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Abstract: Many factors influence students’” career awareness and future career choices. Curricula-
related learning activities that entail boundary-crossing between formal and nonformal contexts,
such as museums and environmental education centres, can also broaden perspectives. Out-of-school
learning can unveil career trajectories, introduce professions, spark interest in new topics, and support
lifelong learning. Nevertheless, it is unclear how on-site educators of museums and environmental
education centres perceive or address supporting students” career awareness. We aimed to explore
how Estonian on-site educators perceive the connection between curricula-related learning at their
institutions and students’ career awareness (namely, work-related knowledge and self-awareness).
The qualitative data are drawn from two datasets: (1) 27 out-of-school educators chosen by purposeful
sampling participated in focus-group interviews about their practice; (2) 43 out-of-school educators
filled out open-ended online surveys on career awareness education. Qualitative content analysis was
used to find meaningful patterns from the dataset. Various specific examples of work-related learning
activities emerged. However, career awareness was often understood narrowly or had not been
previously conceptualised: students” self-awareness was seldom explicitly perceived as part of career
awareness. Moreover, supporting students’ lifelong learning or the development of sustainability
competencies was explicitly emphasised only by more experienced or outstanding on-site educators.

Keywords: career awareness; museum education; out-of-school learning activities; learning ecology;
boundary crossing; sustainability competencies

1. Introduction

In this article, we concentrate on field trips that involve curricula-related learning ac-
tivities organised by schoolteachers and guided by on-site educators at Estonian museum:s,
libraries, environmental education centres, and science centres. Although field trips can
support students’ career awareness starting from the earliest stages of formal education, it
is unclear how on-site educators understand supporting students’ career awareness and
how they incorporate career-related topics into their teaching. We aim to explore and
analyse the current practice regarding work-related topics during curricula-related learning
activities in different out-of-school environments and make suggestions for policy and
educators’ professional development.

Career awareness of children and adolescents precedes and prepares them for oc-
cupational choices. Career awareness, sometimes referred to as knowledge about career
information or occupational awareness, is an umbrella term involving knowledge of various
career pathways and professional alternatives that are accessible based on the individual’s
interests and circumstances (Savickas 2002; Wise et al. 1976). Thus, career awareness is
not only about knowing about work but also about oneself. Moreover, a significant posi-
tive correlation exists between career awareness and children’s self-concept or personal
view of themselves (Nasir and Lin 2012). However, information processing that precedes
career-related decision-making is considered somewhat under-researched (Milosheva et al.
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2021). Moreover, there is not as much empirical research available on the vocational de-
velopment of children compared to adolescents and grownups (Hartung et al. 2005). Paul
Hartung et al. (2005) call for a life-span approach towards career development and suggest
that childhood should be seen as a ‘period of active precursory engagement’ rather than
ignoring childhood as a somehow isolated or neutral period in individuals’ lives.

Career awareness is influenced by cognitive competencies such as planning, decision-
making, and problem-solving (Savickas 2002). An important thing to consider is that
occupations and people change over time, reflecting societal changes and situations we
encounter. Thus, we do not make career-related decisions once in a lifetime, e.g., after
finishing school. Predictable transitions, like transitioning from school to work, have always
been a part of career development theories (e.g., Law 1999). However, career changes that
are not predictable are increasingly common, and the ability to manage career transitions
influences both career success and well-being (Akkermans et al. 2024).

Moreover, to encompass the diversity and fluidity of society and our lives, unpaid
and voluntary activities should be considered alongside market work and constructing
lives rather than careers being the focus (Richardson 2012). Thus, career awareness should
not be limited to paid work but aimed at acclaiming an ‘active life’ (Guichard 2022). This
idea of an ‘active life’ is directly rooted in Arendt’s ([1958] 1998) seminal concept, later
reworked by Salmaso and Pombeni (1986; cf. Guichard 2022). Moreover, Richardson (2012)
also states that the whole notion of ‘career choice’ is problematic because, for many, the
matching process of individuals’ strengths and preferences with available occupations is
inaccessible, and they must resort to whatever is available. Moreover, much of what is
going on in people’s lives is relatively incidental, not bound to classrooms or curricula.
Seddon (2022) stresses the situatedness and liquidity of learning and argues that ‘learning
rests on interpretations of the lived-in-world’. This explains how contexts like family,
school, community groups, and media influence children’s future careers (Wise et al. 1976).

1.1. Why Career Awareness Needs to Be Addressed in Formal Education

Children from families with higher socio-economic status (SES) are more likely to
reach higher education than their counterparts with lower SES (Poder et al. 2023). There
tends to be a more significant gap between the occupational expectations and aspirations
of children with lower SES compared to their more affluent peers (Cook et al. 1996; cf.
Hartung et al. 2005). In other words, children’s expectations of their futures are more
class-bound than their aspirations. Moreover, teenagers tend to hold unrealistic views on
career paths; they do not understand how to obtain specific jobs, what courses they should
enrol in for post-secondary education, or what the reality of these jobs is (e.g., routines and
wages), and this misalignment or low career maturity tends to be greater among minorities
and students with lower SES (Holland 1981; cf. Hartung et al. 2005; Schneider et al. 2017).

The occupations of students’ parents inspire their career-related aspirations, too. For
example, children of engineers are more likely to pursue engineering careers than children
whose parents are not engineers (Jacobs et al. 2017). Belonging to a specific minority or
gender group can also limit perceived educational choices or career options (Faitar and
Faitar 2013). On the other hand, SES does not strongly influence family involvement in
children’s career development (Trusty et al. 1997; c¢f. Whiston and Keller 2004, p. 556).
Thus, even families with low SES can provide a nurturing environment. This indicates that
besides SES, the culture of students” homes, schools, and community groups (i.e., the set of
dynamic and evolving collective practices shaped by historical development as defined by
Engestrom ([1987] 2015)) plays a vital role in determining the future career trajectories of
children. There is a considerable gap between students from rural backgrounds or lower
socio-economic status (SES) compared with their more affluent peers regarding career
aspirations (Hartung et al. 2005) and access to different cultural resources and learning
environments during formal education (Greene et al. 2014). Moreover, less advantaged
students have been shown to gain the most from field trip experiences (Greene et al. 2014;
Whitesell 2016). Moreover, access to cultural participation, even free of charge, is uneven.
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Regarding informal visits outside the school context, libraries, museums, or even public
natural areas are more likely used by people with higher socio-economic status (OECD
2022). Thus, students with low SES need extra encouragement via school activities to
overcome insecurities from a lack of previous experiences (Uppin and Timostsuk 2022).

1.2. The Potential of Out-of-School Curricula-Related Learning Activities to Develop Career
Awareness

Most conceptualisations of career awareness are intended for use in the career coun-
selling of adolescents (e.g., Law 1999; Law and Watts 1977; Sampson et al. 2003; Wise et al.
1976). Accordingly, explicit career-development activities like special career courses and
career counselling tend to focus on the end of lower or upper secondary school before
making important career-related choices. However, supporting the career development
of children and adolescents can be much more than counselling; formal education can
provide career-related role models, information, and skills throughout formal schooling.
Field trips to different out-of-school environments could play an essential role in bridging
students’ experience gap regarding knowledge about work-life. For example, teachers opt
for field trips for many reasons, such as expanding the classroom curriculum, exposing
students to novel experiences, and boosting their motivation (Kisiel 2005). Besides occu-
pational knowledge, career awareness encompasses cognitive skills and self-awareness
(Savickas 2002). Thus, what is learned and how it is learned are both critical. Contextual
factors like curricular aims, teacher professionality, teaching methods, school climate, and
teacher—student relationships all influence students’ career awareness to some extent.

Paraphrasing John Dewey ([1916] 2018), methods that prove to be the most effective in
formal education are connected to our daily life outside the school and give us something
to do rather than something to learn. In other words, meaningful learning experiences are
likely to happen in authentic situations because learning is deeply contextual: dependent
on the physical environment, culture, relations to others, and our previous experiences
(Collins and Greeno 2011). Thus, it is unsurprising that field trips to various locations have
always been part of formal education, especially in the constructivist tradition, from parks
and museums to factories and libraries (Hein 2004; Luha 1927).

Field trips can serve both relatively broad aims regarding students’ cultural partic-
ipation and knowledge of the world, but they can also have a particular connection to
the curriculum. For example, specific work-related field trips in vocational education are
positively correlated to career maturity (Srianturi and Setyoningsih 2023), and learning
gains in terms of occupational knowledge tend to be higher and more diverse in real field
trips compared to virtual alternatives (Seifan et al. 2020). Learning in museums during
curriculum-related learning activities can also develop students” content-specific knowl-
edge and learning skills (DeWitt and Storksdieck 2008; Tenenbaum et al. 2015), have a
positive influence on students learning motivation (Greene et al. 2014; Paris et al. 1998),
support positive peer and student-teacher relationships (Uppin and Timostsuk 2022), and
inspire future careers in science (Flemming 2023; Spock 2000). Even though teachers” agen-
das dominate the course and outcomes of field trips (DeWitt and Storksdieck 2008), there
is always an element of unpredictability in learning in out-of-school environments. This
makes it difficult to measure or fully comprehend the complexity of field trip outcomes and
learning gains. For example, a field trip to a hospital introduces children to various occupa-
tions and their interconnectedness but also results in lower anxiety towards hospitalisations
(Beale 2000).

Structured environments of science and culture, such as museums, contain ‘real life’
problems rather than assignments with predictable outcomes and ‘right” answers. For
example, while examining the logbook of a historic icebreaker at the maritime museum, a
parallel with contemporary times can emerge with the help of the on-site educator, and the
theory of climate change gains practical implications. Thus, authentic environments are
well suited to fostering inquiry skills essential for lifelong learning. Learning activities that
aim to develop inquiry skills have successfully been implemented in museums and science



Soc. Sci. 2024, 13, 696

4 of 25

centres (e.g., Gutwill and Allen 2012; Kreuzer and Dreesmann 2017), and school-museum
collaborations have also been embedded in school curricula (Coppersmith and Song 2017).
Moreover, whether guided (Shaby et al. 2019) or not (Gutwill and Allen 2012), structured
and collaborative learning activities revolving around specific exhibits to support students’
inquiry skills have shown to be very effective. However, even experienced schoolteachers
struggle to support their students’ collaborative problem-solving in novel settings (Uppin
and Timostsuk 2022). The latter indicates that inquiry learning or gaining any complex
learning skills is not self-evident during field trips but rather the combination of skilful
design of learning activities and collaboration between educators.

Authentic settings in museums enable students to test realities and role-play, too. This
helps them to discover their preferences and expand career-related knowledge (Savickas
2002). Role-play is a standard method in history teaching to introduce historical periods
(Tuubel 2002) and develop historical empathy (Uppin and Timostsuk 2019). Accordingly,
observing and working with or as professionals in different fields is common during
learning activities at museums and environmental education centres. Unlike classroom as-
signments with similar learning outcomes, out-of-school experiences carry rich information
about the content, routines, working conditions, special equipment used, and culture of the
workplace. For example, Paris et al. (1998) described working with museum professionals
and using museum artefacts embedded in inquiry learning in primary biology to boost
students’ learning motivation in science.

Moreover, many more factors determine well-being and success in work-life than
adequate content-specific knowledge. There is a growing demand for flexibility and
lifelong learning to overcome the changes caused by global warming, digital innovations,
and demographic shifts (OECD 2019; UNESCO 2024). In fact, lifelong learning, something
that happens throughout the life of a person, in a wide range of contexts and variety of
modalities, is considered a human right (UNESCO 2024). Moreover, societal agreements
like the UN sustainability goals (UNECE 2012) and European key competencies for lifelong
learning (Council of the European Union 2018) expect society, specifically schools, to
deal with increasingly complex issues. These agreements are also reflected in local policy
documents like curricula (e.g., National Curriculum for Basic Schools 2011) or the Estonian
Educational Strategy (Ministry of Education and Research 2021). In other words, as a
society, we try to prepare students in school to solve complex or even wicked societal
problems throughout their future professional and personal lives. It could be argued that
due to the deeply contextual nature of learning and problem-solving (Kirsch 2009), this
will only be possible in collaboration with out-of-school partners. For example, teaching
global citizenship benefits from locally rooted projects meaningful for specific communities
(Pérez-Ortega and Gonzalez-Fuente 2024), and field trips can be used to bridge schools and
local communities and sustain their collaborations.

However, adding subjects to the curriculum, using slightly more student-centred
methods, or analysing societal problems as case studies of the past are insufficient ways
to overcome current global crises. Deconstructing the neoliberal understanding of de-
velopment will be crucial in remaining within the planetary boundaries (Bostrom et al.
2018; Misiaszek 2023). Nevertheless, schools, with their rigid social structure or ‘grammar’
(Courtney and Mann 2021), historically lack dialectical bottom-up approaches that con-
sider multiple perspectives necessary for disrupting anthropocentricism (Misiaszek 2023).
One possible tool to (re)consider the role of flexibility and adaptability in work-life is the
framework of sustainability competencies (Bianchi et al. 2022). Sustainability competencies
are skills, knowledge, and attitudes necessary to promote thinking, planning, and acting
‘with empathy, and care for our planet and for public health.” (Bianchi et al. 2022). Moreover,
sustainability competencies such as critical thinking, problem framing, future thinking, and
adaptability (Bianchi et al. 2022) are meant to equip children with the necessary knowledge,
skills, and attitudes to manage currently unimaginable societal shifts in the future, not only
to manage the changes that have already happened.
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It could be argued that current global changes require transformative (Mezirow 1997)
or expansive learning. According to Engestrom ([1987] 2015), expansive learning emerges
‘as practitioners struggle through developmental transformations in their activity systems,
moving across collective zones of proximal development’. He defines activity systems as
complex, socially mediated systems where human actions are interconnected. Moreover,
he expands on the term coined by Vygotsky, the ‘zone of proximal development’, that goes
beyond individual learning with the help of a more knowledgeable other (Vygotsky 1978).
He focuses on how groups or communities progress beyond their current capabilities by
resolving contradictions and developing new forms of collective activity. Thus, develop-
mental transformations help reorganise whole activity systems towards better outcomes
in expansive learning theory. The literature on sustainability also suggests that conflicts
cannot be avoided during these transformations and should be understood as part of
transformative learning (Bostrom et al. 2018).

Thus, knowledge about occupations and work-related decision-making should face
the future and be informed by large-scale societal changes intertwined with environmental
problems (Guichard 2022). Moreover, work-related decision-making is also mediated by
attitudes, beliefs, response tendencies, and preferences (Savickas 2002). Such dispositions
are hard to change or tilt, but critically reflecting on the assumptions that underlie our
thinking, i.e., transformative learning, makes it possible (Mezirow 1997). Sustainability
competencies also aim to profoundly change the learners’ perspectives, question their
interpretations of the world, and make them envision sustainable future scenarios (Bianchi
et al. 2022).

It seems advisable to create as many situations as possible where students can reflect on
the assumptions that underlie their thinking during their learning journey, as suggested by
Mezirow (1997). Bridging diverse contexts and learning with different teachers throughout
formal schooling is one way of obtaining new perspectives. Thus, field trips are one
way to lay the foundations for students’ lifelong learning and introduce various open-
access environments for learning, working, and recuperation. For example, they can
open the learning potential of public spaces such as shops, historical sites, and parks;
introduce workplaces and students’ surrounding community; boost cultural participation
through visits to theatres, cinemas, or galleries; or acquaint students with curated cultural
environments such as museums, libraries, zoos, and botanical gardens.

1.3. The Complexity of Bridging Learning Environments

However, learning in out-of-classroom settings is often more complex than learning
in the familiarity and relative safety of the classroom. Inevitably, out-of-school learning
activities are of varying quality and might not always follow best practices concerning
meaningful learning (Griffin and Symington 1997; Kisiel 2007). Systemic factors such as
governmental funding, curricula, and safety regulations determine whether students can
go on field trips at all (DeWitt and Osborne 2007; DeWitt and Storksdieck 2008; Kisiel 2014).
Moreover, when the basic psychological needs (autonomy, competence, and relatedness) of
students in these learning experiences are unmet, students will struggle to learn (Ryan and
Deci 2000).

Teacher agency also has an impact on students’ learning. Teacher agency is the
potential to act influenced by personal (and temporal) capacities and contexts, cultural,
structural, and material conditions, and accumulated competence (Leijen et al. 2020). For
example, a teacher might know that it is beneficial for students to learn evolution with the
help of a museum collection but lack the agency to organise a field trip to that museum.
Agency, in this case, might be lacking due to stress, colleagues’ opinions, negative previous
experiences with students’ behaviour, or lack of know-how on connecting learning in the
museum with learning at school. Moreover, teachers with the agency to go on field trips
and are avid users of different learning environments are a valuable resource for enhancing
the practice for all and encouraging colleagues to participate in out-of-school activities
(Kisiel 2014). In the context of field trips, the agency of schoolteachers and on-site educators
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alike affects the results of out-of-school learning activities. For example, suppose the on-site
educator prioritises student learning and has the agency to act on that thought. In that case,
they will engage teachers in designing learning activities to ensure their meaningfulness.

On-site educators of museums and other similar institutions are crucial in building
bridges between communities and shaping meaningful learning experiences for students
(DeWitt and Osborne 2007), because unlike teachers, they have a deep understanding of the
resources available at their institutions. Moreover, out-of-school environments and their
experienced on-site educators can support teachers in teacher training to use in authen-
tic teaching settings (Coddington 2020), create learning activities centred around current
and real-life topics (Domenici 2022), and raise awareness of the teaching possibilities of
out-of-school learning environments in general and their potential in professional devel-
opment (Kisiel 2013). On-site educators generally have diverse backgrounds and career
paths, regardless whether they work in Estonian museums (Uusmaa 2012), environmental
education centres (P6im et al. 2012), or in out-of-school learning environments elsewhere
(Bailey 2006; Tran and King 2007). This diversity also means that the understanding of
effective teaching and learning can differ widely (Bevan and Xanthoudaki 2008).

The effectiveness of museum learning activities also depends on the collaboration
of on-site educators and schoolteachers (Uppin and Timostsuk 2024). Learning in out-
of-school environments involves crossing the socio-cultural boundaries of communities
of practice. Communities of practice are groups of people who share a common interest
or passion and engage in collective learning through regular interaction (Wenger 1998).
According to Akkerman and Bakker (2011), learning is inevitable during boundary activities.
For example, both the teacher and their students must consider the rules of the place they
are visiting (e.g., is talking with each other or asking questions from the guide prohibited?),
they might have to start using language differently (e.g., what if the museum guide uses
another term and set of rules for ‘group work’ than regularly used in the classroom?), and
conduct their ordinary activities (e.g., students’ collaboration on tasks) differently. Teaching
and learning during such boundary activities seem to require more flexibility because the
rules of multiple activity systems must always be considered.

The communication between on-site educators and schoolteachers is often mediated
by boundary objects such as funding schemes, the national curriculum, and marketing
forms (Uppin and Timostsuk 2024). Interestingly, Star and Griesemer (1989) introduced
the analytical concept of boundary objects precisely in the museum context to describe
artefacts used by different social groups (i.e., amateur naturalists, professional biologists,
etc.) to coordinate and structure their activities in complementary ways. In the context
of curricula-related field trips, a primary requirement to be included in governmental
funding schemes is to show clear connections between learning activities and the national
curriculum. Thus, the national curriculum serves as a baseline planning document for
both parties, and marketing materials guide schoolteachers in choosing learning activities
(Uppin and Timostsuk 2024). However, these documents do not explicitly emphasise the
need to support students’ career awareness during museum learning activities. Moreover,
learning materials (worksheets, games, etc.) are, so far, a relatively underused vector of
communication and coordination (Noel and Colopy 2006; Uppin and Timostsuk 2022).

1.4. Curricula-Related Field Trips in the Estonian Context

Some contextual information is necessary to understand the importance of learning in
out-of-classroom environments in Estonia. Estonian students have delivered high results
in PISA (short for the Programme for International Student Assessment of the Organization for
Economic Cooperation and Development, OECD) and demonstrated a strong growth mindset
(OECD 2024). However, there is a narrowing but still relatively large gap between the results
of Estonian students who learn in schools with Estonian as the language of instruction
and those who learn at schools with Russian as the language of instruction (Poder et al.
2023): students with Estonian as the language of instruction have significantly better results,
approximately the equivalent of one year on average. This gap is mainly explained by the
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differences in socio-economic background of the respective student bodies (Poder et al.
2023). Moreover, it has been shown that the Estonian educational system is becoming less
egalitarian, as socio-economic background is becoming more prominent in explaining the
differences in student results (OECD 2023).

On the other hand, Estonian society generally values education and culture. For
example, art, music, technology, and physical education are compulsory subjects until the
end of lower secondary school (National Curriculum for Basic Schools 2011). Moreover,
the Estonian government has steadily increased funding for field trips, especially for
learning activities connected to science, technology, engineering, and mathematics (Uppin
and Timostsuk 2024). The increased funding for out-of-school learning activities might,
in turn, enable more equal access for children to cultural institutions, even though it
does not entirely erase the experience gap because of differences in teachers” agency
and school culture concerning field trips and structural problems like uneven funding in
different municipalities, concentrations of students with low SES in certain schools, or
school location (field trips tend to be more expensive for rural schools). Moreover, funding
for field trips comes from different sources. It is not coordinated between ministries and
local municipalities, which might indicate that field trips are primarily understood as an
effective teaching method rather than a way to grant equal opportunities.

Estonian teachers are relatively autonomous in deciding how and where to teach, and
the National Curriculum encourages them to teach in diverse learning environments (Uppin
et al. 2023). Estonian on-site educators work with all age groups within formal education,
from age 5 to around 19 (equivalent with ISCED levels 0-3), with primary school students
in their initial career-development stages being the most frequent visitors to curricula-
related learning activities. However, learning in out-of-classroom environments is not
even among Estonian teachers (Davodova 2022; Kink 2013; Sirkel 2016). Thus, students
can have radically different schooling experiences regarding learning across environments.
Differences in teachers’ agency, attitudes, beliefs, and practices regarding field trips are
crucial when choosing learning environments because teaching inside the classroom is
relatively easier than going on time- and energy-consuming field trips.

Moreover, teacher training in Estonia does not offer enough possibilities to concep-
tualise the need for nor the complexities of teaching in diverse learning environments
(Uppin et al. 2023). This is illustrated by an increasing number of Estonian teachers stating
that they were ‘sent’ on field trips by administrators rather than opting for out-of-school
learning activities due to their pedagogical reasoning (Uppin and Timostsuk 2024). Thus,
sometimes, neither the schoolteachers nor their students have prepared for the specific
topic booked for the group and the full potential of the learning activity is not harvested.
This might be explained by increased funding opportunities for schools to go on field trips,
an increasing number of unqualified teachers joining the workforce recently, and a general
lack of qualified teachers (Kaarlop 2021).

However, outstanding Estonian on-site educators tend to have training in education
and often also working experience as teachers; they also perceive themselves as partners
for teachers and find it essential to participate in shaping Estonian educational policy
(Uppin and Timostsuk 2024). Besides teaching curricula-related content knowledge, they
emphasise the importance of ‘widening students’ horizons’, supporting science-based
thinking and lifelong learning skills, and enforcing closer contact with nature or culture.
Recognising the broader value of field trips and their potential to support students’ lifelong
learning seems to influence schoolteachers’ practice regarding field trips, too. For example,
teachers who go on field trips often may willingly understand the unequal opportunities of
the families and emphasise the need to provide eye-opening and enriching out-of-school
experiences accessible to all their students (Uppin and Timostsuk 2022).

Moreover, learning is described as a lifelong process in the National Curriculum for
Basic Schools (2011) of Estonia and ‘career-planning and lifelong learning’ are among the
leading topics in the curriculum. Thus, those topics should be covered across different
subjects from the beginning of primary school to the end of high school, including during
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curricula-related learning activities at museums and other similar institutions. However,
Estonia is known for its relatively high teacher autonomy (Tire 2021). Although teachers
do not always perceive or practice that autonomy (Erss et al. 2016), the autonomy granted
to teachers and on-site educators by the state to choose how they integrate leading topics
with content learning and the vagueness of how career-related topics are described in the
curriculum makes it difficult to follow whether students’ career awareness, in general, is
supported during lessons throughout their formal schooling or specifically during curricula-
related field trips.

Our aim is to explore how Estonian on-site educators perceive supporting career
awareness and how they implement career-related topics into learning activities. Therefore,
we posed two research questions:

1.  How do on-site educators perceive the connection between curricula-related learning
activities and students’ career awareness?

2. How do on-site educators address career awareness during learning activities at
museums and environmental education centres?

2. Methods

We set out to understand the practice and perceptions of Estonian on-site educators
about career awareness in the context of curricula-related learning activities for students.
Thus, we needed to approach the broad population of Estonian on-site educators who work
in a broad spectrum of cultural and scientific organisations such as museums, archives,
libraries, environmental education centres, science centres, botanical gardens, and zoos.
Some of these belong to the private sector and most are governed by the state. More
than 200 organisations provide curricula-related learning activities to school groups that
can be considered part of compulsory formal education. However, we do not know how
many educators work there: many on-site educators are contracted seasonally or work
part-time, many do not have standardised professional titles, the number of educators in
one organisation varies from one to more than 20, and no central body collects such data.
However, we can estimate that Estonia has over three hundred on-site educators.

We designed our study in three steps (see Figure 1). In the first step, we explored the
practice of experienced and distinguished on-site educators from very different organisation
types, sizes, and geographical regions of Estonia. Purposeful sampling enabled us to study
information-rich cases and collect rich data (Emmel 2013) to understand the practice of
skilful on-site educators and the organisations where they work. In the second step, we
aimed for maximum variation (Emmel 2013) to illuminate the perceptions and practice of
on-site educators concerning supporting career awareness by all members of the community
of practice. In the third step, we analysed the results iteratively. Qualitative content analysis
was used to find meaningful patterns from the data, flexibly combine different datasets,
and reduce data (Schreier 2013).
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Step 1. Collecting and analysing results of dataset 1 (2020—2023) to understand on-site educators' practice
Data consist of interview transcripts from focus-group interviews with purposefully chosen experienced and
exemplary Estonian on-site educators about their practice.
Results indicate on-site educators' holistic approach to student development and a strong emphasis on lifelong
learning; however, explicit examples of work and career related activities are scarce. Collected data reflect the 'best
practice' but lack the diversity of the population.
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students' career awareness

Data consist of open-ended
supporting students' career

Results indicate that career

.

Step 2. Collecting and analysing dataset 2 in spring 2024 to understand perceptions and practice about supporting

differences in educators' values, agency, and practice were more pronounced than in sample 1.

Categories that emerge from analysis become a coding frame to re-analyse Dataset 2.

answers from Estonian on-site educators (convenience sampling) to an online survey about
awareness.

awareness is mostly linked to work-related activities and less connected to self-awareness;

Step 3. Combining datasets, iterative final analysis (autumn 2024)

Analysing dataset 1 again, using the coding frame for career awareness created based on the initial
analysis of dataset 2.

Figure 1. Design of the study.

2.1. First Step: Focus-Group Interviews with Experts
2.1.1. Sampling for First Step

Twenty-seven purposefully chosen educators from outstanding providers of curricula-
related out-of-school learning activities participated in focus-group interviews about their
practice as on-site educators. Expert opinions collected through individual consultations
with ministry experts (4) and long-standing members of the on-site educators’ community
(4) chosen through snowball sampling were incorporated when compiling the sample.
Ministry representatives had access to some visitor statistics that were otherwise not
open for public use. However, the visitor numbers alone are insufficient to determine
the expertise of on-site educators. For example, comparing locally relevant but small
enterprises with large and well-established organisations is challenging.

Eighty different organisations and their on-site educators were mentioned, and an
initial sample of 32 organisations and their on-site educators (30 female, 2 male) who had
been suggested by at least two experts and who had local importance were approached.
However, 5 educators could not participate in the interviews. All interviews were held in
the Estonian language. All interviewees were female. A slightly higher rate of males would
have been expected, because in previous studies around 7% of museum educators (Uusmaa
2012) and 13% of on-site educators from centres of environmental education (Poim et al.
2012) have been male. Three participants mainly worked with students with Russian as
their language of instruction.

2.1.2. Methods of Data Collection for the First Step

Altogether, 7 digital (via video call) focus-group interviews were held during the
COVID-19 pandemic at the end of May 2020, each interview lasting 2-3 hours. There
were 3-6 on-site educators in each group. Groups were compiled to ensure maximum
diversity in terms of geographic regions, types of organisations (for example, museums vs.
centres of environmental education), or ownership (private vs. governmental) (Morgan
and Hoffman 2018). This was done to help participants notice seemingly ordinary details in
their work that might differ in slightly different organisations. Semi-structured focus-group
interviews were selected to enable participants to exchange ideas and collect as much rich
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data as possible (Morgan and Hoffman 2018). The breakdown of the organisation types
where participants work is given in Table 1. The interviews were structured around the
core concepts of Etienne Wenger’s (1998) theory of social learning: practice, community,
meaning, and identity.

Table 1. Types of organisations where on-site educators participating in this study work.

Where Participants Work Sample 1 Sample 2
Museums 17 24
Centres of environmental
education 7 12
Science centres 1 1
Libraries 1 5
Archives 1 -
Unspecified - 1
Total number of participants 27 43

2.1.3. Data Analysis for the First Step

We began the analysis by thoroughly examining the data and assigning codes to
excerpts from the interview transcripts that described either a ‘best practice’ or ‘value of the
work’. This enabled us to limit the amount of data and understand broader assumptions
behind experienced educators’ practice. An article analysing the general practice of Esto-
nian on-site educators’ practice has already been published based on this dataset (Uppin
and Timostsuk 2024). However, the extensive material gathered included aspects (i.e., best
practice when it comes to student’s learning activities, as perceived by the on-site educators)
that have not been published. Moreover, although the first dataset was rich in explaining
the principles that guide the practice of experienced on-site educators, it did not provide
enough explicit examples of addressing career awareness. Thus, a complementary study
was designed to extract more meaning from the first dataset and add concrete examples
from educators’ practice.

2.2. Second Step: Open-Ended Online Survey for On-Site Educators (Sample 2, Dataset 2)
2.2.1. Sampling for the Second Step

The second dataset consists of the answers from 43 respondents who participated in
an anonymous online survey with open-ended questions in early 2024. The survey was
distributed in professional mailing lists and social media groups of on-site educators of
museums and centres of environmental education. For anonymity and a maximum range
of opinions, we did not ask any more specifying questions such as those about their gender,
ethnicity, educational background, or age. We wanted the survey to be perceived as a
safe space to share any kind of opinions, not only ‘correct answers’, to minimise the social
desirability response bias. Another reason for a relatively simple survey was the ethical
consideration of anonymity. As one of the authors is also a member of the on-site educators’
community, the descriptive nature of the answers, coupled with detailed background
information, would have made it relatively easy for the authors to recognise the people
behind the answers. Indeed, the survey provided us with very different and open opinions.

2.2.2. Methods of Data Collection for the Second Step

The anonymous online survey focused on supporting students’ career awareness,
and was open for responses for one month. The survey had three open ended questions.
First, we asked the on-site educators in the online survey how they perceived connections
between learning in museums or centres of environmental education and students’ career
choices. Secondly, we asked how they had implemented career-related topics during their
curricula-related learning activities. Thirdly, there was an open comment box. We specified
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the types of organisations they work at (see Table 1) and their work experience as on-site
educators, too. Participants could leave their e-mail addresses if they wished to be informed
of the results; many did.

In the survey, the Estonian term ‘career choice’ (elukutsevalik, which directly translates
as ‘choice of life’s calling’) was used because it is a broader and more common term in the
Estonian language than ‘career awareness’. Moreover, as explained before, career choice
results from career awareness, and most respondents went above and beyond any specific
definitions, especially as this was encouraged in the cover letter accompanying the survey.

2.2.3. Data Analysis for the Second Step

To answer the first question, we used inductive analysis to describe and analyse
whether or how on-site educators perceive the connection between their work and students’
career awareness. We found three main categories. We used a simple coding frame for
the second question with pre-defined theory-based categories of “developing knowledge
about occupations” and ‘supporting self-awareness’ to organise the data. In many instances,
the respondents shared their ideas of the ‘ideal state” or what they think should be done
mixed with what they have done in their practice; we coded such excerpts under specific
work-related sub-categories only when the examples were explicitly about their practice.
However, these general ideas shared under ‘implementing career-related topics” were
sometimes used to illustrate educators’ justifications for the first research question.

2.3. Third Step: Iterative Analysis

We used categories formed in the analysis of the second dataset to analyse the excerpts
chosen from the first dataset as a coding frame to find career-related justifications for
field trips and find evidence for addressing career awareness in practice from the first
dataset. In this manner, we coded 32 excerpts to the categories for the first research
questions and 22 for the second from the first dataset. All explicit examples of ‘developing
knowledge about occupations” were still from dataset 2, but excerpts coded as ‘supporting
self-awareness” were also prevalent in dataset 1. Moreover, we coded ‘supporting self-
awareness’ only when explicitly stated as an example from practice or the connection
between a specific activity or a methodological choice and students’ self-awareness was
explained. Nevertheless, there were few explicit examples of supporting self-awareness in
neither of the datasets. Using two datasets proved useful in this step, because as there was
no shared conceptualisation of ‘career awareness” among educators, the first dataset granted
us insight into practice without educators trying to label their thoughts or experiences as
supporting career awareness or not.

Throughout both datasets, the respondents shared their ideas of the ‘ideal state” or
what they think should be done mixed with what they have done in their practice; we
coded such excerpts under specific work-related sub-categories only when the examples
were explicitly about their practice (using language like ‘I have done’ or ‘in my experience’
or sharing detailed and concrete examples). However, these general ideas were some-
times used to illustrate educators’ justifications for the first research question about the
connections between curricula-related learning activities and students’ career awareness.

Using two sets of data enabled limited data triangulation (Carter et al. 2014; Patton
1999) and enhanced data richness and depth of inquiry by combining individual survey
answers and focus-group interviews (Lambert and Loiselle 2008). Two ways of collecting
data (interviews vs. open-ended surveys) enabled method triangulation (Carter et al. 2014;
Patton 1999). Excerpts from teachers of the first dataset are marked with letters (Educator A,
B, etc.) and the second dataset with numbers (Educator 1, 2, etc.). To ensure trustworthiness,
both authors transcribed and analysed the interviews and survey results.
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3. Results
3.1. How Do On-Site Educators Perceive the Connection Between Curricula-Related Learning
Activities and Students’” Career Awareness?

The respondents in the second dataset did not perceive a clear connection or were
somewhat apprehensive about a clear connection between curricula-related learning activi-
ties at their organisations and students’ career awareness. We also identified three broad
strands of explanations for perceiving learning in out-of-school locations as beneficial for
career awareness: supporting lifelong learning, sharing specific occupational information,
and supporting students’ individual interests. These categories were often presented as
intertwined by the participants. The evidence from the first dataset helped to expand and
illustrate these categories. However, as it was not explicitly asked, the respondents did not
use words or phrases connected to careers when sharing their ideas about lifelong learning
or individualising.

3.1.1. Little Connection Between Career Awareness and Field Trips

Eight educators out of 43 participants stated that visits to museums of environmental
education centres do not influence students’ career awareness or choices. Educators in
this group generally explained their reasoning through their personal experience in the
field (see Educator 14 in Table 2). However, some respondents from this group provided
specific examples of work-related activities from their experience, which might indicate
that they either have a very specific understanding of what type of activities support career
awareness and choice or they had not previously conceptualised career awareness at all
and only started thinking about it during the survey:

‘I haven't directly thought about guiding students in their career choices. We have many
museum lessons that I haven't conducted yet, but I'm sure we have some lessons where
career choice topics might come up indirectly (e.g., a student might find it to be an
interesting profession or realise they ve never thought about it before).” (Educator 11)

Another seven educators were unsure or said that such learning activities might influ-
ence students’ career awareness only under some circumstances and to some extent. Some
of them recognised the potential of their work in terms of values education and broadening
students’” worldviews but saw it only as an indirect influence on career development. One
educator explicitly stated that they work with such young children that this topic is unim-
portant, acknowledging the potential to support career awareness in older grades. This
is in line with Hartung et al.’s (2005) notion of society’s tendency to ignore childhood in
terms of career development.

It might be argued that the apprehensiveness of some of the participants stemmed from
systemic work and long experience with students’ career awareness. This allowed them to
see the depth of possibilities in the field and, thus, critically assess whether the potential
of out-of-school encounters is always fulfilled and whether all out-of-school learning
experiences should be focused on career-related topics. For example, Educator 9 states that
museums or environmental education centres influence students’ career awareness only to
some extent but then continues to describe lecture series designed to introduce science and
scientists to students: ‘The feedback at the time from many students (through a few very dedicated
teachers) was that they were surprised that such fields and professions exist, and they were glad to
hear about them because they couldn’t see other places where they might hear about this.”
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Table 2. Categories and sub-categories for the second research question and examples from dataset 2.

Categories of Career Awareness

Sub-Categories and Examples from Dataset 2 (No of Respondents)

“We are currently focusing all our educational programs on teaching future skills, with a strong

Self-awareness (22 examples from dataset 1; 12 examples from emphasis on collaboration. The entire learning day is essentially divided into teams to teach them to

dataset 2)

notice the person next to them, communicate face-to-face with others, and perhaps express their opinions
at the right time and in the right way.” (Educator A)

Career awareness (all examples from dataset 2)

1) No information or not implemented (8 respondents).

“Activity led by me does not support career choices in any wayj it is simply an introduction to the topic’
(Educator 14)

2) Random, unclear, or unplanned mentioning (7 respondents).

‘I haven't specifically [covered career topics], but I have indirectly mentioned what, for example,
scientists do.” (Educator 27)

(3)  Introducing, explaining, and discussing occupations and educational paths leading to
them. (26 respondents).

. Introducing occupations, occupational knowledge, and educational paths related
to the field;

‘In our previous permanent exhibition, we even had an educational program called
'Objects and Occupations’, which introduced a very narrow selection of professions [to
small children]—shopkeeper, postman, seamstress, photographer.” (Educator 18)

. Comparing historical characters or occupations with modern occupations;
‘[introduce the work of] Bricklayer/builder as an example of building the Tallinn city wall
in the past and renovation in the present. Comparison of the time and method of learning
the profession in the Middle Ages/now. Soldier/military, goldsmith/jeweller,
pharmacist/doctor, etc.” (Educator 8)

. Discussing the importance of specific skills or jobs.

"When discussing the topic of water (both sea and rivers), I raise the question of why we
need these [professions], who benefits from them, and what professions are connected to
all of this.” (Educator 21)

4) Practising work-related skills (12 respondents).

‘Conducting various environmental monitoring activities—the work of environmental specialists and
scientists and what it entails—specific fieldwork, sample collection, and subsequent analysis, etc.”
(Educator 15)

(5) Systemic career-related approaches such as courses, conferences, learning materials,
and special interest clubs (5 respondents).

‘The museum has hosted elective course internships for high school students. The museum has also
trained student guides who have worked as guides in the exhibitions.” (Educator 40)

3.1.2. Supporting Career Awareness as Supporting Lifelong Learning

Teachers who believed learning in museums or environmental education centres is
connected to students’ career awareness described the connections through three main
categories. The first category can be described as supporting lifelong learning. This group
of explanations contained ideas that learning in museums or environmental education
centres creates impulses for future choices and supports general competencies necessary
for lifelong learning. The descriptions of supporting lifelong learning connect to and
mix the cognitive competencies (i.e., planning and problem-solving) and dispositions (i.e.,
students’ beliefs and preferences) of career development highlighted by Savickas (2002).
Many educators shared similar ideas as this one:

‘Maintaining curiosity, cultivating empathy, instilling a love for learning, and fostering
the courage to experience. This way, we create a foundation for the child to be bold and
successful in pursuing a field that resonates with them in the future.”

(Educator 18)

3.1.3. Supporting Career Awareness as Sharing Occupational Information and Practicing
Work-Related Skills

The second and most prevalent category was sharing specific occupational information
and practising work-related skills. Some respondents used practical examples from their
work rather than pedagogical reasoning to justify the connection between career awareness
and out-of-school learning activities. For example, Educator 37 stated: ‘I use the role-play
method in museum lessons to introduce different professions.” This group of explanations raises
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awareness of aspects that broadly align with occupational knowledge as described by Wise
et al. (1976), such as routines, requisites, and returns of work. The examples illustrating it
are analysed in depth regarding the second research question.

3.1.4. Supporting Career Awareness as Supporting Students’ Individual Interests

The third and least-mentioned group of explanations concentrated on supporting
students’ individual interests or self-awareness, allowing students to discover and unravel
something unique about and for themselves. For example, Educator 34, who was the only
educator to connect careers to environmental crises explicitly, explained how they introduce
modern fields of research through students’ personal preferences:

‘[ talked about the current trends in technology development. In microbiology and
genetics. The green transition and the upcoming food crisis also create opportunities for
new professions. Physical research in the human body is an option if you are interested in
health but are afraid of blood and don’t want to interact much with people.” (Educator 34)

An excerpt from an experienced Teacher B from the first dataset illustrates how the
individualising and individuality of groups and students is seen as a creative component
in educators’ practice:

‘I think that, since we don't know the classes that will visit us, these activities should be
varied and diverse so that the learners can derive meaning, and we could also offer a bit
of a challenge. At the same time, within the tasks, we shouldn’t assume that students
must have specific prior knowledge in order to solve them. Sometimes, it's so interesting
to see that even if you give them the exact same task, in the end, the classes turn out
very, very different. I also find that it’s much more interesting for the facilitator this way.’
(Educator B)

A few respondents could not provide specific examples from their work but still
believed it impacts students’ career awareness. Also, quite a few stated that they had not
‘explicitly’ covered work-related topics but continued to share rather detailed examples
from their practice that illustrated doing just so.

‘I don’t [support career awareness] directly. I do talk about medieval professions, the types
of work that were done, how one became a master, etc., but these are not specifically aimed
at guiding career choices. Or, if anything, they serve to make younger students aware of
different fields of life.” (Educator 17)

The previous excerpt illustrates how the educator seems to believe that when their
intention was not to indoctrinate students into specific jobs, it did not support their career
awareness. Statements like these illustrate that supporting career awareness is understood
in many ways, some rather narrow. For example, excluding ‘too young’ students or
activities that are not explicitly indoctrinating students.

3.2. How Do On-Site Educators Address Career Awareness During Learning Activities at
Museums and Environmental Education Centres?

Based on the literature about career development, we looked for examples of work-
related knowledge and self-awareness when analysing educators’ descriptions of support-
ing career awareness and choice. However, seven educators in the second dataset did not
provide any examples of activities that could support career awareness or choice. There
was rich data in dataset 2 to illustrate the occupational knowledge category. Thus, we
organised these into sub-categories based on the focus of excerpts (see Table 2 for the
sub-categories and respective examples) to illustrate the diversity of work-related learning
activities. However, there were few explicit examples for the self-awareness category, as it
is probably not always conceived as part of career awareness. Moreover, some examples
in other categories might also support students’ self-awareness, but the educators did not
frame them as such.
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3.2.1. Examples of Work-Related Knowledge

The examples of work-related knowledge given were diverse. Most participants in
the second dataset made specific examples about supporting students’ career awareness
during their learning activities. We uncovered a continuum of activities ranging from
coincidental approaches to specific work-related tasks or systemic approaches to raise
career awareness in general. We do not intend to claim that these different types of activities
are evolutionary in terms of the professional development of the educators or descriptive
of the general quality of the learning activities offered by these educators. Moreover, the
activities described below overlap and intertwine (e.g., an educator can use specific and
authentic work-related tasks in one workshop and only mention an occupation in another
learning activity). However, the respondents who described more complex, detailed, and
systemic activities tended to view learning in a broader sense and were more likely to have
conceptualised career awareness in their practice.

3.2.2. Random or Unplanned Mentioning

A group of educators mainly made generic or ambiguous examples of career-related ac-
tivities, such as mentioning professions or ‘sometimes’ introducing specific topics. Teacher
37 bluntly stated that they only sometimes use work as a joke to deal with smart and outspo-
ken children: ‘Sometimes, I've jokingly said to a particularly active or know-it-all student, "You're
so smart, you could take over my job’. Meanwhile, Educator 33 makes more work-related yet
still rather teacher-centred and general examples:

‘(I have) mentioned how various tools that children will use in the learning activity
are used in their work by, for example, scientists, biologists, doctors, and so on; briefly
introduced the profession of a mycologist in connection with the program.’

There was some indication that novices, or those whose main job in their museum is
not teaching, tend to be opaque, describing the learning activities they lead, using phrases
like “‘mentioning” or ‘“describing’ professions, compared with those with more extended
working experience.

3.2.3. Introducing, Explaining, and Discussing

Some participants shared examples of introducing, explaining, or discussing work-
related topics. This sub-category introduced role models, specific jobs, and career paths
related to particular occupations or fields of study, compared historical characters or
occupations with modern occupations, and discussed the importance of specific skills
or jobs for society. Many examples stood out due to the teacher-centred framing of the
explanations. However, we do not have enough information in most cases to determine the
pedagogical approaches behind the short answers given to us.

One of the most prevalent approaches in this sub-category was using modern role
models or historical figures to describe certain professions and their career paths. For mu-
seum educators, historical figures and their occupations compared to modern professions
was the most common method mentioned. For museums dedicated to writers, artists,
or other famous historical figures, the comparisons with modern equivalents are rather
organic:

"As part of the program, we will discuss the career and choices of [a writer] as a freelance

creative over 100 years ago, compared to the life of freelancers today. The work of a

journalist and a writer will be described.” (Educator 3)

Role models also included professionals from respective museums and environmental
education centres, including themselves. Some educators emphasised the cultural and
societal importance of jobs in the military and politics, using occupational role models: ‘In
one museum lesson, we talk about what professions are possible for those who wish to defend their
country.” (Educator 11). Some educators seemed to use different occupations to explain the
complexity of specific fields:
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‘For example, regarding the forest theme—uwho takes care of the forest, who manages it,
who protects it, who processes it, what can be made from wood, what skills are needed... the
extent and specific content depend on the narrower topic and age group.” (Educator 21)

The example of Educator 21 also illustrates how studying jobs in one field (forestry in
this case) can help to see the contrasting perspectives in society.

3.2.4. Practising Work-Related Skills

Twelve educators from the second dataset described more specific work-related meth-
ods. These were mainly connected to specific occupations represented in the organisation
(such as conservators or taxidermists in museums and librarians in the library) or closely
connected to the topic of the activity (such as forest conservation and management). Even
though experienced educators from environmental education centres of the first dataset
emphasised bringing children together with nature and somehow dealing with the en-
vironmental crisis, the descriptions of work-related activities were mostly technical and
descriptive.

“In the forest program, [we do] calculating the wood reserve, using the ecological properties
of the community and natural resources by humans in various fields (tourism, foraging,
wood harvesting, etc.). Water reserves and quality—the professions and authorities
involved in managing them.” (Educator 31)

Well-equipped environmental education centres enable students to practice methods
and illustrate topics that otherwise would remain theoretical in the schools’ classrooms.
Technology is expensive and smaller rural schools often lack trained teachers in natural
sciences. Educator 43 highlighted the material resources and expertise necessary to teach
and inspire students in microbiology and astronomy.

‘Schools unfortunately have poor access to educational tools, particularly in
biology, where microscopes could be used in almost every lesson to examine
something interesting. However, most classes can only examine specimens once
the teacher has arranged time for a learning activity [in the environmental educa-
tion centre].” (Educator 43)

Some methods were playful, and many used role-play to get acquainted with specific
jobs. For example, Educator 29 described an elaborate ‘detective game’ in the library
where students playfully learn how to find specific books or what qualities are necessary
for this work. Educator 4 explains how they use role-play to introduce historical and
modern professions: ‘I introduced professions related to the field, both historical and modern.
For example, [at the museum], students can take on the roles of a pathologist, lab technician,
or criminal investigator in different programs.” In other cases, a more realistic work-like
scenario or specific work-related tasks were used to illustrate theory about some topics. For
example, the work of scientists is often illustrated with practical tasks: ‘Conducting various
environmental monitoring activities—the work of environmental specialists and scientists and what
it entails, such as specific fieldwork, sample collection, and subsequent analysis, etc.” (Educator 15).

It should be noted that practical work-related tasks usually neglect the administrative
tasks or day-to-day hustling behind endless Excel sheets of most modern jobs. Under-
standably, there is not enough time during an out-of-school learning activity, nor is there
much inspiration in the tedious paperwork of environmentalists, countless hours spent
in archives deciphering someone’s handwriting by historians, or excessive replications
of experiments in lab work. However, ‘cherry-picking’ the most exciting activities might
not help to achieve alignment with the realities of work, even if it raises awareness and
interest in jobs never heard of or thought about by students before. On the other hand, the
enjoyment and heightened motivation often experienced in museum education (Csikszent-
mihalyi and Hermanson 1995; Martin et al. 2016; Paris et al. 1998) can still be first steps
towards getting to know a specific field at a deeper level.
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3.2.5. Systemic Approaches

We distinguished exemplary practices of systematically collaborating with other or-
ganisations, schools, teachers, and students to raise awareness of specific careers or fields.
Five educators in the second dataset who shared systemic approaches made numerous ex-
amples. For example, if a museum had special learning activities to introduce occupations,
they might also organise lecture evenings or publish learning materials. Thus, it seems
that when educators have a broader stance on students’ development, they create more
opportunities for students and notice connections from their current practices. Student
conferences, clubs, and other career events were also mentioned. Educator 23 shared an
openness to special requests, which also indicates an acknowledgement of collaborations
with teachers and the professional growth that comes with it:

‘We have programs that introduce museum work, the work of an archaeologist, and the
work of a conservator. Additionally, we have always accommodated special requests [from
teachers], such as those from vocational schools, where they inform us that students are
training to be, for example, hairdressers and want to focus on hairstyles throughout
history, or chefs, gardeners, economics students, etc. We have always been willing to
adapt our exhibitions to their interests, even though it requires extra work and time. It's
also interesting for us to look at things from a new perspective.’

One notable example was organising a student conference to raise awareness about
the importance of humanities for the Estonian state and society, raise the popularity of the
humanities, and attract students’ interest in studying in the field in higher education and
pursue careers in related scientific fields (e.g., history). Additionally, the museum had clear
goals in terms of supporting careers in humanities:

‘The broader goal is not only to shape young humanities scholars but also to cultivate
citizens and young politicians who value culture and education. The museum has hosted
elective course internships for high school students. Additionally, the museum has trained
student guides who have worked as guides for exhibitions.” (Educator 40)

Considering the short-lived nature of most boundary-crossing encounters between
on-site educators and schoolteachers, different boundary objects become essential tools
to deepen and elongate connections. As the state already provides funding schemes and
national curricula, learning materials, courses, and other systemic approaches mentioned
above are potential ways of building pedagogical bridges between organisations. This is
useful especially considering that implementing broad topics such as career awareness or
sustainability competencies can be challenging for schoolteachers, too.

3.2.6. Examples of Addressing Self-Awareness

Supporting the self-awareness or individuality of students was much less emphasised
by participants than work-related knowledge. The educators of the first dataset emphasised
differences in group dynamics, situational factors like weather, hunger, or mood, and the
importance of having background information about the group regarding special needs,
classroom curricula, or daily schedule. They firmly believed that it is necessary to adapt
to group needs to engage students and support meaningful learning. However, students’
individuality was primarily mentioned in the context of problematic behaviour or learning
disabilities. The second dataset provided only a few explicit examples of addressing
students’ self-awareness. It might be that on-site educators do not recognise self-awareness
as part of career awareness or perceive supporting career awareness in a more specific
and narrow way. On the other hand, it is also possible that due to on-site educators and
students’ brief encounters, it is difficult to individualise learning content (see, for example,
Kisiel 2014), let alone in a specific career-oriented direction.

However, a few examples concentrated on supporting or helping students uncover
their interests. These ranged from specific (like Educator 23 in last chapter) to broad
statements like the following: ‘to encourage them to think about what they want in their lives
more broadly, beyond just preparing for a specific profession.” (Educator 12). Introducing historical
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figures as role models was also used to support individual students’ interests: ‘With my
(literature-themed) programs, I primarily provide direction to young people who wish to connect
their future with literature.” (Educator 6)

Another way of explaining how students’ individuality can be addressed was by
emphasising the role of the museum educator as a kind and inspiring human being and
role model. Such answers presented a sort of alternative setting for schools or a rest from
the possible context for students, even contradicting school culture that was perceived as
hierarchical and cold.

‘A museum, or any other place where you are welcomed kindly, treated as an equal partner,
knowledge is shared, recognition is given, not criticized for wrong answers, noticed [as a
person], etc. In short, the people in our lives at different stages are incredibly important.
And a museum can be one of the places where a young person meets someone wonderful
who subtly supports and influences their career choice. This choice may not necessarily
be museum work but could be another field entirely. For example, a career choice might
be influenced by an interesting exhibit that leaves a lasting impression and inspires the
young person in the future. But the prerequisite for all of this is a friendly reception.’
(Educator 35)

The excerpt from Educator 35 demonstrates a deeply humanistic approach to education
aiming for lifelong learning and a fulfilling life.

4. Discussion

We did not explicitly ask our respondents to define career awareness or development.
Despite the lack of consensus among Estonian on-site educators on what ‘career awareness’
is, the meanings extracted from data analysis enable us to bring out core components
understood as related to career awareness: supporting lifelong learning, students’ indi-
viduality, and sharing information related to work and occupations. Supporting students’
individuality partly overlaps with the notion of supporting self-awareness as described in
the literature review, although as explained earlier, the evidence for self-awareness was
rather scarce and opaque. Thus, supporting self-awareness seems to be the least understood
and addressed aspect of students’ career awareness.

Moreover, having a common ground in what we mean when discussing career de-
velopment and awareness seems an essential step forward. This is especially considering
that in a few cases, educators believed that primary school children are too young for
career awareness-related activities or that only directly promoting specific jobs ‘counts’
as supporting career awareness. The question of how to support the professional devel-
opment of on-site educators regarding students’ career awareness and its implications
remains open for future researchers. However, nurturing collaborations between educators
and supporting the agency of the on-site educators seems essential. Moreover, consider-
ing the dwindling number of teachers and the influx of unqualified teachers in Estonia
(Kaarlop 2021), the role of experienced and exemplary on-site educators as mentors for
schoolteachers should not be overlooked in teacher training.

However, due to the small amount of contextual data in our samples, we remain
cautious about making solid conclusions regarding background characteristics’ effect on the
teaching quality of on-site educators, especially considering that teachers generally struggle
to explain their pedagogical decision-making (Kansanen 1995). Nevertheless, we could see
that the answers regarding pedagogical decision-making from the first dataset were more
consistent than in the second dataset. On-site educators with longer teaching experience
in the second dataset were also likelier to make specific examples of implementing career
awareness in engaging and systematic ways. By contrast, on-site educators with little
teaching experience or educators whose job was not the main work in their institution only
stated that they sometimes ‘mention’ or ‘talk about” some occupations and usually did not
mention self-awareness in a career context. The differences between datasets illustrate the
importance of purposeful sampling for the best practice (Kisiel 2014) and not disregarding
the field’s maximum diversity.
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Overall, learning activities at museums and environmental education centres proved
to be perceived as more than just a method to gain optimal learning by the on-site educators.
Many respondents described a deep understanding of effective and meaningful learning,
demonstrating the educative power of field trips to learn new content knowledge. Many
Estonian on-site educators seem to believe that exposing students to different settings helps
them lead a fulfilling life in the most profound sense, meaningfully participating in their
communities. Moreover, serving the community, doing deeply meaningful work, and
practising firmly held values are essential components of fulfilling work (Allan et al. 2019).

4.1. The Underused Potential of Collaborations

Most educators in the purposefully chosen first dataset stressed the important role of
accompanying schoolteachers in terms of students’ readiness to learn in out-of-school envi-
ronments. This strongly aligns with previous research stating the dominant role of teachers
(DeWitt and Osborne 2007) and the value of teachers who take on brokering between mu-
seums and schools (Kisiel 2014). Moreover, meaningful collaborations with schoolteachers
seemed pivotal in creating student-centred and individualised learning activities. Such
learning activities, in turn, have the potential to support students’ self-awareness because
they are intended to cater to individual students rather than an anonymous group. How-
ever, the role of the schoolteachers in supporting career awareness was mentioned only by
three respondents.

The fact that schoolteachers’ roles were rarely spontaneously mentioned when talking
about addressing career awareness during learning activities might indicate that even
though educators understand schoolteachers’ roles in preparing students’” learning of skills
and behaviour beforehand, they are less likely to be seen as partners when working with the
class during a learning activity or in the context of a specific topic, such as career awareness.
In other words, teaching during the learning activities (including supporting students’
career awareness) was perceived as an individual pursuit rather than a collaborative effort
with schoolteachers. The ‘black box” metaphor could illustrate this lack of collaboration
during teaching and weak connections between what happens in the classroom and during
the field trip when another educator is working with the group. This means that, on the one
hand, teachers ‘hand over’ their students to on-site educators with low perceived control
over what will happen during learning (Uppin and Timostsuk 2022). On the other hand,
on-site educators are accustomed to working with low or no background information about
the group (Uppin and Timostsuk 2024).

Moreover, for some respondents, the curriculum’s broader learning outcomes and
topics (such as career awareness) might be seen as complementary rather than core to
their practice. The agency of on-site educators in dealing with career awareness, and what
they consider essential or peripheral to one’s practice, depends on many factors, such
as previous experiences, knowledge, attitudes, and the culture of the institutions where
they work. For example, one on-site educator stated that the funding schemes they must
follow do not support covering broad topics such as career awareness. Interestingly, the
referred funding schemes do entail a requirement to support the curriculum’s leading
topics (such as career planning and lifelong learning). It is hard to say whether the initial
statement was a simple misunderstanding and a gap in knowledge, an attitude towards
rigid funding schemes, or an excuse for misalignment with guiding documents caused by
an extensive workload. However, how boundary objects like the curriculum are understood
and used in practice should not be overlooked in on-site educators” professional training.
Moreover, an increase in coordination between different funders for curricula-related field
trips might help educators to manage their workload and understand expectations for
curricular content better.

4.2. From Career Awareness to Future Thinking

We argued in the introduction that, besides supporting career awareness, out-of-school
learning could develop students’ sustainability competencies, too. This is supported by the
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fact that for many on-site educators, supporting career awareness meant supporting lifelong
learning. Moreover, no respondents believed their job is to prepare or indoctrinate students
for specific occupations or educational paths. Instead, they wanted to give students tools to
make decisions for themselves. Believing that the learners have the right to make choices
for themselves is deeply democratic and in line with transformative pedagogy, which is
the baseline for understanding sustainable development (UNECE 2012). Moreover, the
on-site educators’ notion of supporting students’ ‘love for nature” or the appreciation of
culture expressed by participants also opposes neoliberal pressure and, instead, carries the
potential to reduce socioenvironmental injustices (Misiaszek 2023).

Building students’ strengths and interests could ultimately lead to higher self-esteem
and better problem-solving later in life. For example, Savickas (2002) explained that positive
self-talk supports effective problem-solving, whereas negative self-talk leads to indecisive-
ness. Thus, positive self-talk combined with problem-solving skills might contribute to
future thinking, especially with the emphasis on envisioning positive future scenarios.
However, envisioning sustainable futures, a core skill according to the sustainability compe-
tencies framework (Bianchi et al. 2022), was not explicitly mentioned or implicitly described
among the methods used to discuss careers. Moreover, the respondents (except for one)
did not elaborate on the impact of environmental changes on careers or work, nor did
they explicitly emphasise the need to disrupt, reframe, or heal the dominant ideas that fuel
ecological crises or societal divides. This echoes previous results where on-site educators
recognise systemic problems in education but avoid a proactive stance towards solving
them (Uppin and Timostsuk 2024). Further inquiry would benefit from observing in situ
learning activities to understand whether sustainability competencies are supported in
some implicit ways.

However, more than ever, individuals might have to find, invent, and reinvent mean-
ingful work numerous times throughout their careers (Akkermans et al. 2024; Guichard
2022). We did not find conclusive evidence of on-site educators considering or introducing
contemporary changing career landscapes; they did, however, make comparisons with the
historical past. History can give context to societal changes but is probably insufficient
to deal with them, especially when not reflected upon during learning. The OECD (2019)
advises decisive policy action and attention to growing disparities between countries and
social groups caused by changes in the labour market: whole geographical regions trans-
forming their industries, large sectors of industry disappearing, full-time jobs becoming
ever rarer, etc. By no means are field trips in formal education a silver bullet to tackle
societal changes, especially considering their complex and unpredictable nature. However,
they can instil pockets of wonder, offer contrasting perspectives, and introduce places
and ways of learning beyond school and formal education. In the context of the changing
environment and the societal turbulence stemming from it, the creative human mind and
the often unpredictable nature of learning might offer us hope (Misiaszek 2023).

5. Conclusions

Career development involves childhood (Hartung et al. 2005). That is the period when
we get to know the world and ourselves, the possibilities out there, and the preferences
inside us. Career awareness encompasses knowledge about occupations and self-awareness
(Savickas 2002). School is one of the primary contexts where children get information about
work-life and career paths. Considering the experience gap of students when it comes
to knowing about the possibilities available to them in the world, formal education has
the responsibility to enable all children, regardless of their backgrounds, to discover how
diverse, evolving, and creative working lives can be. Moreover, adaptability and a pro-
learning mindset are essential during abrupt societal and environmental changes (Bianchi
et al. 2022).

However, even though field trips carry the potential to support students’ career
awareness in the context of formal education, there is not much data about whether or
how out-of-school learning activities support students’ career awareness. We explored
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whether Estonian on-site educators of museums and environmental education centres
think that learning at museums or environmental education centres supports students’
career awareness and how they have addressed this topic in their curricula-related learning
activities.

Our respondents did not seem to have a shared conceptualisation of (supporting)
career awareness. However, data analysis enabled us to frame the core components
perceived as related to career awareness by Estonian on-site educators: supporting lifelong
learning, supporting students’ individuality, and sharing information about work and
occupations. Aiming for and valuing lifelong learning has been described as characteristic
of on-site educators before (Tran 2007). However, our study illuminates some specific ways
these educators understand and address lifelong learning.

Moreover, Estonian on-site educators address career awareness through various activi-
ties. These activities ranged from ‘mentioning’ to more engaging discussions and specific
job-like tasks or role-play. There were also examples of systemic work towards raising
students’ career awareness through student conferences, courses, learning materials, spe-
cially tailored learning activities, and special interest clubs. However, supporting students’
self-awareness was rarely explicitly understood as an integral part of career awareness.
The boundary-crossing nature of learning activities and the importance of collaborating
with schoolteachers were also rarely explicitly discussed. However, the complexity of out-
of-school learning activities that involve multiple educators from different organisations
should not be overlooked when supporting career awareness in the context of fieldtrips.
Moreover, there were only a few examples explicitly addressing societal and environmental
changes during learning activities. Nevertheless, it was evident that some experienced and
professional on-site educators could be valuable mentors to both on-site educators and
schoolteachers to enhance the general pedagogical quality of field trips and attain a deeper
understanding of career awareness.

Field trips should not be underestimated as an educational tool for career awareness,
student well-being, and long-term learning trajectories. Introducing the diversity of learn-
ing environments, including the open-access learning resources of students” immediate
community, during formal schooling has a solid potential to prepare students for meaning-
ful work-life and lifelong learning. Moreover, a shift from a self-centred approach to career
development (‘what I want to do”) to a more community-oriented approach (‘how I could
help our joint cause’) might be necessary to mitigate the turbulence caused by our current
environmental crises through sustainability competencies.

Author Contributions: Conceptualization, H.U. and I.T.; methodology, H.U and LT.; software,
H.U.; validation, H.U and L.T.; formal analysis, H.U.; investigation, H.U.; resources, H.U.; data
curation, H.U.; writing—original draft preparation, H.U.; writing—review and editing, H.U. and
L.T. visualization, H.U.; supervision, I.T.; project administration, H.U.; funding acquisition, I.T.; All
authors have read and agreed to the published version of the manuscript.

Funding: This research was funded by the European Union’s Horizon Europe grant number
101079237.

Institutional Review Board Statement: This study follows Tallinn University ethical guidelines and
does not require a decision from the ethics committee, as it meets the following criteria: participants
are grownups; conducting the study does not endanger participants’ security or wellbeing or bear
a risk to their mental and/or emotional wellbeing; participation in the study does not lead to
participants’ significantly stronger impact of incentives than usual; the study does not deal with a
sensitive subject; the study is not based on a particular type of personal data or on such data that
would permit direct identification of the data subject; participants” anonymity is guaranteed. These
criteria align with Tallinn University’s guidelines for exempting studies from requiring formal ethical
approval.

Informed Consent Statement: Informed consent was obtained from all subjects involved in the study.

Data Availability Statement: The data presented in this study are available on request from the
corresponding author due to the need to ensure privacy and anonymity for all participants.



Soc. Sci. 2024, 13, 696 22 of 25

Conflicts of Interest: The authors declare no conflict of interest.

References

Akkerman, Sanne F.,, and Arthur Bakker. 2011. Boundary crossing and boundary objects. Review of Educational Research 81: 132-69.
[CrossRef]

Akkermans, Jos, Serge P. da Motta Veiga, Andreas Hirschi, and Julian Marciniak. 2024. Career transitions across the lifespan: A review
and research agenda. Journal of Vocational Behavior 148: 103957. [CrossRef]

Allan, Blake A., Rhea L. Owens, Haley M. Sterling, Jessica W. England, and Ryan D. Duffy. 2019. Conceptualizing Well-Being in
Vocational Psychology: A Model of Fulfilling Work. Counseling Psychologist 47: 266-90. [CrossRef]

Arendt, Hannah. 1998. The Human Condition, 2nd ed. Chicago: University of Chicago Press. First published 1958.

Bailey, Elsa B. 2006. Researching Museum Educators’ Perceptions of their Roles, Identity, and Practice. Journal of Museum Education 31:
175-97. [CrossRef]

Beale, Andrew V. 2000. Elementary School Career Awareness: A Visit to a Hospital. Journal of Career Development 27: 65-72. [CrossRef]

Bevan, Bronwyn, and Maria Xanthoudaki. 2008. Professional Development for Museum Educators: Unpinning the Underpinnings.
Journal of Museum Education 33: 107-19. [CrossRef]

Bianchi, Guia, Ulrike Pisiotis, and Marcelino Cabrera Giraldez. 2022. GreenComp—The European Sustainability Competence Framework.
Edited by Margherita Bacigalupo and Yves Punie. Luxembourg: Publications Office of the European Union.

Bostrom, Magnus, Erik Andersson, Monika Berg, Karin Gustafsson, Eva Gustavsson, Erik Hysing, Rolf Lidskog, Erik Lofmarck, Maria
Ojala, Jan Olsson, and et al. 2018. Conditions for transformative learning for sustainable development: A theoretical review and
approach. Sustainability 10: 4479. [CrossRef]

Carter, Nancy, Denise Bryant-Lukosius, Alba Dicenso, Jennifer Blythe, and Alan J. Neville. 2014. The use of triangulation in qualitative
research. Oncology Nursing Forum 41: 545-47. [CrossRef]

Coddington, Nicholas E. 2020. “Putting it in Technicolor:” The influence of a pre-service teaching residency at a historic site, archive,
library, or museum on in-service pedagogical practices. Journal of Social Studies Research 44: 219-38. [CrossRef]

Collins, A., and J. G. Greeno. 2011. Situated view of learning. In Learning and Cognition in Education. Edited by V. G. Akrust. Amsterdam:
Elsevier Ltd., pp. 64-68.

Cook, Thomas D., Mary B. Church, Subira Ajanaku, William R. Shadish, Jr., Jeong-Ran Kim, and Robert Cohen. 1996. The development
of occupational aspirations and expectations among inner-city boys. Child Development 67: 3368-85. [CrossRef]

Coppersmith, Sarah A., and Kim H. Song. 2017. Integrating Primary Sources, Artifacts, and Museum Visits into the Primary Years
Program Inquiry Curriculum in an International Baccalaureate Elementary Setting. Journal of Social Studies Education Research 8:
24-49.

Council of the European Union. 2018. Council Recommendation on Key Competences for Lifelong Learning. Brussels: Council of the
European Union.

Courtney, Steven J., and Bryan Mann. 2021. Thinking with ‘lexical’ features to reconceptualize the ‘grammar’ of schooling: Shifting the
focus from school to society. Journal of Educational Change 22: 401-21. [CrossRef]

Csikszentmihalyi, Mihaly, and Kim Hermanson. 1995. Intrinsic Motivation in Museums: Why Does One Wants to Learn? In Public
Institutions for Personal Learning, Establishing a Research Agenda. Edited by John H. Falk and Lynn D. Dierking. Washington, DC:
American Association of Museums, pp. 67-77.

Davodova, Julia. 2022. I ja I kooliastme vene 6ppekeelega ja keelekiimblusklassides 6petavate klassiopetajate arusaamad Sppekdigu
olemusest [The Perception of Field Trips Among Classroom Teachers Who Are Teaching in Russian- Language and Immersive
Estonian-Language Classes in Grades 1-6]. Master’s thesis, Tallinn University, Tallinn, Estonia.

Dewey, John. 2018. Democracy and Education: An Introduction to the Philosophy of Education. Gorham: Myers Education Press, LTT. First
published 1916.

DeWitt, Jennifer, and Jonathan Osborne. 2007. Supporting teachers on science-focused school trips: Towards an integrated framework
of theory and practice. International Journal of Science Education 29: 685-710. [CrossRef]

DeWitt, Jennifer, and Martin Storksdieck. 2008. A short review of school field trips: Key findings from the past and implications for the
future. Visitor Studies 11: 181-97. [CrossRef]

Domenici, Valentina. 2022. STEAM Project-Based Learning Activities at the Science Museum as an Effective Training for Future
Chemistry Teachers. Education Sciences 12: 30. [CrossRef]

Emmel, Nick. 2013. Purposeful sampling. In In Sampling and Choosing Cases in Qualitative Research: A Realist Approach. Thousand Oaks:
SAGE Publications Ltd., pp. 33—44.

Engestrom, Y1jo. 2015. Learning by Expanding. An Activity-Theoretical Approach to Developmental Research, 2nd ed. Cambridge, UK:
Cambridge University Press. First published 1987.

Erss, Maria, Veronika Kalmus, and Tero Henrik Autio. 2016. “Walking a fine line”: Teachers’ perception of curricular autonomy in
Estonia, Finland and Germany. Journal of Curriculum Studies 48: 589—-609. [CrossRef]

Faitar, Gheorghita M., and Silviu L. Faitar. 2013. Teachers’ Influence on Students’ Science Career Choices. American International Journal
of Social Science 2: 10-16.


https://doi.org/10.3102/0034654311404435
https://doi.org/10.1016/j.jvb.2023.103957
https://doi.org/10.1177/0011000019861527
https://doi.org/10.1080/10598650.2006.11510545
https://doi.org/10.1177/089484530002700105
https://doi.org/10.1080/10598650.2008.11510592
https://doi.org/10.3390/su10124479
https://doi.org/10.1188/14.ONF.545-547
https://doi.org/10.1016/j.jssr.2020.01.003
https://doi.org/10.2307/1131783
https://doi.org/10.1007/s10833-020-09400-4
https://doi.org/10.1080/09500690600802254
https://doi.org/10.1080/10645570802355562
https://doi.org/10.3390/educsci12010030
https://doi.org/10.1080/00220272.2016.1167960

Soc. Sci. 2024, 13, 696 23 of 25

Flemming, Adania D. C. 2023. Student-focused, career-driven exploration in natural history museums through experiential education
and mentorship: A model to intentionally increase the racial and ethnic diversity of students. Natural Sciences Education 52:
€20097. [CrossRef]

Greene, Jay P, Brian Kisida, and Daniel H. Bowen. 2014. Value of Field Trips. Education Next 14: 78-86.

Griffin, Janette M., and David Symington. 1997. Moving from task-oriented to learning-oriented strategies on school excursions to
museums. Science Education 81: 763-79. [CrossRef]

Guichard, Jean. 2022. How to support the design of active lives that meet the challenges of the twenty-first century (economy, ecology
and politics)? Australian Journal of Career Development 31: 5-13. [CrossRef]

Gutwill, Joshua P., and Sue Allen. 2012. Deepening Students’ Scientific Inquiry Skills During a Science Museum Field Trip. Journal of
the Learning Sciences 21: 130-181. [CrossRef]

Hartung, Paul J., Erik J. Porfeli, and Fred W. Vondracek. 2005. Child vocational development: A review and reconsideration. Journal of
Vocational Behavior 66: 385-419. [CrossRef]

Hein, George E. 2004. John Dewey and Museum Education. Curator: The Museum Journal 47: 413-27. [CrossRef]

Holland, Myra. 1981. Relationships between vocational development and self-concept in sixth grade students. Journal of Vocational
Behavior 18: 228-36. [CrossRef]

Jacobs, Jerry A., Seher Ahmad, and Linda J. Sax. 2017. Planning a career in engineering: Parental effects on sons and daughters. Social
Sciences 6: 2. [CrossRef]

Kaarlép, H.-L. 2021. Opetajahariduse dpiteed [Learning Paths of Teacher Education]. Tartu: Haridus-ja Teadusministeerium.

Kansanen, Pertti. 1995. Teachers’ Pedagogical Thinking—What Is It About? In Omsorg Och Engagemang. Edited by Christer Stensmo and
Leif Isberg. Uppsala: Uppsala Universitet, pp. 32-45. Available online: http://perttikansanen.fi/articles /teachers-pedagogical-
thinking-what-is-it-about/ (accessed on 2 February 2024).

Kink, K. 2013. Klassiopetajate arusaamad 6ppekdigu olemusest, olulisusest, efektiivsusest ning dpetaja rollist 6ppekédigu protsessis
[How Classroom Teachers Understand the Essence of Field Trip, Its Importance, Efficiency and See Their Role During the Process].
Master’s thesis, University of Tartu, Tartu, Estonia.

Kirsch, David. 2009. Problem Solving and Situated Cognition. In The Cambridge Handbook of Situated Cognition. Edited by Philip Robbins
and Murat Aydede. Cambridge, UK: Cambridge University Press, pp. 264-306.

Kisiel, James F. 2005. Understanding elementary teacher motivations for science fieldtrips. Science Education 89: 936-55. [CrossRef]

Kisiel, James F. 2007. Examining Teacher Choices for Science Museum Worksheets. Journal of Science Teacher Education 18: 29—43.
[CrossRef]

Kisiel, James F. 2013. Introducing Future Teachers to Science Beyond the Classroom. Journal of Science Teacher Education 24: 67-91.
[CrossRef]

Kisiel, James F. 2014. Clarifying the complexities of school-museum interactions: Perspectives from two communities. Journal of
Research in Science Teaching 51: 342—67. [CrossRef]

Kreuzer, Pia, and Daniel Dreesmann. 2017. Museum behind the scenes—an inquiry-based learning unit with biological collections in
the classroom. Journal of Biological Education 51: 261-72. [CrossRef]

Lambert, Sylvie D., and Carmen G. Loiselle. 2008. Combining individual interviews and focus groups to enhance data richness. Journal
of Advanced Nursing 62: 228-37. [CrossRef] [PubMed]

Law, Bill. 1999. Career-learning space: New-DOTS thinking for careers education. British Journal of Guidance and Counselling 27: 35-54.
[CrossRef]

Law, Bill, and Anthony G. Watts. 1977. Schools. Careers and Community. A Study of Some Approaches to Careers Education in
Schools. Available online: www.hihohiho.com (accessed on 1 September 2024).

Leijen, Ali, Margus Pedaste, and Liina Lepp. 2020. Teacher Agency Following the Ecological Model: How it is Achieved and how it
could be Strengthened by Different types of Reflection. British Journal of Educational Studies 68: 295-310. [CrossRef]

Luha, A. 1927. Koolide ekskursioonijaamadest [On the topic of school excursion stations]. Kasvatus 9: 226-32.

Martin, Andrew J., Tracy L. Durksen, Derek Williamson, Julia Kiss, and Paul Ginns. 2016. The role of a museum-based science
education program in promoting content knowledge and science motivation. Journal of Research in Science Teaching 53: 1364-84.
[CrossRef]

Mezirow, Jack. 1997. Transformative Learning: Theory to Practice. New Directions for Adult and Continuing Education 74: 5-12. [CrossRef]

Milosheva, Marina, Peter Robertson, Peter Cruickshank, and Hazel Hall. 2021. The role of information in career development. Journal
of the National Institute for Career Education and Counselling 47: 12-20. [CrossRef]

Ministry of Education and Research. 2021. Haridusvaldkonna arengukava 2021-2035. Available online: https://www.hm.ee/sites/
default/files/documents/2022-09/eesti_haridusvaldkonna_arengukava_2035_seisuga_2020.03.27.pdf (accessed on 1 September
2024).

Misiaszek, Greg William. 2023. Ecopedagogy: Freirean teaching to disrupt socio-environmental injustices, anthropocentric dominance,
and unsustainability of the Anthropocene. Educational Philosophy and Theory 55: 1253-67. [CrossRef]

Morgan, David L., and Kim Hoffman. 2018. Focus Groups. In The SAGE Handbook of Qualitative Data Collection. Edited by Uwe Flick.
Thousand Oaks: SAGE Publications Ltd., pp. 250-63. [CrossRef]

Nasir, Rohany, and Lee Shiang Lin. 2012. The relationship between self-concept and career awareness amongst students. Asian Social
Science 9: 193-97. [CrossRef]


https://doi.org/10.1002/nse2.20097
https://doi.org/10.1002/(SICI)1098-237X(199711)81:6%3C763::AID-SCE11%3E3.0.CO;2-O
https://doi.org/10.1177/10384162221090815
https://doi.org/10.1080/10508406.2011.555938
https://doi.org/10.1016/j.jvb.2004.05.006
https://doi.org/10.1111/j.2151-6952.2004.tb00136.x
https://doi.org/10.1016/0001-8791(81)90010-5
https://doi.org/10.3390/socsci6010002
http://perttikansanen.fi/articles/teachers-pedagogical-thinking-what-is-it-about/
http://perttikansanen.fi/articles/teachers-pedagogical-thinking-what-is-it-about/
https://doi.org/10.1002/sce.20085
https://doi.org/10.1007/s10972-006-9023-6
https://doi.org/10.1007/s10972-012-9288-x
https://doi.org/10.1002/tea.21129
https://doi.org/10.1080/00219266.2016.1217906
https://doi.org/10.1111/j.1365-2648.2007.04559.x
https://www.ncbi.nlm.nih.gov/pubmed/18394035
https://doi.org/10.1080/03069889908259714
www.hihohiho.com
https://doi.org/10.1080/00071005.2019.1672855
https://doi.org/10.1002/tea.21332
https://doi.org/10.1002/ace.7401
https://doi.org/10.20856/jnicec.4703
https://www.hm.ee/sites/default/files/documents/2022-09/eesti_haridusvaldkonna_arengukava_2035_seisuga_2020.03.27.pdf
https://www.hm.ee/sites/default/files/documents/2022-09/eesti_haridusvaldkonna_arengukava_2035_seisuga_2020.03.27.pdf
https://doi.org/10.1080/00131857.2022.2130044
https://doi.org/10.4135/9781526416070
https://doi.org/10.5539/ass.v9n1p193

Soc. Sci. 2024, 13, 696 24 of 25

National Curriculum for Basic Schools. 2011. Available online: https://www.riigiteataja.ee/en/eli/ee/VV /reg/524092014014
/consolide (accessed on 1 September 2024).

Noel, Andrea M., and Mary Ann Colopy. 2006. Making history field trips meaningful: Teachers” and site educators’ perspectives on
teaching materials. Theory and Research in Social Education 34: 553-68. [CrossRef]

OECD. 2019. OECD Employment Outlook 2019. Paris: OECD. [CrossRef]

OECD. 2022. The Culture Fix: Creative People, Places and Industries, Local Economic and Employment Development. Paris: OECD. [CrossRef]

OECD. 2023. PISA 2022 Results (Volume I): The State of Learning and Equity in Education (PISA). Paris: OECD. [CrossRef]

OECD. 2024. PISA 2022 Results (Volume V): Learning Strategies and Attitudes for Life (PISA). Paris: OECD. [CrossRef]

Paris, Scott G., Kirsten M. Yambor, and Becky Wai-Ling Packard. 1998. Hands-On Biology: A Museum-School-University Partnership
for Enhancing Students’ Interest and Learning in Science. Elementary School Journal 98. [CrossRef]

Patton, Michael Quinn. 1999. Enhancing the Quality and Credibility of Qualitative Analysis. Health Services Research 34, Pt 2: 1189-208.

Pérez-Ortega, Isabel, and Ifiigo Gonzélez-Fuente. 2024. The Teachability of Global Citizenship to Children through Empirical
Environmental Education: Reflections from a Horticultural Project in a Spanish School. Social Sciences 13: 225. [CrossRef]

Poder, Kaire, Triin Lauri, and Andre Veski. 2023. Kas Eesti PISA on viltu? [Is the Estonian PISA Scewed?]. Tallinn: Postimehe Kirjastus
ou.

P6im, M., J. Urb, and M. Laan. 2012. Mitteformaalse keskkonnahariduse spetsialistide taienduskoolituse vajadus ning oppevahenditega varustatus
[The Training and Teaching Resources of Specialists in Non-Formal Environmental Education (Final Report)]. Tallinn: OU Cumulus
Consulting.

Richardson, Mary Sue. 2012. Counseling for Work and Relationship. The Counseling Psychologist 40: 190-242. [CrossRef]

Ryan, Richard M., and Edward L. Deci. 2000. Self-determination theory and the facilitation of intrinsic motivation, social development,
and well-being. American Psychologist 55: 68-78. [CrossRef] [PubMed]

Salmaso, P., and M. L. Pombeni. 1986. Le concept de travail [The concept of work]. In L’étude des représentations sociales [Studies on social
representations]. Edited by W. Doise and A. Palmonari. Paris: Delachaux et Niestlé, pp. 196-207.

Sampson, James P., Gary W. Peterson, Robert C. Reardon, and Janet G. Lenz. 2003. Key Elements of the CIP Approach to Designing
Career Services. Available online: https://career.fsu.edu/sites/g/files/imported/storage/original /application/ece94c7d7
Oedfe43457c1f616e189324.pdf (accessed on 1 September 2024).

Savickas, M. L. 2002. Career construction: A developmental theory of vocational behavior. In Career Choice and Development, 4th ed.
Edited by Duane Brown. Hoboken: Wiley, pp. 149-205.

Schneider, Barbara, Soobin Kim, and Christopher Klager. 2017. Co-Development of Education Aspirations and Postsecondary
Enrollment Especially Among Students Who Are Low Income and Minority. Research in Human Development 14: 143-60.
[CrossRef]

Schreier, Margrit. 2013. Qualitative Content Analysis. In The SAGE Handbook of Qualitative Data Analysis. Thousand Oaks: SAGE
Publications Ltd., vol. 58, pp. 413-18. [CrossRef]

Seddon, Terri. 2022. Liquid Learning: Re-Conceiving the Lived-In-World. In The SAGE Handbook of Learning and Work. Edited by
Margaret Malloch, Len Cairns and Karen O. B. N. Evans. Thousand Oaks: SAGE Publications Ltd., pp. 158-72.

Seifan, Mostafa, Oluwaseun Deborah Dada, and Aydin Berenjian. 2020. The effect of real and virtual construction field trips on
students’ perception and career aspiration. Sustainability 12: 1200. [CrossRef]

Shaby, Neta, Orit Ben-Zvi Assaraf, and Tali Tal. 2019. ‘I know how it works!” student engagement with exhibits in a science museum.
International Journal of Science Education, Part B: Communication and Public Engagement 9: 233-52. [CrossRef]

Sirkel, Kristiina. 2016. Eesti keele ja kirjanduse opetajate traditsioonilise 6pikeskkonna laiendamisega seotud hoiakud ja praktika
[Attitudes and Practice of Teachers of Estonian Language and Literature in the Context of Broadening Traditional Learning
Environment]. Master’s thesis, University of Tartu, Tartu, Estonia.

Spock, Michael. 2000. “When I Grow Up I'd Like to Work in a Place Like This”: Museum Professionals” Narratives of Early Interest in
Museums. Curator: The Museum Journal 43: 19-31. [CrossRef]

Srianturi, Yanuari, and Yunita Dwi Setyoningsih. 2023. The Influence of Experiential Learning in Field Trip on Career Maturity of
Students. Journal of Education and Counseling 3: 22-29. [CrossRef]

Star, Susan Leigh, and James R. Griesemer. 1989. Institutional Ecology, “Translations” and Boundary Objects: Amateurs and
Professionals in Berkeley’s Museum of Vertebrate Zoology, 1907-39. Social Studies of Science 19: 387-420. [CrossRef]

Tenenbaum, Harriet R., Cheryl To, Daniel Wormald, and Emma Pegram. 2015. Changes and Stability in Reasoning After a Field Trip to
a Natural History Museum. Science Education 99: 1073-91. [CrossRef]

Tire, Gunda. 2021. Estonia: A Positive PISA Experience. In Improving a Country’s Education. PISA 2018 Results in 10 Countries. Edited by
Nuno Crato. Berlin/Heidelberg: Springer, pp. 101-20.

Tran, Lynn Uyen. 2007. Teaching science in museums: The pedagogy and goals of museum educators. Science Education 91: 278-97.
[CrossRef]

Tran, Lynn Uyen, and Heather King. 2007. The professionalization of museum educators: The case in science museums. Museum
Management and Curatorship 22: 131-49. [CrossRef]

Trusty, Jerry, Richard E. Watts, and Phyllis Erdman. 1997. Predictors of Parents’ Involvement in Their Teens’ Career Development.
Journal of Career Development 23: 189-201. [CrossRef]


https://www.riigiteataja.ee/en/eli/ee/VV/reg/524092014014/consolide
https://www.riigiteataja.ee/en/eli/ee/VV/reg/524092014014/consolide
https://doi.org/10.1080/00933104.2006.10473321
https://doi.org/10.1787/9ee00155-en
https://doi.org/10.1787/991bb520-en
https://doi.org/10.1787/53f23881-en
https://doi.org/10.1787/c2e44201-en
https://doi.org/10.1086/461894
https://doi.org/10.3390/socsci13040225
https://doi.org/10.1177/0011000011406452
https://doi.org/10.1037/0003-066X.55.1.68
https://www.ncbi.nlm.nih.gov/pubmed/11392867
https://career.fsu.edu/sites/g/files/imported/storage/original/application/ece94c7d70edfe43457c1f616e189324.pdf
https://career.fsu.edu/sites/g/files/imported/storage/original/application/ece94c7d70edfe43457c1f616e189324.pdf
https://doi.org/10.1080/15427609.2017.1305811
https://doi.org/10.4135/9781446282243
https://doi.org/10.3390/su12031200
https://doi.org/10.1080/21548455.2019.1624991
https://doi.org/10.1111/j.2151-6952.2000.tb01157.x
https://doi.org/10.32627/jeco.v3i2.784
https://doi.org/10.1177/030631289019003001
https://doi.org/10.1002/sce.21184
https://doi.org/10.1002/sce.20193
https://doi.org/10.1080/09647770701470328
https://doi.org/10.1177/089484539702300302

Soc. Sci. 2024, 13, 696 25 of 25

Tuubel, V. 2002. Muuseumi ja kooli koost6omudelid [Models of Collaboration for Museums and Schools]. Master’s thesis, University
of Tartu, Tartu, Estonia.

UNECE. 2012. Learning for the future. Competences in education for Sustainable Development. Geneva: UNECE.

UNESCO. 2024. Strengthening Lifelong Learning, Empowering Individuals, Transforming Societies. Annual Report 2023. Available
online: http://www.unesco.org/open-access/ (accessed on 1 September 2024).

Uppin, Helene, and Inge Timostsuk. 2019. “We'll Be Back by Christmas”—Developing Historical Empathy During a Museum Activity.
Journal of Museum Education 44: 310-24. [CrossRef]

Uppin, Helene, and Inge Timos$tSuk. 2022. Teaching in a natural history museum: What can we learn from Estonian elementary school
teachers? Cultural Studies of Science Education 17: 1159-92. [CrossRef]

Uppin, Helene, and Inge Timostsuk. 2024. “Eks me oleme koik natuke idealistid.” Muuseumite ja keskkonnahariduskeskuste
oppeprogrammide juhendajad ['We are all slightly idealistic”: The on-site educators of museums, science centres, and other
similar institutions]. Mdetagused 88: 53—94. [CrossRef]

Uppin, Helene, Kimberly Norrman, Anne-Mai Nakk, Linn Areskoug, Inge Timostsuk, Solveig Corner, and Erika Lofstrom. 2023.
Learning to Teach in Out-of-University and Out-of-School Environments in Primary Teacher Education in Estonia, Finland, and
Sweden. Center for Educational Policy Studies Journal. [CrossRef]

Uusmaa, Sireli. 2012. Muuseum kui formaalharidust toetav 6ppekeskkond [Museum as a Supporting Learning Environment for
Formal Education]. Master’s thesis, Tallinna Ulikool, Tallinn, Estonia.

Vygotsky, L. S. 1978. Mind in Society. The Development of Higher Psychological Processes. Edited by Michael Cole, Vera John-Steiner, Sylvia
Scribner and Ellen Souberman. Cambridge, MA: Harvard University Press.

Wenger, Etienne. 1998. Communities of Practice: Learning, Meaning, and Identity. Cambridge, UK: Cambridge University Press.

Whiston, Susan C., and Briana K. Keller. 2004. The Influences of the Family of Origin on Career Development: A Review and Analysis.
The Counseling Psychologist 32: 493-568. [CrossRef]

Whitesell, Emilyn Ruble. 2016. A day at the museum: The impact of field trips on middle school science achievement. Journal of
Research in Science Teaching 53: 1036-54. [CrossRef]

Wise, Robert, Ivan Charner, and Mary Lou Randour. 1976. A Conceptual Framework for Career Awareness in Career Decision-Making.
The Counseling Psychologist 6: 47-53. [CrossRef]

Disclaimer/Publisher’s Note: The statements, opinions and data contained in all publications are solely those of the individual
author(s) and contributor(s) and not of MDPI and/or the editor(s). MDPI and/or the editor(s) disclaim responsibility for any injury to
people or property resulting from any ideas, methods, instructions or products referred to in the content.


http://www.unesco.org/open-access/
https://doi.org/10.1080/10598650.2019.1612660
https://doi.org/10.1007/s11422-022-10138-z
https://doi.org/10.7592/MT2024.88.uppin_timostsuk
https://doi.org/10.26529/cepsj.1564
https://doi.org/10.1177/0011000004265660
https://doi.org/10.1002/tea.21322
https://doi.org/10.1177/001100007600600309

	Introduction 
	Why Career Awareness Needs to Be Addressed in Formal Education 
	The Potential of Out-of-School Curricula-Related Learning Activities to Develop Career Awareness 
	The Complexity of Bridging Learning Environments 
	Curricula-Related Field Trips in the Estonian Context 

	Methods 
	First Step: Focus-Group Interviews with Experts 
	Sampling for First Step 
	Methods of Data Collection for the First Step 
	Data Analysis for the First Step 

	Second Step: Open-Ended Online Survey for On-Site Educators (Sample 2, Dataset 2) 
	Sampling for the Second Step 
	Methods of Data Collection for the Second Step 
	Data Analysis for the Second Step 

	Third Step: Iterative Analysis 

	Results 
	How Do On-Site Educators Perceive the Connection Between Curricula-Related Learning Activities and Students’ Career Awareness? 
	Little Connection Between Career Awareness and Field Trips 
	Supporting Career Awareness as Supporting Lifelong Learning 
	Supporting Career Awareness as Sharing Occupational Information and Practicing Work-Related Skills 
	Supporting Career Awareness as Supporting Students’ Individual Interests 

	How Do On-Site Educators Address Career Awareness During Learning Activities at Museums and Environmental Education Centres? 
	Examples of Work-Related Knowledge 
	Random or Unplanned Mentioning 
	Introducing, Explaining, and Discussing 
	Practising Work-Related Skills 
	Systemic Approaches 
	Examples of Addressing Self-Awareness 


	Discussion 
	The Underused Potential of Collaborations 
	From Career Awareness to Future Thinking 

	Conclusions 
	References

