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Preface

Johanna Bergquist Rydén, Anne Jerneck, Jessika Luth Richter & Karin Steen

This is the proceedings volume from the 7th biannual Teaching and Learning Conference
at Lund University, which took place in November 2019, hosted by the Faculty of Social
Sciences. With the theme of Interdisciplinary pedagogy in higher education, it engaged
nearly 50 presenters, who contributed to a multitude of interesting cases in six parallel
sessions (in all, 23 presentations and seminars). The conference attracted around 170
participants from Lund University and beyond.

The aim of this series of conferences is to promote the Scholarship of Teaching and
Learning (SoTL) signified by both good scholarly praxis and theoretically informed
approaches. By offering an opportunity to share ideas, learn from each other's
experiences, and get recognition for efforts to develop and promote good education,
the conference is a lively event for all engaged and hard working educators at Lund
University.

Interdisciplinary teaching has a solid position in the Lund University strategic plan
(Strategisk plan 2017-2026). The conference theme is very timely, as we see a steady
increase, not only in interdisciplinary research and full teaching programmes, but also
in new interdisciplinary and multidisciplinary courses and components in more
traditional disciplinary education at Lund University. The conference highlighted some
of the many challenges and opportunities in such education where educators meet
students with rather different disciplinary, cultural and geographical profiles.

The conference began with a dynamic and interactive keynote by Dr. Katrine
Lindvig from the University of Copenhagen. She spoke about the “loud and soft voices
of interdisciplinarity” and how interdisciplinarity is actually practiced (or not) through
institutional policies, curriculum design, and learning activities. She presented the idea
that the task of connecting different concepts and approaches across disciplines is often
left to the students themselves, but that courses and programmes can be designed to
make this easier. Therefore, educators have a responsibility to assist in this process of
bridging various types of knowledge.

Keynote speaker Carl Gombrich is a former Professorial Teaching Fellow of
Interdisciplinary Education at University College London, Principal Fellow of the



Higher Education Academy in the UK and a recent founder and organiser of the new
Interdisciplinary School of London. He gave an inspirational talk about the role of
interdisciplinary education in teaching “expertise” in the 21st century. In an interactive
session, he challenged educators to consider different types of expertise that students
need (or do not need) and how this can be taught.

The conference concluded with a panel discussion on the theme Interdisciplinarity —
Creating space to push the disciplinary boundaries in academia. The panel examined the
challenge of interdisciplinarity in education at Lund University, drawing on the
experiences from multiple perspectives represented by both students and scholars:
Matilda Bystrom, vice president of Lund University Student Unions Association
(LUS); Kristina Jonsson, associate professor at the Department of Political Science and
coordinator of the Graduate School Agenda 2030; Asa Lindberg-Sand, associate
professor at Division for Higher Education Development (AHU); Karin Steen,
Director of studies for Environmental Studies and Sustainability Science (LUMES) and
the Director for the Master of Science in Development at Graduate School; and Mikael
Sundstrom, senior lecturer in Political Science and the Director of Studies at Graduate
School. Vasna Ramasar, associate senior lecturer in the division of Human Ecology,
moderated the panel.

Interdisciplinary teaching and the conference proceedings

The bulk of the conference consisted of parallel sessions where Lund University teachers
presented their own experiences and research with interdisciplinarity. These
contributions are also the content of these proceedings.But first, it is important to
consider, what does research tell us about what is interdisciplinarity, and
interdisciplinary education?

Interdisciplinarity has been defined by many different scholars, invariably, as a concept,
a process, a methodology, and a reflexive ideology. However, most of these definitions
contain the notion of interdisciplinarity “as a means of solving problems and answering
questions that cannot be satisfactorily addressed using single methods or approaches”
(Klein, 1990, p. 196). Following upon this, Boix Mansilla et al. (2000, p. 219)
proposed the following definition of interdisciplinary understanding: “The capacity to
integrate knowledge and modes of thinking in two or more disciplines or established
areas of expertise to produce a cognitive advancement — such as explaining a
phenomenon, solving a problem, or creating a product — in ways that would have
been impossible or unlikely through single disciplinary means.”



Interdisciplinary learning has been defined as the synthesis of two or more disciplines,
and the ambition to promote integration of knowledge in the educational setting
(DeZure, 1999). DeZure further argues that interdisciplinary learning is a means for
solving real-life problems and answering complex questions that benefit from more
than one disciplinary approach (DeZure,D. 1999). The potential to address complexity
and deepen learning has led to a continually increased interest in interdisciplinary
education (Newell, 2009).

Gombrich and Hogan (2017) argue for two primary reasons for implementing
interdisciplinary education at the university level: 1.) A practical aim in learning how
to understand, relate and engage in the approaches of different academic disciplines,
and 2.) To foster metacognition. However, interdisciplinarity is not without its
challenges, including for educators, who may have to step out of their role as experts to
cooperate with or integrate unfamiliar disciplines in complex problems. Assessment
and learning activities might require more careful thought, time and effort to develop
(Balsiger, 2015; Davis, 2018).

But what does all this mean for teachers and students in practice? Over the last two
decades there has been a growing body of literature on how educators have
experimented with interdisciplinary teaching. Several presenters at the conference gave
examples from their own teaching at Lund University of how they have interacted with
students, testing and developing their teaching in an interdisciplinary direction. Such
development is especially important when it comes to supporting students learning how
to understand and engage with different disciplines and many presenters underscored
the need for students to learn the necessary skills to tackle contemporary and future
societal challenges that they will face in their future professions. Other presenters took
the perspective of educators and educational developers and discussed the challenges
and benefits of an interdisciplinary approach and the implications, for example, for
developing courses and syllabi, as well as their teacher teams.

The established scholarship of teaching and learning in the field has grown and much
can still be added to this debate, which is what the contributions in this volume seek to
do.One of the values of this particular conference is that it allows educators from all of
the university to participate and contribute from their varying points of departure,
which results in a broad array of perspectives, experiences and practices to be
represented. This stimulating variation is also reflected in this proceedings volume.
While some contributions discuss consequences of interdisciplinarity or disciplinary
meetings for education more generally, others investigate what opportunities and
challenges specific settings bring with them.

The chapters below are ordered in two loosely cohesive parts. The first five
contributions deal with interdisciplinary teaching or the outcomes of disciplinary
meetings in education from a more general or primal perspective, while still departing



from particular experiences. The subsequent five articles have more of a hands-on
approach about experiences in implementing interdisciplinary education in the
classroom.

In the very first chapter, Badersten and Thelander investigate how our subject
disciplines influence how we teach. Their aim is to identify different approaches to
teaching and learning within higher education, to increase our awareness and
understanding of such approaches, and to discuss some challenges and opportunities
and what these may imply for social science education. The authors have analysed 28
teaching portfolios written by teachers who were appointed Excellent Teaching
Practitioners (ETPs) at the Faculty of Social Sciences at Lund University in 2011-2015.
They identify and present three approaches to teaching and learning: the Facilitator,
the Accommodator and the Scientist. For example, the Facilitator is focused on
facilitating learning by providing order, structure and a favourable teaching
environment for the students. The Accommodator’s primary role as a teacher is to
contribute to the students' personal development and maturation as human beings.
The Scientist is a teacher with a strong research identity, i.e. the identity as researcher
tends to be superior to the identity as teacher. By highlighting three distinct approaches
to teaching and learning, the authors want to facilitate constructive dialogues and
mutual exchange of ideas and experiences among educators from different disciplines.

The second chapter points towards the importance of open dialogue and discussion
among educators involved in interdisciplinary teachings. Here, Eldh discusses the
challenges in teaching quantitative methods, in this case statistics, in interdisciplinary
courses with mixed methods where both qualitative and quantitative methods are
taught. Despite this, most students tend to choose to use qualitative methods in their
thesis research and the author researches why this is the case. Literature suggests that
students often find statistics courses to be daunting and that students may lack
motivation. However, the author finds that in this case the challenges have more to do
with the framing of the course in the programme, the instructions from supervisors to
their students and the competency of teaching staff when it comes to methods other
than the ones they themselves promote. The findings and discussion highlight the
importance of collegial communication and mutual understanding.

Tzanaki discusses the possibilities for law and economics to apply the Aristotelian
notion of “eudaimonia’ - the highest human good in practical, political and intellectual
life. In pedagogical terms, this would mean a holistic conception of education of mind,
body and soul. The chapter recalls that science is a spiritual pursuit to be wrapped with
intellectual curiosity and humility. The author discusses the (missing) connection and
benefit in bringing the discipline of Law in touch with that of Economics and how
expert scholars and teachers can learn to teach (better) through this interdisciplinary
cross-pollination. The author claims that connecting law with economics may recast



the image of scholarly education as a bridge in the quest for finer quality and resilience
in the curriculum and beyond.

Looking even more closely into the educational meeting of two disciplines, Selberg
and Wegerstad recognizes the varying prerequisites for two disciplines — in this case
law, which according to the authors is defined primarily by its boundary work, and
gender studies, which is rather defined by its critical challenging of boundaries and
norms — meet in an interdisciplinary educational setting. Students from the two
respective mother disciplines enter this particular interdisciplinarity not only with very
different pre-knowledge and understandings, but also different expectations, interests,
motives, prejudices, and even different epistemologies and ideologies. This naturally
has an impact on what issues arise for discussion and friction in the courses and what
is thus required from the educators. In the cases discussed in this chapter, the very same
two disciplines meet in two different courses, tailored for the respective disciplinary
student group. The authors analyse the entrance perspectives of the respective student
groups in relation to the nature of the two disciplines, and the consequences and
potential for development this carries in relation to the involved students, teachers and
educational designs.

The chapters above all discuss aspects of disciplinary meetings. Chapter 5, however,
focuses explicitly on interdisciplinarity in teaching. In a comparative study, Reind],
Curtis & Smedby investigate to what extent current graduate programmes in
sustainability in Sweden live up to a set of criteria of interdisciplinarity, which might
reasonably be applied to interdisciplinary education. To that end, they also investigate
how well the programmes apply constructive alignment meaning that teaching,
learning and examination activities as well as grading criteria are directly aligned with
interdisciplinary qualities as expressed in the intended learning outcomes, while also
drawing on students experiences and pre-knowledge. Findings show that there is scope
for educational programmes to align and develop this much further than has so far been
done.

The following five chapters turn to activities and students’ learning in (and outside)
the actual classroom, specifically when it comes to general competencies such as being
able to formulate a potent research question, being able to integrate knowledge from
different disciplines or knowledge fields, and being able of critical thinking and
awareness. Used well, disciplinary heterogeneity in the student group - even when
leading to frictions - can be used as a lever to facilitate development of students’ skills.

Brink Pinto, Larsson Heidenblad, and Severinsson, all of them educators in History,
suggest an approach for how teachers can help students to acquire the important skill
to formulate relevant and interesting research questions and how students can practise
that skill in various course assignments. The approach seeks to go beyond the
traditional teaching of canon (‘knowing what’) and instead teach students to pose



questions that uncover broader patterns, allow comparisons across space and time, and
stimulate thinking along different lines of theoretical reasoning (‘knowing how’ and
‘why’). The authors underline how this skill may help students also in later stages of
their education, when it becomes an even more central parameter in the assessment of
their work. As regards interdisciplinarity, it is an important skill to be able to pose
significant researchable questions.

The next chapter is based on both a literature review and an experiment. Richter and
Singh share with us their experiences of introducing learning portfolios with artefacts
and critical reflections as a tool in a graduate program. They illustrate how this initiative
may help students to reach the intended learning outcomes, while also promoting key
principles in interdisciplinary teaching. Despite initial skepticism, their students came
to appreciate the new activity of keeping track of their assignments and associated
thinking in a learning portfolio, not only as a base for in-depth knowledge and
thinking, but also as a showcase for prospective employers.

Thell & Jagervi share their experiences of how to introduce a specific disciplinary
perspective into an interdisciplinary educational programme in very limited time. The
psychological perspective is of central importance to most social work professions.
However, in the three and a half year long education, it is given very limited course
space; only a few weeks all in all. The authors have previously noted how hard it is for
students to actually grasp the course content and understand how to apply acquired
knowledge and skills in social work practice. However, Thell and Jigervi found that
case discussions, wherein students are asked to apply theoretical psychological concepts
of understanding to realistic cases encountered by social workers, can promote students’
understanding of psychological concepts and ideas, and how these can be applied in
practice. Moreover, in such a setting, students tend to draw on knowledge from other
disciplinary fields previously encountered in their education, and on other experiences,
thus connecting and applying all the knowledge they can actuate in the concrete case
discussion.

Umut Aslan shows how a ‘community of learning’ philosophy can help improve
student learning and the achievement of learning outcomes, especially in situations
where teachers have few contact hours. The author describes how this is done in practice
through peer-learning, discussing, searching, applying, analysing, grading, and writing.
The author also discusses how the ‘communities of learning’ philosophy highlights the
importance of co-learning among peers, and how distinctly different student
backgrounds and skills are resourcified in knowledge production - all highly relevant
for an interdisciplinary educational setting.

In the final chapter of this volume, Gardufio, Tock and Kolankiewic discuss how
tensions and/or conflicts in the classroom may form powerful learning opportunities.
Within gender studies, the encounter between the studied subject matter and the
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personal thoughts, beliefs and experiences held by students and educators, may bring
to the fore strong and sometimes difficult emotions and opinions. By recognising them
as a natural and potent part of the inherent capacity of the field, potentially difficult or
conflictual situations can be converted into something fruitful and prolific. Rather than
striving for an ideal of making the classroom a safe space, the authors suggest that the
idea of the classroom as a contested space might open up for such dynamics. They share
with us their experiences of arranging workshops framed as forum theatre on potentially
difficult and conflictual issues. This allows for such issues to be explored in a more
controlled, yet open-minded and allowing way, and so to provide powerful learning
opportunities for students as well as educators.

In the Lund University strategic plan, it is recognized that its breadth of disciplines
is unique and should be preserved. At the same time, transboundary and inter-/cross-
disciplinary collaboration within Lund University and beyond are also recognized as
vital components, which are to be stimulated. However, despite this recognition on a
principal level, several financial, organisational, and mental barriers still need to be
overcome to facilitate interdisciplinary education at Lund University. One response
would be to intensify informed discussions on what interdisciplinary implies in both
teaching and research and to promote valuable education initiatives through explicitly
supportive structures. For that, we need to share novel ideas on how to shape an
environment that is conducive to teaching, learning, and creating integrated
knowledge.

By providing a plethora of good examples, this volume is a hands-on expression of
interdisciplinary teaching at Lund University. As such, we hope that it can serve as
support in advancing knowledge and experience in interdisciplinary education for
individual educators, teacher teams, and teaching ‘decision makers’. Hopefully, the
following chapters can inspire educators and others engaged in educational
development and design, to develop their own ideas and start - or continue developing
- their interdisciplinary teaching practice.

Johanna Bergqvist Rydén, Anne Jerneck, Jessika Luth Richter & Karin Steen
Lund University, October 2020

11



References

Balsiger, J. (2015). Transdisciplinarity in the classroom? Simulating the co-production of
sustainability knowledge. Futures, 65, 185-194.
hteps://doi.org/10.1016/j.futures.2014.08.005

Davies, J. P. Setting the interdisciplinary scene. In Davies, J. P. and Pachler, N. (eds.)
Teaching and Learning in Higher Education: Perspectives from UCL, 112-130.
hteps://discovery.ucl.ac.uk/id/eprint/10059996/1/Davies%208%20Pachler%202018.p
df#page=239

DeZure, D. (1999). Interdisciplinary Teaching and Learning. Essays on Teaching Excellence:
Toward the Best in the Academy. Athens, GA; POD.

Gombrich, C. (2018). ‘“Teaching interdisciplinarity’. In Davies, J. P. and Pachler, N. (eds.)
Teaching and Learning in Higher Education: Perspectives from UCL, 218-234.
heeps://discovery.ucl.ac.uk/id/eprint/10059996/1/Davies%208%20Pachler%202018.p
df#page=239

Gombrich, C. and Hogan, M. (2017) ‘Interdisciplinarity and the student voice’. In
Frodeman, R., Klein, J.T. and Pacheco, R.C.S. (eds.) The Oxford Handbook of
Interdisciplinarity. 2nd ed. Oxford: Oxford University Press, 544-57.
heeps://www.oxfordhandbooks.com/view/10.1093/0xfordhb/9780198733522.001.0001
/oxfordhb-9780198733522

Klein, J. T. (1990). Interdisciplinarity: History, theory and practice. Detroit, MI: Wayne State
University Press.
Lunds Universitet. Strategisk plan for Lunds universitet 2017-2026.

heeps://fwww.lu.se/sites/www.lu.se/files/strategisk-plan-lunds-universitet-2017-2026-
2.pdf

12


https://doi.org/10.1016/j.futures.2014.08.005
https://doi.org/10.1016/j.futures.2014.08.005
https://doi.org/10.1016/j.futures.2014.08.005
https://discovery.ucl.ac.uk/id/eprint/10059996/1/Davies%20&%20Pachler%202018.pdf#page=239
https://discovery.ucl.ac.uk/id/eprint/10059996/1/Davies%20&%20Pachler%202018.pdf#page=239
https://discovery.ucl.ac.uk/id/eprint/10059996/1/Davies%20&%20Pachler%202018.pdf#page=239
https://discovery.ucl.ac.uk/id/eprint/10059996/1/Davies%20&%20Pachler%202018.pdf#page=239
https://discovery.ucl.ac.uk/id/eprint/10059996/1/Davies%20&%20Pachler%202018.pdf#page=239
https://discovery.ucl.ac.uk/id/eprint/10059996/1/Davies%20&%20Pachler%202018.pdf#page=239
https://discovery.ucl.ac.uk/id/eprint/10059996/1/Davies%20&%20Pachler%202018.pdf#page=239
https://discovery.ucl.ac.uk/id/eprint/10059996/1/Davies%20&%20Pachler%202018.pdf#page=239
https://www.oxfordhandbooks.com/view/10.1093/oxfordhb/9780198733522.001.0001/oxfordhb-9780198733522
https://www.oxfordhandbooks.com/view/10.1093/oxfordhb/9780198733522.001.0001/oxfordhb-9780198733522
https://www.oxfordhandbooks.com/view/10.1093/oxfordhb/9780198733522.001.0001/oxfordhb-9780198733522
https://www.oxfordhandbooks.com/view/10.1093/oxfordhb/9780198733522.001.0001/oxfordhb-9780198733522
https://www.lu.se/sites/www.lu.se/files/strategisk-plan-lunds-universitet-2017-2026-2.pdf
https://www.lu.se/sites/www.lu.se/files/strategisk-plan-lunds-universitet-2017-2026-2.pdf

Approaches to teaching and learning as
an educational challenge and
opportunity

Bjorn Badersten, Department of Political Science
Asa Thelander, Department of Strategic Communication

How do our subject disciplines influence our teaching and didactic practices, i.e. the
way we teach? Our disciplines are typically ingrained by implicit assumptions, practices
and informal rules forming certain approaches to teaching and learning. These
approaches, which entail a shared understanding of who our students are, how students
learn, and what good teaching means, tend to be continuously produced and
reproduced through the collegial exchange of experiences within our teaching
environments. As university teachers, however, we rarely reflect upon these experiences.
Although these approaches are often implicit and taken for granted, they sometimes
become apparent, as for example in multi- and interdisciplinary settings where teachers
from different teaching environments meet and interact, bringing with them different
views on teaching and learning. At times, this creates friction, conflict and competition;
at other times, when such views are the subject of elaboration, reflection and open
discussion, these interactions create a dynamic and fruitful environment for pedagogical
development.

The aim of this chapter is to identify and highlight different approaches to teaching
and learning within higher education to increase our awareness and understanding of
such approaches and to discuss some challenges and opportunities that they may imply
for social science education. More specifically, we have three primary objectives:
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1. To identify assumptions and practices that form different approaches to
teaching and learning in higher education within the social sciences.

2. To discuss challenges and opportunities related to these approaches.

3. To provide a foundation for individual and collegial reflection on the
implications of these approaches.

In order to identify different approaches to teaching and learning in higher education,
we have analysed teaching portfolios written by teachers at the Faculty of Social
Sciences at Lund University. We start with a methodological reflection on the material
used for the study as well as the method and type of text analysis conducted. Next, we
identity and present in detail three approaches to teaching and learning: the Facilitator,
the Accommodator and the Scientist. Finally, we conclude with a general reflection on
these approaches and a set of questions intended to stimulate further reflection and
discussion among teachers, either independently or in collegial settings, such as
teaching teams, departments or faculties.

Empirical material and method

In order to identify different approaches to teaching and learning in higher education,
texts where teachers explicitly discuss their ideas on teaching and reflect on their
teaching practice have been analysed. More specifically, we analysed all teaching
portfolios — 28 in number — written by teachers who were appointed Excellent
Teaching Practitioners (ETPs) at the Faculty of Social Science at Lund University in
2011-2015. The portfolios represent the majority of the departments and disciplines at
the faculty (https://www.sam.lu.se/en/internal/employment/career-development-for-
academic-staff/teaching-academy).

The teaching portfolios analysed were written by teachers for the explicit purpose of
being considered for promotion to the Teaching Academy at the Faculty of Social
Science. The portfolios are centered around and evaluated based on a set of assessment
criteria (Dnr STYR 2019/1431). But despite the limitations presented by these criteria,
the teaching portfolios are highly personalised and diverse as they are rooted in the
applicants’ own experiences and individual views on teaching and learning. The texts
are generally highly reflective in nature, and teaching experiences are often discussed
and problematized in a self-critical manner. Therefore, the texts are not primarily
characterised by success stories. Rather, the opposite is often the case as difficulties,
challenges and mistakes often are used as the basis for reflection. According to
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evaluators, such reflections are seen as an important aspect of the personal development
of the teacher.

We conducted an inductive text analysis of the teaching portfolios, meaning that certain
themes and dimensions have gradually been generated through a review of the portfolio
texts. We identified similarities and differences in the teachers’ views on teaching and
learning and their didactic practices. On the basis of this inductive review and
comparison, three overall approaches to teaching and learning in higher education were
identified: the Facilitator, the Accommodator and the Scientist. These approaches share
some similarities with the teaching and learning regimes (TLRs) identified by Trowler
& Cooper (2002), and with the personal theories of teaching and teacher roles sketched
by e.g. Fox (1983). However, the questions raised and the dimensions used here are
different and less comprehensive than the ones present in Trowler & Cooper, and the
analyses is less focused on the level of the individual teacher compared to e.g. Fox.
Therefore, we here speak of approaches rather than of regimes or personal views on
teaching.

The approaches to teaching and learning that we identify are formulated as ideal types.
Being ideal types, they should be seen as extrapolations of — or “extreme” versions of —
the approaches, where certain characteristics are emphasised while others are played
down. As such, they are distinctively different in character and are not variants on a
continuum. In addition, they should be understood as heuristics for reflection, not as
representations of reality, i.e. there are no clear-cut empirical representations of these
approaches in practice. Thus, the purpose here is not to sort individual teachers or
teaching environments into different categories, rather we seek to convey that specific
teaching environments often have traits, more or less, from all ideal types, although
they tend to gravitate towards specific approaches in the margins. It should also be said
that the purpose is not to evaluate normatively the three approaches (based on some
notions of “good” teaching). Our aim of presenting ideal types is simply to stimulate
reflection by highlighting how the three approaches that teachers draw on vary in
certain respects.

Three approaches to teaching and learning

From a general point of view, the teaching portfolios that we analysed all share a kind
of constructionist view of teaching and learning, where it is presumed that learning
takes place and knowledge is created in mutual interaction between actors in a social
setting. Although there are significant differences in the extent to which this is
emphasised in the portfolios, the “excellent” teachers usually tend to distance
themselves from a more traditional, transmission-oriented view of learning, where it is
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presumed that knowledge is transmitted in a unidirectional way from one person to
another.

A cursory review of the portfolios also gives the impression that the teachers tend to use
the same learning activities and methods in their teaching, i.e. lectures, seminars and
workshops. A more in-depth reading, however, reveals that those general activities in
practice imply rather different things. Differing views on how students learn and the
goal and role of the teacher result in different ways of understanding the learning
process and the teacher-student relationship. This results in quite different ways of
organising and performing these teaching and learning activities.

Based on those differences, we extracted three ideal type approaches to teaching and
learning in higher education from the teaching portfolios: the Facilitator, the
Accommodator, and the Scientist.

Table 1. Three ideal type approaches to teaching and learning in higher education.

Role of the teacher

Aim of the teacher

Power relationship
teacher-student

Didactic practice

The Facilitator

The teacher guides and
stimulates the
responsible student’s
learning.

Provide tools for critical
thinking and foster
students to become
citizens in a democratic
society.

Semi-symmetric
relationship between
teacher and student.
Teacher and student are
involved in a learning
process but with different
roles and power.

Lectures (interactive),
seminars and workshops
(co-creative and different
forms). Summative
assessment.

The Accommodator

The teacher serves as role
model and coaches the
student in the learning
process.

Support the student’s
personal development to
become an
compassionate and
reflexive human beingin a
social context.

Symmetric relationship
between teacher and
student. Teacher and
student part of intertwined
process.

PBL,"peer learning”,
storytelling, collaborative

and participatory methods.

Formative assessment.

The Scientist

The teacher is an expert
and serves as inspiration
and a source of

knowledge for learning.

Teach scientific know-how
and forms of knowledge
production.

Asymmetric relationship
between teacher and
student. The teacher is
knowledgeable and
powerful outside the
student’s individual
learning process.

Lectures (know-how and
inspiration), seminars
(present and compare).
Summative assessment.

The Facilitator

The Facilitator is focused on facilitating learning by providing order, structure and a
favourable teaching environment for the students. The overall goal is to foster the
student’s development into citizens in a democratic society. This often involves a
critical and reflective approach to the phenomena at hand, and teachers offer explicit
discussion and motivation in the way their subject knowledge contributes to the
development of relevant competencies. The Facilitator clearly emphasises the
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significance of the zeacher in the learning process; the teacher guides the student’s
learning process from start to finish. To this end, the teacher provides order and
structure, but also appear with the semi-authoritative leadership of a knowledgeable
guide.

The Facilitator acknowledges learning as an active process and uses and develops
learning activities that activate, motivate and stimulate students. Lectures are the
cornerstone, but the design of lectures is important for the facilitator. In line with the
idea of activity and the social creation of knowledge, lectures are interactive and often
based on dialogue and open-ended questions. The Facilitator acknowledges students
and student interaction as important components of learning. Therefore, the Facilitator
prefers teaching activities where students interact not only with the teacher but also
with other students in a peer-to-peer oriented process, although the overall direction of
the process is guided by the teacher. In terms of assessment, however, these interactive
and formative elements of teaching are often played down in favour of a more
summative orientation, focusing on evaluation of the student’s fulfilment of learning
outcomes.

The Accommodator

The Accommodator has a different take on teaching and learning. The primary role of
the teacher in this approach is to contribute to the students' personal development and
maturation as human beings. For the Accommodator, it is essential to stimulate the
development of a range of personal, relational and reflexive competences, such as the
capacity for listening, empathy and self-reflection. It is presumed that learning takes
place in close interaction with others in a social context, whereas group dynamic aspects
and emotions are emphasised as important parts of the learning process. In addition,
interpersonal and ethical considerations are often interwoven as central and integrated
parts of the subject knowledge at hand.

The integration of emotion and introspection in the learning process, however, places
certain demands on the teacher, requiring the teacher to judiciously incorporate this in
different teaching situations. In this respect, the teacher is believed to have an important
responsibility for harbouring the emotions that may be expressed in diverse teaching
sessions. Thus, the teacher is an integrated part of the learning process and there is a
symmetric and intertwined relationship between teacher and student. Often, the
teacher also serves as a role model for the students and is seen, to some extent, as the
“embodiement” of the subject field and the discipline. In terms of teaching and learning
activities, the Accommodator uses interactive, participatory, collaborative, problem-
based and group-oriented activities, and assessment is normally open, formative and
forward-looking rather than summative and evaluative. In addition, stories and
storytelling, often based on real life experiences, play an important role in teaching.
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The Scientist

The Scientist is a teacher with a strong research identity, i.e. the identity as researcher
tends to be superior to the identity as teacher. Knowledge of the specific subject and
discipline is strongly emphasised. The aim and role of the teacher is to inspire the
students to want to learn about the subject (what) and how knowledge is produced
(why). The teacher's own research serves as an important source of inspiration, and the
teacher wants to convey a passion for research and knowledge production to the
students. The Scientist often looks for role models within and tends to duplicate
teachers from their own educational background; teachers who have been renowned
experts in their field and have effectively transferred their subject knowledge,
enthusiasm and scientific approach into their teaching practices.

The teaching subject of the Scientist is often very close to or completely overlaps with
research itself. Compared with the facilitator and the accommodator, the scientist is
less concerned about a lack of student motivation, because motivation to learn is seen
as the student’s own responsibility. In addition, learning is basically seen as an
individual process, where the individual, as such, is the most important resource. The
teacher, i.e. the expert, provides opportunities for the students to learn.

The Scientist often relies on lectures and seminars. Lectures are seen as important for
presenting knowledge about the specific subject in a pre-structured way. Seminars
emphasise involvement by the students, who prepare for seminar presentations and
discussions with other students. Hence, seminars importantly serve as a way to
benchmark knowledge with fellow students. In terms of examining the students, the
scientist tends to verify the students’ knowledge at the end of the course and prefers
different forms of summative assessment.

Conclusions and discussion

As indicated above, we have found fundamental differences between the approach of
social science teachers to teaching and learning in higher education, although most
teachers — at face value — tend to belong to the same overall social constructionist
paradigm. These differences refer to underlying views of teaching and learning and of
the professional role of the teacher vis-a-vis students, as well as to differences in concrete
didactic practices. Additionally, we have noticed differences between both individual
teachers and between learning environments and disciplines, where colleagues who have
the same organisational affiliation or share disciplinary background tend to gravitate
towards the same approach.

In our analysis we generated three ideal type approaches to teaching and learning as
extrapolations of the identified differences. Being ideal type characterizations, they are
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constructed as coherent approaches. However, a detailed review of the teaching
portfolios reveals certain contradictions and ambivalences related to the ideal
approaches when staged in actual practice. The different approaches also tend to
embody certain challenges. In fact, in some of the portfolios, the teachers themselves
reflect on inconsistencies in and challenges with their own approaches and note that,
in certain situations, they do not "live as they learn". For instance, the Facilitator often
assumes the role of verifier of knowledge when assessing students in a way that contrasts
sharply to their ideas about the teacher acting as a “guide”. Assessment is described as
a form of exercise of authority, legitimised by references to various types of official
documents, rules and regulations, rather than as a learning process in itself. The
Accommodator struggles e.g., with the balance between a personal, interpersonal,
experience and emotions-based approach to teaching, on the one hand, and a more
“science” or “research” oriented approach to teaching that is often expected in higher
education. Finally, the Scientist may, e.g., have struggles with students who learn in
ways other than through the knowledge they convey themselves and are not motivated
on the same grounds.

One way to overcome these challenges is, naturally, to learn from and combine several
approaches. For instance, the Facilitator could gain insights from the accommodator
on collaborative approaches to the assessment process. The Accommodator could
benefit from the scientist’s strength in bringing the research process more explicitly into
the teaching process, and the Scientist could, e.g., learn from both the Facilitator and
the Accommodator by incorporating more elements of peer-teaching and student
interaction in teaching. Hence, different approaches to teaching and learning have the
potential to enrich each other and, through mutual exchange, solve some of the
inherent ambivalences and contradictions.

From our reading of the teaching portfolios, it is apparent that teachers tend to develop
their understanding of teaching and learning and their didactical practices through
critical incidents, such as when teaching is performed in inter- and multidisciplinary
environments where they encounter teachers and students accustomed to other
approaches to teaching and learning. This seems to raise teachers’ awareness and
stimulate pedagogical development, both on the individual level and on the level of
teaching teams and teaching environments. However, such incidents also have the
potential to develop into tensions or even conflicts. Approaches to teaching and
learning that are fundamentally different may clash, and the implicit character
associated with such approaches, which is often taken for granted, may obstruct
constructive interaction. It is our hope, however, that by highlighting three distinct
approaches to teaching and learning, we have raised the awareness of such approaches
and may facilitate constructive dialogue and mutual exchange of ideas and experiences
among teachers from different disciplines. In this vein, we conclude with some
questions that can be used as a starting point for reflection and discussion among
teachers.
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Questions for reflection (individuals)

* Do I recognize any of the ideal types of teaching and learning presented above
(the Facilitator, the Accommodator, the Scientist)? How come?

*  How do I define my approach to teaching and learning, in terms of e.g. the
role and aim of the teacher, the teacher-student relationship or didactic
practice?

*  When and where do I encounter other approaches?

*  What can I learn from other approaches?

*  In which situations can other approaches be fruitful?

Questions for reflection (teaching environments)

*  What approaches to teaching and learning exist in my teaching environment?
*  What approaches do the students encounter and when?

*  What are the students’ expectations and preferences?

* Do we discuss different approaches with the students? Is it needed?

* Do we support certain approaches?

*  How do we take advantage of different approaches?
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