Of these three, what was the biggest problem for you while you were teaching online?/
Af pessu prennu, hvert var steersta vandamalid sem p( rakst & i fjarkennslu?

26 responses

Figure 5: Survey subjects comment on typical
issues with the online teaching format.
(26 out of 28 participants)

support should have been more balanced

to allow teachers to cope better with issues
of engagement, motivation, isolation, and
mental health management in the classroom
in the new, more impersonal teaching and
learning format.

In general, 75% of instructors had tried at
least one new thing pedagogically during the
remote emergency teaching period. More
than 75% agreed that they would incorporate
the new activities or teaching methods they
had gained from the pandemic experience
when the university returned to face-to-face
teaching. Very few had no intention at all

of using the new technology, techniques,

or skills they had acquired for their online
courses (See Figure 6).

The final survey question provided open space
for respondents to amplify any other issues
not directly addressed in the survey. Again,
themes of mental health concerns for both
students and teachers appeared. One respond-
ent summarized,

"The time was primarily spent on creating

a space for communication and a room for
students to express themselves in every class.
Therefore, it was difficult to stick to the
syllabus and get over everything planned.

Students talked a lot about stress, insecurity
and anxiety."

Another reply focused on the lack of proper
support or oversight from higher up within
the department.

I ended up being on camera every day due
to my schedule with Zoom and recording
lectures which is not easy from home with
little space to create a steady workspace.

Making space for everyone in my
classes was a lot of overtime for me that
the department will never know or ac-
knowledge as they have no way of mon-
itoring it, and I 'wasn't checked in with.
It was a bit disheartening professionally,
but my priority was to do everything

I possibly could to help these students
and keep them from dropping the class
or dropping out. I'm not even sure how
this could be dealt with as I recognize
this is a crisis for literally everyone.

Luckily, I'm in a very different position
this semester with teaching less, so it's
not as bleak. But I feel like ' 'I'm still
recovering from the fall, the extreme
isolation, and nearly working myself
into a burnout simply to stay afloat.

Will you continue the new activites or teaching methods that you learned online when you are back

in your face to face classes in the future (e.g. will you continue to record lectures in order to free upp
time in class for other things)? Munt pa halda &fram med paer nyju asferdir sem pa leerdir i fjarkennslu
begar bl ferd aftur i almenna kennslu i nand vi& nemendur (pb.e. munt bG halda 4fram ad taka kennslu-
stundir upp til ad nyta timann i kennslustundinni i betur i annad)?

28 responses
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Figure 6: Continuing innovation in course
design (all participants)

Respondents also admitted that, though

they may not have innovated course work or
teaching methods often during these semes-
ters due to time limitations and increased
workload, they do now know more about how
to incorporate technology into course work
and can do so in the future. One respondent
condensed the experience thusly:

The first two semesters of teaching
[spring and fall 2020] like that were

not a pleasant experience, and it did not
always go as well as I wanted. Still, the
third one [spring 2021] has been going
great, and I think while experience
mattered, expectation management and
plain practical preparation and planning
were even more important.

In January this year, my mindset was
that I was going into something really
complicated, and I felt ready to do that.
It has worked pretty well.

As in research conducted at the be-
ginning of the pandemic, instructors
seemed to be trying to hold on to a pos-
itive attitude,® which allowed them to
maintain their quality of teaching as best
they could, in the ways that made the
most sense to them. It also reaffirmed a
commitment to students — particularly
their emotional and mental wellbeing,
perhaps to an unprecedented level —
rather than focusing on significant
concerns over technology or the amount
of material covered in the course during
the remote teaching period.

Qualitative (Class Observa-
tions & Interviews)

As with the teachers surveyed, those observed
and interviewed had little to no online teach-
ing experience before the pandemic. The ques-
tions asked in the instructor interview focused
on the same issues as the survey, with added
questioning to gain insight into any unique
classroom structure, procedures, or experiences
noted during the class observation. The results
here focus on their thoughts about the training
available to support teachers as they continued
remote emergency teaching across the semes-
ters, time management problems, the increas-
ing volume of unpaid work, managing student
expectations in the new educational format,
boosting engagement through impersonal
screens, and, looking to the future.

Technology was employed in various ways by
the instructors at the School of Humanities

in the spring semester of 2021, depending on
the individual's personal likes and dislikes,
level of pedagogical training or understanding,
inclination to innovate or remain strictly tra-
ditional in their teaching methods, and ability
to manage their own stress and wellbeing
during a difficult time. Most of the teachers

8 Gudm'Lllndsdottir, Greta Bjork, and Dawn M. Hathaway.
2020.  We Always Make It Work: Teachers Agency
in the Time of Crisis. Edited by Richard E. Ferdig.
Journal of Technology and Teacher Education 28 (2): 243.
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observed made some attempt to integrate
online teaching pedagogy into the course
work. However, it was clear that by spring of
2021, the students and staff at the University
of Iceland were hoping to return to normal
face-to-face teaching on campus. Though
some instructors brought students back to the
normal classroom around the halfway point of
the semester,” another outbreak in late March
closed the university through Easter. At least
one instructor used direct instruction, holding
a book up to the camera, causing students

to squint and lean close to their monitors or
causing blurry video as the camera struggled
to focus. Another lectured directly for 95% of
the class while a grammar worksheet displayed
on the screen and students listened, injecting
questions a handful of times.

In contrast, one respondent drastically reorgan-
ized the course due to the large number of stu-
dents. All lectures were pre-recorded and avail-
able for students to view at their convenience.
Each week, the lectures were available in Canvas
and students were divided into several smaller
groups called "workshops" which met multiple
times per week in 40-minute sessions slotted
into the regular class period. Students were
assigned to one of four workshops where they
would work in teams to design a presentation on
an assigned topic relevant to the class work that
week. In addition, all students completed four
quizzes and wrote two short essays.

Most instructors fell somewhere in between
these examples. Everyone used Panopto or
YouTube to record lecture material and post

it beside other course material on Canvas.
Some used educational software like Inspera
or Knowledge Checks for automatic grading
of quizzes. More than one used a formative
assessment tool such as Socrative to gather in-
formation instantly about 'students' thoughts
and ideas. Some used breakout rooms within
Zoom or Teams to encourage group dis-
cussion rather than allowing a handful of
enthusiastic students to dominate the discus-
sion of a group of 40 students or more. Others
simply tried to encourage discussion any way
they could. The best of these classes — meaning
that they had lively atmospheres and engaged
students — featured both student-led activities,
usually in the form of short presentations, and
some material relating the course content to
the present day, allowing discussion to be vital
and relevant to students lives.

Students in a linguistic class discussed, for
example, the gender of the word coronavirus

in Icelandic (koronuveira), which is feminine,
and how this impacts the way we think about
the virus (with gendered colloquialisms such as
"Miss Rona!" versus a masculine construction)
and how it may contribute to gender-based
bias or discrimination. This, in turn, stimulated
conversation on the nature of gender bias, how
children acquire it through language, and how it
effects women in certain fields, such as STEM.

9 A communication from the rector dated March 5, 2021
gushed, "It is difficult to express how wonderful it is to
see the University campus filled with life again."

As a coincidence, the enrollment for this course
was 100% female, so the matter at hand could
potentially have very real impact on the profes-
sional endeavors of those in the room.

As for training, one interview subject com-
mented, "I was unsure about things, if [I
should] choose Zoom or if I could handle
Teams better. And the Canvas system was quite
new; and the Inspera system ... there were too
many new elements. I think for one semester,
one new element would do." This was echoed
by open-ended comments on the survey as
well. Teachers thought it would have been at
least somewhat easier to manage if adminis-
trators had briefly suspended the roll-out and
integration of the Canvas Learning Manage-
ment System. Overall, the observed instructors
agreed that they had tried their best and, in
general, learned a lot; they praised those in
charge of leading training seminars, as well.
One interviewee encapsulated the experience.

One, I think my experience has been
very positive. I have learned a lot of
things, but of course the negative thing
is that I have so little time to take these
courses. It can be frustrating for teach-
ers to think "Aaaah, something new to
deal with and I have so little time."...
When something is kind of forced onto
you, you don't have time to receive it all,
but that's just how it is.

Language issues and technical difficulties led
one non-Icelandic instructor to fumble through
the learning process on his own. He said:

There was a seminar for teaching for
[my cohort] but I couldn't get into the
meeting on Zoom, so I asked for the
materials afterwards. I can't say I looked
at it. There was also a presentation on
how to use Canvas, but it took two
weeks to get the material translated into
English from Icelandic. ... This is my
first time teaching and I'm really wing-
ing it, doing the best I can without any
help or instructions. If I were to do this
again, it would be nice to hear from [the
head of my program] or the Humanities
office say, "This is how we want you to
teach, this is what we expect of you."

This caused the interviewee to feel a tremen-
dous amount of uncertainty and anxiety over
meeting expectations. This was made even
worse for this particular instructor, a first-time
teacher with no formal pedagogical training in
his background, in the midst of global disaster.

A second issue which was frequent for teachers
of every level was the amount of unpaid work
required to do their jobs well, a common
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problem in or out of a pandemic.’® In the
global crisis, the need to learn new software
and implement new teaching practices required
much reworking, especially in the initial cam-
pus shut down in spring semester 2020. Most
interviewees kept a positive outlook.

People were great; the systems were over-
whelming. I was paid extra for prepara-
tion time as you are in Social Sciences.
You're paid an extra 40 hours, so I was
feeling like this was worth my time to

set up. That was a very good feeling.! ...
It's fair enough that we're getting invited
to do all these different workshops on
one thing, but we can't do 45 minutes

on how to make files, but we need to be
able to do it together. You're not going

to be able to learn this and thrive as a
teacher. I see that you're offering me all
sorts of things. But I don't have time, I'm
not being paid for that time, and so I'm
just gonna go off and do this myself, and
thankfully I figured it out!

Another respondent echoed these thoughts.
"I do feel I had to do a lot of digging myself
to find materials, but I do feel we were getting
enough opportunities, and we were always
getting e-mails to learn this or that. The prob-
lem is that we don't have an extra hour in our
agenda, and you have the extra time to add it
into our calendar. We end up working nights
and weekends."

Other instructors felt they 'weren't doing
enough, but also lamented the lack of time.
For example, one interviewee commented: "I
wish my videos could be more interesting but
I'don't really have the time to spruce them
up." Another participant thought that the
shift to online material would save them time,
but admitted that they "still end up spending
a lot of time creating the slides. The shift has
not been timesaving because of this, and I was
hoping it would save more time. It hasn't been
successful in that sense."

One instructor of a language course ex-
plained how differently the class had to be
organized for the online environment. All

10 Unpaid work is shown in a 1996 study to effect pro-
fessional women even more profoundly than men,
resulting in elevated psychophysiological arousal for
women both on and off the job (Lundberg, 1996).
Evidence shows that unpaid work is increasing in many
sectors of professional life, particularly teaching. Many
new teachers feel that, in order to offset "significant
personal investment and a range of social and economic
risks" in their careers as teachers, they must take unpaid
positions to gain entry into the profession, setting an
unpleasant precedent for successive generations of teac-
hers as unpaid work increases (Thompson and Russell,
2017). Finally, a psychophysiological study of school staff
found that both full- and part-time teachers maintain
consistently high levels of psychophysiological stress
(including blood pressure, static muscle tension, per-
ceived strain, psychosomatic symptoms, and epinephrine
level) throughout the school year, only meaningfully
decreasing stress during longer summer holidays. Full-
time teachers recorded the most consistent and highest
levels of stress overall (Ritvanen, et al., 2003).

11 It should be noted that this class was a joint Social
Sciences/Humanities course; those teaching and working
in the School of Humanities receive both no extra pay for
preparation time or any teacher training for new teachers.
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the hands-on games and kinesthetic activities
such as arranging pictures to tell a story or
sorting words into the correct sentence were
abandoned as there was no way to do them
through the computer screen. The interview-
ee said that "technical stuff is hard! Getting
your audio running and showing a text at the
same time. It makes you nervous! It takes a
lot of time to switch between things — putting
them in rooms, getting them back. I feel like
online, I 'don't have the time to cover as many
things as I normally do, even though all the
games are dropped.” As such, opportunities to
practice or try new things, vital when learning
a foreign language, were severely decreased.

Attempts to help the students became more
time-consuming for teachers, as students no
longer had regular access to instructors. Stu-
dents looking to their instructors for informa-
tion could become easily frustrated as teachers
struggled to deal with more e-mail communi-
cations than ever. One instructor was marked
down on mid-term evaluations for tentatively
announcing a return to the campus class-
room, which never materialized as a second
and third wave hit Iceland. "In the mid-term
assessment, two people said that it's not good
if the teacher doesn't know when [class can be
taught at the university] and I thought, 'well,
the pandemic is not my fault." I am trying

to deal with it as best I can, but students, of
course, are very demanding."'?

Other teachers continued to comment on
the increased workload and communication
with students. One explained that "everything
becomes online and instead of waiting for
the class to ask, you get 20 e-mails per week.
There's no official time, no scheduled time
that doors are open and doors are closed. So,
I will get e-mails on Saturday, and they will
bother me again on Sunday. They will come
to you for everything. Sometimes I will have
students come to me, saying, my microphone
doesn't work; I can't do my assignment. And
it's like, is this my problem?"

Another described the stress and overwork:
"T've had several situations where I've had to
set up a one-on-one Zoom meeting to answer
questions that I think would ordinarily be a
quick question after class. ... In future classes,
I would do it differently, like establishing set
office hours on Zoom or breaking them into
groups." Because they were the first point

of contact for most students, instructors felt

12 Student perceptions of this same period were mixed, with
some students at the university claiming, "teachers dealt
with issues very differently, some had Zoom meetings
instead of teaching but others nothing 'or just emails with
changes to assignments and maybe slides without any
explanation or speech. It was stated that 'teachers had
stopped teaching and all communication with students
[...] seemed to disappear and it was difficult to contact
them to get help with their studies.” However, students
described teacher responsiveness overall as, "generally
admirable how teachers came to this rapid transition to
distance learning." Students seemed to be well aware of
the challenges that teachers faced. They appreciated when
e-mails were answered quickly and well, when teachers
encouraged them and had a great time, even better than
in the university buildings" (Amalia Bjérnsdéttir and
DPuridur Jéhannesdéttir, 2020, p. 9).
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added pressure to be responsive during the
pandemic, leading them to juggle all sorts of
different issues such as technical problems
they could normally direct to the IT desk

in the University Square or problems with
students finishing a course which could have
been directed to their program head or thesis
advisor (who were probably also overwhelmed
with e-mails at the time).

Engagement seems to have been less of an
issue in the later months of the university shut
down. Although all respondents to the survey
and the interviewees said they preferred to
interact with students in person, many com-
mented that engagement was not as much of
an issue as they thought it would be. Perhaps,
due to the age of most of university students,
they are used to using technology and now, in
the third semester of COVID-19, comfortable

with communicating through Zoom or Teams.

Many teachers noted that they tried to focus
on positivity and creating a good atmosphere
in the course, even if the curriculum was not
being covered with its usual depth or student
presentations were hampered by technical
glitches. One summed up the situation by
saying, "I try to make it look like we're all in
the same boat. Let's do this together. Let's
have some fun, which helps to make the situa-
tion less stressful for the students. Sometimes
I pretend I don't know [the answers to a
worksheet] for sure, just to show that everyone
struggles with [difficult course material], so
it's more like showing empathy."

It is good to remember that despite the
incredible changes of the last year, and it

has not been all bad. One instructor teaches
a class on manuscripts and linguistics. The
use of technology has allowed him to use a
tablet to show both the manuscript page and
his notations in various, easy-to-see colours.
Different colours were used for different types
of speech, and later also to show language
change across the centuries, which made it
easier for students to follow along than in
some of his classroom instruction, where

the inability to see the whiteboard, a lack of
colour choices, and dried-out markers were
common problems.

I feel bad about saying this because
everyone agrees that teaching in person
is best, but there are also significant
advantages with teaching online. I was
able to have all my materials in front
of me. It was very stressful to keep the
thread in person, and I really appreci-
ated teaching online because it took a
lot of stress off me. I always knew that
I could look down at them and find
my place. If ' 'T'm moving around the
classroom, I lose my place and even if
I return to my papers, then I get lost

in them. I was worried that discussions
would be compromised, but they were
not. We had a lot of discussions anyway.

In order to encourage the shy students, who
may have anxiety or feel unable to speak

articulately when called on, the instructor set
up discussion questions in the online forums
built into Canvas to encourage students at

the start of the semester. It proved to be so
popular with this particular group of students
that he kept it open all semester — though he
had initially intended it as an icebreaker to be
phased out as the weeks went on — and counted
both written discussion and in-class discussion
towards grades for student participation.

One instructor had a particularly calming

and encouraging approach, from the tone of
voice used in class to the content, which was
especially important in building students con-
fidence in order to get them to speak a foreign
language. Dealing with "pandemic fatigue"’3
was the focus more than any technological con-
cern in the fall semester of 2020 and the spring
semester of 2021. The instructor explained:

I am not the same teacher online that I
am in person. This is the first semester
where I am meeting students online.
The past semester, we started in person
and went online. It stressed me a lot, but
it went better than I expected. You, of
course, know who you have, [so I con-
centrated on] addressing them individ-
ually and making them comfortable in
my class. Before I taught the first class, I
thought that would be very difficult.

In particular, this instructor struggled with

ed normal protocols and respect issues in

the classroom and was shocked by students
immediately abandoning a neat appearance

for online classes. The teacher reported being
surprised when a student dyed her hair a bright
colour while on camera in the middle of a
lecture. Another kept running offscreen to tend
to his barbecue out on the balcony. Clearly, it

is possible to make students too comfortable,
which may come unusual classroom behaviour.
Indeed, this instructor would never have al-
lowed such a thing to happen in a face-to-face
class, and undoubtedly most students would
not attempt these activities in a lecture hall.

As time passes, university staff must consider
what they have learned, the gained skills, and
what it all means. Some interview participants
were excited at the idea of more flexibility in
their future teaching schedules. One explained:

I will feel that I'm not totally as bound
to do something in the future. Up until
now, if I had to go abroad during teach-
ing, I would have to get someone to fill
in for me. Now I think I would be able
to say, We'll just do it online. I would be
more accessible as a teacher, and I think
that's a good thing.

Many highlighted the fact that pre-recording

lectures frees them up to do more active

13 According to the World Health Organization, "pan-
demic fatigue" is defined as being "demotivated" by
continuing restrictions put in place due to the pandemic,
which often results in boredom, depression and other
problems which may lead to individuals engaging in
behavior - such as returning to crowded classroom
environments - too soon, which increases their risk of
contracting the virus (WHO, 2020).
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lessons or student-led material during
classroom time. Another teacher remarked: "I
think if things were on campus, I would still
want to do recordings. I need time to teach.
Mine is a really data-heavy course. The record-
ed lectures [allow me to communicate infor-
mation] uninterrupted. The workshop offers
that time where people can be opinionated.”

Furthermore, the teaching staff has been
pushed to acquire new is technical skills,
whether through university-led training
seminars or through late-night scrambles

for something to do in the following day's
lectures. These new abilities can be used again,
and early research on the student body at Ul
indicates that students would like to con-
tinue.™ As one interview subject described:

"I have a template now that I can tweak for
next time. ... I to love the setup that I've
done. I can see things I need to change, but

I can also see things I can do more. I can see
things I need to learn." Students have already
indicated their belief that it is past time for
teaching methods to be modernized at the
university: "Some mentioned that COVID
demonstrated the importance of modernizing
teaching methods; Lectures should have been
posted on Ugla in video format a long time
ago. It did not have to be a pandemic to get
through."" Most teachers at Ul seem ready
to accept the call to modernize. "I would have
never ever learned as much on how to teach
online without this [pandemic]. I think I will
include more technology in the class in the
future. I gave my students the option to [try
a different format this semester], and that's
working really well. And if that wasn't work-
ing, we would try something else!"

Implications

Despite the teachers' general lack of experience
teaching online at the start of the pandemic,
the instructors at Ul continue to embody

the initial findings of Gudmundsdéttir and
Hathaway (2020); namely, teachers continue to
"make it work" as best they can, taking action
to cope with a difficult situation. Firstly, this
paper demonstrates a clear need for greater
and more uniform pedagogical emphasis and
training throughout the School of Humanities.
'The majority of the administration's focus was
placed on technical training throughout the
pandemic. At the same time there was simulta-
neous implementation of the Canvas LMS to
replace the less-popular Moodle open-source
learning management system and the outdated
Ugla system. The overemphasis on technology
or software-based professional development is
ultimately not sustainable. It is important to

14 According to research done in early 2020, students are
overall happy with the use of technology and recordings
during the remote emergency teaching time and would
like to see it continue: “Einnig voru nefnd demi um ad
kennarar hefdu notad teeknina vel og 6skad var eftir ad peer
breytingar sem urdu 4 kennsluhdttum vid lokun haskélans
yrdu dfram vidhafdar. Einn pétttakandi ordadi pad svo:
‘Vonandi verdur betta til pess ad betri sampetting 4 raf-
reenu formi og face-to-face formi geti ordid til,” (Amalia
Bjérnsdéttir and Puridur Jéhannesdottir, 2020, p. 8).

15 (Ibid., p. 8).

encourage teachers to consider the pedagogical
possibilities, behind using various educational
tools or methods, rather than making design
choices based on available technology or

their own comfort levels with digital tools. In
essence, they should be asking, does this help
these unique students understand key concepts
in the way that I want them to rather than, do
I know how to use this program, tool, or tech-
nology in my class? In order to create any level
of continuity or set well-defined, constructive
expectations for teaching staff, all instructors
in the School of Humanities at the University
of Iceland must improve their pedagogical
foundation and be exposed to more up-to-date
educational research on teaching and learning.

Second, it is clear that, despite any variance in
the levels of teacher training and experience,
the instructors at the School of Humani-

ties are to be commended for their positive
attitudes and the endless amounts of care and
concern they poured into students over the
entire pandemic teaching period. Although
most lacked experience teaching online in
any capacity when the pandemic began, they
did their best to help students maintain their
academic trajectory and momentum.'® By the
third semester of emergency remote teaching,
instructors were starting to settle into the
new format and were able to resurrect typical
teaching concerns, such as the amount of
unpaid work they were expected to do, which
was understandably made worse by the crisis.

Thirdly, the continuing emphasis on technol-
ogy in education, occasionally to detriment,

as outlined above, illustrates that there is no
reason not to increase all teachers understand-
ing and training in online course pedagogy
and design, even if there is not another global
pandemic or emergency teaching crisis in the
future. Online learning continues to grow as
more students choose its convenience and
lower cost over traditional brick-and-mortar
universities.'” This would also allow teach-

ers to enter into any online format and feel
confident setting clear expectations not only
for big things (e.g. course requirements) but
also for more minor issues (e.g. behavioural
expectations) so that fewer teachers are put off
by half the class turning off their cameras or
some students showing up to class in curlers.

By reinforcing pedagogical training at least
the same rate as technological training, we

16 'This is a commonly noted problem in distance education
even in the most carefully organized and structured
online course developed in optimal (non-pandemic)
circumstances (Boston, Ice, and Burgess, 2012).

17 According to the National Center for Education Statistics
(2021), which tracks the US education system, "Between
fall 2012 and 2018, distance education course enrollment
increased 29 percent (from 5.4 to 6.9 million), while total
fall enrollment declined by 5 percent (from 20.6 to 19.6
million). In addition, the number of students enrolled in
a mix of distance education and face-to-face courses inc-
reased by 33 percent (from 2.8 to 3.7 million) between fall
2012 and 2018. Educationdata.org (2021), which works
alongside organizations such as the NCES, further com-
mented that 33% of post-secondary school administrators
have indicated “they will continue to offer both remote
and online course options even after their campuses have
reopened and normal operations resumed. "
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create a solid foundation allowing teachers the
space and time to improve their overall content
knowledge, spurring innovation and, more
excellent initiative. Allowing instructors to be
paid for their training time and managing it in
a holistic manner less concerned with describ-
ing each button on a user interface, instructors
will have more time to think about the ways
they present subject knowledge for their
students. Doing so will also enable teachers to
continue improving their future work with all
students, regardless of limitations caused by in-
dividual student needs, course format, or type
of learning environment.

Further Research

Future research should examine how best to im-
plement online teacher training at the tertiary
level and how to achieve this with the most
impact in the least amount of time so as not to
add unnecessary unpaid work to the instruc-
tors workloads at UL More teacher training is
needed at the School of Humanities at Ul In so
doing; staff can be introduced to more popular,
adaptable, and effective modern teaching
methods. The additional training will open up a
discussion and introduce a plethora of new ideas
and options to the staff as a whole, adding more
tools to the toolbox for every instructor.

Note

'This research took inspiration from the work
outlined in the article ""We Always Make

It Work: Teachers Agency in the Time of
Crisis" by Greta Bjork Gudmundsdottir and
Dawn M. Hathaway. I owe these authors an
outstanding debt of gratitude for providing a
place to start. These are the giants on whose
shoulders I stood to conduct this research.
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Vidurkenning fyrir lofsvert framlag til kennslu 2020

Eybér Bjarki Sigurbjérnsson, verkefnisstjori hja Kennslumidstsd Haskola islands
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Oklahoma  Bandarfkjunum og doktorsgradu f
sému grein frd sama skla tveimur arum sidar.

Aris 1996 t6k A[nalfa vid starfi lektors vi&
Kennarahéskdla Islands. Hin vard désent
&rid 2000 og préfessor 2016.

f umsdgn valnefndar segir: ,Amalfa hefur
verid leidandi i kennslu megindlegra rann-
séknaradferda & Menntavisindasvidi. Hin
hefur gleett kennslu sina lifi og hrifid nem-
endur inn i heim t6lfreeSinnar. Auk pess
kemur hin ad fislmérgum rannséknarverk-
efnum nemenda par sem megindlegum
adfersum er beitt. Amalia hefur veris 1
fararbroddi vis ad tileinka sér og nyta nyjar
dherslur 7 kennslu og lagt sig fram um a&
veita nemendum studning, hvort sem er

i stad- eda fjarndmi. Han hefur [ kennslu
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sinni um langt skeid seft med markvissum
heetti studningsefni fyrir nemendur & netis,
baedi upptokur og myndskeid. Medal
annars sefti hin &rié 2006 upp télfraedivef
med fidlbreyttu efni sem nemendur hafa
nytt sér { rikum meeli. A heimasidu hennar
er margs konar kennsluefni og hdn hefur
teki® upp fjolda vandadra og hnitmidadra
myndbanda og birt & Youtube.

Amalia hefur & kennsluferli sinum lagt sig
fram um ad laga kennsluhaetti ad adstaed-
um & hverjum tima og nyta taekninyjungar
vid kennslu. Hin var m.a. { préfunarhépi
vegna innleidingar nys ndmsumsjénar-
kerfis 1 Haskéla Islands og lagi sidan & sig
Smeelda vinnu vid ad hanna notendavaena
namsvefi. begar COVID-19 veirufaraldurinn
skall & var Amalfa pvi vel undirbdin. Han
ték bé ad sér ad leidbeina og adstoda fjol-
marga samkennara vid fjarkennslu og upp-
setningu Canvas-vefja i ndmskeidum auk
bess sem hin 16k upp leidbeiningarefni
fyrir adra kennara um kennslu & vefnum.

Amalfa hefur { rannséknum sinum lati
sig kennslu og adsteedur nemenda og
kennara varda. b4 hefur han fjallad um
kulnun og starfsadsteedur kennara og
skélastjérnenda. Han hefur rannsakad
reynslu nemenda i haskélanémi og
veri® vakandi fyrir pvi ad geeta ad stodu
nemenda af landsbyggdinni. Amalia er
fagmanneskja fram f fingurgéma, gerir
miklar krofur til nemenda en pé umfram
allt til sjélfrar sin. Pannig leggur han sig
fram um ad finna lausnir fyrir nemendur
og leida pé &fram 1 heimi t6lfreedinnar
sem oft er vandratadur.”

Amalfa er vel ad vidurkenningunni komin.
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FRETTIR

Kennsluakademia opinberu haskélanna sett a stofn

Guérin Geirsdéttir, désent og
deildarstjéri vié Kennslusvié Haskéla
islands og iris Bjérk Eysteinsdéttir,
verkefnisstjéri hja Kennslumidstod
Haskéla islands

var formlega sett 4 laggirnar vorid

2021 eftir um priggja dra undirbining.
Fyrirmynd a0 stofnun hennar er sétt til
sambeerilegra akademia vida 4 Nordur-
16ndum, einkum p6 til peirra sem settar
hafa verid upp vi0 verkfradisvio Haskélans
i Lundi og liffradisvid Héaskélans i Bergen
en fulltrdar peirra hdskola hafa veitt Haskéla
Tslands margvislegan studning vid skipulag
Kennsluakademiunnar. Upphaflega st60 til ad
stofna Kennsluakademiu eingongu vio Ha-
skola Tslands og var undirbiningur hennar
héndum sérstakrar verkefnastjérnar sem { situ
Rébert H. Haraldsson, Margrét S. Sigurdar-
déttir og Gudrun Geirsdoéttir. Starfsmadur
nefndarinnar 4 undirbiningstimanum var
Rakel Osk Reynisdéttir. Hlutverk verkefna-
stjérnar var m.a. ad leggja drog ad skipulagi
akademiunnar, vinna ad gerd vidmida vegna
inntoku { hana og kynna hugmyndina ad baki
akademiunni 4 6llum fraedasvidum Hiskéla
Tslands og sidar innan hinna opinberu hi-
skélanna (sjd t.d. Margrét Sigrun Sigurdar-
déttir, 2020). Undir lok undirbuningsferlis
1ét Mennta- og menningarmélardduneyti i
1j6s dhuga 4 ad styrkja stofnun Kennsluaka-
demiunnar en pé pannig ad adild ad henni
@ttu opinberu hdskélarnir allir. Var pad

Kennsluakademia opinberu hiskélanna

sampykkt og stofnad nytt verkefnardd sem par
sem vid baettust fulltriar hinna hdskélanna.

Markmid med kennsluakademiunni var fra
upphafi skilgreint ad hefja upp pad sem vel

er gert 4 svidi kennslu og kennslupréunar og
gera pannig kennslupeatti haskélastarfs haerra
undir hofdi. Einnig ad efla faglegt samtal um
kennslu innan og 4 milli hdskéla. Med peim
heetti er talid ad kennsluakademian stydji

vi0 stefnu hdskélanna um 6flugt ndms- og
kennslusamfélag, nemendamidada kennslu og
virka kennsluhetti (Margrét Sigrin Sigurdar-
déttir, 2020; Olsson og Roxa, 2008, 2013).
Med Kennsluakademiunni fd hdskélakennarar

Meslimir Kennsluakademiu opinberu haskélanna eru:

Mynd: Kristinn Ingvarsson

sem sinnt hafa kennslupréun med kerfis-
bundnum heetti vidurkenningu fyrir storf sin
og um leid er stutt vid préun kennsluhdtta
vi0 skélann. Rannséknir 4 drangri og dhrifum
kennsluakademiunnar { Lundi benda til pess
a0 tilvera hennar hafi jikvad stofnanaleg
dhrif hvad vardar gaedi kennslu og stofnana-
brag. A peim drum sem kennsluakademian
hefur starfad hefur umraeda um kennslu
ordid igrundadri, tengdari rannséknum og
kenningum um ndm og kennslu 4 haskéla-
stigi (Larsson o.1l.,2015). Aframhaldandi
studningur haskélastofnana vid kennslu-
préun er hins vegar mikilvagur til pess ad

Anna Helga J6nsdéttir Désent vid Raunvisindadeild Haskéla Islands
o1s o Désent vid Ionadarverkfredi-, vélaverkfraedi- og tolvunar-
Asdis Helgadottir fredideild Haskola fslands

Benjamin Ragnar

Lektor vid Raunvisindadeild Haskéla Islands

Sveinbjornsson

Eva Marin Hlynsdéttir Préfessor vid Stjérnmalafraedideild Haskola Tslands

Hidlmtvr Hafstei Désent vid Ianaéar\{erkfraeéi-, vélaverkfradi- og tolvunar-
jaimtyr Halsteinsson fraedideild Héskola Islands

Jessica Faustini Aquino

Lektor vid Haskélann 4 Hélum

Margrét Sigrun Sigurdarddéttir

Désent vid Vidskiptafraedideild Haskéla Tslands

Matthew James Whelpton

Préfessor vid Mila- og menningardeild Haskola Tslands

Sean Michael Scully

Adjankt vid Héskélann 4 Akureyri

Thamar Melanie Heijstra skola Tslands

Professor vid Félagsfredi-, mannfradi- og pj60fredideild Ha-

Témas Philip Ranarsson

Proéfessor vid Iénaéa}rverkfraeéi—, vélaverkfradi- og tolvunar-
fraedideild Haskoéla Islands
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kennsluakademian skili drangri. Kennsluaka-
demia parf pannig ad falla vel ad og stydja vid
pa kennslupréun sem fyrir er i hverri hdskéla-

stofnun (Roxi o.l.,2011).

Auglyst var eftir fyrstu umséknum {
Kennsluakademiuna i mars 2021. Alls séttu
20 héskélakennarar frd haskélunum fjérum
um inngdngu. T addraganda umsoknarfrests
var bodid upp 4 vinnustofu sem haldin var af
tveimur erlendum sérfredingum. Vidfangsefni
vinnustofunnar var hvernig skrifa 4 umsékn
eda starfsferilskrd (e. portfolio) en s skré er
forsenda mats 4 hafni vidkomandi kennara.

Samhlida auglysingum eftir umséknum var
skipud sérstok matsnefnd sem i satu prir
erlendir sérfredingar sem allir hafa reynslu af
a0 meta umsoknir af pessu tagi. P4 4tti seeti

i matsnefndinni sérfredingur Kennslumid-
stodvar Haskéla Islands.

Fjogur vidmio voru hofo til hlidsjénar vid inntdku:

* Nemendamidud kennsla

* Fagpekking — feerni til pess a0 setja fag-
pekkingu fram i samhengi nims og kennslu

* Skyr kennslupréun til framtidar — fag-
mennska i kennslu

* Virk patttaka i samtali um ndm og kennslu

Matsferlio var talsvert vidamikid. Allar um-
soknir voru lesnar itarlega af matsménnun

og reeddar 4 sameiginlegum matsfundum. T
kjolfarid bodadi nefndin umseekjendur i vidtol
og i lok hvers vidtals reeddu matsmenn um-
soknir peirra og fengu itarlegri upplysingar eda
stadfestingar. A0 lokum skrifudu matsmenn
leidbeinandi endurgjof med 6llum umséknum.
Matsnefndin byggdi nidurstédur sinar 4 um-
séknum, kennsluferilskra, ferilskra, bréfi fra
deildarforseta og viotolum eftir atvikum. Ellefu
umszkjendum var { lok matsferlisins bodin ad-
ild a0 Kennsluakademiu opinberu hdskélanna
og hlutu vidurkenningu vid formlega athofn

1. névember 2021. Auk vidurkenningarskjals
fi medlimir Kennsluakademiunnar jafnframt
ménadarlega 50.000 kr. péknun. Upphadin er
fost krénutala, 6had stodu akademisks starfs-
manns i launat6flu sem kemur til greidslu fra
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inngdngu i kennsluakademiuna og ut starfsevi
starfsmannsins vi0 opinberu haskélana.

N bidur nyrra medlima Kennsluakademiu opin-
beru haskélanna pad verkefni ad méta og préa
starfid, leita { sameiningu fjolbreyttra leida til ad
studla ad samtali um kennslu og kennslupréun og
fylgja tr hladi dhugaverdum préunarverkefnum.
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Toppurinn er djapar og krefjandi spurningar
— vidtal vid Asdisi Helgadéttur, désent vid 18nadarverkfraedi-,

vélaverkfraedi- og toluverkfraedideild Haskéla Islands

iris Bjrk Eysteinsdéttir, verkefnisstjori
hja Kennslumidstoé Haskéla Islands

7

sdis Helgadéttir, désent, er einn
Aaf ellefu medlimum { nystofnadri

Kennsluakademiu opinberu hédskélanna
4 Islandi. Hun lauk meistara- og doktorsndmi
i vélaverkfradi vid Haskélann i Kaliforniu,
Santa Barbara, drin 2007 og 2010. Hun beetti
svo vi0 sig vidbétardipléma i kennslufredi
haskéla vio Haskéla Islands 4rid 2019. Hin
hefur starfad vid kennslu og rannséknir vid
Hiskola Tslands sidan 2014 og einnig sem
stundakennari vid Héskélann { Reykjavik.

Asdis kennir véla- og efnaverkfredinemum
straumfradi, p.e. hvernig vokvar og gas hegda
sér { fledi. Hun kennir einnig télulega straum-
freedi, varmaflutningsfredi og hefur kennt
sveiflufredi og verkfredilega honnun par sem
hun medal annars fer yfir hvernig gera 4 verk-
fraedilegar skyrslur og fyrirlestra.

Kennsluakademia opinberu haskélanna var
stofnud pann 1. névember 2021 um leid og
fyrstu medlimir hlutu inngéngu vid hétidlega
athofn. Hlutverk hennar er ad efla samtal um
kennslu og kennslupréun innan og milli hdskéla,
stydja vid 6flugt ndms- og kennslusamfélag og
hvetja til kennslupréunar. Seeti i Kennsluaka-
demiunni er pvi vidurkenning sem hlotnast
peim kennurum sem hafa sinnt kennslu sinni og
kennslupréun af einstakri fag- og freedimennsku

og eru reidubunir ad deila reynslu sinni med
samstarfsfélki sinu og fredasamfélaginu.

»Pad hefur mikla pydingu fyrir mig, og ég var
afskaplega pakklit og gl60 ad hafa pétt gjald-
geng { Kennsluakademiuna. I pvi felst vidur-
kenning 4 a0 peer umbzetur og st vinna sem
ég hef farid i til ad bata kennslu mina sé skref
i rétta att. Eg hlakka mjég mikid til ad vinna
med 6drum medlimum Kennsluakademiunnar
a0 skemmtilegum og krefjandi verkefnum {
kennslupréun,” segir Asdis.

g fyrstu kenndi ég bara eins og mér var

kennt og mér fannst best ad leera, en eftir ad
ég kynntist kennslufraedi hdskdla i viobétar-
diplémandminu i HI pa f6r ég ad hugsa um

kennsluna meira eins og rannséknir minar, p.e.

leita lausna, préfa mismunandi nélganir, mela
drangurinn, til demis med kennslukénnunum,

endurmeta og breyta eins og purfa pykir.“

Asdis tok pitt i ad breyta og adlaga namskra
og heefnividomid i grunnndmi i vélaverk-

fraedi 4samt ad endurskoda nimsleidina og
baeta vid ndmskeidum med pad ad markmidi
a0 efla hana. Hun adstodadi einnig vid endur-
skodun 4 hefnividmidum annarra nimskeida
4 sinu svidi.

Asdis hefur gaman af ad préfa mismunandi
kennsluadferdir { kennslu sinni. ,Pad getur
verid timafrekt og hittir ekki alltaf i mark en
pegar vel gengur er pad fyllilega pess virdi.
Oft er pvi gott ad taka litil skref { einu en vera
alltaf med augun opin fyrir hvernig ma beta.”
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Hun hefur préfad fjolmargar kennsluadferdir
og var hdn bedin um gefa deemi um kennslu-
adferd sem virkadi vel i kennslu. ,Nu er erfitt
a0 velja eitt. Eg hef breytt skipulagi 4 verklegri
kennslu sem hefur algjorlega umbreytt vid-
horfi nemenda til ndmsins. Su vegferd hofst
2015 og er enn i stodugri endurskodun. Eg
hef lika préfad ad nota jafningamat sem hefur
gefist vel og ef nemendur f4 einkunn fyrir

a0 beita pvi pd reynast peir gefa sér naegan
tima til ad komast 4 pann stad ad laera hver

af 6drum. Atli pad sem hafi p6 ekki gefist
best hafi verid ad hatta ad gefa einkunn fyrir
heimadami og gefa i stadinn umsdgn um hvad
er gott, hvad md beta og hvernig. Oft vita
nemendur ekki hvad einkunnin stendur fyrir
og med pvi ad fi einkunn og umsogn horfa
pau oft bara 4 einkunnina og missa pvi af pvi
sem leera mé af ums6gninni. Heimadzemin eru
lika leid peirra til a0 leera efnid betur og ekki
lokamat 4 getu peirra. Nemendur fi pvi nina
einkunn eftir pvi hvad pau reyna vid mikinn
hluta deemanna. Pannig er lika buid ad eyda
hvatanum til ad svindla. Nemendur lzra mest
vi0 ad reyna og vid pad ad fi endurgjof fljétt 4
eftir pannig ad pau 4tti sig 4 pvi hvar misskiln-
ingur liggur. Nemandi lerir miklu meira af
pvi ad gera 6fullkomna lausn og fi endurgjof
en af pvi ad skrifa upp fullkomna lausn eftir
lausn sem annar hefur gert. Nemendur hafa
sagt { kennslukénnunum ad pad f4 umsogn og
fullt his stiga fyrir ad reyna hafi ordid til pess
ad pau ynnu frekar { heimadeemum { minum

fogum, jafnvel p6 ad dhugasvid peirra liggi
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annars stadar. Mér synist einnig vera minna
um ad nemendur steli lausn annars stadar fr4,”
lysir Asdis.

Asdis beitir pvi leidsagnarmati 4 markvissan
hatt par sem nemendur nyta sér endurgjof til
frekari leerdéms og skilnings. Henni er mjog
hugleikid ad mida kennsluna ad nemend-

um: ,Nemendamidud kennsla skiptir 6llu mali,
pad er, ad kennslan sé pannig ad nemendur geti
nytt sér hana til ad tileinka sér efni. Vissu-

lega veeri afskaplega hentugt a0 geta bara hellt
frédleiknum inn { heila peirra en pad virkar pvi
midur ekki. Nemendamidud kennsla pydir ekki
a0 pad séu minni krofur til nemenda, heldur ad
6parfa hindranir séu ekki til stadar.”

Asdis kynntist mikid af freedigreinum um
kennslu og kennsluadferdir i viobétardipléma-
ndmi sinu i kennslufredi hiskéla. ,Par kynnt-
ist ég til deemis mikilveegi pess a0 endurgjof
veri timanleg og markviss. Pad pydir til deemis
litid ad gefa nakvema endurgjof 4 verkefni
sem nemendur telja ad peir geti ekki breytt.

i leidsagnarmati skiptir hins vegar endurgjof
6llu mali en ekki einkunnin sjalf. Eg hef unnid
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svolitid med slikt leidsagnarmat og jafningja-
mat { minum nidmskeidum og ymsar adrar
adferdir. Pad er hins vegar alltaf hegt a0 lera
meira og ég 4 margt Slert { pessum efnum,"

segir Asdis hégver.

Asdis nytir sér kennslukannanir markvisst

og fer yfir midmisseriskennslukannanir med
nemendum um leid og peim lykur. ,,Eg fer yfir
allar athugasemdir og redi vid nemendur um
hvort peir séu sammala og stundum hvort unnt
sé a0 utskyra betur og sameiginlega vinnum
vid ad lausnum. Stundum er ég 6sammala og
utskyri hvers vegna en vid reynum pd ad finna
lausn sem hentar 6llum. Sem demi m4 nefna
a0 fyrir COVID-19, og reyndar lika eftir, hef
ég ekki tekid upp fyrirlestra. T fyrirlestrum
skrifa ég mikid 4 t6flu og pad kemi pvi ekki
fram { upptoku. Ad skrifa 4 skjd bydur ekki
upp 4 nagt rymi til ad syna myndir af glerum
samtimis. Nemendur voru ésattir vid petta i
byrjun en ég utskyroi hvers vegna ég vildi ekki
taka upp fyrirlestra. Sameiginlega dkvidum vid
a0 ég myndi i lok tima skrifa utdratt tr pvi sem
farid var yfir { tima. Nesta 4r 4 eftir reyndist

utdratturinn hjalplegur en ekki nég, svo ég
gerdi glosur r efninu. Eftir petta hafa sirafair
kvartad yfir a0 ekki séu upptokur og margir
nemendur nyta sér yfirferdina og glésurnar.
Kennslukénnun er pvi frabeert teeki til ad dtta
sig 4 hvada hindranir eru fyrir ad efni skili sér
til nemanda og vinna tr pvi, segir Asdis sem
fer einnig yfir kennslukénnun um leid og hin
hefur skilad einkunnum og skrifar nidur at-
hugasemdir sem nytast dfram veginn.

Asdis hefur gaman af pvi a0 kenna. ,Mér
finnst frabeert pegar ég sé drangur og dhuga
hjé nemendum. Toppurinn er svo pegar pad
koma djapar og krefjandi spurningar frd nem-
endum. Petta er mjog lifandi og gefandi starf.“

Diplémandmid { hdskélakennslufradi hafoi
mikil ahrif 4 Asdisi sem kennara. ,,Eg hvet
alla til ad kynna sér kennslufraedi. Ollum
kennurum haskélans er umhugad ad midla
sinu fagi og kennslufredin hjilpar okkur ad
nd fram pvi takmarki. Pad er lika svo miklu
skemmtilegra ad kenna dnegdum nem-
endum,” segir Asdis a3 lokum.
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NAMSMAT

Ad efla sjalfstaedi og sjalfstjorn nemenda

Hlutverk samtals og endurgjafar i namsmati

Anna Magnea Hreinsdéttir, a&jankt
vid Deild kennslu- og menntunar-
freeda Haskdla Islands

v

haskélandmi eru gerdar meiri kréfur um

sjalfstae0i { vinnubréogdum og sjalfstjérn

nemenda en peir hafa vanist 4 fyrri skéla-
stigum. Pad 4 vid um lestur, verkefnavinnu,
umradur og um mat 4 eigin framférum og
ndmi. Reikna ma med ad f6lk stundi starfs-
préun allt 1ifid (e. lifelong learning) og
parf pvi ad gera rd0 fyrir ad pad geti metid
frammist6du sina og préun (Ashwin o.1l.,
2015). Samkvemt stefnu Héskéla Tslands
drin 2021-2026 eiga gdi nims og kennslu
a0 vera { fyrirrami. Gedin velta ad stérum
hluta 4 hversu vel kennurum tekst ad tengja
heefniviomid, kennslu og nimsmat. Einn
lidur { ndmsmati 4 hdskdlastigi er endurgjof
(e. feedback) sem felst { samtali kennara og
nemenda med valdeflingu nemenda og feerni
peirra i ad meta eigid nim ad leidarlj6si. i
pessari grein verdur sjénum beint ad ndimsmati
og endurgjof sem eru veigamiklir pettir i starfi
haskélakennara og geta haft veruleg dhrif 4
ga0i ndms. 1 haskélakennslu hefur ndmsmat
¢likan tilgang eftir edli fraedasvida og hvers
konar pekkingu, leikni og hafni er leitad eftir.
Huga parf vel ad pvi hvada ndmsmatsad-
ferdir er studst vid og hversu vel per henta
tilefninu (e. fitness for purpose). Ndmsmat
getur veri0 miklu dnaegjulegra og fjolbreytt-
ara en pad oft er dn mikillar fyrirhafnar.

Mat & haskélanami
Mat 4 ndmi felur i sér ad afla upplysinga um
nam, ndmsarangur og framvindu nemenda

i ndmi. Matio byggist 4 fyrir fram gefnum

vidmidum um pann drangur sem leitad er
eftir. Ge0i ndmsmats felast { nokkrum pattum
sem vert er ad nefna. Peir eru i fyrsta lagi ad
tilgangur matsins sé skyr og pau markmid
sem liggja pvi til grundvallar, { 60ru lagi ad
lj6st sé hvada upplysingar eda adferdir gagnast
best til a0 varpa ljési 4 ferlid eda drangurinn
og i pridja lagi a0 midla nidurstddum matsins
4 skyran hitt til nemenda (Chappuis o.fl.,
2009). Einnig er talid mikilvegt ad virkja
nemendur til patttéku i mati 4 ndmi sinu par
sem pad er talid efla dbyrgd peirra 4 eigin
ndmi. Askilegt er ad lita 4 ndmsmat sem

ferli sem hefst { upphafi nimsannar. P4 gefur
kennari sér tima med nemendum til ad fara
yfir hefnividmid og hvernig pau tengjast
lesefni, kennsluhdttum, verkefnum og ndms-
mati. Astzda pess er ad ymsir pattir, adrir

en skortur 4 dhuga eda hefni nemenda, geta
ordid til pess ad peir ndi ekki gédum drangri

i nami. Til deemis getur kennara skort syn 4
heefniviomid nimskeidsins og hvernig verkefni
og nimsmat endurspeglar pau (Stiggins,
2005). Nokkur munur er 4 nimsmati eftir
tilgangi pess, p.e. hvort um sé ad reda mat 4
tiltekinni pekkingu eda drangri (lokamat) eda
hvort um sé ad reda mat { pigu ndms (leid-
sagnarmat). Pessar tegundir mats hafa ¢likan
tilgang og dherslur en oft er studst vid bléndu
af peim bddum (Stiggins o.fl., 2006). Ef til-
gangur ndmsmats er ad auka gadi nims og
efla sjdlfsteedi og sjalfstjérn nemenda er samtal
kennara og nemenda g60 leid.

Samtal kennara og nemenda

I samtali um namsmat gefst nemendum taeki-
feeri til ad reeda ndmio og hvernig pad gengur,
setja sér markmid og finna leidir til ad nd

peim (Wegerif, 2011). Samtal er pvi lykilatridi
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i farseelu ndmi og kennslu. Pad etti ad hafa
4hrif 4 innri hugsanagang nemandans (vaxtar-
hugarfar) par sem hann skapar merkingu

med pvi ad setja nyja pekkingu i samhengi

vid pad sem hann pegar veit og nytir pekk-
inguna 4 medvitadan hitt til ad beta verklag
(Nicol, 2010). Samtal um ndmsmat hefur for-
varnargildi ef pvi er sinnt jéfnum héndum alla
6nnina en ekki einungis eftir ad verkefnum
hefur verid skilad. St6dugt samtal sem er ad-
lagad nemendahépnum, er gagnvirkt og tengt
vid virkni og verkefnin sem nemendur eiga ad
vinna med heefni- og matsvidmio ad leidarljési
atti ad skila auknum gzedum ndms (Laurill-
ard, 2002). Af hverju skyldi samtal kennara

og nemenda skila auknum gzedum { ndmi og
kennslu? Samtal milli peirra sem vita og peirra
sem reyna a0 skilja getur sameinad kennara
og nemanda { pekkingarleit og endursképun
pess sem fjallad er um i kennslu. P4 er verid

a0 igrunda veruleikann og tdilka ymis malefni
(Bakhtin, 1981; Shor og Freire, 1987). Samtal
um fredileg hugtok er mikilvagt i haskéla-
ndmi par sem pad gefur nemendum taekifaeri
til a0 setja pau i samhengi vi0 eigin reynslu og
skilja pau. I ndmi verda nemendur og kennarar
pvi oft nokkurs konar samhéfundar skilnings
(e. co-authors of each other’s contributions)
(Linell, 1998, 2009). Einnig syna rann-

s6knir ad kennarar eigi a0 vidhalda samtali

vid nemendur um nimsmat og drangur med
reglulegum samtalskveikjum um nidmstekni
og venjur sem gagnast nemendum i ndmi.
Kennarar purfa ad gefa nemendum teekifeeri
til ad tjd sig um ndmid med pvi ad kynna nytt
efni til a0 fjalla um, skyra og greina ndmsefnid
og endurvarpa (e. reflect) pvi sem nemendur
hafa fram ad fera { samtalinu (Sadler, 2013).

I raun 4 samtal sér ekki einungis stad milli
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kennara og nemenda heldur einnig i innra
samtali nemanda vid sjdlfan sig um pad
ndmsefni sem hann tekst 4 vid (Linell, 1998,
2009). Samtal getur pvi verid vettvangur fyrir
skilning, talkanir og fyrir nemendur ad syna
hvada pekkingu og skilning pa skortir. Samtal
getur pé oft verid 6gnandi og getur athjupad
mismunandi valdast6du kennara og nemanda,
p-e. pess sem veit meira og pess sem veit
minna. Pvi parf kennari ad fordast ad samtal
feli i sér valdadjafnvaegi, leita jafnveegis { sam-
skiptum sinum vid nemendur og veita peim
pann studning sem peir purfa par sem peir eru
staddir i pekkingarleit sinni.

Gagnleg endurgjof

Gagnleg endurgjof felst { pvi ad kennari bend-
ir nemanda 4 pad sem vel er gert og hvernig
bata ma pad sem betur m4 fara (Black og
Wiliam, 1998). Endurgjof 4 ad skila nemanda
auknum skilningi 4 ndmsefninu og hugtékum
og stydja hann i ad taka nastu skref til ad
bata gedi verkefna (Heritage, 2010). Athygli
vekur ad nidurstédur rannsékna syna ad til

a0 nd g6oum drangri { endurgjof sem gagnast
nemendum parf kennari ad syna nemendum
tilfinningalegan studning sem felst { pvi ad
framkalla jakveedar tilfinningar hjd nemendum
gagnvart ndminu. Kennarar eiga a0 syna sam-
hygd (e. empathy) og hlusta 4 nemendur, vera
hvetjandi og stydjandi og lita nemendur vita
ad peir séu einhvers virdi (Steen-Utheim og
Wittek, 2017). Huga parf ad pvi hvernig hegt
er ad valdefla nemendur til a0 meta ndm sitt
og framfarir sjalfir svo ad peir reidi sig sidur

4 endurgjof kennara (Nicol og MacFarlane-
Dick, 2006). Pad er { takt vid pad sem gerist

i atvinnulifinu utan veggja skéla. Til pess ad
svo megi verdi purfa nemendur ad hafa adgang
a0 skyrum haefniviomidum ndmskeidsins,
fiélbreyttum kennsluadferoum og skyrum
verkefnalysingum med matsvidmidum.

Nicol og MacFarlane-Dick (2006) telja eftir-
farandi peetti purfa svo endurgjof teljist g60:

* Skyra leids6gn um { hverju g60 frammistada
felst. Kennarar purfa ad fara yfir heefni-
vidmid ndmskeidsins og peer ventingar sem
gerdar eru til nemenda. Semja greinargédar
verkefnalysingar og gefa synidemi um hvers
er krafist. Hafa skyran matskvarda sem er
g6du samrami vid verkefnalysingu. Hann 4
a0 vera nemendum synilegur og hannadur
med pétttdku peirra.

Hvatningu til sjdlfsmats. Ndémsmat og endur-
gjof parf ad hvetja nemendur til igrundunar
og sjdlfsmats 4 eigin ndmi og frammistddu.
Goédar upplysingar um ndm hvers og eins
nemanda. Paer eiga a0 stydja nemendur { ad
beeta eigin frammist6du.

Samtal kennara og nemanda um ndm.

Pad er hegt ad gera { kennslustundum {
almennu samtali vid nemendahdépa og i
samtolum madur 4 mann.

Innri hvatningu og sjélfsmat nemanda.

Pa er 16g0 4dhersla 4 ad byggja upp grésku-
hugarfar hja nemendum og 4 einstaklings-
midadar framfarir.
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* Teekifeeri til ad nd betri drangri og ad
mynda bra milli 6skaframmist6du og nu-
verandi st60u.

* Upplysingar til kennara sem geta nyst i ad
beta kennsluhaetti.

Nokkrar leidir eru faerar i ad virkja nemendur
i mati 4 nimi med reglulegri endurgjof alla
onnina (Fluckiger o.l., 2010). Adferdirnar
felast { fyrsta lagi { spurningum um ndms-
ferlid og framfarir sem umraedukveikjur.
Onnur adferd er ridstefna med nemendum
um midja 6nn um ndmsferlid. Pridja adferdin
er sameiginleg yfirferd yfir spurningar sem
vakna hjd nemendum og ad lokum endur-
gjof snemma { verkefnavinnu med til deemis
sameiginlegu verkefnabloggi. Leidirnar sem
etladar eru til ad efla samtalid eiga ekki
adeins ad bzta ndm nemenda heldur einnig
kennslu og a0 skapa andramsloft ndms frekar
en dherslu 4 einkunnagjof.

Taekifaeri til umbéta

Nidurstodur erlendra rannsékna syna ad
Sdnzegja rikir medal hiskélanemenda med pd
endurgjof sem peir fa frd kennara sinum.
Nemendur nyta sér ekki umsagnir og litill timi
er skipulagdur innan nidmskeida til samtals og
endurgjafar til peirra (Beaumont o.1l., 2008).
Einnig syna rannséknir ad hdskélakennarar eru
6dnaegdir med fyrirkomulag endurgjafar.
Kennurum finnst endurgjéfin oft ekki vera nytt
af nemendum og jafnvel ekki litid 4 hana. Fram
kemur ad endurgjof einkennist oft af almennum
jakvedum umségnum og hvatningu fremur en
nakveemum radleggingum um hvad megi betur
fara og eru pvi ekki negilega drangursrikar
(Nicol, 2010). Beaumont o.1. (2008) leggja
fram tillégur ad drbétum i formi samtalsendur-
gjafar sem sérstaklega er ztlud kennurum
grunnndmsnema vi0 héskéla, sjd mynd 1.

Mynd 1: Hringur samtalsendurgjafar
(Beaumont o.fl., 2008)

Urbzeturnar felast { priggja prepa hringferli
samtalsendurgjafar par sem { fyrsta prepinu

er 16g0 dhersla 4 ad reeda vidmid nimsmats,
verkefnalysingu og ad svara spurningum
nemenda. Vel hefur reynst ad syna nemendum
vel unnid verkefni til ad gefa peim hugmynd
um til hvers er wtlast. T 63ru prepi er farid

yfir drég ad verkefni, jafnvel i hépum par sem
samnemendur leggja mat 4 drégin og gefa
dbendingar um hvad ma betur fara. I pridja

prepi er buid ad skila verkefni og pd er tima
varid { ad fara yfir nidurstédur nimsmats i
tengslum vid matskvarda.

Beaumont o.1l. (2008) leggja til ad nimskeid

zttu ad innihalda:

* Kennslu um sjalfsmat. Nemendur kalla
eftir pvi ad geta sjalfir metid ndm sitt. Til
a0 pad sé mogulegt purfa nemendur skyra
lysingu 4 pvi sem eetlast er til af peim.
Pegar pad liggur fyrir pd parf innihald
nimskeida ad taka mid af peirri hefni og
veita nemendum videigandi studning (e.
scaffolding). Pad 4 sérstaklega vid um sjalf-
steed vinnubrogd 4 hdskolastigi.

Aherslu 4 undirbuning verkefna. Kennarar
leggja dherslu 4 1. og 2. stig i hring sam-
talsendurgjafar, p.e. skyra verkefnalysingu
og jafnvel synidemi um vel unnin verkefni.
Einnig endurgjof 4 drog ad verkefnum,
jafnvel frd samnemendum. P4 er gott a0
fara vel yfir matsvidmid og sjd til pess ad
nemendur 60list sama skilning 4 pvi sem
tlast er til af peim og kennarinn. Petta
parf st60ugt ad gera yfir allan veturinn,
a.m.k. fyrsta drid { hdskélandmi.
Starfspréun kennara og deemi um geeda-
nidmsmat. Porf er 4 leidbeiningum og
umrzdu medal kennara um gedandmsmat,
samspil nimsmats og kennslu og mikilvegi
pess a0 nemendur 60list feerni { sjalfsmati.
Einnig hvernig haegt er ad virkja nemendur
i gerd matsvidmida og -kvarda svo ad peir
skilji betur til hvers er etlast af peim. Skil-
greina parf hvener jafningjamat er vid hefi
og hvernig pad er framkvaemt. Synidemi
geta verid gagnleg til a0 gefa nemendum
betri tilfinningu fyrir pvi hvernig vel unnin
verkefni lita Gt.

batttaka nemenda og kennara i
hénnun matskvarda og vidmida

Matskvardar syna nemendum hvers vaenst

er af peim { tilteknum verkefnum par sem
peim er deilt nidur 4 dkvedna matspatti med
nakveemri lysingu 4 pvi sem talid er g60 og
vidunandi frammistada eda 6vidunandi fyrir
hvern pitt (Stevens og Levi, 2005). Hefni-
vidmid ndmskeida eru oft nemendum ljés en
matsvidmid sidur. A Canvas-kennsluvefnum
er audveldlega heegt ad setja upp matskvarda
og -vidmid um hvernig verkefni eru metin.
Matskvardi er ekki einungis teeknilegs edlis og
til pess gerdur ad audvelda yfirferd 4 verk-
efnum heldur bydur hénnun hans upp 4
moguleika til samtals umsjénarkennara vid
samkennara en einnig vid nemendur (Stevens
og Levi, 2005). Til ad matskvardar geti nyst
nemendum sem leidarvisir i verkefnagerd parf
a0 kynna pd og reda og bjéda nemendum
ad0komu ad hénnun peirra (Stevens og Levi,
2005). Med pvi ad lita fylgja géoa lysingu 4
hverjum petti verkefnisins 4 til deemis premur
frammist6dustigum geta nemendur 4ttad sig
betur 4 pvi hvada vinnu peir purfa ad inna

af hendi til a0 nd hesta stiginu. Nidurstédur
rannséknar Colvin, Bacchus, Knight og Ritter
(2016) 4 notkun nemenda 4 matskvordum
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syna a0 umrzda nemenda og kennara i
kennslustund um matskvarda eykur skilning
og notkun nemenda 4 peim. Lysing 4 mats-
pattum og viomidum parf ad vera skyr og peir
purfa ad vera i g60u samraemi vid verkefna-
lysingu. Einnig er, eins og fyrr segir, gagnlegt
a0 syna nemendum hvernig mj6g vel unnid
verkefni litur Gt og hvernig illa unnid verkefni
er til ad peir 4tti sig betur 4 pvi { hverju verk-
efnavinnan felst.

Hoénnun matvidmida med patttoku nemenda
getur verid mikilveegur lidur i a0 auka skilning
peirra 4 pvi sem verkefnavinna felur { sér og til
hvers er ztlast af peim. Ein leid er svokéllud
FPuss the hat adferd en pa setja nemendur eina
til prjar hugmyndir um pad sem einkennir vel
unnid verkefni { hatt (Stevens og Levi, 2005).
Sidan fer kennari yfir hugmyndirnar med nem-
endum. Einnig Poss-if eda Padlet-adferdin. Par
setja nemendur mida 4 vegg en 4 pd er skrifad
hvad einkennir vel unnid verkefni. Nemendur
flokka saman sambzerilega mida og fjalla i
leidinni um hvad einkennir vel unnid verkefni.

Pad getur verid toluverdur munur 4 tilkun
kennara 4 frammist0u nemenda. Sameigin-
legur matskvardi getur hjilpad kennurum sem
kenna saman ad samrama nimsmat. Tl ad
geeta jafnredis medal nemenda og kennara i
niamsmati purfa kennarar a0 fara i gegnum
honnun matskvardans saman. Par fer samtal
fram um s6mu peetti og fara fram i samtélum
vi0 nemendur, a0 fyrir liggi sameiginlegur
skilningur 4 peim vantingum sem gerdar eru
til nemenda og hvad einkennir vel unnid verk-
efni. P4 parf einnig a0 geeta pess ad samraemi
sé 4 milli verkefnalysingar og matskvarda.
Eins og Stevens og Levi (2005) benda 4 getur
pad aukid almenna pekkingu kennara innan

namsleidar og deildar 4 ndmsmati a0 taka patt
i pessu samtali. Samtal um ndm og i pigu
ndms milli kennara og nemenda sem byggist
4 gagnkvemri virdingu leidir til aukinnar
dbyrgdar nemenda 4 eigin nimi og eykur sjalf-
stedi og sjdlfstjorn peirra i ndmi.
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NAMSMAT

Leidsagnarnam/leiésagnarmat

Nanna Kristin Christiansen,
menntunarfraedingur

greinarhofundar: Leidsagnarndm: Huvers

vegna, hvernig, hvad? Umfjollunarefnio,
leidsagnarndm eda leidsagnarmat (e. formative
assessment), hefur skipad stéran sess i préun
ndms og kennslu 4 6llum skélastigum 4
undanférnum dratugum eins og m.a. md sji
i dherslum gildandi adalndmskrda grunn-
skéla og framhaldsskéla, fjolda rannsékna
(sjd m.a. Black og Wiliam, 1998; Ivar Rafn
Jonsson og Gudrun Geirsdéttir, 2020), boka
sem beint eda ¢beint fjalla um paer dherslur
sem leidsagnarndm byggir 4 (sjd m.a. Clarke,
2019; Dweck, 2006; Hattie, 2012; Wiliam
og Leahy, 2015) auk fj6lda rddstefna par
sem leidsagnarndm er { brennidepli. All-
nokkrir islenskir grunn- og framhaldsskélar
hafa markvisst unnid ad pvi ad tileinka sér
hugmyndafrdi og adferdir leidsagnarnims
og byggir békin medal annars 4 reynslu {
nokkrum grunnskélum Reykjavikurborgar.

Tilefni pessarar greinar er nyutkomin bék

Bokin Leidsagnarndm.: Hvers vegna, hvernig,
hvad? er skrifud med grunnskéla i huga en
hugmyndafrzdin og adferdir leidsagnarndms
4 erindi vid alla nemendur 4 aldrinum 5 til 25
dra (Wiliam og Leahy, 2015).

Leidsagnarmat verdur leid-
sagnarnam
Akvedin 4skorun hefur fylgt pvi a0 islenska

heitid ,formative assessment” og skélafélk
greinir 4 um hvada heiti eigi best vid. A sidari
drum hefur pydingin leidsagnarnim ordid
rikjandi { umredunni. Heitid leidsagnarmat
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er p6 eldra og hefur verid notad af kennurum
i aratugi. Eins og sidarnefnda heitid ber med
sér beinist pad a0 ndmsmati, en rannséknir
hafa hins vegar leitt 2 betur i 1jés ad pad
hvernig nidurst6dur nimsmatsins eru nyttar af
kennurum til a0 stydja vid nemendur skiptir
mun meira mali en nidurstddurnar einar og
sér (Wiliam og Leahy, 2015). Fyrir ramlega
20 4rum settu bresku freedimennirnir Paul
Black og Dillan Wiliam (1998) fram pa skil-
greiningu ad leidsagnarndm midadi ad pvi ad
meta framfarir nemenda { peim tilgangi ad
nota nidurstddurnar til ad gera naudsynlegar
breytingar 4 ndmi og kennslu. 1 stuttu mali
snyst leidsagnarndm pvi um ad veita nemand-
anum leidsogn/endurgjoéf sem hjalpar honum
til a0 nd peim markmidum sem hann stefnir
0. Préun ndmsmats hefur pannig ferst fra
pvi a0 meta st6du nemandans hér og nd, til
pess ad nyta matid { peim tilgangi ad greina
og endurskoda nimid og ekki sidur kennsluna
at fra nidurstodum. Nidurstddur nimsmatsins
verda pannig framvisandi, eins konar vegvisar
sem beina ndmi nemendanna fram 4 vid.
Aherslan hefur ferst fr4 matinu yfir 4 n4mio,
fra pvi sem er buid og gert til taekifeeranna
sem felast i pvi ad nyta nidurstédur matsins
jafnédum, til ad dkveda naestu skref. Jafnframt
er a0 miklu leyti horfid frd pvi megindlega til
hins eigindlega, nimsmatid snyst minna um
tolur og bokstafi en peim mun meira um sam-
reedur og leidsogn.

Erlendis hefur faerst { voxt ad tala um ,assess-
ment for learning® (AFL) og stundum einnig
»assessment with learning“ og/eda ,assessment
as learning®, en fradiheitid ,formative assess-
ment* hefur pé fyrir longu fest retur pott
hugmyndin hafi a0 miklu leyti breyst. Enska
heitid ,summative assessment* hefur verid pytt

Mynd: Kristinn Ingvarsson

sem lokamat 4 islensku en megintilgangur
pess er ad gefa upplysingar um drangur nims
og kennslu i lok ndmstima. Pvi er pess vegna
ekki xtlad ad vera framvisandi.

Fimm lykilpzettir leidsagnar-
nams

Taflan hér 4 eftir synir hvernig Leahy o.fl.
(2005) hafa skilgreint fimm lykilpaetti leid-
sagnarnams. Fyrsti lykilpatturinn snyst um

a0 gera grein fyrir ndimsmarkmidum og
vidmidum um drangur, deila og skilja hvad
vio er 4tt. Med pvi ad greina markmidio i
nokkur vidmid um drangur er studlad ad
sameiginlegu eignarhaldi kennara, nemanda
og namshépsins. Nesti lykilpéttur beinist ad
pvi hvernig kennarinn greinir hvar nemendur
hans eru staddir { nimi sinu eftir a0 nams-
markmidid liggur fyrir. Pad er p6 ekki fyrr en
kennarinn er medvitadur um hvad nemendur
hans eiga a0 lera, sem hann getur vitad eftir
hvada visbendingum hann 4 a0 leita. Pridji
lykilpatturinn snyst um hlutverk kennarans

i a0 veita nemendum endurgjof sem segir
honum ekki adeins hvar nemendur eru staddir
i naminu heldur lika hvada skref peir purfa ad
taka til ad auka framfarir sinar. Fjordi lykil-
patturinn dregur fram hversu pungt jafningja-
mat getur vegio i ad stydja vid ndm nemenda.
Jafnframt er undirstrikad ad pad er ekki
hlutverk samnemenda ad dema verkefni fé-
laga sinna, heldur miklu fremur ad auka gadi
peirra. Ad lokum er pad fimmti lykilpétturinn,
en med honum er 16g0 dhersla 4 ad endanlegt
markmid leidsagnarnams er alltaf ad studla ad
sjalfstedi nemenda.
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Pangad er Parna er hann nina | Pannig kemst hann ad
nemandinn ad markmidinu
fara

Kennari AJ gera grein Vekja og styra Veita endurgjof sem studlar ad
fyrir nims- drangursrikum sam- | framférum i ndminu
markmidum og redum, vidfangs-
vidmidum um efnum og verk-
drangur, deila og | efnum sem draga
skilja hvad vio fram visbendingar
er att. um stodu nemenda

Samnemendur Virkja nemendur svo peir hafi gagnkveeman studning

hver af 6drum
Nemandinn Studla ad eignarhaldi nemenda 4 eigin nimi

(Wiliam og Leahy, 2015, bls. 11).

Endurgjof

Of langt mal er ad gera grein fyrir 6llum fimm
Iykilpdttunum, en hér verdur athyglinni beint
a0 endurgjofinni enda 4 hin mikilvagt erindi
vid héskélakennslu. Nidurstédur rannsékna
peirra Black og Wiliam (1998), Inside the

Black Box: Raising Standards Through Classroom
Assessment, hofou umtalsverd ahrif 4 préun
nams og kennslu vida um heim. Einkum voru
pad upplysingar um ahrif endurgjafar (e. feed-
back) 4 framfarir nemenda sem voktu athygli.
Margar adrar rannsoknir hafa sidar stadfest
pessar nidurstédur og synt fram 4 veruleg dhrif
endurgjafar 4 nimsédrangur (Wiliam og Leahy,
2015). Flestar ranns6knir sem gerdar hafa
verid 4 leidsagnarndmi beinast ad forsendum,
dhrifum og framkveemd endurgjafar enda hefur
pvi verid haldid fram ad endurgjéfin sé ahrifa-
mesta verkfari kennarans (Sutton Trust, 2011).
Endurgjofin, sem einnig m4 kalla leidsogn,
verdur pvi ad teljast kjarni leidsagnarnams.

Endurgjof getur sidur en svo talist til nyjunga
i kennsluhdttum, en rannséknir sidustu 30

dra hafa hins vegar leitt i 1jés a0 endurgjof er
fléknari en @tla metti og vandasém { medferd
eigi hin ad skila drangri. Pegar vel tekst til
getur hin verid afar valdeflandi fyrir nemend-
ur og veitt peim dyrmetan studning, en hin
getur lika verid gagnslaus og jafnvel hamlad
framforum peirra (Hattie og Clarke, 2019;
Wiliam og Leahy, 2015). Rannséknir Kluger
og DeNisi (1996) syndu medal annars ad

allt a0 pridjungur endurgjafar hafoi neikvaed
dhrif 4 ndmsdrangur nemenda. Demi um
pannig endurgjof eru athugasemdir kennara
sem nemandinn upplifir sem nidurlaegjandi
eda ésanngjarna gagnryni, jafnvel pétt pad
hafi ekki verid ztlun kennarans.  ljés hefur
komid ad auk skyrra markmida og vidmida um
drangur hafa ventingar kennara { eigin gard
og til nemenda mikil ahrif 4 gagnsemi endur-
gjafar. A0 auki er naudsynlegt ad nemendur
hafi trd 4 eigin getu, ad peir styrist af vaxandi
hugarfari eda innri dhugahvot og ad nemendur
treysti kennaranum og hver 6drum (sja t.d.
Dweck, 2006; Hattie og Clarke, 2019). Islensk
rannsékn sem unnin var { framhaldsskélum
syndi m.a. ad tengsl nemenda og kennara geta
skipt skopum um gagnsemi endurgjafar (Ivar
Rafn Jénsson og Gudrin Geirsdéttir, 2020).

Til pess ad endurgjofin sé markviss og leidi til
framfara purfa markmid og drangursviomio

hverrar kennslustundar, verkefnis eda lotu ad
vera negilega vel skilgreind til a0 nemandinn
og kennarinn hafi sama skilning 4 hvad nem-
endur eiga ad lera og hvad sé til marks um ad
markmidunum sé ndd. Pegar nemendur taka
patt i ad skilgreina vidmid um 4rangur, pad

er a0 segja ad peir, dsamt kennara, koma sér
saman um helstu einkenni vel unnins verk-
efnis, verdur drangurinn bestur. 1 Adalnamskra
grunnskéla (Mennta- og menningarmélarddu-
neyti, 2011) er gert rad fyrir ad nemendur { 4.
bekk hafi fengid teekiferi til ad taka patt i ad
setja pannig viomid. Vitneskja nemandans um
markmid sin, vidmid um drangur og stédu sina
i ndminu er forsenda pess ad hann geti axlad
dbyrgd 4 ndmi sinu, og er eitt helsta skilyroi
framfara. Vel skilgreind ndmsmarkmid og
vidmid um 4drangur draga auk pess r likunum
4 a0 ndmsmatio verdi huglagt. Par af leidir a0
jafningjamat og sjalfsmat verdur dreidanlegra.

Wiliam og Leahy (2015) telja meginforsendur
pess ad kennari geti byggt nim og kennslu 4
leidsagnarndmi vera peer ad hann hafi sjalfur
skyra hugmynd um pd pekkingu og/eda leikni
sem nemendur hans eiga ad tileinka sér. A0
60rum kosti sé hann ekki fer um a0 meta
framfarir peirra, hvad pd heldur ad hjilpa
peim til ad nd drangri. Kennarinn parf pvi ad
gera skyran greinarmun 4 yfirferd ndmsefnis
og heefninni sem stefnt er ad.

Fraedimenn (t.d. Hattie og Clarke, 2019)

hafa undirstrikad ad ef endurgjof gagnist
nemandanum ekki til ad beeta drangur sinn

s¢ hun einskis virdi. Athugasemdir eins og
»Mjog gott®, ,Petta parf ad beta“ og tikn
eins og bokstafir, litir eda tolustafir veiti
nemandanum ekki mikinn studning til ad
auka framfarir sinar. Arangursrik endurgjof
beinir nemendum fram 4 vio { 4tt a0 mark-
midinu og studlar ad pvi ad peir hugsi 4dur
en peir framkvama. Fjélmargar rannsoknir,
sem hafa verid gerdar 4 framkveemd endur-
gjafar og dhrifum hennar, eiga pad sammerkt
a0 per syna ad pvi styttri sem timinn er 4
milli vinnu nemenda og endurgjafarinnar, pvi
dhrifameiri verdur hun. Best nytist endurgjofin
pegar hun er veitt nemendum medan peir eru
enn ad vinna vidkomandi verkefni, enda gefur
pad peim taekiferi til ad baeta framfarir sinar
(Hattie og Clarke, 2019; Wiliam og Leahy,
2015). Hér er einkum étt vid munnlega endur-
gjof, ekki sist i formi samradu. Matid getur
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komid fra kennara, ndmsfélaga, hépnum eda
sem sjalfsmat. Langgagnlegasta endurgjéfin
er si sem nemandinn getur einnig yfirfeert 4
onnur verkefni, i stad pess ad vera eingongu
afmorkud vid verkefnid sem hann er ad vinna
pa stundina. Endurgj6f sem nemendur 4 eftir
a0 peir hafa fullgert verkefni gefa peim enga
moguleika 4 ad nyta hana fyrr en hugsanlega
nesta sambeerilega verkefni.

Pegar verid er ad innleida leidsagnarnim

i skélum er jafnan byrjad 4 pvi a0 byggja
grunninn ad videigandi nimsmenningu, enda
helst nimsmenning skélans eda deildar ef

um hiéskéla er ad reda i hendur vid einkenni
nidmsmatsins, sem getur verid allt frd pvi

a0 vera einkunna- og préfamioud yfir i ad

vera ndmsmioud matsmenning. Synt hefur
veri0 fram 4 ad fyrrnefnda menningin hefur
neikveed ahrif 4 innleidingu og framkvemd
leidsagnarndms (Birenbaum o.fl., 2011). Atridi
eins og fagmennska kennara, ndmsvitund
nemenda, veentingar kennara og nemenda,
innri dhugahvét, samredur og samvinna eru
medal pess sem markvisst er studlad ad { préun
4 nimsmenningu leidsagnarndms.

Nidurstddur rannsékna bandariska sdlfradi-
préfessorsins Carol Dweck (2006) 4 tengslum
hugarfars (e. mindset) og ndms hafa haft
umtalsverd ahrif 4 vidhorf fagfélks til ndms
og kennslu. Per hafa auk pess leitt i 1jés ad
pekking nemenda 4 tengslum heilans og ndms
og ekki sidur 4 vidhorfum peirra og kennara til
mistaka getur haft veruleg dhrif 4 nim peirra,
en Dweck hefur bent 4 a0 6tti nemenda vid
a0 gera mist6k geti verid afar hamlandi i nami
(petta 4 ekki sidur vi0 um pd sem teljast g6dir
ndmsmenn) og pvi sé mikilvegt ad kennarar
og nemendur tileinki sér ad lita 4 mistok sem
edlileg skref i ndmi sem oft 4 tidum megi leera
mikid af (Dweck, 2006).

Préun leidsagnarnams i
grunnskélum Reykjavikur

Allt fra drinu 2007 hafa kennarar og skéla-
stjorar { grunnskélum Reykjavikur synt
mikinn dhuga 4 innleidingu leidsagnarndms og
hefur Skéla- og fristundasvid markvisst leitast
vi0 ad meta pessum dhuga m.a. med fjolda
fraedslu- og umredufunda og ndmskeida par
sem m.a. hefur verid leitad til erlendra sér-
fradinga eins og Shirley Clarke, Pie Corbit og
enska skélastjérans John Morris.

I byrjun 4rs 2019 var 4kvedid ad fylgja eflingu
leidsagnarndms eftir med pvi ad stofna fjéra
pekkingarskéla i leidsagnarndmi. Skélarnir
sem urdu fyrir valinu voru Dalskéli, Hamra-
skoli, Hlidaskoli og Kelduskdli. Mark-

midid med pekkingarskélunum var ad til
veeru skolar/kennarar sem getu veitt 6drum
kennurum jafningjastudning. T 6llum pessum
skélum eru starfandi kennarar sem synt hafa
mikinn dhuga 4 leidsagnarniami og innleidingu
pess. Verkefnastjori pekkingarskélaverkefnis-
ins var Nanna Kristin Christiansen hja Skéla-
og fristundasvidi Reykjavikurborgar. Fulltraar
skélanna situ m.a. alpj60lega radstefnu um
leidsagnarndm, féru i nimsferd til Englands
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par sem heimséttir voru skélar sem hafa nad
framurskarandi drangri med leidsagnarnimi,
téku pitt i freedslu- og umredufundum auk
pess ad vinna ad innleidingu leidsagnarndms i
sinum skélum.

Arangurinn af verkefninu méd m.a.
lesa 1 eftirfarandi ordum kennara frd

pekkingarskélunum:

Kennari i Hlidaskéla: Pad sem mér fannst adal-
lega breytast pegar ég for ad vinna med leidsagn-
arndmid var ad ég for ad hugsa um kennsluna

dt frd nyju sjonarhorni og vanda mig betur. Ao
sumu leyti var ég dottin inn { vana eftir 10 dra
kennslu. Pad sem hefur mest ahrif er pegar madur
hettir ad hugsa um hvad nemendur eigi ad gera
en fer i stadinn ad hugsa um hvad nemendur eigi
ad lera. E g undirby mig 60ruvisi fyrir kennsluna

en pad tekur ekki meiri tima.

Kennari i fyrrum Kelduskdla: Vid gerum okkur
enn betur ljost hvad samband okkar vid nem-
endur skiptir miklu mdli fyrir ndmio. Pad parf ad
dvinna sér traust nemenda og peir purfa ad finna
ad vid hlustum @ pa og bregdumst vid pvi sem
peir segja til ad hjdlpa peim. Vid fundum mikinn
mun d nemendunum, skilningur peirra d naminu
vard meiri, vinnubrogdin betri og peir urdu
miklu dbyrgari. Pegar nemendur héfou markmio
og vidmid urdu peir Gruggari og meira skapandi i
vinnu sinni.

Kennarar og stjérnendur i Dalskéla: Ein
breyting sem vid sjgum er ad nemendur eru
ordnir miklu virkari { samredum um ndmid og
taka mikinn pdtt i dkvérounum um pao.

Kennari i Hlidaskola: Eizt af pvi sem breytist
med leidsagnarndminu er hvad nemendur verda
miklu dbyrgari fyrir ndaminu sinu en um leid fara
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peir ad gera meiri krifur til kennara. Peir vilja fi
vel skipulagdar kennslustundir sem gefa peim eitt-
hvad. Peir vilja vita hvert markmidid er, hvert
peir eru ad stefna, hvert lokatakmarkid er, p.e.a.s.
1 hvada trippu peir eiga ad komast. Deir taka

lika pdtt i ad setja vidmid. Med pessu erum vid 1
rauninni ad bia til meira kreflandi nemendur.

Kennarar og stjérnendur i Hamraskéla: Med
leidsagnarndmi og stodugri endurgjof breytast
vinnubrogd nemenda fljott til hins betra. Pad

er skemmtilegt ad fylgjast med poi hvada dhrif
drangursvidmidin hafa d vinnubrégd og ndms-
framvindu i nemendahdpnum. Pad er dhugavert
ad ganga um stofuna og heyra krakkana nota
ordalag drangursviomidanna og merkilegt hve
stuttan tima pad tekur nemendur ad verda pdtt-
takendur 1 pvi ad setja pessi vidmid.

(Nanna Kristin Christiansen, 2021, bls. 149)

Allnokkur reynsla og pekking er na komin hér
4 landi af préun og innleidingu leidsagnar-
nams og margt bendir til ad enn sé vaxandi
dhugi kennara 4 6llum skélastigum fyrir pvi

a0 né tékum 4 hugmyndafr®di og adferdum
pess. Auk pess ad studla ad aukinni hlutdeild
nemenda { ndmi sinu og par med auknum
framférum, eykur leidsagnarndm oft fagvitund
kennara og gerir pd betur medvitada um pad
hversu mikilvaegt og dhrifarikt starf peirra
getur verid (sja t.d. Hattie og Zierer, 2018;
Wiliam og Leahy, 2015). Mikil tekiferi geta
pvi falist i leidsagnarndmi.
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