusion are paired with economic motives. Equality and inclusion are 
expressed within the frames of digitalization with these two concepts fitting a 
specific construed setting. The way the democratic arguments are construed 
seek to provide something for everyone and give everyone their place. Yet, 
this is the place of a certain kind of individual, the entrepreneurial individual 
(Masschelein & Simons, 2005). In regards to the democratic aspects of the 
strengthening of digitalization in education, it does not acknowledge other 
challenges, such as online behaviours, profiling and data mining, surveillance, 
artificial intelligence, risk of deskilling future workforce, etc.    

The analysis of the policy texts revealed a number of discourses prevalent 
in the construction of the policy agenda. These discourses enable specific uses 
of the language in the policy texts, while they can contribute to a specific 
construction of the social reality through the use of representations and 
assumptions. The discourses either represent a particular view of the world or 
represent the world from a particular perspective and, thus, promote the policy 
agenda on programming. In the texts, the emerging theme of change, the 
representation of time and the argument of digitalization as a force of change 
indicate a discourse of perceived immediacy and inevitability. Through this 
discourse of perceived immediacy and inevitability, a necessity and urgency 
to respond to the new challenges posed by digitalization is communicated, 
while the programming agenda is argued for as a key policy priority in order 
to tackle those challenges. This discourse is created by multinational 
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corporations and governmental agencies to construct global imperatives and 
push governments to introduce programming in education curricula. The same 
discourse is also employed by the government and the municipality to argue 
in favour of programming in education.  

Another discourse that emerges from the policy texts is the neoliberal 
discourse. The policy texts emphasize the importance of economic 
competitiveness in a global market, efficiency and the private sector, which 
are based on neoliberalist ideas. This emphasis is communicated through a lot 
of different elements in the texts, such as the theme of competitiveness, the 
representation of space and the economizing of education argument. A third 
discourse that can be identified in the policy texts is the discourse of the 
knowledge economy. This discourse is most prevalent in the propositional 
assumptions and the arguments of economizing of education and preparation 
of students for the future. According to the discourse of the knowledge 
economy, education is attributed economic importance. The implementation 
of programming in education is perceived as vital for the upskilling of the 
workforce, for preparing students for a technologically-oriented future and for 
transforming the global and national economy. The knowledge economy 
discourse is often paired with the neoliberal discourse, where notions of 
competitiveness and economic development are seen as wished outcomes of 
education. These discourses belong to the sphere of globalization. The 
discourses, initially observed at the international level and reproduced in 
national and municipal level alike, posit an imperative and create a pressure 
for the government and the education system to promote programming in 
schools. On several occasions, the importance of the policy agenda is based 
on economic motives supported by the discourse of perceived immediacy and 
inevitability and argued through the neoliberal and the knowledge economy 
discourses. In addition to the aforementioned discourses, there is also a social 
democratic discourse according to which the policy agenda will address issues 
of equality, active citizenship and empowerment of students. 

Upon a closer examination of the different discourses included in the 
documents, one can notice a texturing of semantic relations, which is part of 
the meaning-making process. For instance, the aforementioned discourses 
tend to be textured together. What is communicated in this texturing is that the 
strengthening of digitalization along with the addition of programming in 
education are hyponyms of economic progress, preparation for the future and 
modernization. As Fairclough argues, such discourses perceive globalization 
and a technologically-oriented society as facts which demand adjustments and 
reforms to enhance efficiency and adaptability in order to compete 
(Fairclough, 2003). Through the texturing of the different discourses, all 
compatible with the notion of globalization, ideologies and interests are 
promoted which contribute to a construed policy agenda.  
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Understanding the Curriculum Changes 

The Whos, Wheres, Whens and Hows 
In the previous two chapters, elements of the programming agenda and 
elements from the digitalization strategy were analysed. The policy network 
on programming was identified and policy texts were deconstructed with the 
element of programming in focus. Through the analysis, we took a closer look 
at the whos, wheres, whens and hows of the programming agenda.  

As the findings indicated, the assembling of the programming agenda was 
a result of various collaborations and alliances between a large number of 
actors representing national and multinational companies, national and 
supranational governmental agencies, for- or non-profit organizations and 
education institutions. These collaborations and alliances were visualized in 
the form of connections between the actors in the policy network on 
programming. The policy network revealed that actors representing the private 
interests occupied a significant space in programming’s policy field, either 
through direct involvement in the policy-formation processes or through 
indirect involvement with sponsorship and provision of services. In addition, 
the collaborations between the various actors indicated that the programming 
agenda was circulated in national, transnational spaces and mixed-policy 
arenas. The mapping of the policy field, starting from the municipality of 
Stockholm, extended to national and international spatial levels through the 
collaboration and alliances of the involved actors. Policy-formation processes 
regarding programming took place in mixed private and public spaces. For 
instance, meetings discussing the introduction of programming in schools of 
Stockholm took place in the offices of the City of Stockholm, the headquarters 
of Spotify and McKinsey & Company, the city hall and in the Stockholm 
Chamber of Commerce.  
The programming agenda, placed under the policy agenda on digitalization, 
was introduced in rapid rhythms. As the timeline of the empirical material 
showcased, key events in the establishing of the programming agenda in 
Swedish schools expressed through policy texts on the introduction of 
programming in municipal schools and in the national curriculum were 
published in 2015, while most of the policy texts were published between 
2015 and 2017. 

The policy agenda was publicly argued for and communicated through 
press releases, open letters, debate articles and reports. Those policy texts were 
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persuasive and argumentative, presenting programming as the solution to a 
number of social and economic issues. The public discourse created was based 
on a unidimensional depiction of social reality which placed the technological 
developments and digitalization of society in focus and emphasized on the 
importance of economic prosperity and competitiveness, which were argued 
as necessities expected to be addressed by education – and, especially, the 
addition of programming in schools. Moreover, the analysis of the policy texts 
highlighted both the economic motives and the external interests behind the 
introduction of programming in schools. In the policy texts, economic 
discourses such as discourses promoting neoliberal ideals and the 
economizing of education, have been most prevalent, whereas social 
discourses were present yet marginalized. But how do the aforementioned 
findings relate to the curriculum changes? 

The recent curriculum changes, Lgr11/2017, have been approached 
primarily through the addition of the element of programming in the 
compulsory curriculum. The findings of this study have so far been presented 
separately: firstly, the results from the network ethnography analysis 
corresponding to the first research question were presented based upon which 
actors who influenced the programming agenda were identified; then, the 
results from the CDA corresponding to the second research question were 
presented based upon which the political communication of the programming 
agenda was analysed. Yet, there are many elements which altogether 
contribute to understanding the curriculum changes through the lens of 
programming. To further the understanding of the curriculum changes and the 
politics behind them, it is important for the findings to be merged.  

Digitalization and Programming 
In order to discuss the revised curriculum, we also have to understand how the 
programming agenda and digitalization have been related to each other. As 
emerged from the policy texts, the early policy texts were of a more general 
character referring the strengthening of digitalization in education and the 
learning of digital skills, whereas their focus became progressively more 
specific by referring specifically to the introduction of programming in 
schools. The relation of digitalization and programming create the context 
based upon which the recent curriculum changes can be discussed. Both the 
digitalization of education and the programming agenda had life of their own, 
but the programming agenda became intertwined with the already ongoing 
digitalization of education. For instance, the digitalization of Swedish 
education has been taking place over the past decades in Sweden. An example 
is the previous digitalization campaigns in Swedish education starting from 
the 1980s. In regards to programming, it was briefly added in Swedish 
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education as a teaching element during the 1980s. The investigation of the 
digitalization strategy and programming agendas are placed at the early 2010s.   

The digitalization of Swedish education has been growing for the past 60 
years and became more systematic from the 1980s onwards, as the previous 
digitalization campaigns indicate (Jedeskog, 2005). In those campaigns, the 
focus was set on the implementation of computer and technology in schools. 
The first campaign in the 1980s resulted in the introduction of programming 
as a teaching element in the subject of mathematics for the grades 7 to 9. As 
already mentioned in the Background section, programming was an element 
under the subject of mathematics in grades 7 to 9 in Swedish schools in the 
1980s. The way in which programming was added to the Swedish curriculum 
presents similarities with the additions to the 1980s curriculum, Lgr 80. Much 
like its previous introduction in the 1980 curriculum, programming was added 
as an element under the subject of mathematics. In contrast with the previous 
attempts, this one is not focusing on the lower secondary school, but in all the 
grades starting from the first year of compulsory school. From the 1990s 
onwards, the digitalization of Swedish education shifted from learning about 
computers to learning with computers, where the focus of the campaigns was 
the enhancing of digital skills, digital literacy and the use of computers as tools 
(Riis, 2010). Within these frames, the national digitalization strategy was 
building upon the ongoing digitalization of the Swedish education by 
strengthening the already existing elements. Similar to previous campaigns, 
some of the arguments for the new digital strategy for education were the need 
for equal access to digital competence and literacy, preparing the students for 
the future, and the internationalization of Swedish education. Much in 
accordance with the previous campaigns, the recent curriculum changes on 
digitalization have been initiated by external actors. Previous research on the 
digitalization campaigns revealed that initiatives were indeed provided by 
external actors, who sat in motion many of the processes regarding the 
digitalization of Swedish education (Jedeskog, 2005a; Karlsohn, 2009; Riis, 
2000). Yet, in all the previous cases, the government had a central role and 
appeared as the primary initiator. What makes this case even more interesting 
is that much of the external influence has been focused on one of the 
digitalization strategy’s elements instead of its entirety, namely the addition 
of the element of programming. This has been showcased both by the 
complexity and number of relations in programming’s network, but also by 
the elevation of programming in the public rhetoric according to the policy 
texts. So, while the digitalization of Swedish education has been evolving and 
growing over the past several years and the digitalization strategy can be seen 
as part of it, what stands out in the recent curriculum changes is the inclusion 
of programming and the circumstances under which it was included.  

Since the early 2010s, the programming agenda has been an education 
policy agenda in itself corresponding to translational and global imperatives. 
Previous research has already indicated the globalized turn towards 
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programming in education (Williamson et al., 2018). As the timeline of 
empirical material demonstrated in regards to the international level, since the 
early 2010s governmental and intergovernmental agencies, corporations and 
education stakeholders were arguing for the increasing of digitalization in 
education and the inclusion of programming in education curricula. Starting 
with the UK, several countries introduced programming in their education 
systems from 2014 onwards (European Schoolnet, 2015; Uzunboylu et al., 
2017). In Sweden, the programming agenda was assembled and added under 
the umbrella of the digital strategy. The digitalization strategy grew to include 
programming and made programming a central part of it, at least in the public 
rhetoric. Drawing from the policy texts, discussions aiming at the 
strengthening of digital skills had taken place before programming was part 
of the picture both nationally and internationally. Already since 2013, and 
according to policy texts published by the European Commission, the 
strengthening of digitalization of education through innovative learning and 
teaching was one of the key policy areas addressed in the Grand Coalition for 
Digital Jobs. In the Swedish context, the need for the strengthening of 
digitalization of education was proposed by the Digitalization Commission in 
their report published in 2014 (Digitaliseringskommissionen, 2014). 

The digitalization of education and the programming agenda came to 
become interconnected both in international and national level in different 
degrees. When it comes to the implementation of the education policy, the 
Swedish government responded both to national conditions and to global and 
corporate imperatives by incorporating the programming agenda within the 
digitalization strategy for the school system. The influence of these conditions 
and imperatives along the whos, wheres, whens and hows are going to be 
examined in relation to the notions of ideology, power, time. And the three 
spatial levels, namely the municipal, the national and the international. Since 
those notions are interconnected, elements from the one will be traced in 
another. However, their separation was important in providing with depth and 
clarity. 

The Notion of Ideology  
As previously stated, ideologies are systems of ideas, values and beliefs able 
to justify and legitimise political orders, as well as to establish and maintain 
power relations. Through their beliefs and values, ideologies contribute to 
specific depictions of social reality and can shape what is regarded as common 
sense. In policy texts, ideological elements have the ability to shape the public 
opinion towards supporting intended agendas and outcomes. In the policy 
texts under investigation, ideologies were identified mainly through 
assumptions and representations of aspects of the social reality. From the 
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analysis, two ideologies were identified in the public rhetoric as construed in 
the policy texts: the economic ideology and the social ideology.  

The economic ideology is infused with neoliberal ideals and reinforces the 
power of economic growth and the global economy. In the policy texts, 
programming is primarily presented as an economic rather than a social 
problem. Through the ideological work of assumptions and representations, a 
commonsensical framework is provided based upon which programming is 
the answer to the lack of skilled force, to a robust economic growth, to both 
European and national economic competitiveness and to the digital 
transformation of our society. The economic ideology reflects on the way 
social reality is represented. For instance, the areas of Europe, Sweden and 
Stockholm are represented through economic terms such as innovative, 
competitive and successful. The economic ideology is identified in two of the 
discourses that run through the policy text: the neoliberal discourse; and, the 
discourse of knowledge economy. According to these discourses, economic 
growth is justified through the expected outcomes programming is argued to 
result to, such as competitiveness in a global market, modernization of both 
education and society, and economic prosperity.  

In a similar way, the economic ideology can be traced in some of the 
arguments in favour of digitalization and programming, such as the 
economizing of education argument; the preparation of students for the future 
argument; and, the internationalization of education argument. In those 
arguments, digitalization and programming are argued as vital steps in 
securing economic growth, addressing the lack of skilled workforce and 
promoting economic competitiveness in the global market. According to Ball 
(1990), the value placed upon economic growth is an inherently capitalist 
view, since it is in the nature of capitalism for the economy to grow constantly, 
while interruptions in growth are perceived as crises. The assumptions that the 
economy should indefinitely grow and that economic competitiveness is a 
necessity that education systems should accommodate should be questioned. 
Press releases and debate articles on programming appear to be concerned 
over the economic growth of the state or the member states. This concern is 
expressed through stressing the importance of economic competitiveness, the 
need to secure skilled workforce for the future and the need for the industry to 
continue growing. To these concerns, programming is presented as an answer. 
Yet, it is not argued or discussed whether it is possible for programming to 
address those concerns. The economic ideology is an ideology which serves 
to sustain the economic interests behind education and establish its economic 
value. It construes as commonsensical that education should provide solutions 
to economic issues.  

The social ideology, on the other hand, reinforces the power of the welfare 
state and is infused with social and democratic ideals such as active citizenship 
and equality. Through the social ideology, programming is presented as the 
solution the societal issues of active citizenship in a digitally transformed 
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society, equity, equality and preparedness of citizens for the future. The social 
ideology reflects on the way the programming agenda is argued for. In the 
arguments in favour of digitalization and programming, the democratic 
argument and the preparation of students for the future argument are being 
featured. Based on those arguments, the strengthening of digital skills along 
with the addition of programming in schools is expected to provide with equal 
access and equal opportunities for all in a digitalized society. In addition, the 
teaching of programming is expected to prepare the students for the future. 
The social ideology is an ideology which serves to sustain the function of 
education as a social and human right. The presence of social ideology and its 
importance in the official governmental policy texts reflects the history of the 
Swedish education system. Social welfare ideologies have been influential in 
Sweden since the mid-20th century. To give an instance, the introduction of 
the nine-year compulsory school system in Sweden in the 1960s may have 
been motivated, among other things, by an awareness of the economic value 
of education, yet the fostering of democratic, social and national values was 
the centre of attention. Of importance, however, is that the social ideology in 
this study seems to be infused with economic ideals. For instance, while 
economic ideologies stand for themselves, social ideologies are combined 
with economic values.  

In this study, the economic ideology is perceived as the dominant ideology. 
As the dominant ideology, it has permeated the argumentations and mental 
representations revolving around programming in the policy texts. As it 
emerged through the analysis, the introduction of programming in schools was 
primarily connected to economic rather than social pressures and was 
promoted as a response to urgent demands raised by globalization, 
digitalization and the global economy. As previously discussed, economic 
arguments on the addition of programming in education appeared before the 
social ones. In addition, economic arguments were more thoroughly argued 
for, while social arguments were presented alongside economic ones or were 
developed in conjunction with economic motives. However, the dominance of 
the economic ideology is not constant. An interesting element has been the 
shift in the ideology dynamics in regards to national official policy documents 
published by the government, in which case the social ideology is the 
dominant one. It can be argued that in the process of construing the policy 
agenda, economic arguments were complimented with social arguments. 
There are several reasons as to why this might have occurred. Firstly, 
democratic arguments are inherent to the Swedish education and of great 
importance. Democratic arguments have been present in previous 
digitalization reforms in Swedish education and, since programming is placed 
within the digitalization of education frames, are connected by association. 
Secondly, the combination of both economic and democratic motives makes 
the education changes appealing to a wider range of education stakeholders. 
Besides, the addressing of social problems takes the attention away from the 
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idea that programming is at its base an economic agenda. What the findings 
indicated, however, is that the motives behind the implementation of 
programming in schools have primarily been economic. Economic motives 
were placed at the centre of the programming agenda, whereas arguments on 
equity and equality seemed to be the “selling-points”. If we perceive the 
economic motives as originating from external actors, while social motives 
originating from the state, this shift in or combination of ideological grounds 
can also be described as “sugar-coating”; an act of disguising the power and 
influence behind the introduction of programming by using the authoritative 
power of the state. In the words of Fairclough (2014) “ideology is most 
effective when its workings are least visible” (p. 108). 

The features of ideologies in the form of assumptions and representations 
both reproduce and sustain relations of power and the structures in which they 
are embedded. Both economic growth and social strivings are goals taken for 
granted and provided as reasons for pursuing the programming agenda. Ball 
(2014) makes an interesting point regarding ideology and persuasion. He 
argues that if something is a matter of common sense, then there is no need to 
persuade people of it. Discourses, through their ideological elements, are 
persuasive in character. They legitimise policies. Through the ideologies, 
policy texts on programming provided a way of thinking and talking about the 
programming policy that presented it as a sensible solution to both economic 
and social issues. The way programming was described and promoted was 
also brought up between the members of the PK: 

Flera ledamöter menade att den konventionella bilden av vem programmeraren 
är och vad han gör är problematisk. Det är därför viktigt att visa på alternativa 
vägar och flera av ledamöterna har erfarenheter av att driva insatser som syftar 
till just detta. Att arbeta med att nyansera bilden av programmering är således 
ett viktigt uppdrag enligt flera ledamöter 
 
Several members argued that the conventional view of who the programmer is 
and what they do is problematic. It is therefore important to show alternative 
paths, and several members have experience of running initiatives aimed at 
doing just that. Working to nuance the image of programming is thus an 
important mission according to several members.  

(excerpt from the PK’s meeting minutes) 
 
Their suggestion to nuance the image of programming further suggest the 
importance placed on ideology and persuasion in the process of legitimizing 
policy. In addition, the ideologies were built on the already existing rhetoric 
based upon which educational technology and digitalization of education will 
revolutionize society, solve educational issues and modernize schools (Mishra 
et al., 2009). Yet, with little problematization or critical as to how this will be 
achieved. The focus was turned primarily on how programming could 
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potentially change education, society and economy, rather than how it will do 
this in practice. 

The economic ideologies do not only legitimize the introduction of 
programming, but they also constrain it. During the promotion of the revised 
digital strategy, there was a lot of importance placed upon the element of 
programming. Programming was presented as a centre piece of the changes, 
even though it was only a small part of it. Programming is a hard skill tied to 
work life. It is taught to address future shortages and tomorrow’s problems, 
but by the time today’s students graduate skills such as programming might 
already be obsolete (Schleicher, 2019). Moreover, its addition to the 
curriculum has been advocated by advocates of economization of education, 
such as corporations and international organization of economic cooperation, 
which want schools to provide for the global labour market. Another element 
of constrain can be found in the absences of the policy texts. For instance, the 
term of programming has been used in a way that has been slippery and 
elusive. It is not clear what is meant by the use of the word programming nor 
what it entails as a teaching element, leaving it open for interpretation from 
both education stakeholders and policy actors. 

The ideologies behind the recent curriculum changes have been a 
combination between economic growth and welfare strivings, much in 
agreement with the ideology of Swedish education policy as argued by 
Lundahl (2006). However, the ideologies running through the policy texts 
seem far away from the social and democratic ideals of the 1950s, 1960s and 
1970s in Sweden, where the offering of equal opportunities for all was at the 
focus of education reforms (Riis, 2010). At that time, ideologies promoting 
social equity and political and economic democracy were the dominant ones. 
What the analysis of policy texts has showed in this study is that discussions 
about equity and equality are still present yet marginalized in comparison to 
discussions relating to economic gains. In addition, even if the curriculum 
changes have been argued through the lens of social equity and equality, the 
function and meaning of those concepts has shifted overtime. While equality 
and democracy are both expressed as goal and basic principles of the Swedish 
education policy, notions of competitiveness and efficiency are goals. The 
former are principles expected to be held on to by education, while the latter 
are goals expected to be achieved for the sake of the market industry and the 
national economy. The dominant ideologies behind the curriculum changes 
are an indication of power: the power of the market and the private actors that 
sat in motion the processes for the introduction of programming. The revised 
content of the recent curriculum has partly been a result of new state forms 
and practices dictated by neoliberal politics and economics that privilege the 
private industry and prioritize agendas, such as the one on programming, 
which regard competition and modernization as central goals of education. 
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The curriculum changes were steered through policy networks and with an 
emphasis on modernization, competitiveness and economic prosperity. 

The Notion of Power 
One of the challenging elements of this study was to identify the forces of 
power acted upon the addition of programming in the Swedish curriculum. 
Power can be expressed differently through the power struggle between the 
different actors within and outside the state and through structures and 
discourses that maintain power. In the case of programming in the Swedish 
curriculum, external actors and the state imposed their power in different 
degrees during the policy-making processes. Those powers are identifiable 
both through the network ethnography perspective and the CDA perspective, 
as it will be discussed in further detail below. From the analysis of the 
empirical material three coercive powers emerge: global imperatives, State 
and corporate interests. 

Starting with the unfolding of the policy network on programming, 
different groups of actors were identified in the policy-making processes. The 
groups of actors were national and international governmental agencies, for- 
and non-profit organizations, corporations and educational institutions. As 
already discussed, power relations where different groups of actors with 
different interests engage with one another are relations of struggle. Applying 
this to the policy network on programming, there were several groups of actors 
engaging with one another, each of them representing their own interests. 
Even if the policy network in itself does not allow us to identify the degree of 
actors’ involvement and influence in the policy processes, the policy network 
can be seen as a structure that promotes and maintains power. The 
involvement of external actors in education policy not only indicates their 
power in being able to participate in those processes, but it further allows them 
to represent and promote their interests. For instance, private companies are 
present in decisions regarding the policy on programming. Some examples are 
the co-signing of debate articles by the Minister of Enterprise and Innovation 
and the head of Stockholm’s municipal executive committee, along with the 
debate article written with the collaboration of the Municipal Commissioner 
for Finance of Stockholm, the head of the Stockholm Chamber of Commerce 
and the founder and CEO of Spotify are examples of private actors’ 
involvement in education policy. Another feature that can be seen as an 
expression of power lare the venues chosen for policy discussions. The 
shaping of the programming agenda was not limited to national and 
governmental spaces, but extended to international spaces and private spaces. 
Taking as example the meeting locations of the PK, the meetings were held in 
different places from municipal offices and schools to Spotify’s and 
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McKinsey & Company’s offices. Taking into consideration that education 
policy used to be the responsibility of the government and confined within the 
borders of the nation state, to hold education policy meetings in private spaces 
serves as yet another marker of the shift in the policy-making processes and 
how they have coalesced in mixed-policy spaces through the involvement of 
several external actors. 

The power struggle between the actors is also become apparent when 
looking at the policy texts. Based on the CDA, the public rhetoric on 
programming offers several examples of this struggle. The analysis indicated 
that discourses promoting economic ideologies were clearly more dominant 
compared to discouses promoting social ideologies. In general, the 
perspectives represented in the policy texts were predominantly positive 
towards programming and its contribution to education and, as indicated 
above, the ideologies communicated through the texts were for the most part 
in favour of promoting economic interests through education. Ideology, or 
ideological power, is a way for those groups of actors to sustain their position 
as the dominant power. The economic ideologies legitimized, for instance, the 
economic importance of education. This further legitimized the involvement 
of the private sectors in education policy and their active role in the 
programming agenda. 

Whose perspective is adopted at the policy texts is a point of significance. 
In the international and municipal policy texts, the balance of perspectives and 
ideology were in favour of the economic interests, while in the national 
governmental policy texts the balance was in favour of the social elements. 
These balances can be seen as an indication of the power-holders in each 
context. More specifically, the international and municipal contexts were 
more influenced by external actors and private interests, whereas the national 
context were predominantly influenced by the state and its ideologies.  

Sources of Power 
In this study, power is perceived as originating from different sources: the 
global imperatives; the corporate interests; and State and national conditions.  

Starting with the global imperatives, they refer to the power exercised by 
international organizations and intergovernmental agencies. As demonstrated 
in the findings, the policy agenda on programming was promoted already from 
its early stages through the European Commission and other international 
organizations and agencies. In the global field of education policy, 
international organizations are perceived as spaces of policy production with 
increasing significance and impact towards national education systems and 
policy (Lingard, 2018). International organizations and intergovernmental 
agencies are seen as key transmitters of particular views of education and 
educational reform and with ability to define main priorities and goals and 
exercise powers over their members. In this context, intergovernmental 
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agencies are seen not only as forums of cooperation and struggle between 
member nations, but also as “autonomous policy actors in themselves” 
(Verger et al., 2012, p. 14). International references in the form of other 
countries’ examples of including programming in their education systems, as 
well as the citing of recommendations from international organizations were 
used to legitimize the programming agenda in the Swedish curriculum. 
Another example of global imperatives as a source of power is how the 
international recommendations regarding programming were expressed in the 
policy texts. International policy texts from the European Commission, for 
instance, were expressed to be of a persuasive character and were 
accombanied with verbs that denote necessity and obligation. These verbs 
communicate power and guide the contributions of the member states in a 
certain direction through indirect control. This can be seen as a manifestation 
of hidden power; an implicit expression of the influence that 
intergovernmental agencies have in education.  

The corporate interests refer to the power exercised by corporations and 
private companies. Much of the support for programming in schools became 
possible both due to the economic support of private companies and 
multinational corporations and due to reports, debate articles, open letters, and 
manifestos written or co-signed by representatives of private companies and 
multinational corporations. It has been argued that the work of international 
organizations in policy-making is done through seemingly apolitical and 
technical actions (Barnett & Finnemore, 2004). But the same can be argued 
for the corporations, since they do not have a formal political position. Yet 
they do have their own interests and aspirations. Corporations and private 
actors create space for themselves in education policy following their interests 
in education (Selwyn & Facer, 2013).  

The national conditions refer to the power exercised by the state and the 
national conditions based upon which the policy agenda on programming was 
implemented. The programming agenda may have been a response to 
dominant interests, but it has been filtered through national conditions and 
restraints. As it was indicated previously in the context of the timeline of the 
empirical material and the analysis of the policy texts, arguments with 
economic interests preceded the social ones in the promotion of programming 
in education both in the international and municipal levels. In official 
governmental policy texts, however, perspectives and ideology with social 
interests claim a dominant role. The social ideology places importance upon 
democracy and equal access to a technologically advanced society. Through 
the social ideology, digitalization and programming are perceived as a matter 
of equity and equality; every student should have access to digital skills 
acquisition and active participation in a digitally-oriented society. As 
mentioned previously, the Swedish education was heavily influenced by 
social and democratic ideals, which are still of great importance in 
legitimizing and arguing for education changes. 
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The Notion of Time 
The notion of time has been significant to understanding the curriculum 
changes in more than one way. Focusing on time, at first, emphasized the fast 
and dynamic processes that resulted in the addition of programming to the 
Swedish curriculum. The programming agenda got incorporated into the 
Swedish curriculum after a two-year period. This compressed period in which 
programming was introduced in schools was enabled by tight and loose 
alliances between various actors, collaborations, public rhetoric, campaigns, 
events and activities that established programming as a key education policy 
agenda. Following the policy with the notion of time in mind, allowed the 
tracing of key ideas about programming in different locations at different 
times reflecting different interests. It demonstrated how the programming 
agenda originating in international and corporate spheres reached the 
municipal and then national centres of power. Thus, time-wise, the curriculum 
changes related to programming were understood as influenced by external 
actors representing international and corporate circles before it got moved into 
the national sphere and in the national curriculum.  

The use of time through the construction of a timeline and the following of 
the policy has been only one way to employ the notion of time. Apart from 
time used as a measurable period between the policy activities and processes, 
time was used as a persuasive element in the construction of the public rhetoric 
in policy texts. The notion of change and the representation of the present and 
the future all contributed to the creation of a sense of the time through which 
social reality was explained and the element of programming was framed. The 
element of time was used to convey a state of urgency and immediacy, and 
the discourse of necessity and immediacy, rendered the inclusion of 
programming in schools a necessity. The element of programming was framed 
through digitally-oriented explanations of the present. These were followed 
by bleak depictions of the present in the lack of programming in schools and 
positively-painted expectations of the future in the prospect of adding 
programming in schools. In this way, time was used to influence the public 
opinion regarding the programming agenda. An interesting observation here 
is that the communication of immediacy and urgency, predicting lack of 
programmers already in 2020, was not connected to the implementation or 
strengthening of programming in adult education. Instead, the implementation 
of programming was aimed to start at the early stages of education.  

The Municipal, the National and the International  
From the findings it emerged that the powers in coercion are acting within and 
across three spatial levels: the municipal, the national and the international 
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levels. The levels emerged as parts of the policy field of programming. Those 
levels allow us to approach the curriculum changes with spatiality in mind. 

Starting with the municipal level, the City of Stockholm played a 
significant role in bringing together and creating alignments between the 
diverse actors. It seems from the findings that the municipal level, led by the 
City of Stockholm, enabled several of the connections between education 
representatives and industry actors. This can be attributed to the decentralized 
nature of the Swedish school system and the municipality’s role in carrying 
for the schools’ management and organization. As previously mentioned, 
while judicial guidelines, goals and national curricula are a national 
responsibility, the governance of schools is a municipal matter and the 
responsibility for distributing resources allocated to the school and its 
activities falls upon the municipality, local politicians and administrators. The 
increased municipal responsibility in school governing in Sweden is among 
the key factors in understanding the involvement of external actors in the 
education policy agenda. The municipal school policy on programming was 
unfolded in a way which gave voice to the interests and needs of the private 
industry sector and giving opportunities for them to get involved to the policy 
processes. As it was indicated by the findings, the incentives behind the 
curriculum changes placed great emphasis on private industry’s interests and 
on achieving economic growth and competitiveness, while social welfare 
strivings took a secondary place. Yet, that shifted in the national level, where 
social welfare strivings were given priority in the official policy texts and the 
reasoning underlying the addition of programming. 

In the national level, as discussed above, the decentralization of the school 
system paved the way for entrepreneurial initiatives and the involvement of 
external actors in education, meaning also corporate and international 
influences. Yet, when it comes to the public rhetoric on the programming 
agenda in the national level, the balance was tipped towards the social 
strivings of education policy giving priority to the digitalization strategy as a 
whole without a specific focus on the element of programming. Regardless of 
the pressures exercised by the external actors in including programming in the 
national curriculum, programming ended up becoming a small part of the 
digitalization strategy. Programming did not become a part of the curriculum 
as a separate subject, however; it became an element of teaching in pre-
existing subjects. Furthermore, at the national level, the social ideology and 
social incentives behind the addition of programming in the curriculum 
claimed a dominant role. This can be seen as the influence of the state and its 
authority in the policy formation process. The authoritative power of the state 
managed to somewhat reduce the influence of the corporate and international 
influences, especially when it comes to the public rhetoric and the way the 
programming agenda was translated in the national curriculum.  

In regard to the international level, we have already mentioned how 
international organizations acted within the key actors in setting the 
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programming agenda and collaborating with corporate actors in achieving so. 
Indeed, one of the drives for the introduction of programming in the Swedish 
curriculum is the global market and the position of Sweden in the global 
economy, which was closely related to the global policy environments and the 
work of economic cooperation organization, such as the European 
Commission. In contemporary education policy, international and 
intergovernmental organizations have long been perceived as policy agenda-
setters, which promotes their policy discourses and policy solutions at a global 
level, while nation states are expected to follow them. Since the 1980s, 
international influences on policy were observed at a global level, and 
attention was given to the role of international organizations. International 
organizations were seen as promoting their educational discourse and forming 
networks in their processes to promote their preferred policy solutions (Verger 
et al., 2012). Over the past years, intergovernmental agencies have gained 
more influence and have claimed a more central role to education policy 
formation. Previous research has indicated that Sweden has largely undeclared 
policy borrowing in the past, arguing that it has been a “silent borrowing” 
(Ringarp & Waldow, 2016; Waldow, 2009). The once silenced influences 
have become more prominent in legitimizing the programming agenda, with 
references to other countries’ implementation of programming and to policy 
suggestions from international organizations.  

However, the impact of the international influences is discussed differently 
depending on the spatial level. In municipal public media, politicians do not 
refer to external influences as much. Instead, the focus is placed upon the 
Swedish economy, its place in the global competitive market, as well as the 
contribution of programming to economic growth. There are references to 
other countries, but they are not presented as a source of influence, but as 
suggested examples of how to implement programming in schools. That 
comes in contrast with the national policy texts, where reports and examples 
from the international level are mentioned in the process of arguing in favour 
of the implementation on programming in schools. Thus, in the municipal 
level, the international influences are less voiced in comparison to the national 
level where international influences are voiced more loudly. However, the 
findings indicate that national agencies, such as the Agency of Education, 
were involved in international discussions regarding programming and that 
international organizations played a significant role in pushing forward the 
programming agenda. 

Previous research on policy mobility discusses often the circulation of 
policies from international to national agendas. The process based on which 
policy circulation occurred here is not entirely clear. It is true that 
programming became a priority since early on an international policy agenda, 
especially within Europe. Undoubtedly, and based on several published policy 
documents by European Commission and nodes on this study’s policy 
network, the programming agenda has been a result of international and 
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corporate influences. However, it is hard to argue that it has been a forward 
process from international organizations, agencies and companies to the 
nation state. As the findings show, along with the international and corporate 
influences there were also national conditions and prior events that took place 
and influenced the way the curriculum changes took place. The circulation of 
policies has often been associated with the circulating and assembling of 
policies across national borders. In this study, however, a circulation of the 
policy agenda, i.e. programming, across institutions and sectors has been 
observed. As the same actors “reappear” in different policy spaces, “network 
members sit on the same boards, attend and speak at each other’s events, 
provide consultancy for each other, and commission each other’s work” 
(Allen & Bull, 2012, p. 448). This tight and extended collaboration establishes 
discourses and translate into the transferring of policies from the private sector 
and international non-governmental organizations to national governments 
and public policy.  

A Complex Policy Process 
The investigation of the addition of the element of programming in the 
Swedish curriculum Lgr11/2017 constitutes a case for the changing economic 
and political contexts in education policy-making. What the analysis indicates 
is the complexity of the policy processes revolving around the introduction of 
programming in the Swedish curriculum.  

The analysis of the empirical material revealed new alliances, a deeper 
involvement of the private sector in education policy and exposed the catalytic 
importance of the economic interests in the introduction of programming in 
Swedish education. That was further supported by the dominance of the 
economic ideology in the policy texts legitimizing the introduction of 
programming in schools, as well as the underlying tensions between economic 
interests and social motives. Motives behind the introduction of programming 
in schools were balanced in favour of economic interests aimed in addressing 
lack of skilled workforce and securing economic growth; a phenomenon that 
I referred to as “sugar-coating” of the most prevalent reasons behind the 
inclusion of programming in compulsory education. The programming agenda 
has been predominantly normative-oriented, where the goal was to modernize 
and digitalize education in a deterministic way without clear evidence for the 
effects of programming. It remains an assumption that the inclusion of 
programming in schools will boost the national economy, bridge the 
knowledge gaps and lead to more equality in the future. The deterministic way 
in which this policy was delivered did not acknowledge the complex 
subjectivities of education nor of society. It did, however, address the third-
party interests in education.  
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The analysis showed that processes leading to the addition of programming 
in the Swedish curriculum were not a result of a linear process, at least not 
with the traditional view in mind. Traditionally, education policy was 
perceived as a governmental activity and as a linear process where 
governments and state bodies defined the policy problem, set the policy 
agenda, developed it and implemented it. In the case of programming. Policy 
agenda originated from the alliance between international organizations and 
corporations, who promoted programming as the solution to lack of skilled 
force, economic competitiveness and the increasing digitalization of society. 
It, then, was circulated and mutated in the various spatial levels. Moreover, 
the reform of programming has not been gradual; on the contrary, it was 
introduced and implemented in rapid rhythms, another element that makes us 
reflect on the influences made and pressures excerted in relation to this 
specific reform. 

Furthemore, the addition of programming in the Swedish curriculum has 
not been a bottom-up decision either. Programming emerged as a top-down 
political intervention, where the top has not been merely the upper-levels of 
the national government, but also representatives from the business sector and 
other non-governmental agencies. The policy process was a top-down yet not 
linear as it took place in arenas that extended beyond national territories and 
sectors. In the Swedish context, education digitalization campaigns have been 
a top-down policy process (Karlsohn, 2009), meaning that the decisions were 
taken at a governmental level and were then passed on to lower levels. 
Nevertheless, who is regarded as the top has been shifted overtime to include 
more actors.  

It appears from the analysis that there was a strong involvement of the 
private sector both in influencing the policy agenda as well as in indirect 
decision-making. Companies got involved in the programming policy agenda 
in several ways, by forming coalitions and writing open letters to EU Ministers 
in favour of programming, participating in funding the European Coding 
Initiative and working closely with the European Schoolnet, offering trainings 
and courses to students and teachers, to providing support to several initiatives 
and websites used in formal education systems, such as the Code.org. The 
increased involvement of the private sector in this specific education policy 
has to do with both the nature of the policy, since it is very specific to digital 
skills and ICT, but also to the various third-party interests surrounding the 
programming policy agenda. The involvement of companies in the education 
reform did not only manifest itself in the influencing and participation in the 
policy formation, but also by contibuting in the subsequent implementing 
stages with the provision of programming courses and of material for teaching 
in schools. This indicates a change in education governance and reveals how 
strong an influence both external actors and the private sector can have in 
education policy-making. 
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Discussion 

From the perspective of network ethnography, the programming network 
explored the involvement of external actors in the policy-making process and 
the strong presence of the private sector. From the perspective of CDA, the 
policy texts analysis explored the legitimizing of the implementation of 
programming in Swedish education, revealing ways which point to the 
programming agenda being an economically-driven one. The combination of 
network ethnography and CDA allowed for a deepening of the analysis. The 
tools provided by both methods encouraged a closer look at how the policy on 
programming was structured through various collaborations and alliances and 
then publicly legitimized through a series of policy texts. What this thesis 
suggests that there is not one power behind the new curriculum changes and 
especially regarding the addition of programming. Instead, the centres of 
power have been multiple, featuring global imperatives through international 
organizations and intergovernmental agencies; private companies and 
multinational corporations; and, the state. What this study suggests is that the 
recent curriculum changes in Sweden have been influenced by neoliberal 
rationalities that shaped both the way the policy was assembled and circulated 
and the way the programming agenda was presented and argued for. The 
policy processes have been dynamic, but also rigid. And, even though the 
process has been seen as dynamic and multidimensional, these dynamics need 
to be understood alongside the dynamics of change in the state, the global 
economy and in policy-making. As Ideland et al. (2020) argues, policies “are 
(re)assembled in particular ways, in particular places and for particular 
purposes’ and […] there is a need to scrutinize how the problems are 
formulated and how policy initiatives are proposed or created (p. 5).  

Education Policy in an Ever-changing World 
Major political changes of the past 40 years have resulted in – among other 
things –a shift in the role of the state, a globalized turn in economy, the 
decentralization of authority, and the strengthening of the private sector. 
Correspondingly, new forms of governing have emerged while several 
changes have been observed in the way public policy has been taking place. 
Historically, public policy was perceived as a governmental activity, where 
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governments and state bodies were the main decisive and executive authority. 
The state was responsible for defining policy problems and proposing 
solutions that lead to changes. However, this does not seem to be the case 
anymore; something that is confirmed by the findings of this thesis. 
Governments and state bodies are only one of the various forces acting upon 
policy processes, in a scenery where the traditional perception of policy has 
been affected by the processes of globalization.  

In this study, the construction of the policy agenda on programming was 
not taken for granted. Instead, it was problematized within the contemporary 
social and economic context. In accordance to Lingard’s (2009) critical 
approach to policy analysis, this thesis attempted to deconstruct the policy 
agenda on programming by exploring the context it constituted. What the 
critical approach made possible in this study was exposure of power relations 
and the way in which knowledge was reproduced in the legitimizing of the 
programming agenda. Yeates (2001) noted that public policies are 
increasingly a result of the collaboration of various political forces, economic 
processes and sociocultural structures. What emerged in this thesis pointed 
towards the collaboration of the various forces, but also identified which they 
were, namely the government and state bodies; international and 
intergovernmental organizations; and the private sector. It has been argued 
that international organizations have increasingly been involved in the setting 
of global educational agendas that privilege particular policies and favour 
economic interests (Allen & Bull, 2018; Verger et al., 2012). What this thesis 
indicates in that multinational corporations are working alongside 
international organizations in promoting educational agendas that favour their 
interests.  

As Ball (1990) argued, policy is not only a result of collaboration between 
political forces, but also a constant struggle created by interests, conflict, 
domination and negotiations. Through the policy texts, that struggle was 
further identified through the shift in dominance between economic and social 
ideologies. What became increasingly apparent in the programming agenda 
has been what it has been referred to as an “authoritative allocation of values” 
(Easton, 1953; Lingard & Ozga, 2007; Prunty, 1985) provided through the 
dominance of the economic ideology in most of the policy texts and the 
dominance of the social ideology in the official governmental documents.  

Globalization has redefined the notion of sovereign and has contributed to 
the shift in policy-making processes, expanding them beyond the borders of 
nation states. However, globalization is not the sole answer to what influences 
education policy and policy change. Rather, it is the background; it is the 
phenomenon that has enabled those changes. This thesis argues for a stance 
that demonstrates the complexity as the policy is unfolding in mixed spaces 
through various collaborations and involving many interests. Within the 
frames of a globalized society and a globalized economy, the notion of power 
has been multi-dimensional and dispersed as has been the policy-making. The 



148 

global economy, the decentralization of authority, as well as the strengthening 
of the private sector has made it so that the policy processes have adapted and 
continue doing so in a dynamic way. 

From Government to Networked Governance 
The use of network ethnography exposed the contemporary context of 
education policy-making, where new governance structures are influencing 
and creating policy through a web of interactions and collaborations made up 
of actors from mixed private and public sectors. The education policy 
landscape as identified through the programming agenda presents a case of 
networked governance.  

As previously discussed, in contemporary policy research, the term 
governance signifies “a new process of governing; or a changed condition of 
ordered rule; or the new method by which society is governed” (Rhodes, 2007, 
p. 4). Based on the concept of governance, the state may still be the official 
authority, but an additional coordination with a wide variety of actors and the 
state is addressed. The complexity in terms of power and the representation of 
education and policy through mixed ideologies create a blurriness between 
who decides on education policies and why. This thesis indicates a multi-
dimensional and fragmented form of education policy-making (Ball, 1990). 
The findings on the programming network are much in accordance with what 
Enroth (2011) framed as governance. According to Enroth, governance 
involves a wide range of actors interacting in networks that cut across 
institutional and conceptual divides. In a similar way, the programming 
network manifested a plurality of actors that cut across national, institutional 
and conceptual divides.  

What started as identifying the actors involved in the programming agenda 
increasingly shifted focus to the involvement of the private sector in the 
policy-making processes. This serves as an indication of both the change in 
education governance and how strong an influence the private sector acquires 
in education policy-making. What emerged from the findings of this thesis is 
the deep involvement of the private sector in policy formation and its influence 
in governmental decisions regarding education policy. That raises a discussion 
regarding a type of governance indirectly led by private corporations, as well 
as a new form of privatization. Discussions about privatization of education 
has been revolved around issues of importing ideas and practices from the 
private sector to make it more business-like or the opening up and ownership 
of educational institutions and their services to the private sector (Ball & 
Youdell, 2008; Erixon Arreman & Holm, 2011). As Ball and Youdell (2008) 
argue the privatization of education is not only expressed in technical changes 
regarding the opening up of public education services to private sector or using 
the private sector to deliver aspects of public education. It further leads to the 
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adoption of a new language, a new set of incentives, a new set of roles and, 
eventually, a new culture (Ball & Youdell, 2008). This is something that is in 
line with findings of this thesis, such as the use of corporate language in the 
policy texts and the commercial incentives and economic ideologies driving 
the programming agenda. However, as the findings indicated, the involvement 
of the private sector in the programming agenda in Sweden expanded beyond 
the transference of authority, the adoption of corporate ideals or the provision 
of funding and sponsorship. In this case, the involvement of the private sector 
expanded to include interest groups in policy formation processes, to enable 
their participation in policy networks and in committees and to indirectly 
make private sector part of policy networks of education governance. Thus, 
there is a tendency observed that extends beyond the indirect involvement of 
the private sector, such as edu-businesses, in education policy and a more 
direct involvement; one that blurs the boundaries between public governance 
and private interests (Cone & Brøgger, 2020). 

The wide range of external actors that got involved in the policy agenda on 
programming may explore a contemporary tendency towards networked 
governance and what Cone and Brøgger (2020) have referred to as “soft 
privatization”. In addition, this tendency can also be seen as a result of the 
governing of the Swedish school system, whose decentralization has enabled 
local politicians and actors to take responsibility over the management and 
organization of schools. At the same time, the decentralized governing of the 
school system makes it more accessible and vulnerable to the interests and 
influence of third-party actors. 

External Involvement in the Programming Agenda 
The involvement of external actors in education policy is not new. Previous 
research explored the involvement of transnational agencies and 
organizations, philanthropic organizations, private companies and edu-
businesses (e.g. Allen & Bull, 2018; Ball, 2012; Ideland et al., 2020). In this 
study, the policy network revealed the involvement of various actors including 
governmental and inter-governmental agencies, multinational corporations, 
education companies and institutions, non-profit organizations and teacher 
organizations. This finding is fully in line with previous research on similar 
topics (Player-Koro, 2019; Player-Koro et al., 2018; Player-Koro & Beach, 
2013). What this study additionally showed, however, is that their 
involvement is not limited to peripheral involvement, such as public rhetoric 
and economic support. Instead, this involvement is progressively grown to 
include external actors in the formation of policy, with their active 
participation in education policy formation. As the empirical material of this 
study indicated, external actors have been involved by addressing open letters 
to ministries of education and sitting in Committees aside local politicians. 
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This involvement has not been limited to investments and public rhetoric, as 
has been the case with the previous digitalization campaigns that took place 
in Sweden (Jedeskog, 2005b; Karlsohn, 2009). In the case of programming, 
actors representing the business community played a more active part in the 
policy-formation processes. From consulting meetings with Skolverket to co-
signing debate articles with Stockholm’s Commissioner of Finance and to 
participating in PK, non-profit organizations and private companies were 
involved in the policy processes representing a variety of interests, purposes 
and aspirations.  

Similarly, the involvement of the private sector in educational technology 
areas, such as the one of programming, is something that has been researched 
for the past two decades. Previous research in the field of educational 
technology has extensively discussed the increasing involvement of corporate 
executives, private vendors and transnational companies in educational 
technology in recent years (Apple, 2004; Ball, 2012a; Cuban, 2003; Selwyn 
& Facer, 2013). The interest shown by the private sector in the curriculum 
changes under investigation is in agreement with previous research that sees 
educational technology as heavily promoted by business actors indicating 
their increasingly active involvement in education (Bergviken Rensfeldt et al., 
2018; Player-Koro et al., 2018). More specific to programming, private 
vendors and international organizations played a significant role in promoting 
programming in schools; a phenomenon that was also observed in the case of 
UK’s addition of computing in the compulsory curriculum (Williamson, 
2015).  

The eagerness of the private sector to be involved in education and, 
subsequently, to support new technologies is connected to the economic 
importance of education (Spring, 2008; Sundberg & Wahlström, 2012). In the 
section regarding the digitalization of Swedish education, it was mentioned 
how all of the digitalization campaigns have been top-down and based on 
government initiatives (Jedeskog, 2005b; Riis, 2000). Nevertheless, there has 
been a history of external actors exercising pressure for the use of educational 
technology in Swedish schools. One method of involvement has been through 
external actors investing in new technologies in education since the 1980s 
(Jedeskog, 2007). In addition, as Karlsohn (2009) indicates, starting from the 
mid-1990s representatives of the business community, trade unions and IT 
experts were introducing a strong public rhetoric for the implementation of 
computers in Swedish schools. More recent examples in the area of 
digitalization of Swedish education have shown that educational technology 
has been increasingly and heavily promoted by business actors (Bergviken 
Rensfeldt et al., 2018; Player-Koro et al., 2018). In these regards, the policy 
network on programming comes in agreement with previous research 
conducted on the field. However, as the policy network indicates, there are 
some new elements when it comes to the involvement.  
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The variety of actors that participated in the programming policy network 
along with the mixed spaces where the policy assemblage took place points 
towards a case of networked governance (Leibfried et al., 2007; Lo, 2017; 
Rhodes, 2007). As noted earlier, networked governance aims to describe the 
broadened collaboration between state and non-state actors in policy 
processes, along with the weakening of the power of the state. As it became 
clear from the mapping of the policy activities on programming, the policy 
network was shaped by actors who cut across institutional and national divides 
and who came together to both influence and develop the programming 
agenda in the Swedish education. An additional element present in a 
networked governance is that every single actor brings their own political 
agenda (Ball, 1990; Rhodes, 1996). From the connections between in actors 
in the policy map, it becomes clear that a number of interests were involved 
in the programming agenda, however a considerable space was occupied by 
businesses, whose interests were identified through the analysis of the policy 
texts.  

Educational Technology as an Area of Education Policy 
This study focused on education policy, more specifically education policy in 
the field of educational technology. As the findings indicated, the inclusion of 
educational technology in school – in this case in the form of digitalization 
strategy and programming – is a process that involves a plethora of external 
to education actors followed by their interests and aspirations. Inevitably, that 
reflects on the nature of educational technology implemented in schools. The 
external actors shape to a certain extend what is acceptable and welcome as 
an outcome. Neil Selwyn (2011) argued that we should have a more 
pessimistic view of educational technology. I would argue that we should have 
– or build, with the aid of research – a more holistic and realistic view of 
educational technology as a field.  

In the words of Lingard and Ozga (2007), “[w]e have then the politics of 
education policy and education policy as politics” (p. 3). Along the same lines, 
we have the politics of educational technology and educational technology as 
politics. This thesis gave a glimpse into the politics of educational technology 
as a collective decision-making process, where relations and alliances between 
many actors from different backgrounds were formed that influence the 
content of education policies, such as the inclusion of programming within the 
Swedish digitalization strategy and within the Swedish education curriculum. 
This collective decision-making involving many interested parties is not of 
equal terms, as the policy texts revealed. Some discourses and ideologies are 
more prominent than others and social reality is depicted in a way that favours 
the agendas of the more powerful interest parties. In this case, discourses 
supporting neoliberal and globalization ideals were promoted in the public 
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rhetoric, whereas social and democratic discourses were marginalized or 
argued through neoliberal values. The description of society is ideologically 
construed: it is one-sided, generalized and does not acknowledge other parts 
of society or different ways in which society grows.  

Changes in society and economy have a direct impact on education policy. 
The increasing importance of digitalization in our society and the role of 
technology in economic growth place a great demand on education systems. 
The demand to address the new needs of technology, however, are not solely 
directed towards the education of students and their preparation for the future. 
It also walks hand-in-hand with the economic demands placed on education 
in the form of providing the population with a high educational level in order 
to address the needs of the market industry, but also with the economic profit 
that this would result to. For instance, the addition of programming in schools 
has been promoted for its long-term effect in society and economy. However, 
there is a short-time effect too. The addition of programming will also result 
to a short-term profit with the provision of digital infrastructure and services 
for schools.  

The field of educational technology is one of those areas directly influenced 
by the changing nature of education politics, precisely for what it represents 
and for what is expected of it. As we saw in the analysis of the policy texts, 
educational technology is synonymous to development and the future. 
Digitalization is expected to result in economic growth, bring about 
modernization and address societal and economic issues. These views, 
however, do not acknowledge other issues of the increasing digitalization, 
such as online behaviours, profiling and data mining, surveillance, artificial 
intelligence, risk of deskilling future workforce, etc. In other words, the 
premise does not leave space for a different case scenario or for opposite 
views. It is predicted that society will only develop to progressively include 
more and more technology, while education should modernize itself to address 
this need. 

The Changing Role of Compulsory Education 
Education has been an institution for social cohesion, representation of 
democratic values, and promotion of national values. Yet, it has been 
increasingly transforming into an instrument of economic growth and 
competitiveness in a globalized market. Within this context, education 
changes are of incremental interest to external actors. Furthermore, the 
economization of education is not only about policy-making. It concerns the 
very role and function of education – its values, principles, practices and goals. 
In the policy texts, increased importance was placed on education as support 
for economic growth along with market ideals serving as goals for education 
and schools. Concepts such as entrepreneurship and innovation are added in 
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the curriculum, while curriculum changes such as this one are argued as 
important for the competitiveness and modernization of the Swedish school 
system. As Lundahl (2007) states, Swedish education politics have been 
characterized by motives of growth, democracy, social welfare and justice. 
However, the balance is shifting towards motives of economic growth, where 
competition and human capital are prioritized. The recent curriculum changes 
demonstrate exactly that. The curriculum changes are presented as beneficial 
for both the individual and for working life. Yet, the individual is an 
entrepreneurial individual, a global worker in a digitized future society.  

Indeed, the recent curriculum changes have been driven by neoliberal 
notions placing great emphasis on economic gain than democracy. Equality 
and democracy are still important in the Swedish education, yet these concepts 
are filtered through economic ideologies. If, before, the aim behind 
educational reforms within Sweden has been the addressing of social welfare, 
now the aim has shifted to addressing the economic welfare and growth. That 
brings us back to what Riis (2010) argued about when stating that societal 
changes have provided with different contexts for perceiving education and 
implementing the concepts of equality and democracy.  

Digitalization and programming are promoted as a means to the 
competitiveness of both the global and the national economy. According to 
Lingard and Rawolle (2011), the consensus about the importance of education 
in enhancing global and national competitiveness has historically originated 
in international organizations and transnational policy actors for the 
justification of policies, such as the European Commission in this case. In 
addition, the theme of change is also compatible with the discourse of 
knowledge economy in the sense that the economic importance of education 
is highlighted through its role in the upskilling of workforce and addressing 
issues of employability. It has been argued before that since the early 2010s 
the European education policy has been increasingly focused on supporting 
economic motives, fostering competitiveness and creating favourable 
conditions for the development of the markets (Antunes, 2016). As Spring 
(2008) puts it, education is perceived as central in the process of adaptation to 
the constantly changing work world. Indeed, within the global economic field, 
education has been established as a central policy tool for nations to increase 
their competitiveness and ensure their position in the global market (Lingard 
& Rawolle, 2011). 

One recurring theme is the relationship of education policy to the needs of the 
state and the economy, that is, to the contradictory requirements and necessities 
of the management of the population and, in particular, the problems of social 
authority, citizenship and social welfare over and against the role of the state as 
the ‘midwife’ for economic competitiveness (Ball, 2017, p. 7) 
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The findings have demonstrated how the programming agenda has been 
mainly influenced by third-party interests rendering it a predominantly 
economically driven agenda. The ways and purposes based upon which 
programming was introduced in the Swedish curriculum, especially in such an 
early stage, challenges the ideas of what the purpose of education is and its 
function in society. Third-party interests can influence education in various 
degrees, from management and ownership of education services or importing 
of ideas and practices to the inclusion of teaching elements in compulsory 
education curricula. Yet, these influences affect the way education functions 
and the way education is perceived. At the same time, what kind of education 
we have reflects back to what kind of society we want to create through 
schooling. Contemporary education politics permeated by external influences 
poses challenges in the existing role of education. Education is still a social 
and human right; however it is also presented as an economic tool. At least in 
the case of programming, education policy in the form of changes in the 
curriculum was placed at the centre of economic and political priorities in 
order to address competitiveness in the global economic and to foster social 
cohesion. At the same time, the public rhetoric featured no consideration as to 
what has to be erased or substituted for programming to be part of the 
curriculum, or how the teachers are going to react to it or what is needed to be 
done to accommodate this change.  

The addition of programming, or the public rhetoric surrounding it, has 
been partly built around education’s inadequacies and shortcomings; on the 
need for education to correspond to the needs of society and economy, while 
meeting the standards of the market. The values and the ways upon which the 
programming agenda was circulated were mandated by third-party actors, 
such as representatives from the private sector, which identified both the 
“problem” and the “solution”. In Ball’s (2012) words, “[t]he private sector is 
the model to be emulated, and the public sector is to be ‘enterprised’ in its 
image” (p. 30). Based on these frames, the introduction of programming in 
compulsory curricula should be seen as both a social and economic issue; a 
wish to keep progressing with technological developments as our guide and a 
parallel commodification of what takes place in schools. Even more so, it 
should be seen as a political issue where economically driven agendas are 
incorporated in education by means of networks of governance for fulfilling 
third-party interests in education.  

The Politics of Contemporary Education Policy 
The title of this thesis has also been its overarching aim: the understanding of 
the politics behind the addition of programming to the Swedish curriculum 
and in relation to contemporary education policy. A central theme of this 
thesis has been education policy in national and international contexts, issues 
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of policy circulation and formation, and the spatial configurations of policy. 
In the process of seeking understanding, it became increasingly clear in 
various ways how third-party interests and the perspective of economics are 
dominating contemporary education and education policy. Curriculum 
changes are being legitimized through the role of education as an economic 
resource and as a producer of skilled workforce in the name of economic 
growth. Furthermore, values such as competitiveness, entrepreneurship and 
innovation become embedded within education as goals to strive towards to. 
The economic purposes of education take a front seat, while the social 
purposes are a reminiscent of what education was supposed to be for. 

As the findings showcased, contemporary education policy, especially 
within the field of educational technology, is the result of politics that are not 
limited within governments’ frames and governmental activities anymore. 
Instead, political activities extend to include and encourage involvement of 
different actors with different positionalities, power and interests. What has 
been shown in this study is how increasing complex and dispersed education 
policy is, especially in the field of educational technology. This doctoral thesis 
showed that the education politics on programming involved lobbying, 
argumentation and compromises with a wide range of actors with their own 
interests and aspirations in education. Policies may have once been 
exclusively developed by the government within the border of a nation, but 
this is not the case anymore. And while national governments are less in 
control of the processes of developing and deciding their own policies, issues 
of governance in education are rising. Policies are expected to address social 
problems, and for that reason programming has been also promoted in national 
policy documents with social motives in mind. However, when it comes to 
programming one can question whether the problems it was brought to address 
were social or primarily economical and in close relation to third-party 
interests.  

Educational changes are almost always a response to bigger changes in 
society, economy or the state (Ball, 2017). For this reason, education needs to 
be placed in context. The politics of contemporary education policy indicate 
that the when and where policy happens and who does it are changing. In this 
study, globalization is not seen as the answer to all questions regarding issues 
of contemporary education policy and politics. Within this context, 
globalization is seen as the background force that has weakened the nation 
state, led to decentralization and rescaling of authority and opened up to wider 
arenas for the formation, production and reproduction of policies. Yet, what 
this study indicates is that contemporary education policy is a result of 
globalization processes, national conditions and market industry imperatives. 
Based on these forces, policy arenas are expanding to the national, the global, 
and private spaces. Contemporary policy-making, especially in the field of 
educational technology, is increasingly complex and dispersed. Partly it is a 
response to dominant interests, but it is also a response to complex 
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configurations of elements (Ball, 1990). In the definition of politics, it was 
mentioned how politics in this thesis are closely related to power. What the 
findings of this study denotes is that power in education policy is dispersed 
across actors, borders and institutions. 
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Concluding remarks 

This thesis was concerned with issues of politics and policy-making in 
education regarding the recent curriculum changes in Sweden and the addition 
of programming as a teaching element. The motivation for this thesis was the 
shifts in the landscape of educational technology in the Swedish schools with 
the inclusion of programming in the national curriculum as a teaching element 
starting from the first grade of compulsory school. In my investigations, I 
sought to identify the politics behind the introduction of programming in the 
compulsory curriculum both through identifying the actors involved in the 
policy processes, but also through analysing national and international policy 
texts on the programming agenda. My analysis identified how the policy 
unfolded in municipal, national and international levels, while it revealed the 
rapid and dynamic nature of policy-making and the multiplicity of forces 
constitutive in bringing programming in the Swedish education. Out-of-
parliament processes and public discourses have been taken seriously, in order 
to provide with a broader picture of how contemporary education policy – 
especially in the area of educational technology – is being formed.  

My investigation showed that the processes resulting in inclusion of 
programming in the Swedish curriculum have been influenced by a wide range 
of actors, including governmental and inter-governmental agencies, national 
and multinational companies, for- and non-for-profit organizations and 
educational institutions. External actors both influenced and participated in 
the policy-making processes, formed alliances with each other and engaged in 
lobbying in order to bring programming in schools. Through the external 
actors and their alliances, the policy agenda on programming was circulated 
in mixed policy arenas extending beyond national and institutional spaces and 
towards international and private ones.   

Furthermore, my study demonstrates that the introduction of programming 
in schools was promoted and argued for through a public discourse that 
presented programming as the answer to a number of economic and societal 
issues, while communicating a feeling of immediacy and urgency. The policy 
texts revealed the dominance of economic motives and ideologies behind the 
programming agenda and the marginalization of the societal ones, especially 
in international and municipal policy spaces. 

My research shows that politics of contemporary education policy are 
extending beyond national and institutional borders reconfiguring the way 
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policy is being made and enabling the systematic inclusion of external actors 
and interest groups in policy-making processes. The involvement of various 
actors aspiring to various interests shapes the way education policies are being 
promoted, formed and implemented and points towards the rise of network 
governance in education policy-making.  

Significance of the Study 
The thesis has provided several points of significance for the field of education 
policy. A significant contribution of this thesis lays within education policy-
making and the politics of it. As the way policy-making is taking place within 
a globalized context is constantly changing, the findings make a case for the 
importance of out-of-the-parliament processes and their influence upon 
policy-making. Through this study, a case has been made for the increasing 
complexity characterizing education policy in a globalized context. The policy 
on programming has been assembled in a brief period of time, in a cross-
border movement of partnerships, interests and ideas. Catalysts in introducing 
programming in the education curriculum have been multinational 
corporations and intergovernmental economic organizations. 

Through the policy network on programming, this thesis mapped the 
evolution of the policy agenda on programming in Sweden. It demonstrated 
how the policy on programming has been a result of dynamic policy-making 
involving a wide array of actors. At the same this, this study identified the 
diverse powers that have acted on the curriculum changes, as well as 
showcased the increasingly pervasive involvement of the private sector in 
education policy.  

Another important contribution has been the impact of the local space – i.e. 
the municipality of Stockholm – in aiding the inclusion of programming in the 
Swedish education. The municipal level enabled, created and sustained 
connections between the public and the private sector; connections which 
impacted the implementation of programming in Swedish schools.  

In addition, this study utilized the notion of time as an analytical tool, 
highlighting the significance of time when examining the circulation of public 
policy in transnational arenas. Time signified both how dynamic and rapid the 
policy processes have been, but also how – and when – the policy evolved 
through time and space. To my knowledge, there is lack of research using time 
as an analytical tool in the field of education policy.   

The combination of the two methods, i.e. network ethnography and CDA, 
poses also a significant contribution of this thesis. Studies employing network 
ethnography may engage in text analysis, however the use of CDA allows for 
a deeper investigation on both the production and legitimation of policy but 
also the power dynamics. To my knowledge, is no other study combining 
network ethnography with CDA for the investigation of education policy and 
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its politics. Thus, there was limited foundation upon which I could built the 
research design and strategies. Nevertheless, the contemporary and ever-
changing nature of education politics in the area of educational technology 
calls for new and creative methods in exploring the research field. There is 
need for further research which investigates both the involved actors in 
policies in combination with the discourses employed in legitimatizing those 
policies. 

This thesis is not only of interest in terms of curriculum changes in national 
education curricula. It provides a relatively in-depth analysis of the policy 
networks, the collaborations between institutions, the influential policy-
making and the dominant ideologies in and powers behind contemporary 
education changes in the field of educational technology. The significance of 
this thesis also lays within the lack of a clear and definitive answer and 
towards the embracing of complexity. Policies were once considered to take 
place within the national state. Contemporary policy extends beyond the 
national state and into mixed-policy arenas, both public and private, 
influenced by a configuration of different powers. 

Limitations of the Study 
Much like any other research study, this thesis has its own limitations. Due to 
its limited scope, this study focuses on a specific aspect of politics; one which 
sees politics as a set of processes closely related to power, taking place beyond 
the power of the state and influenced by external actors and arrangements. In 
this approach, the making of education policy may be the ultimate goal, but 
the policy-making is not tied solely to the government and the parliament. 
Instead, it extends beyond them and into mixed policy arenas. This study 
makes a case that the politics of contemporary education policy are wider and 
more complicated than may have been perceived. However – and due to this 
broader approach on politics – there are sides of it that could not be addressed, 
such as the internal procedures that led to the parliamentary decisions 
regarding the curriculum changes.  

A challenge has been in the design of the study and the combination of the 
two research methods. Even though the combining elements from both 
network ethnography and CDA has been a result of an eclectic and informed 
process, it has posed some challenges in bringing the results together. Due to 
the novelty of my methodological approach, I was not able to find many 
relevant references upon which to draw inspiration and built my theoretical 
and methodological framework more rigidly. Nevertheless, I consider this 
constrain a strength in the sense that through the combination of those two 
methods, I could provide insights that complemented each other, such as the 
involvement of external actors and their influence in the construction of the 
public discourse. 
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Another limitation has been in relation to the empirical material. In regards 
to the unfolding of programming’s policy field and the construction of the 
programming network, it is important to underline they included only a part 
of the interactions, relations and activities that took place during the promotion 
of programming in schools. Both the identified policy field and the 
programming network have been space and time specific. While they do 
signify the complexity and nature of contemporary education politics, it is 
implausible to capture their entirety. The choice of the policy texts poses 
another limitation to the findings. Due to the nature of the chosen empirical 
material, the scope of the policy texts was limited. This thesis has been 
interested in the public discourse surrounding the programming agenda. One 
of the research objectives regarding the policy texts has been the identification 
of the ways in which the programming agenda has been promoted and argued 
for. Hence, the policy texts were predominantly public media, public 
communication and promotional texts. This type of policy texts is usually 
characterized by a persuasive character, while they leave little space for 
opposing or critical views. It would have been interesting in a later study to 
study and compare the government archives for parliament discussions and 
motions, which could have shed a different light in the research subject.   

Last but not least, to undertake and conclude this study has required 
insights into different fields of research, and a deep understanding of policy 
and politics in both national and globalized contexts. Thus, the scope of 
discussions may have been compromised compared to the work and 
contributions of more experienced scholars in my field. It is important to keep 
in mind that this thesis has offered one way of examining the most recent 
changes in the Swedish curriculum and one set of interpretations of the policy 
agenda. However, these are not the only ways of examining or thinking about 
this education policy. This is a selective and critical account. Its function is to 
provide with critical approach to the processes leading to the introduction of 
programming in the Swedish curriculum; an approach that attempts to make 
sense of what is happening in contemporary education policy. Furthermore, it 
is important to underline that in research of this nature, a comprehensive 
coverage is impossible. Particular moments, policy texts and connections have 
been chosen that has been regarded as significant by the researcher. 

Reflections for the Future 
In the process of answering questions, this study has also raised many others 
which have not been possible to address or answer here. The increasingly 
pervasive involvement of the private sector in issues of education policy, 
especially ones regarding educational technology, should continue being 
examined through a critical lens. Previous research has been occupied with 
policy networks, education policy and politics and the politics of educational 
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technology. However, there is still much to be explored in order to reach a 
deeper understanding on how educational policies are being shaped or how 
their shaping is being evolved in contemporary years.  

Questions about the implementation of programming in schools and its 
outcomes also need further research. This study has been occupied with issues 
regarding the processes behind the implementation of programming in the 
curriculum. The timing has not been ripe enough for examining the actual 
implementation of programming in schools and the teaching of it. And, while 
some of the reasons why and the processes under which programming was 
introduced in the Swedish curriculum have been addressed, there are still more 
issues revolving around the addition of programming in Swedish education 
that this study did not touch upon. In addition, this thesis had the municipality 
of Stockholm as a starting point. Future work could include the role of other 
municipalities, apart from Stockholm, in establishing programming in 
schools. The fact that Stockholm was the main focus does not mean that other 
municipalities have not played a role in the programming agenda in Sweden.  

Another element that emerged in this thesis has been the way educational 
technology has been promoted, legitimized and argued for. The optimistic and 
positive rhetoric with promises of educational technology solving tomorrow’s 
issues. Yet, this raises the need for us to see past the inspirations and 
enthusiastic rhetoric of digitalization and modernization of education and 
move towards a pragmatic view regarding the implementation of technology 
in schools and its purposes. Furthermore, it is important to raise issues beyond 
the usefulness of learning practical digital skills and towards safety in a 
digitalized world. 
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Svensk Sammanfattning 

Samtida utbildningspolitik sträcker sig bortom nationella och institutionella 
gränser till att innefatta andra politiska arenor där ett brett spektrum av aktörer 
agerar med många olika ändamål och ambitioner. Under de senaste åren har 
en utbildningspolitisk agenda för programmering i skolor introducerats i 
läroplanerna i många nationella utbildningssystem över världen. I mars 2017 
tillkännagav den svenska regeringen sin avsikt att stärka datorkunskapen i 
skolutbildningen genom att lägga till programmering i läroplanen för 
grundskolan som en obligatorisk del av ämnet matematik från och med årskurs 
1. 

Målet med denna avhandling är att bättre förstå den politiska process som 
ledde till att införa programmering i den svenska läroplanen Lgr11/2017, vilka 
aktörer som var involverade samt hur de politiska argumenten utformades och 
fördes fram.  För att göra detta utreder denna avhandling vilka som spelade en 
roll i utformningen av den politiska agendan för programmering samt hur 
denna agenda främjades och spreds i nationella och internationella politiska 
texter. Avhandlingen mynnar ut i en ökad förståelse av hur denna förändring 
angående programmering i den svenska läroplanen förhåller sig till nationell 
och internationell utbildningspolitik. 

I mera detalj så fokuserar avhandlingen inledningsvis på de politiska 
aktörerna och arenorna för att utreda vilka som påverkade beslutet att 
introducera programmering i den nya läroplanen för svensk utbildning. I nästa 
steg studeras språkbruket i policytexterna och hur den politiska agendan 
byggts upp för att sedan, genom tolkning av materialet, ansluta till och 
fördjupa den tidigare analysen. Mot denna bakgrund och med hjälp av den 
teoretiska grunden för denna avhandling, är målet att förklara och förstå hur 
de nya riktlinjerna för programmering i den svenska läroplanen förhåller sig 
till internationell och nationell utbildningspolitik. Med andra ord försöker 
denna avhandling ta reda på svaret på frågorna vem, var, när, och hur 
programmering kom upp på den utbildningspolitiska agendan och 
introducerades i läroplanen för svenska grundskolan. 
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Del I: Introduktion, bakgrund och tidigare forskning 
I den första delen av avhandlingen presenteras och situeras forskningsämnet i 
det svenska utbildningssystemet med hänvisning till utvecklingen av 
datorkunskap i svensk utbildning. Dessutom presenteras de kunskapsområden 
som är relevants för forskningsämnet. I dessa ingår tidigare forskning om 
begreppet globalisering; nationalstatens förändrade roll och övergången från 
regering till styrning; definitioner av vad som skall betraktas som policy 
respektive politik; och utbildningsteknik som ett område inom 
utbildningspolitiken. 

Del II: Teoretisk och metodologisk ram 
I avhandlingens följande del introduceras de teoretiska och metodologiska 
ramarna. Denna avhandling intar en kritisk hållning till politik och 
problematiserar över policybildningsprocesser. Utifrån ett kritiskt 
förhållningssätt placeras utbildningspolitiken i ett bredare socio-politiskt 
sammanhang (Ball, 1993), där verkligheten tolkas socialt genom aktörer, 
medier, institutioner och samhälle. En kombination av teorier och teoretiska 
begrepp har valts ut och använts för undersökning av forskningsämnet. I denna 
avhandling har en utvecklad konceptualisering av policy baserad på Ball 
(1993) i kombination med Faircloughs (Fairclough, 1993, 2003, 2012) 
ramverk för kritisk diskursanalys (CDA) gett den teoretiska grunden för 
tillämpning på det empiriska materialet. 

Metoderna nätverksetnografi och CDA har använts för analys av det 
empiriska materialet. Nätverksetnografi är en analytisk teknik som lånar in 
element från etnografi och analys av sociala nätverk för att studera samtida 
politik och styrningsstrukturer (Player-Koro, 2019). Det innebär en 
kartläggning av policyfältet med hjälp av kvalitativa data. Metoden 
tillämpades genom djupa och omfattande internetsökningar och 
semistrukturerade intervjuer för insamling av empiriskt material följt av en 
kartläggning och sammankoppling av aktörerna och deras relationer i en 
nätverksstruktur. Det empiriska material som använts för den 
nätverksetnografiska delen av avhandlingen bestod av: (i) omfattande 
internetsökningar av de internetbaserade kommunikationskanaler som 
aktörerna använde för att marknadsföra, vidmakthålla och utveckla 
kommunikation inom nätverket; och (ii) inspelade och transkriberade 
halvstrukturerade intervjuer med centrala politiska aktörer. Detta empiriska 
material användes för att kartlägga policyområdet och för att konstruera 
policynätverket angående programmering. 

CDA är ett tillvägagångssätt för diskursanalys som utvecklats av 
Fairclough (2003, 2010). Med diskursanalys menar vi att studera och 
analysera språkbruk. En tillämpning av CDA möjliggör en systematisk analys 
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av både hur språket används och en tolkning av hur språket påverkar de 
sammanhang där det förekommer och varför. Det empiriska material som 
användes för CDA-delen av avhandlingen bestod av pressmeddelanden, 
öppna brev och debattartiklar om programmering som publicerades antingen 
av internationella organisationer och organismer, eller författade av lokala och 
nationella politiker och åtkomliga genom regeringens webbsidor. De utvalda 
politiska texterna verkar inom området politisk kommunikation och skall 
uppfattas som en del av processen för politiskt inflytande och skapandet av en 
offentlig diskurs för att främja en politisk agenda. 

Del III: Resultater 
I det första avsnittet av denna del rubricerat Att reda ut policynätverket 
avseende programmering tillämpas forskningsmetoden nätverksetnografi för 
att undersöka vem som spelade en roll i utformningen av den politiska agendan 
för programmering. I detta skede bygger analysen på begreppen aktörer och 
nätverk. Detta material lästes och undersöktes noggrant för att identifiera, 
organisera och beskriva vilka aktörer som var involverade i programmerings 
agendan och hur de var relaterade. I det följande avsnittet under titeln 
Policytexternas uppbyggnad analyseras policytexterna. Här används CDA för 
att undersöka hur och när den politiska agendan för programmering byggts 
upp. I detta skede bestod det empiriska materialet av pressmeddelanden, 
öppna brev och debattartiklar som publicerats antingen av internationella 
organisationer och organismer som Europeiska kommissionen och European 
Schoolnet (EUN), eller som var författade av lokala och nationella politiker. 
De nåddes genom regeringens webbsidor. Det tredje avsnittet Att förstå 
läroplansförändringen är en syntes av de två föregående avsnitten, och 
innefattar en sammanställning och tolkning av resultaten. 

Denna avhandling handlar om frågor rörande politik och beslutsfattande 
inom utbildning i anledning av de senaste ändringarna i den svenska 
läroplanen för grundskolan genom vilket programmering introduceras som ett 
lärande element. Drivkraften för denna avhandling har varit att förstå hur det 
utbildningsteknologiska landskapet i den svenska skolan kommit att förändras 
genom att programmering introducerats i den nationella läroplanen som ett 
lärande inslag från och med grundskolans första klass. Avsikten har varit att 
förstå politiken bakom införandet av programmering i läroplanen både genom 
att identifiera de aktörer som var involverade i de politiska processerna, men 
också genom att analysera nationella och internationella politiska texter 
angående frågan om programmering som läroämne i skolan. Analysen i denna 
avhandling visar hur politiken utvecklades på kommunal, nationell och 
internationell nivå, samtidigt som den klarlägger den snabba och dynamiska 
karaktären av beslutsfattandet och mångfalden av krafter som bidragit till att 
introducera programmering i den svenska skolutbildningen. Utom-
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parlamentariska processer och offentliga diskurser har tagits på allvar i detta 
sammanhang för att ge en bredare bild av hur samtida utbildningspolitik - 
särskilt inom utbildningsteknologi – skapas. 

Programmeringsnätverket utforskas med hjälp av nätverksetnografi. 
Därmed påvisas de externa aktörernas deltagande i beslutsprocessen och den 
markanta närvaron av aktörer från den privata sektorn. Undersökningen visar 
att processerna som ledde till att programmering inkluderades i den svenska 
läroplanen påverkats av ett stort antal aktörer, inklusive statliga och 
mellanstatliga myndigheter, nationella och multinationella företag, ideella 
organisationer och utbildningsinstitutioner. Externa aktörer både påverkade 
och deltog i de beslutsfattande processerna; de bildade allianser med varandra 
och formade sig i en lobby för att introducera programmering i skolor. Genom 
de externa aktörerna och deras allianser spreds den politiska agendan till 
förmån för programmering på många olika politiska arenor bortom de 
nationella och institutionella mot internationella och privata arenor. 

Diskursanalysen av texterna visar hur introduktionen av programmering i 
svensk utbildning legitimerats och att agendan drevs av ekonomiska motiv. 
Denna studie visar att introduktionen av programmering i skolor främjades 
och argumenterades för genom en offentlig diskurs som presenterade 
programmering som svaret på ett antal ekonomiska och samhälleliga frågor, 
samtidigt som den förmedlade ett behov av ett omedelbart och brådskande 
beslut i denna fråga. Analysen av de politiska texterna visade hur 
programmeringsagendan kom att domineras av ekonomiska motiv på 
bekostnad av de samhälleliga motiven, särskilt på de internationella och 
kommunala politiska arenorna. 

Vad denna avhandling visar är det inte bara funnits en kraft som drivit 
igenom förändringarna i den nya läroplanen, särskilt vad gäller introduktionen 
av programmering, utan att flera olika maktcentra varit pådrivande. Dessa 
centra innefattar statliga enheter men även globala imperativ emanerande från 
internationella organisationer och mellanstatliga myndigheter; privata företag 
och multinationella företag. Dessutom visar resultaten att de senaste svenska 
läroplansändringarna har influerats av nyliberala argument som påverkat både 
hur politiken avseende programmering sammanställts och cirkulerats, men 
också hur agendan avseende programmering presenterats och argumenterats 
för. Forskningen i denna avhandling visar att samtida utbildningspolitik 
sträcker sig bortom nationella och institutionella gränser vilket förändrat hur 
politiska frågor skapas bland annat genom att externa aktörer och 
intressegrupper systematiskt inkluderas i de beslutsfattande processerna. 
Engagemanget från olika aktörer som strävar efter olika intressen formar hur 
utbildningspolitik främjas, utformas och genomförs och pekar mot en ökad 
nätverksstyrning av utbildningspolitiken. 
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Del IV: Avslutande kommentarer 
Titeln på denna avhandling är samtidigt dess övergripande mål: att förstå 
politiken bakom introduktionen av programmering i den svenska läroplanen i 
relation till samtida utbildningspolitik. Centrala temata för denna avhandling 
är utbildningspolitik i nationella och internationella sammanhang, hur 
politiska frågor sprids och formas samt på vilka arenor dessa frågor tar form 
och får sitt innehåll. Genom att försöka förstå processen blir det mer och mer 
tydligt i vilken utsträckning tredjepartsintressen och ekonomiska motiv 
dominerar samtida utbildning och utbildningspolitik. Läroplanändringar 
legitimeras genom att betona utbildningens roll som en ekonomisk resurs och 
som en producent av kvalificerad arbetskraft i den ekonomiska tillväxtens 
namn. Dessutom läggs värden som konkurrenskraft, entreprenörskap och 
innovation in i utbildningen som mål att sträva efter. De ekonomiska 
ändamålen med utbildning tar stor plats, medan de sociala motiven för 
utbildning tonas ner. 

Som resultaten visar är samtida utbildningspolitik, särskilt vad gäller 
utbildningsteknologi, ett resultat av en politik som inte längre begränsas av 
regeringars ramar och statliga ageranden. I stället innefattar politisk 
verksamhet att involvera och uppmuntra att många aktörer med olika roller, 
makt och intressen deltar i processen. En gång i tiden utvecklades politik 
främst av regeringar inom de nationella gränserna, men så är det inte längre. 
Och medan nationella regeringar får mindre och mindre kontroll över 
processerna för att utveckla och besluta om sin egen politik, ökar frågan om 
styrning inom utbildning. Vad denna studie har påvisat är den ökande 
komplexiteten och omfattningen av den nutida utbildningspolitiken, särskilt 
vad gäller utbildningsteknologi. 
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Ελληνική Περίληψη 

 
 

 
Η πολιτική της σύγχρονης εκπαίδευσης εκτείνεται πέρα από εθνικά και 
θεσµικά σύνορα σε αρένες µεικτής πολιτικής που περιλαµβάνουν ένα ευρύ 
φάσµα δραστών µε τους δικούς τους σκοπούς και φιλοδοξίες. Τα τελευταία 
χρόνια, µια ατζέντα εκπαιδευτικής πολιτικής σχετικά µε την διδασκαλία του 
προγραµµατισµού στα σχολεία έχει εισαχθεί σε διάφορα εθνικά εκπαιδευτικά 
συστήµατα καθώς και στα προγράµµατα σπουδών τους σε όλο τον κόσµο. 
Τον Μάρτιο του 2017, η σουηδική κυβέρνηση ανακοίνωσε την απόφασή της 
να ενισχύσει την ψηφιοποίηση της εκπαίδευσης και να προσθέσει τον 
προγραµµατισµό στο πρόγραµµα σπουδών ως υποχρεωτικό στοιχείο 
διδασκαλίας στο µάθηµα των µαθηµατικών ξεκινώντας από την πρώτη τάξη 
του δηµοτικού. Αυτή η διδακτορική διατριβή διερευνά τις πρόσφατες αλλαγές 
στο σουηδικό πρόγραµµα σπουδών (Lgr11/2017) σχετικά µε την προσθήκη 
του προγραµµατισµού στα σχολεία. Ιδιαίτερο ενδιαφέρον παρουσιάζουν οι 
πολιτικές διαδικασίες που έλαβαν χώρα κατά τη διάρκεια της λήψης αυτής 
της απόφασης. Ειδικότερα, οι διαδικασίες λήψης αποφάσεων, οι 
εµπλεκόµενοι συντελεστές ή αλλιώς δράστες, καθώς και οι τρόποι µε τους 
οποίους διαµορφώθηκε και προωθήθηκε δηµοσίως η πολιτική απόφαση. Ο 
στόχος της διατριβής αυτής είναι να κατανοήσει την πολιτική πίσω από τις 
πρόσφατες αλλαγές στο σουηδικό πρόγραµµα σπουδών σχετικά µε την 
ενίσχυση της ψηφιοποίησης της εκπαίδευσης και να µελετήσει την προσθήκη 
του προγραµµατισµού ως στοιχείο  διδασκαλίας. Για να γίνει αυτό, η διατριβή 
διερευνά ποιος έπαιξε ρόλο στη διαµόρφωση της εκπαιδευτικής ατζέντας 
όσον αφορά στην ένταξη του προγραµµατισµού στο σουηδικό πρόγραµµα 
σπουδών, προσδιορίζει τον τρόπο προώθησης και διάδοσης αυτής της 
εκπαιδευτικής ατζέντας σε εθνικά και διεθνή κείµενα πολιτικής· και, τέλος, 
συµβάλλει στην καλύτερη κατανόηση του πρόσφατα αναθεωρηµένου 
προγράµµατος σπουδών της Σουηδίας για την ψηφιοποίηση σε σχέση µε την 
εθνική και διεθνή εκπαιδευτική πολιτική. 
Αναλυτικότερα, ο πρώτος στόχος αφορά στους δράστες και στους χώρους 

στους οποίους διακινήθηκε η πολιτική του προγραµµατισµού. Ο στοχος αυτός 
εστιάζει στο ερώτηµα ποιοι επηρέασαν την προσθήκη του προγραµµατισµού 
στη σουηδική εκπαίδευση και πού. Ο δεύτερος στόχος εστιάζει στη χρήση της 
γλώσσας και στον τρόπο µε τον οποίο η ατζέντα πολιτικής προωθήθηκε µέσω 
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πολιτικών κειµένων καθώς και στο πότε εκδόθηκαν αυτά τα πολιτικά κείµενα. 
Ο τρίτος στόχος είναι ερµηνευτικός και επιδιώκει να συνδέσει τους ανωτέρω 
στόχους και να τους επεκτείνει περαιτέρω. Πιο συγκεκριµένα, µε βάση τα δύο 
παραπάνω ερωτήµατα και αντλώντας από το θεωρητικό υπόβαθρο της 
διατριβής αυτής, ο τρίτος στόχος σκοπεύει να παράσχει µια επεξήγηση και 
ερµηνεία του νέου σουηδικού προγράµµατος σπουδών για την ψηφιοποίηση 
και τον προγραµµατισµό σε σχέση µε τη διεθνή και εθνική εκπαιδευτική 
πολιτική. Με άλλα λόγια, αυτή η διατριβή επιχειρεί να απαντήσει στο ποιοι, 
πού, πότε και πώς της εκπαιδευτικής πολιτικής ατζέντας στον 
προγραµµατισµό. 

Μέρος Ι: Εισαγωγή, Ιστορικό και Προηγούµενη Έρευνα  
Στο πρώτο µέρος της διατριβής αυτής, το ερευνητικό αντικείµενο 
παρουσιάζεται και τοποθετείται στο ευρύτερο πλαίσο του σουηδικού 
εκπαιδευτικού σύστηµατος, καθώς και την ψηφιοποίηση αυτού. Επιπλέον, 
παρουσιάζεται το ερευνητικό πεδίο που σχετίζεται µε το ερευνητικό 
αντικείµενο. Το πεδίο αυτό περιλαµβάνει προηγούµενη έρευνα σχετικά µε: το 
φαινόµενο της παγκοσµιοποίησης· τον µεταβαλλόµενο ρόλο του κράτους και 
τη µετάβαση από την κυβέρνηση στη διακυβέρνηση · ορισµούς του όρου 
«πολιτική»· και την εκπαιδευτική τεχνολογία ως τοµέα της εκπαιδευτικής 
πολιτικής.  

Μέρος II: Θεωρητικό και µεθοδολογικό πλαίσιο  
Στο τρίτο µέρος της διατριβής παρουσιάζονται τα θεωρητικά και 
µεθοδολογικά πλαίσια αυτής. Η εν λόγω διατριβή υιοθετεί µια κριτική στάση 
απέναντι στην εκπαιδευτική πολιτική και µια στάση προβληµατισµού ως προς 
τις διαδικασίες διαµόρφωσης της. Με βάση την κριτική προσέγγιση, η 
εκπαιδευτική πολιτική τοποθετείται σε ένα ευρύτερο κοινωνικοπολιτικό 
πλαίσιο (Ball, 1993), όπου η πραγµατικότητα ερµηνεύεται µέσα από µία 
κοινωνική σκοπιά µέσω παραγόντων, µέσων ενηµέρωσης, θεσµών και 
κοινωνίας. Ένας συνδυασµός θεωριών και θεωρητικών εννοιών έχει επιλεχθεί 
για τη διερεύνηση του ερευνητικού αντικειµένου. Πιο συγκεκριµένα, η 
εννοιολόγηση του όρου «πολιτική» όπως αναπτύχθηκε από τον Ball (1993) 
σε συνδυασµό µε το θεωρητικό πλαίσιο της κριτικής ανάλυσης λόγου 
(Critical Discourse Analysis ή CDA) όπως αναπτύχθηκε από τον Fairclough 
(Fairclough, 1993, 2003, 2012) παρείχαν τη θεωρητική βάση για την 
προσέγγιση και ανάλυση του εµπειρικού υλικού. 
Οι µέθοδοι που χρησιµοποιήθηκαν για την ανάλυση του ερευνητικού 

υλικού ήταν αυτές της εθνογραφίας δικτύου (network ethnography) και της 
κριτικής ανάλυσης λόγου. Η εθνογραφία δικτύου είναι µια τεχνική ανάλυσης 



169 

που δανείζεται στοιχεία από την εθνογραφία και την ανάλυση κοινωνικών 
δικτύων για τη µελέτη σύγχρονων δοµών πολιτικής και διακυβέρνησης 
(Player-Koro, 2019). Στην εθνογραφία δικτύου χρησιµοποιούνται ποιοτικά 
δεδοµένα για τη χαρτογράφηση του πεδίου πολιτικής (policy field), δηλαδή 
του χώρο µέσα στον οποίο η πολιτική αναπτύσσεται και διαµορφώνεται. Για 
τη συλλογή εµπειρικού υλικού για την εθνογραφία δικτύου εφαρµόστηκαν 
εκτεταµένες αναζητήσεις στο Διαδίκτυο καθώς και ηµι-δοµηµένες 
συνεντεύξεις µε καίριους παράγοντες που έπαιξαν ρόλο στη διαµόρφωση της 
πολιτικής ατζέντας του προγραµµατισµού. Τη συλλογή εµπειρικού υλικού 
ακολούθησε η χαρτογράφηση του πεδίου πολιτικής µε βάση την οποία 
εντοπίστηκαν δράστες που έπαιξαν ρόλο στην ένταξη του προγραµµατισµού 
στα σουηδικά σχολεία και η µεταξύ τους σχέση. Αυτές οι σχέσεις ή συνδέσεις 
µεταξύ των δραστών χρησιµοποιήθηκαν για τη δηµιουργία του δικτύου 
πολιτικής (policy network). Το εµπειρικό υλικό που χρησιµοποιήθηκε για το 
µέρος της εθνογραφίας δικτύου περιλαµβάνει: (i) εκτεταµένες αναζητήσεις 
στο Διαδίκτυο των καναλιών επικοινωνίας που χρησιµοποιήθηκαν από τους 
δράστες για την προώθηση, διατήρηση και επικοινωνία εντός του δικτύου 
πολιτικής· και (ii) ηχογραφηµένες ηµιδοµηµένες συνεντεύξεις. Μετέπειτα, 
αυτό το εµπερικό υλικό χρησιµοποιήθηκε για τη χαρτογράφηση του πεδίου 
πολιτικής και την κατασκευή του δικτύου πολιτικής του προγραµµατισµού.  
Η κριτική ανάλυση λόγου είναι µια προσέγγιση στην ανάλυση του λόγου 

όπως αναπτύχθηκε από τον Fairclough (2003, 2010). Με την ανάλυση λόγου 
εννοούµε τη µελέτη και ανάλυση των χρήσεων της γλώσσας. Η κριτική 
ανάλυση λόγου επιτρέπει παράλληλα τη συστηµατική ανάλυση των χρήσεων 
της γλώσσας και την ερµηνεία των τρόπων µε τους οποίους η γλώσσα ασκεί 
επιρροή σε κοινωνικά και πολιτικά πλαίσια. Το εµπειρικό υλικό που 
χρησιµοποιήθηκε για την κριτική ανάλυση λόγου περιλαµβάνει δελτία τύπου, 
ανοιχτές επιστολές και άρθρα δηµόσιας συζήτησης σχετικά µε τον 
προγραµµατισµό που δηµοσιεύθηκαν είτε σε διεθνή είτε σε εθνικά και τοπικά 
µέσα επικοινωνίας, όπως τις ιστοσελίδες της Ευρωπαϊκής Επιτροπής και της 
Σουηδικής κυβέρνησης. Τα επιλεγµένα κείµενα πολιτικής που 
χρησιµοποιήθηκαν για ανάλυση θεωρούνται µέρος των διαδικασιών 
πολιτικής επιρροής και της δόµησης του δηµόσιου λόγου για την προώθηση 
της πολιτικής του προγραµµατισµού.  

Μέρος ΙΙΙ: Ευρήµατα  
Στην πρώτη ενότητα των ευρηµάτων µε τίτλο Ξετυλίγοντας το δίκτυο 
πολιτικής του προγραµµατισµού, χρησιµοποιήθηκε η µέθοδος της εθνογραφίας 
δικτύου για να διερευνηθεί ποιος έπαιξε ρόλο στη διαµόρφωση της 
εκπαιδευτικής πολιτικής ατζέντας για τον προγραµµατισµό και που 
διαµορφώθηκε αυτή η πολιτική. Η ανάλυση σε αυτό το στάδιο διαµορφώθηκε 
από τις έννοιες «δράστης» και «δίκτυο». Το υλικό αυτό στη συνέχεια 



170 

υποβλήθηκε σε προσεκτική εξέταση και λεπτοµερή ανάγνωση για τον 
εντοπισµό, την οργάνωση και την περιγραφή των δραστών που συντέλεσαν 
στη διαµόρφωση της ατζέντας του προγραµµατισµού, καθώς και των µεταξύ 
τους σχέσεων. Στη δεύτερη ενότητα µε τίτλο Αποδόµηση των πολιτικών 
κειµένων, τα κείµενα πολιτικής αναλύθηκαν χρησιµοποιώντας τη µέθοδο της 
κριτικής ανάλυσης λόγου για τη διερεύνηση του πώς προωθήθηκε η πολιτική 
ατζέντα του προγραµµατισµού µέσω του δηµοσίου λόγου καθώς και το πότε 
έλαβε χώρα αυτή η προώθηση. Το εµπειρικό υλικό για αυτό το στάδιο 
περιελάµβανε δελτία τύπου, ανοικτές επιστολές και άρθρα συζήτησης που 
δηµοσιεύτηκαν είτε από διεθνείς οργανισµούς και οργανισµούς όπως η 
Ευρωπαϊκή Επιτροπή και το Ευρωπαϊκό Σχολικό Δίκτυο, είτε άρθρα που 
δηµοσιεύτηκαν σε εθνικά και τοπικά µέσα ενηµέρωσης και ανακτήθηκαν 
µέσα από την ιστοσελίδα της σουηδικής κυβέρνησης. Η τρίτη ενότητα µε 
τίτλο Κατανόηση των αλλαγών του προγράµµατος σπουδών λειτούργησε ως 
σύνθεση των δύο προηγούµενων ενοτήτων, όπου τα ευρήµατα 
συγκεντρώθηκαν, συνοψίσθηκαν και ερµηνεύτηκαν.   
Μέσω της ανάλυσης του εµπειρικού υλικού εξετάσθηκαν θέµατα 

εκπαιδευτικής πολιτικής και χάραξης πολιτικής σχετικά µε τις πρόσφατες 
αλλαγές του προγράµµατος σπουδών στη Σουηδία και την ένταξη του 
προγραµµατισµού ως διδακτικού αντικειµένου µε εφαρµογή από την πρώτη 
τάξη του δηµοτικού. Αυτή η διατριβή είχε σαν στόχο τον προσδιορισµό των 
πολιτικών διαδικασιών πίσω από την εισαγωγή του προγραµµατισµού στα 
σουηδικά σχολεία. Ο στόχος επετεύχθη µέσω του εντοπισµού των δραστών 
που συνετέλεσαν στις διαδικασίες πολιτικής, όσο και µέσω της ανάλυσης 
εθνικών και διεθνών πολιτικών κειµένων σχετικά µε τον προγραµµατισµό 
στην εκπαίδευση. Τα ευρήµατα της διατριβής αυτής έδειξαν ότι η 
εκπαιδευτική πολιτική του προγραµµατισµού ξεδιπλώθηκε σε δηµοτικό, 
εθνικό και διεθνές επίπεδο µε υποκινητικές διαδικασίες να λαµβάνουν χώρα 
τόσο στο δήµο της Στοκχόλµης όσο και σε εθνικούς και διεθνείς κύκλους 
επιρροής. Παράλληλα, τα ευρήµατα υπέδειξαν την ταχεία και δυναµική φύση 
της χάραξης πολιτικής, καθώς και την πληθώρα των δραστών που 
συνετέλεσαν στην ένταξη του προγραµµατισµού στο σουηδικό πρόγραµµα 
σπουδών. Σε αυτά τα ευρήµατα, σηµαντική θέση κατέλαβαν τόσο οι 
εξωκοινοβουλευτικές διαδικασίες όσο και ο δηµόσιος λόγος που δοµήθηκε 
για την προώθηση της πολιτικής, προκειµένου να δοθεί µια ευρύτερη εικόνα 
ως προς τους τρόπους διαµόρφωσης της σύγχρονης εκπαιδευτικής πολιτικής 
– ειδικά όσον αφορά στον τοµέα της εκπαιδευτικής τεχνολογίας. 
Με τη βοήθεια της εθνογραφίας δικτύου, το δίκτυο πολιτικης του 

προγραµµατισµού υπέδειξε την αυξηµένη συµµετοχή εξωτερικών δραστών 
κατά τη διαδικασία χάραξης πολιτικής, όπως και την ισχυρή παρουσία 
δραστών από τον ιδιωτικό τοµέα. Μέσω των ευρηµάτων παρατηρήθηκε ότι 
ένας µεγάλος αριθµός δραστών ενεπλάκησαν και επηρέασαν την ένταξη του 
προγραµµατισµού στα σουηδικά σχολεία, συµπεριλαµβανοµένων 
κυβερνητικών και διακυβερνητικών οργανισµών, εθνικών και πολυεθνικών 
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εταιρειών, µη κερδοσκοπικών οργανισµών και εκπαιδευτικών ιδρυµάτων. Οι 
διαδικασίες χάραξης πολιτικής επηρεάστηκαν και διαµορφώθηκαν από 
εξωτερικούς δράστες µέσω χρηµατοδοτήσεων ή µέσω της συµµετοχής τους 
σε επιτροπές, τον σχηµατισµό συµµαχιών µεταξύ τους και την άσκηση 
πιέσεων για να εισαχθεί ο προγραµµατισµός στα σχολεία. Με τη συνεισφορά 
αυτών των εξωτερικών ως προς την εκπαίδευση δραστών και των µεταξύ τους 
συµµαχιών, η πολιτική ατζέντα για τον προγραµµατισµό διακινήθηκε σε 
µεικτές αρένες πολιτικής που επεκτάθηκαν πέρα από εθνικά και θεσµικά 
σύνορα και προς διεθνείς και ιδιωτικούς χώρους.  
Όσον αφορά στην κριτική ανάλυσης λόγου, η ανάλυση των πολιτικών 

κειµένων συνετέλεσε στη διερεύνση των τρόπων προώθησης της απόφασης 
να εισαχθεί ο προγραµµατισµός στο πρόγραµµα σπουδών. Μέσω της 
ανάλυσης των κειµένων, αποκαλύφθηκε ότι η ατζέντα του προγραµµατισµού 
ήταν καθοδηγούµενη από έναν συνδυασµό κοινωνικών και οικονοµικών 
κινήτρων, µε τα οικονοµικά κίνητρα να έχουν µια επικρατούσα θέση. Η 
έρευνα υπέδειξε ότι η ένταξη του προγραµµατισµού στα σχολεία προωθήθηκε 
µέσω ενός δοµηµένου δηµοσίου λόγου βάσει του οποίου ο προγραµµατισµός 
προβλήθηκε ως η απάντηση σε µια πληθώρα οικονοµικών και κοινωνικών 
ζητηµάτων και ως ένα θέµα επείγουσας φύσης. Επιπροσθέτως, τα πολιτικά 
κείµενα επέξειδαν την κυριαρχία των οικονοµικών φιλελεύθερων ιδεολογιών 
και κινήτρων πίσω από την ατζέντα του προγραµµατισµού και την παράλληλη 
περιθωριοποίηση των κοινωνικών ιδεολογιών και κινήτρων, ιδίως όσον 
αφορά στα διεθνή και δηµοτικά πολιτικά κείµενα.  
Ένα από τα συµπεράσµατα αυτής της διατριβής είναι ότι δεν υπάρχει µόνο 

ένα κέντρο εξουσίας και επιρροής πίσω από τις πρόσφατες αλλαγές στο 
σουδικό πρόγραµµα σπουδών και την προσθήκη του προγραµµατισµού σε 
αυτό, όπως για παράδειγµα η σουηδική κυβέρνηση. Αντ’αυτού, υπάρχουν 
πολλαπλά κέντρα εξουσίας, όπως: παγκόσµιες προσταγές µέσω διεθνών και 
διακυβερνητικών οργανισµών, ιδιωτικές εταιρείες και πολυεθνικές εταιρείες, 
και το κράτος. Επιπλέον, τα ευρήµατα υποδεικνύουν ότι οι πρόσφατες 
αλλαγές στο πρόγραµµα σπουδών στη Σουηδία είναι επηρεασµένες από 
νεοφιλελεύθερες ιδεολογίες που διαµόρφωσαν τόσο τον τρόπο χάραξης της 
πολιτικής προγραµµατισµού, όσο και τον τρόπο προώθησης της ατζέντας του 
προγραµµατισµού. Η έρευνα αυτή εισηγείται ότι η πολιτική της σύγχρονης 
εκπαιδευτικής πολιτικής εκτείνεται πέρα από εθνικά και θεσµικά σύνορα, 
επαναδιαµορφώνοντας τον τρόπο µε τον οποίο η πολιτική χαράσσεται και 
ενθαρρύνοντας τη συστηµατική ένταξη εξωτερικών δραστών και οµάδων 
συµφερόντων στις διαδικασίες διαµόρφωσης και διεκπεραίωσης της 
εκπαιδετικής πολιτικής. Η εµπλοκή πολλών και διαφορετικών εξωτερικών 
δραστών, οι οποίοι εκπροσωπούν τα δικά τους συµφέροντα και φιλοδοξίες, 
διαµορφώνει τον τρόπο µε τον οποίου δηµιουργείται, διαµορφώνεται, 
προωθείται και εφαρµόζεται η εκπαιδευτική πολιτική. Επιπλέον, τα ανωτέρω 
υποδεικνύουν την άνοδο της διακυβέρνησης µέσω δικτύων (network 
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governance) στη χάραξη πολιτικής στην εκπαίδευση, ιδίως στην εκπαιδευτική 
τεχνολογία.  

Μέρος IV: Συµπερασµατικές παρατηρήσεις 
Ο τίτλος της διατριβής αυτής υπήρξε και ο πρωταρχικός της στόχος· η 
κατανόηση των διαδικασιών της σύγχρονης εκπαιδευτικής πολιτικής µέσω 
της διερεύνησης της προσθήκης του προγραµµατισµού στο σουηδικό 
πρόγραµµα σπουδών. Κεντρικό θέµα αυτής της διατριβής υπήρξε η χάραξη 
της εκπαιδευτικής πολιτικής σε εθνικά και διεθνή πλαίσια, µε την παράλληλη 
θίξη θεµάτων διακίνησης και χάραξης πολιτικής και τους γεωγραφικούς και 
θεσµικούς χώρους στους οποίους η πολιτκή αυτή διακινήθηκε και 
διαµορφώθηκε. Μέσα από τα ευρήµατα έγινε σαφές πως τα συµφέροντα 
τρίτων προσώπων και οι οικονοµικές ιδεολογίες καταλαµβάνουν µια 
κυρίαρχη θέση στη σύχρονη πολιτική  της εκπαίδευσης. Στην περίπτωση 
αυτής της διατριβής, η ένταξη του προγραµµατισµού στα σουηδικά σχολεία 
υποστηρίχθηκε µέσω του ρόλου της εκπαίδευσης ως οικονοµικού πόρου και 
ως δηµιουργού εξειδικευµένου εργατικού δυναµικού στο όνοµα της 
οικονοµικής ανάπτυξης. Επιπλέον αξίες όπως αυτές της ανταγωνιστικότητας, 
επιχειρηµατικότητας και καινοτοµίας έχουν ενσωµατωθεί στον δηµόσιο λόγο 
για την εκπαίδευση ως επιθυµητοί στόχοι προς επίτευξη. Είναι ενδιαφέρον το 
γεγονός ότι, µέσω της διευρεύνησης του τρόπου µε τον οποίο η εκπαιδευτική 
πολιτική του προγραµµατισµού ξετυλίχθηκε και προωθήθηκε, τα οικονοµικά 
κίνητρα και ιδεολογίες της εκπαίδευσης έπαιξαν πρωταγωνιστικό ρόλο, ενώ 
τα κοινωνικά κίνητρα δευτερεύοντα, κάνοντας µνεία στον πρωταρχικό ρόλο 
της εκπαίδευσης.  
Η σύγχρονη εκπαιδευτική πολιτική, ιδίως στον τοµέα της εκπαιδευτικής 

τεχνολογίας, είναι το αποτέλεσµα µιας πολιτικής που δεν περιορίζεται πλέον 
στα πλαίσια των εθνικών κυβερνήσεων και στα εθνικά σύνορα. Αντιθέτως, οι 
πολιτικές δραστηριότητες επεκτείνονται και περιλαµβάνουν την εµπλοκή 
πολλών και διαφόρων δραστών µε τη δική τους εξουσία και συµφέροντα. Οι 
πολιτικές αποφάσεις για την εκπαίδευση µπορεί κάποτε να αναπτύσσονταν 
αποκλειστικά από την κυβέρνηση εντός των εθνικών συνόρων, παρόλα αυτά 
αυτό δεν ισχύει πλέον Και ενώ οι εθνικές κυβερνήσεις διατηρούν τον έλεγχο 
της λήψης των αποφάσεων, τα θέµατα διακυβέρνησης στην εκπαίδευση 
αυξάνονται. Η διατριβή αυτή καθιστά σαφή την πολυπλοκότητα και τη 
διασκόρπιση των διαδικασιών της εκπαιδευτικής πολιτικής, ειδικά στον 
τοµέα της εκπαιδευτικής τεχνολογίας. 
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