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Abstract: The aim of the study is to illuminate a teacher’s conceptions of quality 
expressed through verbal and non-verbal actions in relation to summative assess-
ments of dance knowledge. The following research questions are considered in the 
study: What conceptions of quality emerge during grade conferences? In what ways 
do teacher’s conceptions of quality reflect knowledge hierarchies? How do the tea-
cher’s and student’s conceptions of quality relate to each other? To grasp the phe-
nomenon, material was gathered during observations in a Swedish upper secondary 
school and from the teacher’s written reflections. Individual grading conversations 
were observed between the teacher and ten students attending a course called Dance 
technique 1. In the analytical process, the phenomenon was seen, broadened out, va-
ried, and then condensed into two themes: conceptions of quality expressed through 
the teacher’s focus on abilities and conceptions of quality expressed through views on 
the progression of dance knowledge. 

Keywords: conceptions of quality, assessment, grade conference, life-world pheno-
menology, dance education.

Introduction

This paper will present a study of a teacher’s conceptions of quality in 
dance knowledge assessments in a Swedish upper secondary school. The 
study is based on life-world phenomenology and aims to illuminate teach-
er’s conceptions of quality expressed through verbal and non-verbal ac-
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tions1 related to summative assessments of dance knowledge. The teach-
er’s conceptions of quality were made visible through grade conferences 
held at the upper secondary school. The following research questions are 
intended to cover the aim of the study: What conceptions of quality emerge 
during grade conferences? In what ways do teacher’s conceptions of quality 
reflect knowledge hierarchies? How do the teacher’s and student’s concep-
tions of quality relate to each other?

Swedish upper secondary schools are obligated to work towards equal 
assessment which places explicit demands on documentation and guide-
lines regarding assessment practice (Swedish National Agency for Educa-
tion, 2011a). Equal assessment refers to assessments that use the same 
basis for grading that corresponds with the subject, but it does not have to 
be used in the same way (Swedish National Agency for Education, 2011b). 
Torrance (2007) argued that there is a risk that assessment for learning is 
now moving towards assessment as learning, where explicit criteria and as-
sessment practice dominate and steer education because of its instrumental 
approach. The importance of student–teacher conferences concerns student 
achievements (Swedish National Agency for Education, 2011b). The teacher 
is obligated to ‘regularly provide each student with information about their 
progress and the need for development in their studies’ and to ‘inform stu-
dents of the basis on which grades are awarded’ (Swedish National Agency 
for Education, 2013, p.13). There are no regulations on how teachers should 
communicate the grades nor on the basis on which grading is performed. To 
fulfil that requirement, it is common but not mandatory for teachers to offer 
students grade conferences focusing on the final assessment of a course or 
subject (Rinne, 2014). These grade conferences are constructed as a conver-
sation between teacher and student around the student’s achievement on 
a specific course and can be seen as meaningful communication in a spe-
cific contextualised life-world. 

Teachers have developed conceptions of quality that are based on their 
earlier experiences and these become visible in their teaching and assess-
ments. The word ‘quality’ can incorporate both descriptive and normative 
aspects (Nielsen, 2002). Both aspects are assessed in dance. In dance tech-
nique, a descriptive aspect could be the angle between the dancer’s leg and 
the floor, while a normative aspect could be the sharp accent of the leg when 
the leg is lifted off the floor. In this paper, the concept of quality is used nor-

1 Non-verbal actions involve gestures, facial expressions, movement demonstration, 
sounds made with the body such as snaps. 
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matively and is seen as based on the subject’s perception and earlier experi-
ences. Therefore, quality is always seen in relation to the context (Zandén, 
2010) where quality acquires meaning and is not measured instrumentally. 
These conceptions of quality constitute an important aspect in assessment 
practice because assessment of a specific ability can affect how a teacher in-
terprets concepts and appraises different progression levels. How do teachers 
interpret qualities such as weight and flow? What does it mean to perform 
movement vocabulary that relate to weight and flow with some certainty? 
Conceptions of quality are related to human beings, traditions, and contexts. 
Zandén (2010, p.26, author’s translation) described conceptions of quality 
as follows: ‘Conceptions of quality come into existence both through bodily 
and linguistic actions, through what we pay attention to and how we per-
form it’. Through actions, human beings embody their conceptions of qual-
ity. Through decisions on what should receive attention and what not, con-
ceptions of quality are revealed as are the ways in which they take place in 
a particular context. The qualities we choose to pay attention to and value in 
an assessment depend on the specific context in which they arise. The teach-
er’s choice of context can be made consciously or unconsciously, and is, in 
either case, an important factor determining which qualities are attended to. 
This may signal to the student the qualities and abilities being assessed, and 
thus may affect the prerequisites, content and performance of the assess-
ment practice including both formative and summative assessment. 

Sweden’s upper secondary school curriculum is called Gy11 and was 
implemented in 2011. The syllabi include the subject aims, goals, core con-
tent and knowledge requirements (Swedish National Agency for Education, 
2012). The grading scale is A–F, where F is a fail grade. The core content 
shows what the teaching should cover and is based on the course goals, 
while the knowledge requirements relate to quality aspects of the achieve-
ment attained. The Swedish school system has a criteria-based grading sys-
tem, which means that students’ target achievements should be assessed 
according to the levels described in the knowledge requirements. Assess-
ment may take place at a specific time, continuously throughout the course 
or may take the form of a summary of achievements at the end of the course. 

The paper begins with a description of the assessment field, followed 
by the method for embracing the phenomenon of teacher’s conceptions of 
quality in dance education. The results are presented through two themes 
and their inherent aspects are considered. This then leads into a section 
discussing the results in relation to life-world phenomenology and earlier 
research.
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Educational Assessment

Torrance (2007) raised the question of whether assessment practices have 
become too narrow and criteria-based and, therefore, too focused on the as-
sessment practice instead of the learning process where criteria-compliance 
becomes more important. The goal in this kind of assessment is to under-
stand and tick off the criteria through the use of tick-box forms, rather 
than focusing on understanding the achievement as a whole. This so-called 
analytic grading system has a tendency, among other things, to be limit-
ing because the criteria affect each other and are hard to isolate (Sadler, 
1989). A holistic way of grading involves assessing the domain as a whole 
(Sadler, 2009), and the present Gy11 curriculum for Swedish upper second-
ary schools embraces this (Lundahl, 2011). In holistic grading, responses 
become complex since they demand mastery of specific aspects as well as 
an overall understanding of the studied area as a whole. The assessor has 
to base their assessment on the overall perception of the knowledge being 
assessed and decide on an appropriate grade based on their knowledge base 
(Sadler, 2009). Having too narrow a perspective on the criteria and assess-
ment can result in a fragmented view of knowledge, which prevents a wider 
understanding of the specific knowledge (Sadler, 2007). A fragmented way 
of working with assessment can have the consequence of less independent 
students. 

Assessment as an intersubjective setting

The teacher’s ability to tune into the students’ knowledge is prerequisite 
to an appreciation of knowledge, feedback, and assessment. This requires 
openness, empathy, and awareness (Ferm, Thorgersen, 2011). According to 
life-world phenomenology, there is no distinction between body  –mind–soul; 
they constitute an entirety of the body-subject (Merleau-Ponty, 1962/2002). 
The body-subject inhabits the world and gives access to the world through 
the human experience of it: ‘The body is our general medium for having 
a world’ (Merleau-Ponty, 1962/2002, p. 169). Human beings cannot, there-
fore, be separated from the world. The lived body—that is, the subject—
is always situated in and connected with the life-world. The body and the 
world are intertwined and inseparable from each other. Bengtsson (2001) 
emphasised that the life-world ‘refers to the world that currently exists in 
our perceptions and hence is inextricably linked with a perceiving subject’ 
(Bengtsson, 2001, p.70, author’s translation). Through the subject’s inten-
tionality and actions, in different contexts (such as dance) subjects are in-
tertwined with other human beings, things, and phenomena in contexts. 
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Intersubjectivity in dance education can be seen as communication through 
verbal and non-verbal expression, where dance can be seen as embodied ex-
periences and expression (Engel, 2004). The importance of body and bodily 
knowledge is seen as central in dance knowledge (Fraleigh, 1987; Engel, 
2004; Lindqvist, 2010; Parviainen, 2003). Based on a way of thinking of the 
world as communicating intersubjectively, assessment can be seen as a so-
cial phenomenon where understanding between the teacher and student is 
central (Gipps, 1999).

Teachers experience the student expressing dance knowledge in an inter-
subjective setting, such as in a meeting on the student’s achievement. As 
a living subject, the teacher perceives the student’s dance performance and 
is required to be open to how the student expresses the various combina-
tions of knowledge as formulated in Gy11. This, in turn, requires imagination 
and fantasy as well as continuous collegiate discussions about how dance 
knowledge can be expressed in a variety of ways, grasped, conceptualised 
and critically reflected on the basis of the syllabi. Some kind of description 
or conceptualisation is needed to ascertain how the student’s knowledge 
relates to the learning outcomes, which requires having an appreciation of 
knowledge, feedback, and further assessment (Eisner, 1998). 

Assessment is commonly divided into formative and summative assess-
ment. Formative assessment focuses on assisting the student to move for-
ward in their learning process (Gardner, 2011) and includes the explicit 
goals of the teaching, an awareness of where the student is in relation to the 
course goals and how the student can reach a higher level of achievement 
on the course (Swedish National Agency for Education, 2011). Summa-
tive assessment was initially described as summarised appraisals of a stu-
dent’s achievement (Sadler, 1989; Swedish National Agency for Education, 
2011). According to the Swedish National Agency for Education (2011b) an 
assessment is summative when the result of the assessment is described in 
the form of a progress rapport such as grades. The teacher communicates 
a summative assessment at a grade conference and can also present the 
basis for grading. Also, the grade conference may include formative assess-
ment if the summative result is being used as a basis for further learning. 
The summary could be based on test results, judgments, or grades (Swedish 
National Agency for Education, 2011). Sadler (1989) highlighted that this 
kind of action is a passive assessment process, as it is not used to enhance 
student learning. Even though in most cases summative assessment does 
not affect the learning process, it could have an impact on decisions regard-
ing education and still affect students.
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Communicating feedback within assessment practice

In a summative assessment, the student’s achievement can be com-
municated by the teacher on the basis of the student’s expressing holistic 
knowledge during a course or at a specific moment (Lundahl, 2011). When 
working towards increasing the student’s self-confidence and towards target 
achievement, note should be made of the student’s strengths and the compe-
tencies that can be further developed (Hofvendahl, 2010). For feedback and 
assessment to be meaningful, it is important for there to be understanding 
between the student and teacher (Andersson, 2014; Ferm Thorgersen, 2011; 
Gibbons, 2004; Swedish National Agency for Education, 2011b). Assessing 
students’ learning could be seen as multilingual and therefore requiring 
more than a simple letter grade, and should include a narrative evaluation 
of the students’ learning (Eisner, 2007). Based on research of assessments, 
it can be said that feedback is an important part of learning (Black et al, 
2009; Gardner, 2011; Hattie, 2009; Klapp Lekholm, 2008; Lundahl, 2011; 
Sadler, 1989). In dance, feedback serves the purpose of motivating, reinforc-
ing, and correcting (Gibbons, 2004). For feedback to be effective the focus 
should be on learning and problem-solving, not on the student as a person, 
though this is not made explicit in the knowledge requirements. Feedback 
focusing on the personality can have a negative effect (Zandén, 2010). Gib-
bons (2004) argued that positive feedback could give the student motivation 
while highlighting improvement. 

When it comes to grading coursework, a common way of giving feedback 
is by providing a completed grade with written comments (Holmgren, 2010). 
According to Butler (1988), comments combined with grades do not have 
the intended effect on student performance, and in fact produce the poor-
est results. Students tend to focus more on the grade than the comments, 
even though the grade provides the least information about further learning 
(Butler, 1988). Lundahl (2011) pointed out that grades are unclear because 
they do not contain any information or guidance about preceding work, and 
argued that, based on the research, it is not easy to determine what the 
pedagogic function of grades could be. 

 
In Swedish grade conferences, there is a tendency towards an increase 

in documentation. One study shows that music teachers in primary school 
motivate their increased documentation as a tool in grade conferences (Zan-
dén & Ferm Thorgersen, 2015). Hofvendahl (2012) argues that it is impor-
tant to reflect on how these documents affect the structure of the grading 
conference and the actions performed within it. There is a risk that these 
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documents prevent the conference from being open and active. Feedback 
can be seen as including both the informational content and the effect of the 
feedback (Sadler, 1989). Rubrics can be used instead as a method of working 
with formative assessment in dance and provide a means to capture complex 
performances (Warburton, 2010). The teacher, the student being assessed, 
and other students can communicate informative content and influence the 
feedback. If the students do not receive training in self-assessment, there 
is a risk that the students then over-rely on the teacher (Swedish Nation-
al Agency for Education, 2011b). Self-assessment can result in enhanced 
learning through the students reflecting on the quality of their own work, 
assessing whether these achievements fit the knowledge requirements, and 
then deciding about further learning processes (Swedish National Agency for 
Education, 2011a). Grade conferences can be seen as intersubjective set-
tings for feedback. According to existing research, grade conferences have 
tended to focus more on personal qualities than on knowledge-related quali-
ties (Rinne, 2013). Several researchers and the Swedish National Agency for 
Education (2011a) emphasise student involvement in assessment practice 
(Dochy et al, 1999; Lan, 2005; Lundahl, 2011; Rinne, 2013; Sadler, 1989). 
One goal of Swedish schools is to encourage student responsibility for their 
own learning (Swedish National Agency for Education, 2011b). Rinne (2013) 
described how a teacher’s action in an observed grade conference could be 
interpreted as a way of obscuring negative feedback; the teacher based her 
assessments on knowledge requirements that both the teacher and student 
perceived as abstract and that seemed to make the assessment even more 
confusing. The content in Rinne’s observed conferences did not initially fo-
cus on reasoning about subject-specific knowledge. 

Methodology for Grasping Teachers’  
Conceptions of Quality

A starting point for life-world phenomenological studies is to turn to the 
things themselves and to be open and adaptable as to how the thing is made 
visible to a subject. In order to grasp the phenomenon in this study of teach-
er’s conceptions of quality in dance knowledge assessment, material was 
gathered during observations of grade conferences and from written teacher 
reflections. The material generated constituted the basis for the analysis 
and created opportunities to perceive different aspects of the teacher’s lived 
experiences of the phenomenon. 

Ten individual grade conferences were observed between the teacher and 
ten first-year students taking the dance component of the Dance technique 
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1 course that forms part of the upper secondary’s arts programme observa-
tions. The teacher offered each student two grade conferences in one se-
mester and these were observed. At the first grade conference, the students 
were given information about the grade they had achieved on the course so 
far. At the last grade conference, the students received information about 
their final grade on the course. Before the first grade conference, the stu-
dent and teacher filled out a rubric on the student’s achievement level. 
The teacher constructed the rubric and it contained ten core content items 
based on the formulations in the syllabus. The core content items required 
by the syllabus were written in the left-hand column on separate rows. The 
column containing the core content items was followed by columns con-
taining the knowledge requirements for each grade and core content item. 
The grade conference took place in the teacher’s office in the presence of 
the teacher, the student, and the author. The teacher and the student sat 
facing each other on a couch, and I sat on a separate chair by a little side 
table. I needed to be aware that my presence would affect the setting. Ob-
serving the grading conference enabled me to understand the verbal and 
visual material and later analysis shed light on the teacher’s conceptions 
of quality. During the observation, I handwrote structured field notes. They 
were structured such that one column was dedicated to the teacher’s com-
munication and a separate column was reserved for the student’s com-
munication. I noted down all the verbal communication and non-verbal 
actions I was able to capture. The field notes were then rewritten into a text 
document and I added questions and comments about the observations. 
Afterwards, the field notes, which included my comments and questions, 
were emailed to the teacher who wrote reflections based on the written con-
tent and sent them back. The teacher’s written reflections made it possible 
to further comprehend the teacher’s experiences, thoughts and reflections. 
This study follows the Swedish Research Council’s ethical guidelines and 
the participants were informed that participation was optional (Swedish 
Research Council, 2002). 

The method used for analysis is based on Spiegelberg’s (1960) phenome-
nological method, which provides guidelines for phenomenological analysis. 
The method is interpretive and involves searching for meaning. This method 
of analysis harmonises well with basic concepts in phenomenology, namely 
openness and adaptability to the phenomenon. A base in phenomenology 
is to come into contact with the phenomenon’s general essence (Patočka, 
2013). The phenomenon – teacher’s conceptions of quality – is identified and 
broadened out, varied, and then condensed in order to find the essence of 
the phenomenon. To be able to be adaptable to the phenomenon, it is im-
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portant not to force the phenomenon into a fixed structure. Hence, I chose 
to follow the analytical method in a non-chronological order. 

First, the phenomenon was experienced through a phenomenological atti-
tude. This was achieved by letting various aspects of the phenomenon show 
themselves to me through the field notes and by embracing the material in 
a non-critical way. My intention was to be aware of my own lived experiences 
and to be able to be as adaptable and open to the phenomenon as possible. 
The material was reviewed several times and different aspects appear in the 
text, and eventually essences of the phenomenon were highlighted.

Then, through condensation and interpretation the essences of the phe-
nomenon were related and compared to each other, and themes of the es-
sences started to appear. These essences were broadened out, seen through 
variations and differences and similarities, and then the essences were con-
densed by exploring which essences might or might not be connected to one 
other. In this process, the themes of the phenomenon became clearer and 
relations between the essences were investigated before the first image of the 
phenomenon crystallised. The themes and their aspects were not fixed from 
the beginning of the analysis but emerged over time through the analysis. 

Additionally, the process included identifying different modes that ap-
peared through further investigation of the relationships between the 
themes and their aspects. Images of the relation between themes and as-
pects became clearer and were clarified in the way described in the results 
of the study. The phenomenon was then viewed from different perspectives 
and appeared as a complex form in the researcher’s consciousness. The 
researcher has to be conscious of earlier experiences of the phenomenon 
by being aware of them during the analysis process. That is also why it is 
so important to read the material several times and zoom out and in of the 
material. That is why you can see the material from different views without 
letting your earlier experiences take over the analysis. The purpose of the 
analysis was to explore various dimensions of the phenomenon related to 
the original material. The phenomena were interpreted so as to perceive the 
meaning, seen in the results below.

The Phenomenon of Teacher’s Conceptions of Quality 

During the analysis, two themes relating to the phenomenon emerged: 
conceptions of quality expressed through the teacher’s focus on abilities and 
conceptions of quality expressed through views of dance knowledge progres-
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sion. Various aspects of the teacher’s conceptions of quality regarding dance 
knowledge are indicated in the examples provided of the statements and 
non-verbal actions observed between teacher and student during the grade 
conference. All the statements were originally in Swedish and have been 
translated into English for the purposes of this paper. 

Conceptions of quality expressed through the teacher’s focus on abilities 

Two intertwined aspects emerged in the theme Conceptions of quality ex-
pressed through the teacher’s focus on abilities: the dance abilities expressed 
and the general abilities expressed. During the conferences, the teacher ex-
pressed conceptions of quality through verbal and non-verbal communica-
tion. The teacher alternated from her position on the couch to the floor and 
communicated her thoughts through the different modalities. 

Dance abilities expressed 

The teacher’s conceptions of quality regarding the students’ performed 
dance abilities were expressed through Dance abilities expressed. The dance 
abilities expressed in the student’s achievement concerned embodied quali-
ties2 and idioms3 in movement, including the student’s control over move-
ment in performance and connecting between movements4. Awareness in 
the non-verbal expression incorporated spatial ability. Conceptions of qual-
ity were also seen in placement5 and technique6 in the more static posi-
tions as well as in movement. These selected dance abilities emphasised 
the teacher’s conceptions of quality in that they were an indication of what 
the teacher valued as meaningful dance knowledge on that specific course 
(Zandén, 2010). 

At the beginning of the conference, the teacher initiated the dialogue by 
asking, ‘How did you manage to fill in the rubric?’ The students replied 

2 Quality refers to the dynamic of the movement: how the movement is performed and 
the movement qualities used. Common qualities can vary between genres.

3 Idioms can be described as bodily positions, shapes and movement in space. Common 
specific idioms can vary between genres.

4 Connection between movements refers to the way in which movements connect and 
intertwine with each other in contrast to movements that are distinctly separate from 
each other.

5 Placement refers to bodily placement in relation to space; both anatomically in the way 
the body is placed in a space as well as the bodily subject in relation to space, other 
human beings and things within that space. 

6 Technique can be described as the way in which movements should be articulated in 
certain contexts.
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that it had been hard to understand what was meant by the phrases in the 
rubric, saying things like, ‘[I] didn’t understand everything … [It was] hard 
to understand’. The rubric was based on the phrases given in the syllabus 
and included verbatim phrases. This is an example from the rubric in which 
letters are used to represent the grading level of knowledge requirements:

Figure 1: Schematic illustration of a rubric based on the Dance Technique 1 course
Core content A C E
Use of codes, conventions & 
instructions in skills training

Use with 
certainty

Use with some 
certainty

Use with some 
certainty

In the syllabus, the core content seen above is given as ‘Codes and conven-
tions in technique training’ (Swedish National Agency for Education, 2011a). 
In the knowledge requirements, this is given in more detail, but the phrases 
used in the rubric are taken directly from the syllabus. The students were 
not familiar with the rubric, and it was clear that the teacher would prefer to 
use the rubric differently if she or he were required to use it again. 

 
We had not talked about the rubric beforehand because we lacked 
time, which was very unfortunate. It was almost thrown at the stu-
dents. NOT good! [I] Won’t do that again, because it was barely fit for 
purpose. Many students thought it was hard. I think I will redo it. If 
you don’t understand it, you blame yourself.

The teacher chooses the exact phrasing given in the rubric based on the 
core content and the knowledge requirement. The teacher made the rubric. 

The movement qualities expressed by the teacher were flow and weight in 
movements7. At the same time, the teacher verbalised the sentence, ‘Flow, 
work with that to save energy and to connect [movements]’; she or he em-
bodied the meaning through the sentence. The teacher embodied the mean-
ing by performing the related movements that interconnected and that con-
densed the amount of energy required to perform that specific movement. 
Here, ‘flow’ was seen as a tool to be used in the training process in dance 
and also as a way of connecting movements. This aspect also includes the 

7 Flow and weight in movement are concepts commonly used in dance based on La-
ban’s analysis of dance movements that describe movement quality in general terms 
and that can vary in different genres. Flow relates to control and bodily tension includ-
ing speed, energy, frequency/rhythm and pause (Camurri, et al., 2003; Zhao & Badler, 
2001). Weight refers to the impact of the movement including tension and dynamic 
(ibid) 
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importance of being precise in a movement but without losing the connec-
tion between movements. The ability to connect movements was also seen 
in combination with flow in the text above. The teacher communicated the 
ability to connect movements by visually embodying the movement between 
different positions and finishing the movement, while saying: ‘Think of how 
you get there’. The teacher demonstrated two positions and how to transi-
tion between them using her body to give a visual picture of the difference 
between whether or not the student should work with the way in which the 
movements connect. 

Teacher: [You need] Exactness in [your] movement, you sometimes 
sail away. You seem to flap a bit. 
Student: [I] need more control. 
Teacher: Yes, but not smaller [movements]. It’s about how you connect 
the movements. How you move on [starts showing movements that 
flow into each other like weaving], come together without stopping. 
Can you see this? 
Student: Yes, not too staccato. Yes, [I can be] a little incomplete [in my 
movements]. 

In both the verbal and non-verbal actions, the qualities of flow and weight 
were communicated through the use of idioms relating to the contempo-
rary dance tradition. The teacher and some of the students expressed the 
idea that the achievements referred to one genre – contemporary dance. For 
example, the students expressed that they had not danced contemporary 
dance before. 

The teacher says to the student, ‘You need to find the weight’. Through 
the embodied movements of the teacher, the expressed qualities of move-
ment were related to the specific movement vocabulary in contemporary 
dance. The teacher emphasised the importance of control in dance perfor-
mance8, ‘You have the ability to let yourself go, but [you] need to be in con-
trol’. To show the student what the outcomes meant in terms of movement, 
the teacher made sounds and curved movements that moved in space, and 
then said ‘slurp’, and all movement stopped in one static form in her body. 
The teacher also said that control was needed in extreme positions. During 
the conference, the importance of using momentum9 in movements and the 

8 Control in movements here refers here to an awareness of the body, the conscious use of 
different movement dynamics and the ability to combine contrasts in movement quality. 

9 Momentum is the movement’s inherent force. A movement continues in the same di-
rection it started from. 
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ability to capture movements using control while finding the dynamics in 
the movements appeared.

Another conception of quality that emerged was the importance of aware-
ness during a dance performance. The teacher answered a question, which 
was added to the rewritten field notes, about how she or he knew that the 
student had worked on using greater awareness, and in what way they felt 
able to assess awareness. The teacher’s quotation indicated that he or she 
felt it was not possible to see awareness as merely a cognitive activity –
that’s not an option in dance. Awareness is also something that is expressed 
in and through the body. This is in line with Merleau-Ponty’s (1962/2002) 
view on embodied knowledge that the whole body is involved in learning. 
In this quotation from the grade conference, the teacher emphasised that 
awareness cannot be delimited to involving only cognitive activity. 

I see bodily progression/awareness in her – I see that she can make 
choices when she dances. Awareness is not only in the mind but also 
in the body. It’s tricky ;) 

In the grade conference, the teacher communicated how spatial ability 
could be seen as intertwined with awareness, both concerning the geometry 
of the room, other subjects in the room, and the difference between dance 
materials. The importance of being aware also emerged in what the teacher 
said in this context. ‘Sometimes you sail away, try to make choices about 
how you will relate to others through the use of awareness. Take off your 
blinkers, open up, and see’. 

 
When it comes to placement and technique, the teacher focused on how 

the student worked on placement and technique overall and not in rela-
tion to specific movements in the dance performance. The teacher empha-
sised the ability to vary between working on the leg’s rotation in parallel 
and turned out10 positions. The teacher talked specifically about technique 
during movements that involved the floor; she or he referred to this floor 
technique in contemporary dance thus: ‘You and the floor are like best 
friends’. 

You have found the floor nicely, especially in the choreography. You 
have to find your centre11 in your body’s placement. You are falling for-

10 Turnout refers to lateral movement in the hip joint.
11 Working with the centre is about engaging the core muscles to find stability in the torso. 
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ward [with your body]. You found a lot in your torso towards the end. 
But you still need my help, just keep on working at it.

The teacher’s conceptions of quality appeared through the choices of fo-
cused dance abilities, which also emerged in the phrases in the syllabus. 
For example, qualities and idioms in movement were mentioned in the core 
content in the syllabus: 

 
Movement vocabulary relating to time and space as well as qualities 
such as weight and flow. The idioms of dance technique. (Swedish Na-
tional Agency for Education, 2011a, author’s translation). 

In the core content, it was stated that dance knowledge should be re-
lated to two genres. In this study, dance abilities were solely related to the 
contemporary dance genre. The students studied two dance genres on the 
course: contemporary dance and hip hop. Yet the conceptions of quality 
show that the dance abilities in contemporary dance were the ones that were 
valued during the grade conferences. 

General abilities expressed

The general abilities expressed by the student referred to the work un-
dertaken during the course – for example, process and effort made during 
class. This communication was about how the students had worked in class 
and included effort, ability to memorise dance movements and students re-
flections. These general abilities were communicated without the teacher 
expressing what dance knowledge the student achievements were related to. 
The teacher expressed this as: 

You are finding [the movements] fast [in your body] and copying. 
Sometimes it’s hard to know if you are working correctly or if you are 
copying … Work on your verbal reflection. 

The teacher emphasised the importance of memorising the movements 
and distinguished between copying movements and working correctly with-
in the movements. Copying means performing the same movement as some-
one else, while interpreting the movement is referred to as working correctly. 
What is important is not the value of the student’s dance performance but 
the process by which the movements are learned. Memorisation was one of 
the core content requirements of the course and also part of the knowledge 
requirements. The quotation above was the only time the teacher talked 
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about reflections and I asked whether all other students had reached that 
goal. The teacher answered:

Yes, actually, now that you mention it, I have been working actively with 
this student throughout the year to make her reflect more verbally. She 
can reflect and is learning quickly with her body, but she is a bit shy. 
I have actually pointed this out in conversation and will try to push her 
a little extra in the upcoming year. Sometimes, things can develop when 
they are left alone for a while during [the] summer [holidays].

The general abilities expressed included communication about work that 
was not always connected to a specific ability, such as: ‘You are working re-
ally nicely with your body … You are a beautiful dancer … You have come 
a long way’. These quotations embraced the process in dance performance 
whereby the students’ efforts in class were valued. The conceptions of qual-
ity expressed could not be derived from the course syllabus but show that it 
is something that still informs the teacher’s conceptions of quality. 

Conceptions of quality expressed through views of progression 
in dance knowledge 

The teacher communicated various conceptions of quality verifying that 
the student had reached a certain level of knowledge. Different conceptions 
of quality emerged in the various combined ways in which the teacher rec-
ognised knowledge in the grading levels. Two aspects emerged: progression 
in levels of knowledge achieved and the relation between the teacher’s and 
the student’s expressions of conceptions of quality.

Progression in levels of knowledge achieved

Conceptions of quality were seen in the way the different levels of knowl-
edge were expressed in relation to students’ abilities. It was apparent that 
the appreciation of knowledge emerged differently in relation to the lower 
and highest achievement levels. There was also a difference in the abilities 
explicit in the lower (grades B and C) and highest (grade A) achievement 
levels. These two achievement levels emphasised the same abilities, with 
the addition that the lower achievement level also emphasised control over 
movement in performance and awareness in the embodied action. Knowl-
edge at the lower achievement level was expressed through the student’s ac-
knowledgement of the ability. At the highest achievement level, knowledge 
was expressed in the way the student used the ability. 
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At the lower achievement level, the student’s acknowledgement of abil-
ity was seen through the communication during the grade conference con-
cerning assessment of student recognition and acknowledgement of abilities 
in the dance performance. Regarding technique, for instance, the teacher 
pointed out that the student had to find their centre by saying ‘You have to 
find your centre in the way you place yourself; you are falling forwards’. It 
was enough for the student to find different abilities in their dance perfor-
mance; the quality of the performance was not assessed in terms of their 
knowledge. Concerning the quality of movement, the stress was on the im-
portance of finding flow and weight in the performance. The teacher empha-
sised placement through a process of finding the centre strength in the core 
muscles in order to find weight and flow in the dance performance, ‘Weight 
in flow, centre is high up; find the weight’. 

Use of ability referred to how the students used their ability in perfor-
mance, which was seen in the highest achievement level. The students ac-
knowledged their ability in the dance performance and were appraised on 
the way the student explored variation and gradation in use of ability. The 
student had to be able to acknowledge ability in the dance performance and 
develop use of this ability. In addition to finding their centre, the student 
had to be able to use this ability to work with their centre to find other ways 
of using placement, ‘Lift up your centre; find the length, and turn out’. Re-
garding quality of movement, the goal was to explore the movement on the 
basis of different qualities. 

Relation between conceptions of quality expressed by teacher 
and by student

The teacher’s conceptions of quality also emerged when verifying student 
achievement in accordance with a certain level of knowledge. According to 
the completed rubric, the teacher assessed the students higher than the 
students did themselves; I observed that the students had higher expecta-
tions of their achievements. The conceptions of quality emerged in the way 
the teacher valued the way in which the dance knowledge had progressed 
and how this progression in dance knowledge was seen in accordance to 
student conceptions of quality.

In the conferences, the students appeared to demand a lot of themselves 
during the assessment, and the teacher encouraged them to see what they 
were good at. The teacher expressed this by saying, for example: ‘You are 
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hard on yourself. Maybe we should work on that? … It’s good to have will-
power, but not when it gets in the way of other achievements’. The teacher 
also said:

Sometimes you should give yourself encouragement. We talked about 
it last autumn; have you done it? Shall we have a routine where you 
tell me you are doing this? No buts! We could make it a routine to get 
it started. 

 
The difference in the teacher and student assessments showed that they 

had different conceptions of quality in relation to the knowledge require-
ments. The progression of the teacher’s conceptions of quality was reconciled 
with the students’. They did not discuss specific areas in the assessment, 
just the overall assessment for the course. The difference in assessment was 
not problematised other than the teacher saying that it was due to the stu-
dents’ high expectations of themselves. 

Discussion and Further Thoughts about  
Conceptions of Quality

Here I further discuss and relate the findings to earlier research and life-
world phenomenology. The teacher’s conceptions of quality are seen in the 
choice of focused abilities and communication, while the interpretation of 
achievement levels is discussed in relation to the challenges of assessing 
dance. 

The abilities that the teacher chooses to focus on or disregard can high-
light their conceptions of quality (Zandén, 2010) and constitute what the 
teacher values as important qualities to assess. These conceptions of quality 
are based on earlier embodied experiences. Even though decisions on which 
abilities to focus on were circumscribed in the syllabus, the teacher’s con-
ceptions of quality emerged in the space and time devoted to different knowl-
edge during the lesson. The abilities the teacher focused on depended on his 
or her own experiences or lack of experiences based on background, educa-
tion, dance tradition and context. The different meanings may be influenced 
by the teacher’s experiences of the genre’s history, traditions, genre-specific 
content and movement vocabulary, as well as the teacher’s education. Dif-
ferent qualities, such as weight and flow, can be expressed differently ac-
cording to genre and the person’s conceptions of quality. In the study, the 
body was a major part of communication and expressing knowledge. 
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Awareness was a focused ability which could be improved through self-as-
sessment and peer assessment. The teacher emphasised that awareness can 
be expressed with and through the body and in the choices students make 
when dancing. A life-world phenomenological point of view is that awareness 
cannot be isolated to a certain part of the physical body (Merleau-Ponty, 
1962/2002). A life-world phenomenological approach could influence ways of 
working and assessing such that the whole body is taken into account. Since 
dance is a bodily expression, it is important that the whole body is included 
in the communication. The students did not express themselves through the 
dance performances and did not try out what the teacher was communicat-
ing as a means of understanding the grading or to achieve a higher grade. 
The teachers’ conceptions of quality have a tradition and are situated in 
a context that affects decisions and actions. There student’s learning pro-
cess may benefit from their involvement in the assessment practice through 
various modalities, including dance performance. In research adaptability, 
flexibility and openness are important in line with life-world phenomenology. 
This could be seen in the teacher’s various modes of communication. 

With regard to the risk of becoming too criteria-based (Torrance, 2007) 
and students becoming less independent (Sadler, 2007), how can we, as 
teachers, be clear about what abilities they should focus on whilst not be-
ing counterproductive when it comes to student learning? In this case, the 
students did not understand the rubric. Creating understanding between 
the teacher and student is an important factor (Gipps, 1999) in learning 
and can make it easier for students to be involved in their own learning 
(Dochy et al, 1999; Lan, 2005; Lundahl, 2011; Rinne, 2013; Sadler, 1989). 
The difference between the teacher’s and the students’ assessments could 
have been different if the students had had a better understanding of the 
rubric and the steering document and may depend on how used they are 
to self-assessment. In order to develop this ability, assessment should be 
discussed and practiced so it becomes embodied. In a grade conference, as-
sessments should be conducted using the mode best-suited to expressing 
the assessment of the area of knowledge. As mentioned in the paragraph 
above, adaptability, flexibility and openness to what is being assessed, stu-
dents’ needs and the context are tools that can be used in assessment prac-
tice. The teacher’s reflections about using the rubric differently, since it 
did not achieve the desired effect, can be seen as an important questioning 
process about the teacher’s own assessment practice. The choices we make 
are based on well-reasoned decisions and/or the context and tradition. In 
collegiate discussions among dance teachers that I have been part of as 
both dance teacher and researcher, they have sometimes argued that modes 
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other than dance performance are necessary to perceive some of the core 
content and knowledge requirements, such as students’ reflections about 
their own processes. However, self-reflection is a long-term process related 
to earlier embodied experiences. The teacher used various modes to convey 
the student assessment, which made it possible for students to grasp the 
meaning of the assessment in various ways. 

In the grade conferences, students’ efforts in class were considered, which 
did not necessarily relate to the goals of the course, but still indicated the 
teacher’s conceptions of quality. Feedback that focuses on personality traits 
instead of the task can have a negative effect on the student (Zandén, 2010). 
But can it have other functions that are important for the student’s learning 
process? Perhaps the teacher uses it to develop student self-confidence in 
dance performance. Positive feedback can motivate the student and commu-
nicate to the student areas of improvement (Gibbons, 2004). Understanding 
between teacher and student determines how the student interprets the 
meaning of the feedback. If a grade conference gives a summative assess-
ment, depending on the context and use of encouragement, discussions of 
the student’s effort in class could become somewhat confusing. Encour-
agement can be a way of obscuring negative feedback (Rinne 2013). It is 
important for teachers to reflect upon their intentions, the consequences of 
such encouragement and the conceptions of quality that emerge in an as-
sessment, so they can be adaptable, flexible and open attitude. In this pro-
cess, the collegiate discussions are significant (Zandén, 2010). By discuss-
ing what they focus on in their teaching and their assessments, it is possible 
for teachers to develop an awareness of their own practices.

The teacher communicated the student’s achievement level via the rubric 
and gave each student a grade. Earlier research suggests that the student 
focuses on the grade even when the comments are also communicated 
(Butler, 1988), but also that rubrics are a way of communicating complex 
performances (Warburton, 2010). The rubric could have been used to com-
municate the goals of the course, the student’s achievement level, and how 
the student could improve their learning outcome, that a more nuanced 
approach to movements was needed and on how the student used this 
ability. The difference in the requirements for the highest and lower grades 
indicates that the conceptions of quality teachers express are informed 
by knowledge hierarchies. For a C grade, the student had to acknowledge 
for weight in their embodied expression. To receive the highest grade, the 
use of weight had to be graded in relation to the embodied performance 
and the focus was on how the student made use of this ability. The same 
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content was performed at different levels of progression; however, expres-
sions of awareness in the embodied action and connecting the movements 
were only found in discussions of lower achievement levels. The question 
is whether awareness in the embodied action and connecting the move-
ments can be seen as prerequisite to there being a different content focus 
in the highest achievement level. It is possible that awareness and control 
are needed to be able to perform a more nuanced dance, making use of 
flow and weight; at least this was seen in the assessment in the highest 
achievement level. It would be interesting to explore further how teachers 
perceive the basis used for assessment and how they interpret the achieve-
ment level in relation to conceptions of quality. As mentioned above, the 
teachers’ collegiate conversations can function as a way of making them 
aware of their own conceptions of quality and help them explore how they 
handle assessments.

References

Andersson, N. (2014). Assessing dance: A phenomonological study of formative as-
sessment in dance education. In Formation-Nordic Journal of Art and Research, 3 (1).
Bengtsson, J. (2001). Sammanflätningar: Husserls och Merleau-Pontys fenomenologi. 
[Intertwining: Husserl’s and Merleau-Ponty’s phenomenology]. (3rd ed.) Göteborg: 
Daidalos. 
Black, P., & Wiliam, D. (2009). Developing the theory of formative assessment. Edu-
cational Assessment, Evaluation and Accountability (formerly Journal of Personnel 
Evaluation in Education), 21(1), 5–31.
Butler, R. (1988). Enhancing and undermining intrinsic motivation: The effects of 
task-involving and ego-involving evaluation on interest and performance. British 
Journal of Educational Psychology, 58(1), 1–14.
Camurri, A., Lagerlöf, I., & Volpe, G. (2003). Recognizing emotion from dance move-
ment: Comparison of spectator recognition and automated techniques. International 
Journal of Human-computer Studies, 59(1), 213–225.
Dochy, F., Segers, M, & Sluijsmans, D. (1999). The use of self-, peer and co-asse-
ssment in higher education: A review. Studies in Higher Education, 24(3), 331–350.
Eisner, E. (1998). The Enlightened Eye. Qualitative Inquiry and the Enhancement of 
Educational Practice. New York: Prentice-Hall. Inc.
Eisner, E. (2007). Assessment and evaluation in education and the arts. In L. Bresler 
(Ed.), International Handbook of Research in Arts Education, 423–426. Amsterdam: 
Springer. 
Engel, L. (2004). The somaesthetic dimension of dance art and education – A pheno-
menological and aesthetic analysis of the problem of creativity in dance. Paper pre-
sented at the International Dance Conference, Theatre Academy, Helsinki, Finland.
Ferm Thorgersen, C. (2011). Assessment of musical knowledge from a life-world 
phenomenological perspective - Challenges of conceptualising and communication. 
HejMEC, 2, 37–45.



j o u r n a l  o f  p e d a g o g y  2 / 2 0 1 6 3 1

teacher’s conceptions of quality expressed through grade conferences in dance education

Fraleigh, S. (1987). Dance and the lived body: A descriptive aesthetics. Pittsburgh, 
PA: University of Pittsburgh Press.
Gardner, J. (Ed.) (2011). Assessment and learning. SAGE Publications: Los Angeles.
Gibbons, E. (2004). Feedback in the dance studio. Journal of Physical Education, 
Recreation & Dance, 75(7), 38–43.
Gipps, C. (1999). Socio-cultural aspects of assessment. Review of Research in Edu-
cation, 24, 355–392.
Hattie, J. A. C. (2009). Visible learning: A synthesis of over 800 meta-analyses rela-
ting to achievement. London: Routledge.
Hofvendahl, J. (2010). Utvecklingssamtalen- några vanligt förekommande problem. 
In C. Lundahl, & M. Folke-Fichtelius (Ed.), Bedömning i och av skolan- praktik, po-
litik, principer [Assessment in and of school- practice, policy, principle], 165-181. 
Lund: Studentlitteratur.
Holmgren, A. (2010). Lärargruppens arbete med bedömning för lärande. Lundahl, C. & 
Folke-Fichtelius, M. (ed.), Bedömning i och om skolan- praktik, politik, principer [Assess-
ment in and about school – practice, policy, principle], 31-46. Lund: Studentlitteratur.
Lindqvist, A. (2010). Dans i skolan: Om genus, kropp och uttryck [Dance in schools: 
About gender, body and expressions]. Doctoral dissertation. Umeå: Umeå University.
Klapp Lekholm, A. (2008). Grades and grade assignment: effects of student and 
school characteristics (Doctoral dissertation). Gothenburg: Gothenburg University.
Lan, W. (2005). Self-monitoring and its relationship with educational level and task 
importance. Educational Psychology, 25(1), 109–127.
Lundahl, C. (2011). Bedömning för lärande. [Assessment for learning]. Stockholm: 
Norstedts.
Nielsen, F. V. (2002). Quality and value in the interpretation of music from a pheno-
menological point of view. A draft. Zeitschrift für Kritische Musikpädagogik.
Merleau-Ponty, M. (2002). Phenomenology of perception. London: Routledge. 
Patočka, J. (2013). Inledning till fenomenologisk filosofi. Huddinge: Södertörn Uni-
versity.
Parviainen, J. (2003). Dance techne: Kinetic bodily logos and thinking in movement. 
Nordisk Estetisk Tidskrift, 15, 27–28.
Rinne, I. (2013). Att bedöma och bemöta – Förståelsen av betyg så som den visar sig 
I ett betygsamtal på gymnasiet [To Assess and meet – The understanding of grade 
as it emerges in a grade conference in upper secondary school]. Nordic Studies in 
Education, 33(03), 171–186. 
Rinne, I. (2014). Pedagogisk takt i betygssamtal: en fenomenologisk hermeneutisk 
studie av gymnasielärares och elevers förståelse av betyg [The tact of teaching in 
grade conferences. A phenomenological hermeneutical study of upper secondary 
school teachers’ and students’ understanding of grades]. Doctoral dissertation. Go-
thenburg: Gothenburg University.
Sadler, D. Royce. (1989). Formative assessment and the design of instructional sys-
tems. Instructional Science, 18(2), 119–144.
Sadler, D. R. (2007). Perils in the meticulous specification of goals and assessment 
criteria. Assessment in Education 14(3), 387–392.
Sadler, D. R. (2009). Indeterminacy in the use of preset criteria for assessment and 
grading. Assessment & Evaluation in Higher Education, 34(2), 159–179.



j o u r n a l  o f  p e d a g o g y  2 / 2 0 1 63 2

a r t i c l e s

Sheets-Johnstone, M. (1979). The phenomenology of dance. London: Dance.
Spiegelberg, H. (1960). The phenomenological movement: An historical introduction. 
The Hague. Swedish National Agency for Education. (2004). Handlingsplan för en 
rättssäker och likvärdig betygssättning [Proposal for a legal and equal grading].
Swedish National Agency for Education. (2011a). Läroplan, examensmål och gym-
nasiegemensamma ämnen för gymnasieskola. [Curriculum for the upper secondary 
school].
Swedish National Agency for Education. (2011b). Kunskapsbedömning i skolan- pra-
xis, begrepp, problem och möjligheter [Knowledge assessment in school- praxis, con-
cepts, issues and possibilities]. 
Swedish National Agency for Education. (2012). Upper Secondary School 2011. Re-
trieved from http://www.skolverket.se/publikationer?id=2801 
Swedish National Agency for Education. (2013). Curriculum for upper secondary 
school. 
Swedish Research Council. (2002). Forskningsetiska principer – inom humanistisk-
-samhällsvetenskaplig forskning. [Ethical research guidelines – within humanistic 
and social scientific research]. 
Torrance, H. (2007). Assessment as learning? Assessment in Education: Principles, 
Policy & Practice, 14(3), 281–294.
Warburton, E. C. (2010). From talent identification to multidimensional assessment: 
toward new models of evaluation in dance education. Research in Dance Education, 
3(2), 103–121.
Zandén, O. (2010). Samtal om samspel. Kvalitetsuppfattningar i musiklärares dia-
loger om ensemblespel på gymnasiet [Discourses on music-making: Conceptions of 
quality in music teachers’ dialogues on upper secondary school ensemble playing]. 
Doctoral dissertation, Gothenburg: Art Monitor.
Zandén, O., & Ferm Thorgersen, C. (2015). Teaching for learning or teaching for do-
cumentation? Music teachers’ perspectives on a Swedish curriculum reform. British 
Journal of Music Education, 32(01), 37–50.
Zhao, L., & Badler, N. I. (2001). Synthesis and acquisition of laban movement analy-
sis qualitative parameters for communicative gestures. Technical Reports (CIS). Pa-
per 116.

Author:

ninnie andersson, ph.d. student
luleå university of technology
art, communication and learning
snickargatan 20, Box 744
piteå
g941 28 4 0lt
sweden
e-mail: ninnie.andersson@ltu.se


