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   Foreword   

    The Learning Dynamics at Roskilde University: 
A Student’s Experiences 

 This is a short account of my experiences of studying at Roskilde University. I admit 
that going from high school to university is always an upheaval. You move to a 
higher level in the educational system, and the transition often involves changing 
where you live. For me it meant moving from peripheral rural Denmark to the 
capital Copenhagen. 

 Therefore, many of my experiences are quite normal for any young student 
enrolling at a university. However, some originate from the particular educational 
structure and learning dynamics at Roskilde University. These are what my story 
is about.  

    The Transition 

 Roskilde University is roughly 30 min by train from metropolitan Copenhagen. 
Travelling out there, you see how the scenery changes into open fi elds of maize and 
turnips, and small rural villages. In many respects, the trip gives me a feeling of 
leaving the urban sprawl of Copenhagen and travelling to the outskirts of rural 
Denmark. It is there that I have spent the last couple of years studying for a bachelor 
in Social Science and soon also a master degree in Welfare Studies and Geography. 

 The secluded rural location of the university might make me feel more at home, 
except for the striking transition from the way I was taught in high school. Back 
then, the days were structured around class teaching in different subjects. Here, at 
Roskilde University, my days are divided into lectures, reading and project work. 

 Since enrolling at the university, I have experienced a highly structured and 
open-ended progression in my education. I began by choosing one of the four basic 
bachelor programmes, and from there I went on to choose the two subjects of 
 specialization for my bachelor and master degrees. Each semester I have decided 
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on projects to write, and I have had to choose classes according to my interests. 
Having the option of postponing the choice of areas of specialization was impor-
tant for my original choice of university. Not having a clear idea of my academic 
interests and future career, I chose the bachelor programme in social sciences at 
Roskilde University. One and a half years later, I was able to make a more qualifi ed 
decision about the two subjects for my bachelor specialization. 

 Another unique Roskilde University feature is the house structure, where each 
body of new students is divided up into ‘houses’ of approximately 120 students. 
The house is a physical entity – each group of 120 students is located in a campus 
building where all the lectures and group work are organized. You spend the fi rst 
2 years of your bachelor programme in a house with some 120 fellow students. 
This contributes greatly to the social and academic environment at the university.  

    Learning the Academic Trade 

 Just as at any other university there are lectures at Roskilde University. But a lot of 
your time is spent outside the classroom, either reading in the library or doing project 
work together with your fellow students. Each semester you form project groups of 
two to six students. In the group, you have the freedom and obligation of choosing 
a thematic issue to which to apply the relevant knowledge from lectures, as well as 
additional knowledge acquired through reading and research. In my experience, the 
lectures serve as overall introductions to established knowledge. But it is through 
the project work that you practice the craft of academic research.  

    Training, Learning and Specializing 

 In the beginning, project work provided me with a training ground where I could 
break the code of academic conduct. It might sound silly, but nothing in my 
past – neither my years at high school nor coming from a family with a low level of 
education – has given me much experience in discussing and producing scientifi c 
meaning. My subjects in the early projects ranged from investigating the socio-
economic impacts of industrial mining in the Democratic Republic of the Congo, 
to studying the functional implications of implementing restorative justice in the 
Danish system of justice. In many ways the lessons learnt in these fi rst projects were 
not so much about the subjects of inquiry – which of course were interesting – but 
about the process of conducting problem-oriented and interdisciplinary research, 
as well as collaborating with other people. 

 Later, I became more confi dent and focused, and my latest projects have 
functioned as specializations both with regard to my choice of bachelor and 
master subjects and to my future career path. Here my focus has been on the use of 
quantitative data in the planning and assessment of welfare policies and regional 
development in the EU. 

Foreword
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 Thus, throughout my years of study I have been engaged in projects with different 
fellow students and different supervisors. The project work has given me a lot of 
personal feedback and academic experience with regard to my ability to produce 
research material and to collaborate with people with complementary competences. 
The appointed supervisors have given me an important form of academic apprentice-
ship, where my project group and I have been given qualifi ed feedback that has 
enhanced our learning and project outcomes. Thus, project work has been and 
continues to be an important forum for me to make trials and errors, and to improve 
my competences.  

    What Then Are the Learning Dynamics 
of Roskilde University? 

 My experience at Roskilde University is that the pedagogical approach provides me 
with a combination of learning processes and academic progression, where I learn 
 from  academic texts and lectures, I learn  through  research collaboration with like- 
minded students and support from supervisors, and I learn  by  communicating and 
discussing research themes, theories and fi ndings with fellow students and academic 
staff in presentations, examinations and written assignments. This combination 
has provided huge support for my orientation and specialization in and across the 
academic disciplines.   

   Roskilde University      Thomas     Aarup     Larsen
  Roskilde ,  Denmark         
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  Pref ace   

 Corals can only live in very pure and salty water in constant movement. Therefore, 
corals on the lee side of reefs die, whereas corals on the windward side, where 
waves and currents are strongest, grow and develop into large, beautiful colonies. It 
is, however, the older parts of the reef that provide the strength and power to resist 
the beating of the waves throughout the centuries.

The logo of Roskilde 
University is a coral:   http://
www.ruc.dk/en/about-the- 
university/about-roskilde-
university    .

     

    This book discusses how the ‘Roskilde Model’ is used in the organization of 
university studies and in the pedagogical planning of teaching. The Roskilde Model 
is a complex concept, referring to:

    Firstly , problem-oriented interdisciplinary participant-directed project work as it is 
practised at Roskilde University in Denmark. Half of all study activities at the 
university are organized in accordance with the principles of this particular 
pedagogical approach. Whereas problem-oriented project work at other educa-
tional institutions comprises only a limited share of academic student activities, 
at Roskilde University it is the pivotal pedagogical principle. In fact, for four 
decades the hallmark of the university has been to develop the concept of 
problem- oriented, interdisciplinary and participant-directed project work into 
a unique model of education and educational design. The everyday term for 
this rather lengthy concept would be ‘Problem-oriented Project Work’ or 
 ‘Problem- oriented Project Learning’ (PPL). Throughout the book, for the sake 
of brevity, we will refer to PPL.  

 

http://www.ruc.dk/en/about-the-university/about-roskilde-university
http://www.ruc.dk/en/about-the-university/about-roskilde-university
http://www.ruc.dk/en/about-the-university/about-roskilde-university
http://www.ruc.dk/en/about-the-university/about-roskilde-university
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   Secondly , the concept of the Roskilde Model refers to a special way of organizing 
university education on the basis of four broad basic programmes in the humani-
ties, social sciences, natural sciences, and the humanistic-technological sciences. 
The basic programmes are integrated with 3-year bachelor programmes, giving 
admission to a superstructure of 2-year master programmes in a broad range of 
disciplines.  

   Thirdly , the Roskilde Model refers to the special academic and professional profi le 
of the university. Most studies at the bachelor and master levels are completed 
as double-major bachelor and master degree programmes. This means that the 
students are able to design their own professional profi les, and that they may 
combine subjects in a manner unique to Roskilde University. In addition, some 
master programmes are being offered as interdisciplinary single- major master 
degree programmes, often oriented towards the solution of socially- oriented 
problems, and based upon the interdisciplinary research environments at the 
university. 

The Roskilde Model is characterized by combining the various learning concepts 
into a nexus, providing the foundation for a consistent pedagogical practice that is 
strongly supported by the educational structure and the academic profi le of the 
university.    

 As an integrated part of the Roskilde Model, the PPL provides a concrete 
and historically rooted pedagogical framework for university studies, which has 
attracted the interest of universities around the world. PPL studies are characterized 
by an explicit orientation towards social relevance and high academic standards. In 
addition, PPL is meaningful and motivating in terms of student needs and interests 
and deliberately oriented towards the development of innovative and creative skills. 

 The PPL concept shares some key pedagogical ideas with the internationally 
more well-known concept of Problem Based Learning (PBL). The two, however, 
originate from quite different historical contexts. Both concepts advocate that 
the learners should be working with carefully selected problems that require them 
to apply domain-specifi c and domain-general knowledge, self-directed learning 
strategies, and team participation skills. In PPL, however, there is a stronger emphasis 
on the students defi ning problems of their own choice, as well as on aligning study 
work with research procedures. 

 The genesis of the Roskilde Model took place in a specifi c historical situation 
and was closely entwined with a national and broader European political context. 
As the years have passed, the Roskilde Model has proved to be unique as well as 
changeable. The logo of Roskilde University expresses this in a short and concise 
form: “In tranquillo mors – in fl uctu vita” (in stillness death – in movement life). 
In this book, we describe, analyse and critically refl ect on the political context and 
the internal organizational context of the Roskilde Model as well as the develop-
ment of pedagogical concepts and educational practice. We are confi dent that the 
book will enable readers to understand and critically refl ect on the Roskilde 
Model. Hopefully, some readers may even fi nd inspiration in the experiences of 
Roskilde University. 
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 The purpose of this volume is to enhance knowledge about all three aspects of 
the Roskilde Model. However, special emphasis is placed on communicating a deep 
and context-based understanding of how problem-oriented interdisciplinary and 
participant-directed project work may serve as a basis for planning and applying 
educational activities at institutions of higher learning. The book focuses on the 
strengths of consistently using these principles as the basis for an overall educa-
tional and pedagogical model. At the same time, the book points out the dilemmas, 
problems, and divergent assessments that have challenged the model. Under the 
motto of ‘preservation through change’, they have led to a number of reforms and 
experiments that have modifi ed practice in many ways, without however compro-
mising the basic principles. 

    Pedagogical Foundations 

 The pedagogy of the Roskilde Model is discussed in depth in the various chapters 
of this volume. However, for the sake of clarity, a brief introduction to the key concepts 
will be presented below. 

 Roskilde University rests on problem-oriented interdisciplinary participant- 
directed project work. In 1972 when the university fi rst opened its doors, this was a 
notable innovation in Danish higher education pedagogy, and it also attracted attention 
among European universities. The PPL format constitutes an overall pedagogical and 
professional concept. Other key concepts connected with PPL are group work, the 
exemplary  principle, and social relevance. The unique characteristics of PPL 
 however, arise from the coherence and interrelations of the following concepts.

    Project work : Project work has been practised for centuries as an approach to learn-
ing, emphasizing the transfer of knowledge and skills from education to working 
life, and also as a means of stimulating the motivation of learners. Generally 
speaking, a project represents extended work on a well-defi ned subject that must 
be completed within a given time frame. At Roskilde University it is carried out 
by students working in groups of two or more.  

   Problem-orientation : Project work at Roskilde University is characterized by being 
problem-oriented. Problem-oriented denotes that the work consists of dealing 
with real-world scientifi c and social problems rather than just submitting papers 
and assignments. It is not simply the acquisition of theories and methods that 
governs the curriculum.  

   Interdisciplinarity : The pedagogical basis at Roskilde University is to link interdis-
ciplinarity to problem-orientation, i.e. to allow the problem of a project, rather 
than a traditional discipline, to determine the choice of theories and methods.  

   The Exemplary Principle : It is the strength of problem-oriented, interdisciplinary 
project work to study specifi c problems in depth, identifying and analysing them 
by drawing on theory and methods. However, the somewhat narrow focus of 
exploring a specifi c problem is a weakness in the problem-oriented approach. 
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This possibly weak point raises the question of how one can gain a broad insight 
into a fi eld or subject using problem-oriented interdisciplinary project work as a 
point of departure. In terms of project work, the answer has been the exem-
plary principle. It is tied to the selection of materials and to the wider context 
that evolves from this.  

   Participant-directed learning : Participant-directed learning activities are a central 
element of the problem-oriented project work at Roskilde University, and are 
manifested in the students’ free choice of problems and of their direction of the 
project, under supervision by a teacher. There are two reasons for referring to 
participant-directed rather than student-directed learning. Firstly, a teacher will 
be allocated to supervise the students. Secondly, participant-directed activities 
will always take place within the framework of a formal curriculum that to a 
greater or lesser extent will affect the substance of the students’ work.  

   Group work : At Roskilde University group work is the general principle for organizing 
project work.     

    Target Groups 

 The book has two primary target groups:

•    Faculty and students in higher education interested in how ideas about problem- 
oriented studies, interdisciplinarity, student-centred and student-directed 
learning, collaborative learning, research-based learning, and project work may 
be implemented in the pedagogical practice at their own institutions.  

•   Managers and planners in higher education tasked with designing models of 
education and organizing teaching on an institutional or departmental level.    

 It has also been written with two secondary target groups in mind:

•    Educational managers and teachers at various types of institutions with a broad 
interest in pedagogical and educational issues.  

•   Educational planners, politicians, journalists, and members of the general public 
with both an interest in the interplay between concepts of education and educational 
planning, and also a social interest in qualifi cations, democratization, academic 
socialization, and personal development.     

    Structure and Content of the Book 

 In creating this book, our intention has been to offer an overall representation of a 
number of educational and pedagogical issues that are often dealt with separately in 
educational research. Our aim has been to establish a vertical coherence ranging 
from the development of the Danish system of higher education, via the development 
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of Roskilde University as an institution, to the concrete pedagogical planning of 
teaching at the university. It has been an additional aim to establish an understanding 
of the horizontal coherence between pedagogical tenets, matters of educational 
structure, and the academic and professional standards of the academic programmes. 

 The approach in this volume has been to ask various domain experts to share 
their insights in the many aspects that add up to the Roskilde Model. The 20 authors 
of the book form a team representing all the main academic areas at the university 
as well as the points of view of faculty, students, and academic managers. The resulting 
mosaic of texts may be read as isolated chapters by those interested in particular 
aspects of education, or it may be read in its entirety as an exposition of the concepts 
and principles of the Roskilde Model approach to education, followed by an account 
of the framework in which this education is offered, and the actual way in which it is 
organized. These general chapters are followed by an in-depth examination of the most 
important aspects of PPL in practice as experienced by faculty as well as students, 
some experiments in rejuvenating the educational format, and, fi nally, a discussion 
of future directions as seen in perspective of the many issues dealt with in the previous 
chapters. To help the reader keep his or her bearings, we have arranged the chapters 
into six parts, the contents of which will be outlined below. 

    Part I: Roskilde University as a Pedagogical Alternative 

 In the fi rst part of the book, we clarify the pedagogical concepts of problem- oriented, 
interdisciplinary and participant-directed project work (PPL). We compare PPL 
with the neighbouring concept of Problem-based Learning (PBL), and discuss the 
key PPL concepts in order to elicit the need for further theoretical clarifi cation and 
development. We conclude the fi rst part of the book by presenting an exemplary 
case study of how PPL works in practice. 

 Chapter   1     introduces the pedagogical foundations of the Roskilde Model, i.e. the 
concept of problem-oriented, interdisciplinary and participant-directed project 
work (PPL). This pedagogical concept is meant to support the social relevance of 
studies, to guarantee high academic standards, to make studies meaningful for 
students, to facilitate motivation, and to develop innovative and creative skills. 
The authors, Anders Siig Andersen and Tinne Hoff Kjeldsen, focus on the political 
and theoretical reasons for introducing the concept, and on a comparison with the 
related educational concept of ‘Problem-based Learning’. This is done by fi rst 
presenting the political background for introducing the pedagogical concept. 
The didactic and pedagogical ideas developed to underpin the concept are then 
discussed. This is followed by an explanation of the concepts of ‘Problem-based 
Learning’ and ‘Project Work’, and rounded off with a discussion of the shared and 
divergent features of the concepts of problem-based learning (PBL) and the Roskilde 
Model (PPL). 

 In Chap.   2    , Anders Siig Andersen and Tinne Hoff Kjeldsen expand on the con-
cepts introduced in Chap.   1     by discussing the various factors that have challenged 
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the key concepts of PPL and the practises connected with these concepts. The chap-
ter is based on the idea that a continued development of the conceptual understand-
ing of the learning potentials of the Roskilde Model requires that critical factors for 
development as well as erosive trends are recognized as constituting the point of 
departure for further theoretical and practical refi nement. The concepts underpin-
ning the Roskilde Model have been interpreted in different ways and have been 
subject to controversy even at the university itself. Changes and adjustments have been 
made in the pedagogical practice due to changes in the student population, govern-
ment requirements, and the work situation of the faculty members. The changes have 
resulted in shifts and transformations in the understanding of the pedagogical prin-
ciples. The chapter concludes by identifying a number of areas where further con-
ceptual development is required. 

 In Chap.   3    , concluding Part I of the book, Tinne Hoff Kjeldsen and Anders Siig 
Andersen illustrate the various concepts and principles of the Roskilde Model by 
providing a concrete example of their application in practice. The chapter is both a 
narrative and an analysis of the course of an exemplary case of project work in the 
natural sciences.  

    Part II: Roskilde University as an Educational Alternative 

 In the second part of the book, we change perspective by attempting to elucidate the 
broader societal and political background for the Roskilde Model as an educational 
alternative, and to account for the historical development of Roskilde University. 
We also describe how the university’s bachelor and master programmes are designed 
to actively support the PPL, and how they offer students unique opportunities to 
design their studies. 

 In Chaps.   4     and   5    , Anders Siig Andersen provides the political, educational and 
historical background for the teaching and learning practices at Roskilde University. 
Chapter   4     discusses the development of the Danish higher education system from 
three perspectives: the historical development of the educational structure, followed 
by the management structure of the sector with particular emphasis on university 
management, and fi nally, the development of the management of education. 

 Chapter   5     explains the background for establishing Roskilde University, and 
traces its history over the fi rst four decades from being an innovative creation in the 
higher education system to becoming a recognized and important educational 
alternative in the university world. Focal points are both the interaction between 
the university and broader society and the internal developments at the university, 
including the pedagogical ideas underlying the study programmes. The chapter 
concludes by describing the current situation where the university is setting new 
goals for organizing teaching and programme structure. 

 Next, the organization and actual workings of the Roskilde University study 
 programmes are explained. In Chap.   6    , the four bachelor-level directors of study 
outline the programmes in humanities, social sciences, natural sciences, and the 
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humanities-technology combination. The authors discuss how the programmes 
have been developed, most recently in the reform of 2012, how the pedagogical 
principles of student-directed project work, problem orientation, exemplarity and 
interdisciplinarity have been implemented differently in the structures of each of the 
four bachelor programmes, and how they are realized in the pedagogical practices. 
Notable among these practices, and indeed unique in university education, is the 
possibility for students gradually to specialize in two subjects – possibly even 
from two different branches of science. The chapter concludes with refl ections on 
the relations between the bachelor programmes, other parts of the university, and 
society at large. 

 In Chap.   7    , Hanne Leth Andersen discusses the structure of the Roskilde 
University master programmes before and after the adaptation of the Bologna 
Model. The outcome has been a double structure where students can choose between 
either a new integrated master programme or the traditional one of combining two 
subjects. In either case, the specifi c feature is the problem-oriented approach by 
means of project work, which may lead to various forms of interdisciplinarity. It is, 
however, a challenge to strike a balance between students’ designing their own 
education and the university’s responsibility for the quality and the employability of 
the candidates. Employability is also the concern in ongoing efforts to state clearly 
the goals for competences both for specifi c programmes and for graduates in general, 
and also to develop relevant types of exams.  

    Part III: PPL in Practice 

 Part III focuses on the practical implementation of the PPL concept in teaching and 
supervision at Roskilde University. The chapters deal with supervision and the 
specifi c challenges related to the supervision of students in regard to theoretical and 
methodological issues. The chapters also analyse the students’ project writing, 
and the particular challenges that international students are faced with at Roskilde 
University in the process of developing skills and competencies in PPL. 

 In Chap.   8    , Anders Siig Andersen and Søren Dupont discuss in depth the impor-
tant role of faculty members as project supervisors. Supervision is a skill to be 
learned, and the university devotes considerable resources to the training of faculty 
members. The chapter introduces fi rst the different concepts regarding the role of 
faculty members as supervisors of project work. Next, the authors focus on the core 
framework for project work and supervision, i.e. the time and activity frame and the 
learning outcome that students must realize. On the basis of this framework, the 
various aspects of supervision are discussed, and they are summarized in a model 
showing: (a) the basic framework of project work, (b) the key supervisory tasks, and 
(c) other important support functions offered for student project work by the 
 university. The authors conclude their chapter by relating the framework of project 
work and project supervision to the general educational strategy of Roskilde 
University. 
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 In PPL, instead of reproducing insights from the curriculum and applying 
pre- selected theories or models to given case materials, students are expected 
independently to generate new knowledge relevant to their study subject. Thus, the 
study process is rather like a research process, and this entails that one of the 
supervisor’s primary roles is to support the students’ development of academic 
knowledge and competences. In Chap.   9    , Inger Jensen argues that facilitating 
processes of acquiring academic competences by means of project work depend on 
the supervisor being keenly aware of a complexity of epistemological principles and 
research methods and paradigms. Moreover, it requires a willingness to let the 
students’ curiosity and motivation continue to be the driver of the projects, while 
also acquainting the students with methodological and epistemological refl ections. 
In the discussion of these requirements, the author addresses important method-
ological challenges that she has experienced as a supervisor of social science projects 
at various educational levels. 

 Although video and multimedia formats have been experimented with, most 
commonly the outcome of project work is a written report. In Chap.   10     on academic 
writing, Sanne Knudsen argues that the problem-oriented learning approach 
embraces and emphasizes particular aspects of the learning process such as critical 
thinking and self-directed learning. As a result, a particular genre has developed to 
scaffold and shape written problem-oriented knowledge and knowledge production. 
She briefl y presents the history of the problem-oriented project report and goes 
on to discuss a key aspect of the genre, namely the inclusion of an active student 
voice, and she also analyses the three dominant variations of the genre. The chapter 
concludes by arguing that deliberate focus on genre and writing practices during 
supervision may further problem-oriented critical thinking, self-directed learning 
and academic enculturation. 

 Describing how complete outsiders learn to adapt to the Roskilde Model, 
Chap.   11     ends the part about practice by illustrating some of the challenges involved 
in applying the Roskilde educational approach. Using as an example international 
students enrolling in the Communication Studies master programme, Karsten 
Pedersen, from the point of view of an educational planner, demonstrates how to 
organize a programme for international students unaccustomed to the Roskilde 
brand of PPL.  

    Part IV: Students’ Experiences and External Relations 

 In the fourth part of the book, we highlight some of the strengths of the Roskilde 
Model, viewed from the perspective of the students. We also describe students’ 
engagement in external collaboration, the university’s efforts to support their 
engagement, and different types of dialogue between the university and external 
partners concerning the study programmes. 

 As should be apparent from other chapters in this volume, at Roskilde University 
students play a key role not only in planning their own education, but also in shaping 
both social and academic life at the university. Representing students’ views of 
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studies at Roskilde University, Kasper Bjerring Petersen and Morten Brandrup in 
Chap.   12     provide an account of Roskilde University education as seen from a 
student perspective. Their main point is that student activities are based on the 
principles of volunteering, independence and learning in the activity itself. These 
principles provide a basis for making educated choices in the process of acquiring 
a bachelor and a master degree. 

 Roskilde University defi nes itself as an engaged university, critically collaborating 
with external partners. With the university priding itself on taking an interdisciplinary 
problem-oriented approach, it is natural for both researchers and students frequently 
to collaborate with external partners in defi ning problems and creating new ideas 
and innovative solutions. In the light of global competition in all areas of life, 
this characteristic has developed into a more general requirement, as politicians and 
political organizations have begun to show an increasing interest in strategic, admin-
istrative and fi nancial planning at the universities. In her chapter on external relations 
(Chap.   13    ), Hanne Leth Andersen argues that no university can ignore the obligation 
to collaborate with external partners in new types of relations, in terms of research, 
education and funding. At the same time, in parallel with the massifi cation of higher 
education, the quality is questioned and continuously evaluated by external bodies.  

    Part V: Pedagogical Experiments in PPL 

 PPL is continuously being developed and adapted to the needs of the various 
academic cultures at Roskilde University. In this part of the book, we describe two 
experiments that have changed the format of project work. The fi rst experiment aims 
at a closer cooperation between researchers and students. The second experiment 
involves a new development in project organization as well as the written products 
of project work. Both experiments seek to establish learning communities across 
the individual project groups. In this part of the book, we also expand on some of the 
challenges caused by the rapid development of information and communication 
technology (ICT), and we exemplify how ICT can be used in supporting students’ 
project work. 

 In Chap.   14     on students as co-researchers, Trine Wulf-Andersen, Peder 
Hjort- Madsen and Kevin Holger Mogensen report on an important experiment in 
renewing the project work form by means of realizing research-based learning in a 
literal way. In the experiment, groups of undergraduate students have been working 
on various tasks within the framework of an actual research project. Thus, the students 
have been at the centre of a research process and have organized their learning 
through interaction with ‘real’ research problems, empirical and theoretical fi elds, 
informants, and researcher colleagues. The chapter discusses two main perspectives 
of having students act as research learners and researchers act as project managers 
as well as supervisors: the contribution to the production of research knowledge, 
and the contribution to the learning processes of the students as research learners. 
The authors also discuss the potentials and challenges of intertwined and 
complex research. 
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 The Anthology Experiment that Søren Dupont reports on in Chap.   15     was meant 
to develop and expand the framework for project work through the production of 
anthologies compiled collectively by a number of project groups. In the course 
developed for the experiment, some 50 students working in clusters and project 
groups were seen as ‘research units’ contributing articles rather than ‘reports’ to an 
anthology, which also required some coordination across the student groups. The 
complexity of the experiment offered challenges for students as well as supervisors, 
one of which was to develop a new exam format. However, the outcome of the 
experiment was so successful that the anthology format subsequently has been 
adopted in other courses. 

 Information and communication technology is reshaping the manner in which 
academic work in general is carried out. In terms of project work at Roskilde 
University, ICT tools have proven to be helpful in supporting and developing the 
work forms. However, in implementing and integrating the new technologies in 
academic practices, a number of challenges have had to be addressed. In Chap.   16    , 
Simon Heilesen discusses four of these challenges: providing a physical and virtual 
framework for learning activities, directing student use of ICT in terms of making 
systems available and teaching academic computing, supervising and conducting 
project work online and in blended learning environments, and exploiting the potentials 
of ICT in problem-oriented group work by choosing helpful tools while maintaining 
a balance between advanced uses and a need to impose a measure of uniformity.  

    Part VI: Outlook 

 In the fi nal part of the book, we argue that the Roskilde Model is highly relevant for 
meeting a number of contemporary challenges to university education. We highlight 
some of the key trends in the development of globalization, higher education and 
student identity, and consider their impact on future developments of the Roskilde 
Model. 

 In Chap.   17     of the book, Henning Salling Olesen and Anders Siig Andersen 
elaborate on some of the potentials of the Roskilde Model’s three dimensions – the 
educational structure, the academic profi le of the university’s study programmes 
and the PPL model. Their intention is to discuss the ways in which the Roskilde 
Model may still be a valid proposal for a radical university reform – recognizing the 
learning processes and revisions that have occurred over more than four decades. 
The chapter also highlights some of the challenges that the European harmoniza-
tion of education represents to the Roskilde Model as it takes place in a political 
climate that increasingly prioritizes narrow vocational considerations in organizing 
university study programmes.    

  Roskilde, Denmark     Anders     Siig     Andersen   
 June 2014     Simon     B.     Heilesen    
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1.1                Introduction 

 This chapter introduces the pedagogical foundation of the Roskilde Model (PPL). 
The aims of this pedagogical concept are to support the social relevance of studies, 
to guarantee high academic standards, to make studies meaningful for students, to 
facilitate motivation, and to develop innovative and creative skills. The focus will 
be on the practical and theoretical reasons for introducing the concept, and on a 
comparison with the related educational concepts of ‘Project Work’ and ‘Problem-
based Learning’. First, we present a brief exposition of the political background 
for introducing the pedagogical concept. Secondly, we present the didactic and 
pedagogical ideas that were developed to underpin the concept, drawing inspiration 
from German qualifi cations theory and constructivist learning theory. We then 
explain the concepts of ‘Problem-based Learning’ and ‘Project Work’. Finally we 
offer a discussion of the common and divergent features of the concept of problem-
based learning (PBL) and the Roskilde Model (PPL).  
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1.2     Problem-Based Project Work and the New University 
Centres in Denmark 

 The introduction of project work in Danish higher education has been described as 
‘a lucky punch’ (Olesen  1999 ). Roskilde University was founded in 1972 at a time when 
universities were experiencing an increase in the number of students, transforming 
them from elite institutions into institutions of mass education. The labour market 
required graduates with new general and specialized skills, and the universities 
were faced with challenges related to more extensive curricula and academic 
specialization. 

 In the 1960s, politicians from different parties in Denmark expressed a wish to 
combine medium and long-term higher education in educational centres. They coupled 
this idea with considerations on the establishment of broad basic study programmes 
to qualify the students for various types of education. In the late 1960s, a broad 
spectrum of the political parties agreed on criticizing the existing universities for 
their rigid disciplinary boundaries (Hansen  1997 , p. 47). Many politicians shared 
the view that modern society – through differentiation and functional specialization – 
had developed a need for new groups of employees that would support the development 
of the welfare state and the modernization of the private sector. They argued that this 
development had created a need for new types of higher education institutions, 
new broad initial study programmes and new interdisciplinary studies. This paved 
the way for experiments and reforms in higher education, most notably with the 
establishment in 1972 in Roskilde and in 1974 in Aalborg of such new university 
centres (see also Chaps.   4     and   5    ). 

 There were, however, distinct differences between, on the one hand, the ideas of 
politicians and educational administrators, and, on the other hand, the ideas formulated 
by the Danish student movement. Until 1969, The Danish Students Federation (DSF) 
had already been supporting a reform-based modernization of the educational 
system, but as the youth rebellion evolved in the late 1960s, the DSF became 
radicalized. In 1970, DSF published a leafl et called ‘Who’s in charge?’ that outlined 
a new framework for the continued planning of university centres. In the leafl et, the 
students argued that new programmes should be based on the principles of problem- 
oriented, interdisciplinary and participant-directed project work. The role of the 
faculty members was to provide assistance in problem solving, there should be no 
examinations, and studies should be socially relevant (Hansen  1997 , p. 43). 

 During the fi rst decade after the founding of Roskilde University, the student 
movement seized the power of defi ning the pedagogical discourse. From the 
mid- 1980s, however, the political-administrative rationale for the reform of higher 
education gained much more infl uence. Olesen describes the two confl icting ratio-
nales as follows: “In the historical process they took the shape of a synthesis – far 
from free of confl icts – between a welfare modernization of higher education and an 
anti- authoritarian and critical renewal of teaching and academic content mediated 
by the student movement” (Olesen  1999 , p. 123).  

A.S. Andersen and T.H. Kjeldsen

http://dx.doi.org/10.1007/978-3-319-09716-9_4
http://dx.doi.org/10.1007/978-3-319-09716-9_5


5

1.3     The Critical Pedagogical Ideas of the Student Movement 

 Taking a critical pedagogical point of view, the representatives of the Danish 
Students Federation argued that problem-oriented, interdisciplinary and participant- 
directed project work would empower students and enhance their ability to critically 
analyse the division of labour in society and the social function of science. They 
emphasized that this would remove academic studies from their ‘ivory tower’. They 
further argued that the new pedagogical model would enable university students to 
acquire new understandings of science that surpassed the usual approaches to and 
organization of subject matter at universities. They justifi ed project work as a form 
of study that would offer students the opportunity to work with totalities, to investi-
gate practice, and to achieve a different understanding of theory and methodology. 
Furthermore, they held the opinion that project work would include and motivate 
students from non-academic family backgrounds (Olesen  1972 , pp. 120ff.). 

 The interest of the student movement was linked to the idea that the dynamics 
and forces that govern the development of various aspects of society should be the 
orientation framework for the students’ project work. Issues would be analysed 
and refl ected on in their unique character, and also in the perspective of society 
as a whole. The proponents of the student movement argued that participatory 
learning would facilitate discussion of the students’ experiences, which would be 
subject to systematic investigation. This would enable students to gain an under-
standing of the established social orders, and it would allow them to develop 
different forms of academic and social critique. The students emphasized that the 
method of group work would transform the processes of acquiring knowledge 
and skills into collaborative processes that would counteract tendencies towards 
individualization in society. 

 According to the student movement, the purpose of higher education should be 
‘dual qualifi cation’. Firstly, it should provide suitable academic and professional 
qualifi cations for today’s society, including those of an innovative and creative 
nature. Secondly, higher education should help students to develop critical judge-
ment, enhance their societal involvement, and increase social equality and justice. 
The goal of the students was emancipation on a social as well as an individual level. 
The inspiration for the educational model had many origins: constructivist learning 
theory, humanistic psychology, reform pedagogy, critical theory, Marxist theory of 
qualifi cations, etc. The inspiration also originated from the students’ own experi-
ences in developing criticism of the subjects and their content (internal subject 
criticism) and new cooperation established between students, researchers, and dis-
advantaged groups in society in order to change the social function of the subjects 
(external subject criticism).  
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1.4     Pedagogical Generalization of the Concept 

 In 1974, in his book “Problem Orientation and Participatory Learning – A Proposal 
for Alternative Didactics”, educational researcher Knud Illeris further developed 
the theoretical foundation for the pedagogical principles of problem-oriented, inter-
disciplinary and participant-directed project work. Illeris explained his motives by 
the need for providing a systematic introduction to the theoretical ideas underlying 
the pedagogical principles as well as the need for gathering and organizing ideas on 
the planning and implementation of study programmes that were based on these 
principles. Illeris pointed out that there was scant experience of this form of peda-
gogy to date (Illeris  1974 , p. 7f.). The key concepts of Illeris’ book were ‘problem 
formulation’ and ‘participant-directed learning’. He believed that these principles 
would be realized through a variety of teaching methods, including project work. 
However, in his practical application of these concepts, he attached great impor-
tance to problem-oriented, interdisciplinary, and participant-directed project work. 
Some of Illeris’ considerations were anticipated in a discussion paper from the 
Planning Council for Higher Education in a report from 1972 called ‘The Internal 
Structure of Higher Education’ (Planlægningsrådet  1972 ). The report was, however, 
planning-oriented and did not have the same level of theoretical ambition. 

 Illeris used a didactic concept adopted from a German critical didactic tradition. 
According to Illeris, critical didactics analyses

  study programmes in their social context, pursuing an emancipatory interest of knowledge. 
In order to pursue and protect the participants’ social and class specifi c interests, the aims 
of the alternative didactics are to increase their understanding of the social functions of the 
educational system and of the objective conditions of their own lives. (Illeris  1974 , p. 18 
[authors’ translation]) 

 Illeris defi ned the primary goal of his endeavour as establishing and justifying 
certain fundamental didactic principles and pedagogical ideas to serve as a viable 
basis for the new forms of studying. A further goal was to go beyond the theoretical 
foundation of the German critical didactic tradition, which basically refers to socio- 
theoretical concepts, by also including psychological aspects concerning how 
development and learning take place in the ‘human organism’ (Illeris  1974 , p. 9). 

 The German tradition of qualifi cations research, predominant in the 1960s and 
1970s, identifi ed tensions between (1) the qualifi cations required in specifi c jobs, 
(2) the skills generally required to submit to regular paid work and its organizational 
forms, and (3) the creative and innovative skills that society requires. According to 
Illeris, these tensions made it possible to organize study programmes that refl ect an 
emancipatory interest, taking into account the fact that the programmes must pro-
duce the skills demanded by society (Illeris  1974 , p. 52). He pointed out that soci-
etal demands for creative and innovative competencies include qualities such as 
independence, interpersonal skills and critical thinking, and that these qualities are 
essential not only to provide the labour market with the required skills, but also to 
provide the individual with skills to move beyond the status quo. Illeris used the 
concept of ‘dual qualifi cation’ to characterize his educational goals:
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  Changes in study programmes that will pursue an emancipatory agenda must necessarily 
take into account the requirements of the existing educational system (…). If graduates 
from alternative study programmes are not performing at least as well as those from 
traditional study programmes, the changes will lose their credibility. (Illeris  1974 , p. 5 
[authors’ translation]) 

 Illeris included psychological theory in his didactical considerations, primarily by 
referring to Piaget’s constructivist theory of how development and learning take place 
in the individual as he or she interacts with the environment. Illeris argued that he 
chose Piaget’s theory because it provides the most direct link between learning theory 
and applied pedagogy (Illeris  1974 , p. 61). According to Illeris, the basis of Piaget’s 
theory is that the psychological organization of the individual consists of cognitive, 
emotional, and physical capabilities that are actively adapting to the environment. 
The adaptation process takes place through the establishment of more or less stable 
states of equilibrium. Two complementary processes are involved in this adaptation: 
(1) Assimilation processes where what takes place in the external world is adapted to 
the individual’s internal world, and (2) accommodation processes, where the individ-
ual’s internal world adapts to the external world (Illeris  1974 , p. 62). 

 Illeris’ theorizing comprises a relatively abstract social theory and a predomi-
nantly individualistic theory of human development and learning. On this basis, 
he refl ected on the fundamental principles that should be established with regard to 
the design of study programmes. His main answer was: problem orientation and 
participant-directed learning. He argued that the traditional division of academic 
subjects promotes an assimilative process that leads to the establishment of isolated 
and skill-related cognitive structures – and at the attitudinal level, the perception 
that issues are not related. For Illeris, the key feature of problem-oriented learning 
is that the starting point should not be the academic subjects, but rather problems 
that exist here and now. His argument was that in dealing with these problems, one 
needs contributions from the different theories and methods that are chosen and 
applied, depending on how relevant they are to the problems at hand. He thus intro-
duced the concept of interdisciplinarity. 

 Illeris supported his argument for the principles of problem orientation by draw-
ing on a number of other theorists. He referred to Dewey’s principle that learning 
processes should be based on the learners’ experience, and Roger’s principle of 
student-centred teaching. Illeris also introduced the concept of the exemplary prin-
ciple by pointing to the classical understanding of Wagenschein, who argued that 
the principle of exemplarity would establish coherent scientifi c understanding by 
being based on a single case or instance. In this context, he also referred to Negt, 
who linked the concept of exemplarity to concepts of experience and sociological 
imagination (see also Chap.   2    ). 

 The question of who decides what the problem is and how to work with it is 
crucial to Illeris. He argued that a problem is not a problem in the psychological 
sense, unless it is chosen by the person who has to work with it:

  If the solution, or at least the elucidation of the problem, does not appear as a personal chal-
lenge, the conditions for accommodative learning are not present and thus neither the condi-
tions for the development of creativity and fl exibility. (…) Accommodative learning is a 
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demanding process that requires commitment. You accommodate only in situations that are 
relevant to yourself and what you are doing. (Illeris  1974 , pp. 82f. [authors’ translation]) 

 He also emphasized that the principle of participant-directed learning is not to be 
understood as student-directed learning. Faculty members must formulate broad 
problem areas that are of relevance to a given study programme, and students must 
follow curriculum requirements for particular qualifi cations. 

 Illeris formulated three criteria for the issues to be addressed in study programmes. 
The criteria, summarized below, are based on problem orientation and participant-
directed learning:

    1.    They must be perceived as immediately relevant for the individual participants in 
a group of learners and of common interest to all learners in the group,   

   2.    They must be of such a nature that they can elicit broader social structures and 
the basis for these structures,   

   3.    They must cover the curricula of the relevant study programme in conjunction 
with other educational activities. 
 (Illeris  1974 , p. 187 [authors’ translation]).     

 Using as a point of departure his own theoretical considerations as well as his 
and others’ experiences in the planning of problem-oriented and participant-directed 
study programmes, Illeris proposed the following steps in project work:

    1.    Introduction and defi nition of the framework for the project work,   
   2.    Introduction of methods and the general subject area,   
   3.    Social introduction and group formation,   
   4.    Choice of topic and problem to be worked on,   
   5.    Formulation of the project idea,   
   6.    Writing, evaluation and corrections of the project. 

 (Illeris  1974 , p. 151ff. [authors’ translation]).     

 In 1981, Illeris published a book entitled: ‘The Pedagogy of Counter- 
qualifi cations – Problem Orientation, Participant-directed Learning and Exemplary 
Learning’. Here, he radicalized his concepts in a political direction, and elaborated 
on the possible societal and individual potentials of criticism of academic subjects 
and society (Illeris  1981 ). 

 The learning-theoretical basis for problem-oriented project work has been gradu-
ally challenged by other learning theories. Illeris himself has been one of the chal-
lengers, as he now draws inspiration from a broad range of learning theories, not 
least from theory on transformative learning (Illeris  2013 ). Taking into account the 
collaborative characteristics of PPL and PBL, other educational theorists have 
turned to social learning theory. Recently, Hanney and Savin-Baden ( 2013 ) have 
provided a summary of social learning theory. They argue that learning occurs 
through:

•    Problem encounters that offer the opportunity for the application of skills and 
knowledge that are required for decision-making, devising solutions, creativity 
and problem solving,  

A.S. Andersen and T.H. Kjeldsen



9

•   Boundary encounters that require negotiations with exterior communities and 
unfamiliar discourses,  

•   Access to a shared repertoire of language, terminology, technologies, tools, and 
techniques with which to engage, experiment and play,  

•   Negotiation of a joint enterprise, shared values, mutual evaluations of that enter-
prise, and moments of refl ection,  

•   Access to reifi cative and participative memory; old timers, champions, mentors, 
sponsors and storytellers, as well as to traditional repositories such as libraries 
(Hanney and Savin-Baden  2013 , p. 10).    

 Their summary covers essential parts of social learning theory. They downplay, 
however, the theory’s emphasis on confl ictual aspects of learning processes. Etienne 
Wenger, one of the originators of social learning theory, has outlined such aspects of 
learning processes in his book ‘Communities of Practice’, by defi ning the concepts 
of ‘institutionalization’, ‘economies of meaning’, ‘peripheral location’ and ‘exclu-
sion’ (Wenger  1998 ; see also Andersen et al.  2007 , p. 16 ff.). A number of learning 
theories hold in common that they argue for a learner-centred and group- based peda-
gogy, emphasizing that subject matter should be immediately meaningful for learn-
ers. In addition to constructivist theories (e.g. Gijselaers  1996 ) and social learning 
theories, this is also true of theories that apply psychoanalytical, critical cultural, and 
enactivist perspectives to the phenomenon of learning (Fenwick  2000 ).  

1.5     Problem-Based Learning 

 At the time when the concept of problem-oriented, interdisciplinary, and student- 
directed project work was being developed, other similar pedagogical models for 
university teaching were also being constructed. 

 The concept most similar to the Roskilde Model is the concept of ‘Problem- 
based Learning’. In the international debate, the concepts of ‘Problem-based 
Learning’ (PBL) and ‘Problem-oriented, Interdisciplinary and Participant-directed 
Project Work’ (PPL) sometimes seem to be confused, although there are some quite 
distinct differences. In the following, we briefl y characterize the PBL concept, out-
line the history of the concept, and mention some of the problems the concept has 
run into at Maastricht University where it was implemented in the 1980s. At the end 
of the chapter, we will then use this characterization of the PBL concept as a back-
ground for outlining the main differences between the concepts. 

 Problem-based learning is a method in which students learn through facilitated 
problem solving. In PBL, student learning centres on complex real-world problems 
that resonate with the experiences of the students. The problems do not have one 
single correct solution, but are typically complex, open-ended, and ill-structured. 
Savin-Baden, who has studied the concept and the practice of PBL for many years, 
puts it this way:

  The focus here is in organizing the curricular content around specifi c problem scenarios 
rather than subjects or disciplines. (…) They [the students] are not expected to acquire a 
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predetermined series of ‘right answers’. Instead they are expected to engage with the 
complex situation presented to them and decide what information they need to learn and 
what skills they need to gain in order to manage the situation effectively. (Savin-Baden 
 2000 , p. 3) 

 The PBL tradition emphasizes that good problems often require multidisciplinary 
solutions. Students actively construct knowledge in collaborative groups. They engage 
in self-directed (SDL) and self-regulated learning (SRL) (see English and Kitsantas 
 2013 ), and they apply their new knowledge to the problem and refl ect on what they 
learned and the effectiveness of the learning strategies employed. Rather than as an 
expert on the content itself, the teacher acts as an expert learner, able to model good 
strategies for learning and thinking (see also Chap.   8    ). The facilitator scaffolds 
student learning through modelling and coaching primarily through the use of ques-
tioning strategies (Hmelo-Silver  2004 , pp. 235ff.). 

 Savin-Baden has described different models of problem-based learning that 
range from narrow disciplinary problem solving that requires predetermined solu-
tions, to open-ended interdisciplinary problem solving that deals with messy or ill- 
structured problems. Common to these models is the use of a problem “that in some 
way refl ects professional practice or confi gures a real-world encounter in relation to 
disciplinary knowledge” (Hanney and Savin-Baden  2013 , p. 11). 

 Savin-Baden quotes David Boud for the following eight characteristics of many 
problem-based learning courses:

    1.    An acknowledgement of the base of experience of learners,   
   2.    An emphasis on students taking responsibility for their own learning,   
   3.    A crossing of boundaries between disciplines,   
   4.    An intertwining of theory and practice,   
   5.    A focus on the processes of knowledge acquisition rather than the products of 

such processes,   
   6.    A change in staff role from that of instructor to that of facilitator,   
   7.    A change in focus from staff assessment of outcomes of learning to student self- 

and peer assessment,   
   8.    A focus on communication and interpersonal skills, 
   (Savin-Baden  2000 , pp. 17f.).     

 Savin-Baden has traced the origins of PBL to Socrates, who presented students 
with problems through questioning, and to Dewey who argued that knowledge was 
bound to activity. Socrates opposed theories that consider knowledge to be indepen-
dent of its role in problem-solving inquiry (Savin-Baden  2000 , p. 3f.). Savin-Baden 
points out that ideas of problem-based learning were popularized during the 1960s 
as a result of research by Barrows into the reasoning abilities of medical students. 
Barrows wanted to develop the students’ ability to relate their theoretical knowledge 
to the problems which the patients presented (Savin-Baden  2000 , p. 4). 

 According to Savin-Baden, problem-based learning was fi rst implemented at 
McMaster University in Canada, where Barrows designed a medical school curricu-
lum based on student-centred learning in small groups. The learning design was 
based on two assumptions:
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  The fi rst was that learning through problem situations was much more effective than 
memory- based learning for creating a usable body of knowledge. The second was that the 
medical skills, that were most important for treating patients, were problem-solving skills, 
rather than memorization. (Savin-Baden  2000 , p. 14) 

 Against this background, problem-based learning was adopted in the 1970s and 
1980s in Canada, Australia, the Netherlands and the United States, and during the 
late 1980s also in the UK (Savin-Baden  2000  p. 4). In the 1990s and 2000s, the 
concept spread to Asia, and lately it has also inspired universities in Africa and 
Russia. Savin-Baden emphasizes that problem-based learning is an approach that 
can embrace liberal education, where students are encouraged to have virtually 
unrestricted access to knowledge and where knowledge is to be valued for its own 
sake, and operational curricula, where the focus is more narrowly on what the stu-
dents are able to do in the context of accountability and market-related values 
(Savin-Baden  2000 , pp. 4f.). She expresses some concerns as to how the concept 
may not always be supported in the growth areas by the organization into which it 
is placed, and thus she says: “Although there is growth, to some extent much of this 
is at the marginalized end of the system.” (Savin-Baden  2000 , p. 22). 

 Maastricht University in the Netherlands implemented the concept of PBL some 
30 years ago. The University was founded as a small medical school. Since then, 
new schools in Health Sciences, Law, Economics, Psychology, and Liberal Arts 
have adopted the PBL concept. Many other universities have been inspired by the 
PBL model practised at Maastricht. 

 In the PBL curricula at Maastricht University, students are taught in consecutive 
courses or units of 6–8 weeks in which subject matter and skills are integrated 
around a central theme. Most units are multidisciplinary in nature (Moust et al. 
 2005 , p. 666). At the start of each unit, students are offered a unit guide that pro-
vides them with information about scheduled activities, an introduction to the theme 
of the unit, a set of problems, and a list of references and other learning resources. 
The tutorial group is the main educational vehicle, consisting of about eight students 
(Moust et al.  2005 , p. 666). The ‘Seven Jump’ strategy is regarded as the general 
learning procedure:

    1.    Clarify unclear phrases and concepts in the description of the problem,   
   2.    Defi ne the problem; which means: Describe exactly which phenomena have to 

be explained or understood,   
   3.    Brainstorm: Using your prior knowledge and common sense, try to produce as 

many different explanations as possible,   
   4.    Elaborate on the proposed explanations: Try to construct a detailed coherent 

personal ‘theory’ of the processes underlying the phenomena,   
   5.    Formulate learning issues for self-directed learning,   
   6.    Try to fi ll gaps in your knowledge through self-study,   
   7.    Share your fi ndings in the group and try to integrate the acquired knowledge in a 

suitable explanation for the phenomena. Check whether you know enough. 
Evaluate the process of knowledge acquisition, 

   (Moust et al.  2005 , p. 668; see also Gijselaers  1995 , p. 46).    
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  However, according to the authors working at Maastricht University, in some 
ways the model has been watered down: self-study time has decreased, preparation 
in tutorial groups is minimal, time spent on literature searches has dropped, the 
brainstorming and elaboration phase has been skipped, most students have a 
 tendency to read the same resources, the students are given specifi c references for 
each problem instead of a long list of references, students are offered more and 
more lectures that are used to convey information, students rely more and more 
heavily on this information, student groups have grown from 6–8 to 12–14 students, 
and students are used as tutors to such an extent that students hardly meet faculty 
members as tutors (Moust et al.  2005 , p. 670). Moust et al. explain this development 
by referring to several intertwined factors: (a) students are uncertain about the use-
fulness of activating their prior knowledge, and they have developed a more instru-
mental stance towards learning, (b) faculty members have become uncertain about 
whether students are learning enough and meeting the demands of the curricula, (c) 
both faculty members and students have a poor understanding of the underlying 
principles, and (d) resources for teaching have dropped signifi cantly (Moust et al. 
 2005 , p. 668). 

 As solutions to the problems, Moust et al. suggest the following:

    1.    Building learning communities by splitting the whole batch of 300 or more stu-
dents into groups of 80 that are to remain closely together for a year. Each learn-
ing community should be guided by a permanent group of faculty members.   

   2.    Offering students more variety in educational formats within the context of a 
PBL environment. Project-oriented learning is suggested as a format that could 
easily be built into a PBL environment. In this arrangement, it is proposed that 
students work in teams to solve real-life problems set by faculty or organizations 
outside the institution.   

   3.    Developing computer-supported PBL environments.   
   4.    Adopting new forms of assessment, e.g. portfolios and peer assessment, 
   (Moust et al.  2005 , p. 678).      

1.6     Project Work 

 According to Hanney and Savin-Baden, for many years there has been a sharp divi-
sion in the UK between project-based learning and problem-based learning, with 
the former adopting a more technical rationalist perspective than the latter, which 
adopts a more Socratic and dialogical approach (Hanney and Savin-Baden  2013 , 
p. 7). However, project work has a long tradition within different parts of the educa-
tional system, ranging from (a) an early period, where it was used in technical and 
design-oriented education in order to increase the potential for transferring students’ 
learning to their professional practice, to (b) a reformulation of the concept in the 
early twentieth century within the tradition of reform pedagogy and the extension of 
project pedagogy to include elementary school, and to (c) a development of the 
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concept within a critical pedagogical tradition as it was introduced at the reform 
universities in the 1970s. Today, the three different varieties of project work are still 
in use, exerting varying infl uence in different parts of the educational system. 

 According to Apel and Knoll ( 2001 ), the pedagogical tradition of project work 
goes back to the schools of architecture in France and Italy in the sixteenth century. 
In the eighteenth century, project work spread to the area of engineering. Project 
work was then considered a pedagogical answer to the demand for functional har-
mony between educational programmes and the qualifi cation requirements of work-
ing life. Project work offered the opportunity to establish close interaction between 
theory and practice in the learning of design and construction. The ideas of project 
work were transferred from Europe to the United States at the end of the nineteenth 
century by e.g. Woodward, dean of the Polytechnic Institute in St. Louis. Woodward 
was also inspired by a similar teaching approach developed in Russia. Once the 
Russian students had been through a series of technical exercises, they were allowed 
to develop technical projects individually or in groups (Apel and Knoll  2001 , p. 24). 

 At the beginning of the twentieth century, proponents of reform pedagogy took 
inspiration from the pedagogical tradition of project work in their efforts to change 
existing pedagogical practices towards more child-centred modes of teaching. The 
life and experiences of the child would be the criteria for choosing learning content 
and teaching methods, and the formation of the child’s personality would be at cen-
tre stage in the classroom as well as defi ning the goals of teaching. Within this tradi-
tion, learning was perceived as an active process based on the child’s own 
experiences, interests and initiatives. Educational programmes should be character-
ized by democratic ideas about participation. 

 The impetus of reform pedagogy mainly emanated from the philosopher John 
Dewey’s educational writings. Kilpatrick, his colleague at Teachers College, 
Columbia University, published a treatise on project method in 1918. His concept 
of project work focused on giving pupils the possibility of ‘working heartily with 
deliberate intentions’ rather than on the manufacturing of concrete products as 
part of a functional qualifi cation process (Apel and Knoll  2001 , p. 31). Kilpatrick 
envisioned different types of project goals: to produce something, to solve prob-
lems, to learn by heart, and to listen to music. According to Kilpatrick, project 
work would consist of four phases: formulation of the idea, planning, implemen-
tation and evaluation. All phases should be carried out by the pupils. He empha-
sized radical pupil- centred approaches more than didactical ways of thinking 
(Apel and Knoll  2001 , p. 33). 

 Dewey mainly concentrated on the concept of ‘inquiry-based learning’, and did 
not present a comprehensive theory of project work. However, he set out four 
requirements for project work that emphasize the overall programme of the reform- 
pedagogical tradition:

•    Projects should relate to students’ needs and experiences,  
•   Projects should represent something valuable in life,  
•   Projects should not only involve manual skills, they should convey spiritual 

knowledge as well,  
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•   Projects should possess continuity, i.e. projects should have a certain duration and 
the learning of the pupils should be continued in their next projects, with the aim of 
continuously expanding their horizon of experience (Apel and Knoll  2001 , p. 38).    

 The method of project work also inspired proponents of reform pedagogy in 
Germany, France, and Russia, but often in a version that was more explicitly oriented 
toward action as in the concept of ‘work pedagogy’ (Kerchensteiner, Makarenko, 
etc.) (Tippelt and Amorós  2003 , p. 12). 

 The intention of project work within the tradition of reform pedagogy primarily 
was to bring classroom activities closer to the experiences of the children on the 
basis of their natural development, aiming at personal growth and education for 
democracy. As project work was transferred to the universities in the 1970s, faculty 
members and students transformed the concept in a critical pedagogical direction. 
Now project work would aim at equality and social justice in society.  

1.7     Comparison of the Concepts of PPL and PBL 

 It becomes evident when we compare the concept of ‘Problem-based Learning’ 
(PBL) with the concept of ‘Problem-oriented, Interdisciplinary and Participant- 
directed Project Work’ (PPL) that they have basic pedagogical ideas in common. 
Boud’s characterization of the central features of problem-based learning applies to 
both concepts. 

 The development of the two concepts, however, arises from different social and 
political contexts and has a completely different history as they were originally devel-
oped from very different pedagogical-didactical and learning-theoretical assumptions. 
The crucial differences between the two concepts concern the questions of who 
formulates the problem for the participants to work with, and how their study work is 
progressing. In problem-based learning, the teachers formulate the problem or the 
problem scenario, and draw up a list of references. The students identify their knowledge 
and skills with regard to the problem, they work out tentative answers and solutions, 
and they set their own learning goals in terms of the knowledge and skills that they 
lack to fi nd answers and solutions. The students also gather and synthesize their 
knowledge and provide answers or solutions to the problems. In the tradition of problem-
based learning, it is the teachers and not the students who discuss what requirements 
must be formulated with regard to a good problem or problem scenario. 

 In the tradition of problem-oriented, interdisciplinary and participant-directed 
project work, it is viewed as crucial that the students formulate the problems of their 
project work, and that they themselves fi nd literature of precise relevance to the 
study. This pedagogical model is inspired by models of research work. This means 
that students study in ways that are very similar to the ways researchers conduct 
their research projects, although they are supervised by a skilled researcher. This 
makes the students’ problem formulation a very important part of their project 
work. The students choose a theme and a problem to study, they defi ne and elicit the 
context of the chosen problem, and they argue for the relevance of the problem with 
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regard to the formal requirements of their study programme and to similar scientifi c 
studies in a chosen fi eld. Furthermore, the university requires that the students argue 
for the social relevance of their projects, and that the students choose and explain 
the epistemological, theoretical and methodological basis for their selected analytical 
models and literature (see also Chap.   8    ). 

 As emphasized above, academic requirements and quality standards derived 
from research projects have a high priority in project work at Roskilde University. 
Such requirements are also present in the PBL tradition. In many subjects, however, 
such as medicine, economics, and engineering, emphasis has been placed on 
establishing teaching methods which both support the motivation of the students 
and also facilitate a possible transfer from the study context to the professional 
work context (for a further presentation of differences between PBL, Project Work 
and Inquiry Based Learning, see Savery  2006 ). 

 Roskilde University easily recognizes some of the problems that Moust et al. disclose 
in relation to the problem-based learning at Maastricht University. The problem-
oriented, interdisciplinary and participant-directed project work is also challenged 
in terms of the students’ instrumental orientations, faculty members’ preoccupation 
with their own academic disciplines and decreasing resources for education and 
teaching. We shall elaborate more on these challenges in the next chapter.     
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2.1                Introduction 

 The educational philosophy of the Roskilde Model is based on the core concepts 
of problem-oriented, interdisciplinary, and participant-directed project work 
(PPL). Associated concepts are ‘group work’, ‘the principle of exemplarity’, and 
‘social relevance’. The concepts function in a social and historical reality and as 
such change over time. The university has adhered to the key concepts, but they 
have been adjusted and clarifi ed in response to internal and external challenges. 
This chapter discusses the different factors that have challenged the conception 
of the principles and the pedagogical practices connected with the concepts. 
Here the international theoretical pedagogical debate will be taken into account. 
The chapter is based on the idea that a continued development of the conceptual 
understanding of the learning potentials of the Roskilde Model requires that 
critical factors for development as well as erosion trends are recognized as con-
stituting the point of departure for further theoretical and practical refinement. 
In a strategic context, the educational philosophy and practices of the Roskilde 
Model are viewed as key competitive advantages in terms of attracting new students 
and faculty members. At the same time, they are expressions of an important 
aspect of the overarching pedagogical and academic identity of faculty members 
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and students. The concepts have been interpreted in different ways, and have 
been subject to some controversy at the university. Changes and adjustments 
have been made in the pedagogical practice due to changes in the student popula-
tion, government requirements, and the faculty members’ work situation. The 
changes have resulted in shifts and transformations in the understanding of the 
pedagogical principles. In this chapter, we will outline some of the conceptual 
discussions that have taken place by treating each of the concepts separately. At 
the same time, we will identify a number of areas where further conceptual 
development is required.  

2.2     Interdisciplinarity 

 According to Szostak ( 2007 , p. 6), scientifi c disciplines are characterized by: (a) a 
set of phenomena that are the focus of study, (b) one or a few key theories, (c) one 
or a few key methods, and (d) the ‘rules of the game’ governing hiring, promotion 
and publication. Various disciplines are organized within academic departments, 
and university degrees are often aligned with the disciplines. The departments and 
the degrees are examples of boundaries used to organize academic behaviour that 
always involve issues of coordination, power, and control (Holley  2009 , p. 333). In 
Denmark in the early 1970s there was a desire to adopt an interdisciplinary approach 
at the new universities, and it was consequently implemented at the universities in 
Roskilde and Aalborg. This may be understood in the light of criticism that since the 
1960s had been directed at the development of specialized disciplines at the older 
universities (see also Chap.   4    ). Politicians formulated their criticism on the basis of 
social criteria, researchers formulated their criticism referring to internal scientifi c 
criteria, educational planners and administrators put forward arguments concerning 
the effectiveness of the study programmes, and critical educators pointed out prob-
lems associated with the disciplines regarding the role of science and academics in 
society. In the following, we shall consider in more detail the different forms of 
criticism. 

 Politicians argued that interdisciplinary education and research was a necessary 
solution to pressing social, economic and cultural requirements. They believed that 
the structure of society and social issues are complex, and that they must be matched 
with interdisciplinary approaches that will shed light on the issues, and with aca-
demic staff qualifi ed to solve the complex problems. The politicians demanded a 
higher proportion of applied research, which in many instances would require inter-
disciplinary approaches. Scientists argued that adhering to the disciplines might 
impede scientifi c progress. They emphasized that continued research in the tradi-
tional disciplines would only lead to the refi nement of established theoretical and 
methodological knowledge, and that complex knowledge problems would be over-
looked (Enevoldsen  2012 , p. 34). Educational planners and administrators argued 
that interdisciplinary studies would allow students to change subjects without 
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extending study time, that a deferred choice of study programmes would enable 
students to make more informed choices of programmes, and that interdisciplinary 
studies would qualify students to be more fl exible with regard to changes in the job 
market situation (Enevoldsen  2012 , p. 34). From the point of view of critical peda-
gogy, the main arguments against the disciplines were that they favoured certain 
types of knowledge, that they cemented power interests, that they created asymmetri-
cal power relations between teachers and students, and that they avoided critical dis-
cussions of science in public spaces. Such characteristics contrast with the overall 
ideas of critical pedagogy, including “the intention to foster public spaces, in which 
learning within schools and higher education is not artifi cially separated from soci-
ety, but rather engages with the broader society in a creative and transformative dia-
lectic” (McArthur  2010 , p. 302). Within critical pedagogy, this is seen as part of a 
broader project of democratic transformation in society and of providing students 
with the knowledge and skills necessary to think and act in critical ways. 

 In recent years the concept of interdisciplinarity has continued to evolve. Today, 
distinctions are often made between three and fi ve forms of interdisciplinarity. In 
the following, three of them are described, i.e. ‘multidisciplinarity’, ‘crossdiscipli-
narity’ and ‘transdisciplinarity’. Together, they cover the full range of the concep-
tual spectrum. The authors of this book use the concept of crossdisciplinarity in a 
very similar way to other researchers’ use of the concept of interdisciplinarity 
(Enevoldsen  2012 ). Interdisciplinarity, however, in the present context will be used 
as an overarching concept, covering multidisciplinarity, crossdisciplinarity, and 
transdisciplinarity. Hence, we cannot use it as a sub-concept. 

  Multidisciplinarity  features an additive approach to the disciplines (Holley  2009 , 
p. 333). In a multidisciplinary approach, the collaborating researchers draw on 
knowledge, theories and methods from different disciplines, without altering the 
approach of their individual disciplines. The researchers each contribute with their 
own disciplinary traditions. The goal of multidisciplinarity is to facilitate a multi- 
perspective view on research projects. This may be a crucial point for scientifi c 
collaboration, as the researchers are trained in the mutual understanding of their 
different academic ‘homelands’ (Jensen  2012 , p. 65f.). Furthermore, the goal is to 
raise awareness and insights across disciplines in order to counteract the negative 
effects of specialization (Jensen  2012 , p. 61). 

  Crossdisciplinarity  develops research on the same issues in real collaboration 
and mutual infl uence across the disciplines (Enevoldsen  2012 , p. 32). To create 
holistic knowledge, issues and problems are addressed from many disciplinary per-
spectives, as theories developed within one discipline affect theories in other disci-
plines, or as methods developed within one discipline affect the methods of other 
disciplines. The purpose of crossdisciplinarity is “to integrate knowledge or modes 
of thinking in two or more disciplines or established areas of expertise to produce a 
cognitive advancement” (Holley  2009 , p. 333). Through crossdisciplinarity, 
researchers from different disciplines create a common academic undertaking, and 
adopt relevant theories and methods from each other, while still retaining their dis-
ciplinary independence within the collaboration. 
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 The concept of  transdisciplinarity  has many features in common with the 
 defi nition formulated by Illeris regarding the relationship between problem-oriented 
and interdisciplinary approaches, i.e. that the disciplines needed to explain a prob-
lem should work together, subordinating their scientifi c axioms, theories and meth-
ods to the common research enterprise (see Chap.   1    ). Efforts have been made to 
differentiate the content and meaning of the concept of transdisciplinarity:

    1.    Transdisciplinary approaches may  supplement the disciplinary approaches  to 
the study of a research fi eld, or they may be gradually converted into 
 mono- disciplinary fi elds, as for instance in disciplines and subjects such as 
Biochemistry, Mathematical Economics, Cultural Studies, and Health Sciences. 
These examples represent successful efforts to integrate disciplines in order to 
create new specialized disciplines in the intersection of two existing disciplines 
(Jensen  2012 , p. 61).   

   2.    Transdisciplinary approaches may prove useful in  the study of social problems  as 
the contributions from single disciplines could be viewed as insuffi cient to grasp 
the social complexity. In this instance, the integration of disciplines is deter-
mined by the practical research problem, and transdisciplinarity is seen as the 
adequate answer to the need for scientifi c problem solving (Jensen  2012 , p. 61).   

   3.    Transdisciplinary approaches may be practice-oriented and involve external 
 participants, stakeholders and people who are affected by the issues being inves-
tigated. This kind of research is defi ned as  Mode 2 . Mode 2 research is character-
ized by focusing on problems as they arise outside an academic context, by 
including external parties as producers of knowledge, and by knowledge being 
produced in the context of use. Mode 2 research exceeds the disciplinary bound-
aries as well as the academic standards (Enevoldsen  2012 , pp. 39ff.). The ideal 
of Mode 2 research is to produce knowledge that is socially robust (Holm et al. 
 2012 , p. 110). Problems are formulated in dialogue with the stakeholders, 
researchers and stakeholders use a range of heterogeneous skills and expertise to 
produce knowledge, and they develop research projects in the interaction 
between science and application.   

   4.    Transdisciplinary approaches may aim at helping non-scientifi c local partici-
pants to change their situation, and give them the power to control their own lives 
(Enevoldsen  2012 , p. 41). This type of research is termed  action research . Within 
the tradition of action research, it is sometimes the local participants – citizens or 
workers – who formulate the problems to be solved and who include researchers 
in their problem solving. Researchers may support the local participants in for-
mulating their needs for research and by providing expert assistance for develop-
ing solutions, keeping in mind that the local actors ‘own their projects’ 
(Enevoldsen  2012 , p. 43).    

  The question of what kind of interdisciplinarity is implemented in a given aca-
demic context depends on the history and the development of the research traditions 
and academic cultures. Jensen ( 2012 , pp. 66f.) distinguishes between fi ve academic 
cultures at Roskilde University. In the following, we shall introduce the fi ve 
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 academic cultures as a starting point for describing their relation to the various types 
of interdisciplinarity:

    1.    The  mathematical modelling academic culture  is primarily found in Mathematics 
and Physics. It may, however, also be present in the academic culture within 
disciplines such as Chemistry, Computer Science, and Economics. Within this 
academic culture, it is a prerequisite for interdisciplinarity that researchers have 
comprehensive knowledge and skills in their academic discipline. Disciplines 
may be included as support for other disciplines, but they have their own knowl-
edge base which must be acquired. The disciplines may be included in multi- and 
crossdisciplinary collaboration with other disciplines or in transdisciplinary col-
laborations to form new subjects by adding specialized disciplines as for exam-
ple in Mathematical Economics.   

   2.    The  empirical experimental academic culture  is primarily dominant in Chemistry 
and different academic subjects within the fi eld of Biology, and is also infl uential 
in subjects such as Geography and Technological-Societal Planning. This aca-
demic culture depends on its scientifi c theoretical basis, which offers specifi c 
criteria for the establishment of hypotheses, the conducting of experiments, and 
for the verifi cation or falsifi cation of hypotheses. The positivistic paradigm of 
the natural sciences must be adopted as the basis for collaboration with other 
disciplines, and researchers must possess basic knowledge and skills for experi-
mental research. The empirical experimental disciplines may be included in 
multi-disciplinary and cross-disciplinary collaboration. Historically, this aca-
demic culture has also made signifi cant contributions to action research, espe-
cially in relation to types of action research where experimental scientifi c 
knowledge has been crucial to the understanding of environmental and health 
and safety issues.   

   3.    The  analytical and refl ective academic culture  characterizes disciplines in the 
humanities such as History, Philosophy and Languages. This academic culture 
is characterized by analytical efforts to focus on cultural products in the form of 
signs and texts that may be of historical or contemporary nature. The texts are 
studied in order to increase academic understanding, to provide historical, cul-
tural and philosophical information, and to develop theories and methods. The 
disciplines may be included in multi- and crossdisciplinary collaboration, and 
may also contribute to the establishment of new transdisciplinary subjects. At 
Roskilde University, this has happened through the establishment of academic 
subjects such as Linguistics & Cultural Encounters, and Public Relations 
Studies. The disciplines may also serve as elements in Mode 2 and action 
research projects dealing with the eliciting of cultural phenomena in organiza-
tions, or projects that contribute actively to the development of culture. This 
implies, however, a departure from the original analytical and refl ective aca-
demic culture.   

   4.    The  analytical academic culture oriented towards social problems  dominates 
research at Roskilde University, because of the university’s ambitions to engage 
in society and to produce socially relevant research. This academic culture is 
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dominant in a range of subjects in the social sciences and the humanities. 
In many instances, these subjects have an interdisciplinary approach, such as 
in Educational Studies, Health Promotion & Health Strategies Studies, 
Technological-Societal Planning Studies, and International Development 
Studies. These subjects aim at analysing contemporary issues in society. Often, 
the subjects are involved in direct collaboration with interest groups outside the 
university. The subjects belonging to the problem-oriented analytical academic 
culture may be engaged in multi-, cross- and transdisciplinary collaboration.   

   5.    The  creative constructive academic culture  is encountered especially in the areas 
of Communication Studies and Computer Science, and also in the university’s 
new Humanistic-Technological Bachelor Programme (see Chap.   6    ). However, it 
is also present in subjects involving constructive work in social intervention and 
educational design. It is a common feature of the subjects belonging to this aca-
demic culture that they put strong emphasis on construction and design while 
still observing high academic standards. The subjects belonging to the creative 
constructive academic culture maintain their creative and constructive character 
when involved in different types of interdisciplinary cooperation.    

  The presence of different academic cultures means that there are academically 
legitimate differences in regard to how interdisciplinary approaches are practiced at 
Roskilde University. 

 The educational structure at Roskilde University provides another important exam-
ple of how interdisciplinarity is practiced (see also Chap.   6    ). The fi rst three semesters 
of the 3-year bachelor programmes, the so-called basic studies, are designed as broad 
programmes within the academic fi elds of the Humanities, the Social Sciences, the 
Natural Sciences, and the Humanistic-Technological Sciences. The basic studies are 
characterized by the students’ problem-oriented projects in which they make use of 
different disciplines. The disciplines used in a particular project are determined by the 
problems the students in the project group have decided to work on. The bachelor and 
master programmes are designed as double or single degree programmes. In the dou-
ble degree programmes, studies are organized in a combination of two parallel sub-
jects. Here students are assigned the responsibility of constructing the interdisciplinary 
understanding between their two fi elds. In the single degree programmes, studies have 
an interdisciplinary design. The interdisciplinary organization of the teaching at 
Roskilde University makes it diffi cult for researchers to specialize in narrow fi elds, 
because their teaching forces them to possess broader knowledge. 

 At Roskilde University, the idea of interdisciplinarity is challenged by a set of 
dilemmas that are also visible in Danish research communities and research policy. 
On the one hand, it is emphasized by a broad political spectrum that real-life prob-
lems cannot be limited to a single academic discipline. These problems call for 
interdisciplinary research and require graduates that are able to draw on knowledge, 
methods and ways of thinking from different disciplines. In Denmark and in the EU, 
research funding increasingly is allocated to interdisciplinary strategic research on 
social, cultural, and environmental challenges, the so-called ‘Grand Challenges’, 
and to strategic research concerned with the social conditions of participation in 
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global competition. On the other hand, academic specialization seems to be an 
embedded norm that persists throughout higher education with respect to research 
as well as the career opportunities of researchers. The reason is that the assurance of 
academic quality is connected to formal as well as unwritten rules stating (a) that 
good science at the universities is produced within the academic disciplines, (b) that 
high quality research is disseminated in scientifi c journals, which are aligned with 
the academic disciplines, and (c) that many academic positions continue to be fi lled 
in accordance with the research criteria of the disciplines (Enevoldsen  2012 , p. 45). 
If researchers try to develop new research areas using interdisciplinary approaches 
they might encounter obstacles in the academic community. 

 Proponents of critical pedagogy have also developed arguments against 
interdisciplinary research and education. McArthur, who belongs to a critical 
pedagogical tradition, has this to say about the positive contributions of the 
academic disciplines:

  In the face of threats to defi ne the purposes of higher education in very narrow, economic 
terms, they (the disciplines) offer a higher education that is: authentic (based upon complex 
and contested knowledge) and inclusive (where the boundaries are permeable and foster 
public spaces). As such, this higher education offers some chance to minimize the distor-
tions of power and to allow teachers and students to engage in emancipatory pedagogy. 
(McArthur  2010 , p. 312) 

 McArthur points out that the commercialization of higher education threatens to 
destroy the academic disciplines by reducing them to subjects that are exclusively 
offering training for employment-oriented skills. He criticizes the fact that “many 
reforms in higher education, and particularly the rise of the ‘audit’ and ‘quality’ culture, 
have attacked the integrity of disciplines, and regarded them as troublesome barriers 
to the desired change” (McArthur  2010 , p. 312). In his perspective, the defence of 
preserving and developing the academic disciplines would be regarded as a defence 
against neo-liberal tendencies to undermine university autonomy. 

 Generally speaking, academic disciplines and academic traditions play an 
increasingly important role in discussions at Roskilde University, although different 
notions of interdisciplinarity continue to have a prominent position within the aca-
demic discourse (Enevoldsen  2012 , p. 33 f.). The defi nition of interdisciplinarity 
varies with the different academic cultures, and with the constitution of subjects as 
either mono-disciplinary or interdisciplinary. The composition of the educational 
profi le, however, reveals that interdisciplinary studies are still highly valued at 
Roskilde University. The interdisciplinary programmes include studies in Education, 
Environmental Biology, Environmental Risk Management, Technological & 
Societal Planning, Working Life, Social Science, Psychology, Communication 
Studies, Linguistics & Cultural Encounters, International Development, Social 
Entrepreneurship & Management, Social Intervention and Health Promotion & 
Health Strategies. Traditionally, some of these programmes have been based on 
disciplines, but have developed in interdisciplinary directions, whereas other pro-
grammes from the outset were constituted as transdisciplinary. New interdisciplin-
ary programmes have often been established on the basis of collaboration between 
researchers from different disciplines, who have come in contact because of the 
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interdisciplinary organization of studies. This explains why the interdisciplinary 
collaboration within and between the main academic areas has acted as a major 
driving force for continued educational innovation.  

2.3     Problem Orientation 

 As outlined in Sect   .   1.4    , Illeris – in his exposition of the theoretical basis for the 
principle of problem-orientation – took his point of departure in the trinity of per-
sonal, study-related, and societal relevance. The criterion of personal relevance 
should ensure motivation and commitment, the criterion of study-related relevance 
should ensure that the studies corresponded to the curricula requirements, and the 
criterion of social relevance should ensure that the studies were oriented towards 
existing social problems. 

 The criterion of  study-related relevance  is closely linked to the curricula of the 
educational programmes (see also Sect   .   8.3    ). The curricula for the elementary parts 
of the four bachelor programmes at Roskilde University require interdisciplinary 
studies of selected problems organized as project work (see also Chap.   6    ). In the 
subjects that are combined at the bachelor and master levels, the degree of interdis-
ciplinarity typically shows greater variation. This means that the curriculum require-
ments with respect to the students’ choice of problems are differentiated in terms of 
study level, and that they are heavily dependent on the different academic cultures 
that provide the research base of the programmes. The criterion of  social relevance  – 
one of the original main arguments in favour of problem orientation – has been 
reinterpreted, because it has been diffi cult to relate subjects in some academic cul-
tures directly to this criterion. The social relevance criterion, in particular in the 
natural sciences and the humanities, has gradually moved towards an interpretation 
where the connection between the problems and the outside world passes through 
the problems of the academic disciplines rather than the other way round. It is char-
acteristic that none of the various interpretations of the original concept of problem 
orientation have led to a common understanding of how the criterion can be attrib-
uted an unambiguous meaning. In spite of this, many of the projects that students 
carry out still reveal a great interest in social issues (see also Chap.   10    ). Nowadays, 
however, the social interest is seldom formulated on the basis of a profound critique 
of social justice, but rather on the basis of technical, social or human interests in 
reforms. The criterion of  personal relevance  has been challenged as well. Originally, 
personal relevance was tied to the students’ common critical interest. But that is no 
longer decisive for the students’ choice of problems for their projects. The criterion 
of personal relevance has shifted towards a concept of personal interests, where it is 
argued that projects must deal with problems where all participants in the project 
group share a common interest. 

 There have been a number of attempts to operationalize how the students should 
work with their problem formulations. First and foremost, emphasis has moved 
towards meeting the quality criteria within science itself. To make it possible to 
document the reality of the problems and to explain why they are important in 
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 scientifi c terms, however, it is still recommended that the students should situate 
their chosen problems within broader social areas as well as within the relevant 
scientifi c areas. These recommendations are viewed as important for helping the 
readers of project reports to gain an accurate understanding of the students’ project 
ideas and the content of the projects, and also to support the students in keeping the 
‘main thread’ during their project work (Pedersen  2009 , p. 33). Furthermore, recom-
mendations emphasize that the problem formulation should not be fi nalized until 
the project has been completed, and that there should be an ongoing iterative pro-
cess between the problem formulation and the students’ work on their project (see 
also Chap.   8    ). The recommendations highlight the fact that the directional character 
of the problem formulation only becomes operational through the students’ deep 
understanding of their chosen theory of science, scientifi c theory and methodology 
(Pedersen  2009 , pp. 37f.). This particular recommendation builds on arguments 
inspired from professional research practice.  

2.4     The Principle of ‘Exemplary Learning’ 

 The principle of ‘Exemplary Learning’ was already at play in the early formulation 
of the theoretical basis for problem-oriented project work (see Chap.   1    ). It was 
acknowledged that project work involves a strong selectivity in the choice of prob-
lems, theories and methods, and that there was a need to secure the students’ more 
general learning outcomes. 

 Illeris pointed out that the principle of exemplary learning is understood differently 
within different learning paradigms (see Sect   .   1.4    ). He emphasized that the focus of 
the principle should be on the academic knowledge that students acquire through 
their participant-directed project work, and that it should be put to use by relating the 
content of the project work to broader social, political and cultural issues. His concept 
of exemplary learning was largely inspired by the German sociologist Oskar Negt, 
who in 1971 published his book ‘Sociological Imagination and Exemplary Learning’ 
(Negt  1971 ), which became very infl uential in the Danish context. In his book, Negt 
argues that the examples that the learners choose to study must be related to their 
experience as well as to the social conditions that infl uence their experience in deci-
sive ways (Andersen  1996 ). 

 In Negt’s theory, the educational content has an exemplary value if it both 
includes and transgresses the immediate interests of the learners. His concept is 
inspired by Wagenschein ( 1956 ), who saw the ‘exemplary principle’ as a method of 
reducing curricula without missing important learning outcomes, and who stressed 
how the principle would support the learners’ comprehension of broader contexts. 
Negt, however, points out that Wagenshein’s comprehension of the learning oppor-
tunities in the exemplary principle is blocked by two factors:

  Firstly, by a concept of history that is ‘limited by the dimension of the past’, i.e. a historicist 
concept primarily viewing history as continuity (without discontinuity, breakage and unre-
alized opportunities). Secondly, by the traditional division of labour between the sciences. 
(Nielsen  1997 , pp. 285f. [authors’ translation]) 
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 Furthermore, Negt’s theoretical didactical considerations are inspired by 
Wright Mills’ concept of ‘sociological imagination’. For Mills, the role of social 
science is to clarify the public dialogue and to support the spread of democracy, 
understood as the strengthening of peoples’ infl uence on the decisions that affect 
them in their everyday life (Mills  2002 , p. 192). According to Mills, this implies 
that social sciences should be characterized by throwing light on the interplay 
between social conditions, the everyday environments of peoples’ lives, and the 
circumstances of their lives as perceived from their life historical perspectives 
(Mills  2002 , p. 42). 

 As holistic theories of the dynamics and structures of society have been declin-
ing, the ideas about exemplary learning have gradually taken more inspiration from 
Wagenschein’s discipline-oriented understanding of the exemplary principle. To 
some extent, Roskilde University has returned to Wagenschein’s concept, i.e. that 
exemplary learning is primarily acknowledged as a means of implementing reduc-
tions in curricula, without compromising the idea of students gaining insight into 
important aspects of their chosen subject. Two interpretations of the concept of 
exemplarity have emerged. One is that problem-oriented project work is considered 
a solution to the problem of excessive curricula. Here, project work must exemplify 
the academic discipline. Another interpretation is that exemplary learning should 
focus on analytical and empirical methods. Thus, it is emphasized that the stu-
dents – through their project work – acquire methods and academic ways of work-
ing that provide them with generally applicable skills. 

 The principle of exemplary learning may be realized by different pedagogical 
strategies. Some examples would be to impose demands on the students’ project 
reports to refl ect on social, theoretical or methodological issues, to require that the 
students discuss their projects among themselves taking into consideration a broader 
scientifi c or societal framework, or to commit the students to refl ection on the rela-
tionship between course content and their own project work. Experience shows that 
exemplary learning is not always realized if the responsibility is left to the students. 
Research indicates that some projects do not transgress the examination of rela-
tively narrow issues. The reason may be that the principle of exemplary learning is 
not formulated clearly as a formal requirement for project work, or that the students 
only reach the point of completing the targeted study of relatively narrow problems 
(Ulriksen  1997 , pp. 82ff.). This suggests that the exemplary principle must be for-
mally ensured, including the curriculum level, and that the university should decide 
whether the principle of exemplary learning should involve social issues (Illeris), 
the link between everyday life, life history and society (Wright Mills and Negt), 
and/or scientifi c theories and methods (Wagenschein). 

 In this context, a renewed discussion of the principle of exemplary learning is 
called for. This discussion may draw inspiration from the theoretical work of 
Wolfgang Klafki. Klafki indicates that the principle of exemplary learning was dis-
cussed and sought promoted at German schools in the 1950s and 1960s, but faded 
into oblivion in the early 1970s (Klafki  2001 , p. 173). He points out that the prin-
ciple of exemplary learning was already mentioned as a curricular selection crite-
rion in antiquity. He also shows that Comenius, Kant and Husserl presented theories 
on the function of examples with respect to the formation of recognition, moral 
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consciousness, and aesthetic judgment (Klafki  2001 , p. 175) Furthermore, Klafki 
states that Negt’s theory of sociological imagination and exemplary learning is of 
great importance for critical education in school-based curricula. 

 Klafki argues that the principle of exemplary learning should aim at self- 
formation (Bildung) as well as at the development of scientifi c and work-related 
knowledge. He formulates the formative aspect of the principle of exemplary learn-
ing thus: “Formative learning (…) is not achieved through the learners’ reproduc-
tive acquisition of the largest possible amount of individual knowledge, abilities and 
skills, but rather by the learners taking their departure in a number of selected exam-
ples progressing to (…) more or less far-reaching universal knowledge, skills and 
attitudes, or in other words, essential, structural, conceptual, typical and extensive 
statutory contexts” (Klafki  2001 , p. 176, [authors’ translation]). Klafki points out 
that learners should gain insight into dimensions of their social, cultural and politi-
cal reality, and the possibility of understanding and acting on this reality by pro-
gressing from specifi c to general matters (Klafki  2001 , pp. 176f.). Klafki argues that 
exemplary teaching with a formative perspective should clarify the historical roots 
of the issues under study, and that it should emphasize a focus on underlying interest 
and points of view (Klafki  2001 , p. 188). 

 As a key question Klafki raises the issue: What criteria should defi ne the struc-
tures, laws, principles and contexts if the goal is to support learners’ understanding 
through their exemplary learning? He defi nes the criteria as follows: “In the end, 
one can only defi ne these criteria by continuously arriving at a new consensus 
regarding the insights, skills and attitudes that may contribute in developing the 
abilities of young people to self-determination and solidarity” (Klafki  2001 , p. 186 
[authors’ translation]). Klafki suggests that one should search for ‘key issues’ which 
link peoples’ individual and social existence to contexts that are important for their 
present and future opportunities (Klafki  2001 , p. 187). In particular, he points to 
issues such as peace, the environment, the interaction between generations, the 
opportunities and dangers of economic and technological development, the social, 
political and cultural opportunities of individuals and small social groups, the sys-
tem of organizations and bureaucracies, working life and unemployment, social 
inequality, economic and social power relations, the relations between majorities 
and minorities, gender roles, women’s rights in developed and developing countries, 
competition between different faiths and communities of faith, health and disease, 
as well as the mass media and their effects (Klafki  2001 , pp. 187f.). 

 Klafki, however, points out that the principle of exemplary learning has rele-
vance not only with respect to the social, political and cultural formation of human 
beings. He stresses that the principle is also highly relevant in regard to the acquisi-
tion of specifi c content, taking into account that different areas of knowledge and 
action possess different criteria for the construction of relations between exemplars 
and general knowledge. All in all, Klafki’s considerations point towards a balanced 
view of the principle of exemplary learning, referring to different academic tradi-
tions and cultures, and at the same time balancing the purposes of scientifi c learn-
ing, self-formation and peoples’ ability to think and act critically (for a discussion 
of the generalization and contextualization of knowledge with regard to PBL see 
Gijselaers  1996 , p. 19).  
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2.5     Participant-Directed Learning 

 Participant-directed learning is a key constituent of the student-centred educational 
philosophy at Roskilde University, and it implies meeting demands for more demo-
cratic forms of studying. Originally, Roskilde University justifi ed the concept by 
anchoring it in the need for a shared orientation and a mutual responsibility among 
students and faculty members. When the university was established in 1972, there were 
no examinations, only internal evaluations. Faculty members and students would 
formulate constructive criticisms in the evaluations with respect to the product of the 
project work as well as the work process. The students would make sure that their 
projects dealt with something that mattered to them; thus they safeguarded the personal 
aspect. The faculty members safeguarded the social aspect, making sure that the 
projects were anchored in deep insights as to the relevance of the projects for society. 

 Because the students and teachers no longer share interests and justifi cations to 
the same extent as before, the concept of participant-directed learning has changed. 
According to Ulriksen ( 1997 , p. 74) the concept of participant-directed learning has 
changed meaning from being a shared issue to being a two-sided construction, 
where the students choose projects according to their own interests, while the teach-
ers make sure that the projects satisfy the institutional requirements. The main jus-
tifi cation for participant-directed learning gradually has been changed in the 
direction of motivating a new type of student, who is driven by the desire to learn 
and is striving for subjective meaning and self-realization through his or her studies 
(Ulriksen  1997 , p. 74). 

 Participant-directed learning is still an ideal in regard to problem-oriented 
project work, but developments at the university have created a number of 
contradictions:

•    Contradictions between the needs and interests of supervisors and students: the 
supervisors want to feel competent in supervising the students to completion of 
their projects. This may be in contrast to the students’ perceptions of participant- 
directed learning.  

•   Contradictions between the supervisory function and the obligation of the super-
visors to control the result of the students’ project work: the function of the 
supervisor requires that he or she acts in solidarity with the students’ project 
work. However, for examinations the supervisors assume a different role. 
Representing the educational system, they have to assess the performance of the 
individual student measured in terms of the formal learning outcome that is pre-
scribed for each study programme. This creates dilemmas in relation to the prin-
ciple of participant-directed learning, for both students and supervisors. The 
students may feel doubtful about whether or not the supervisors primarily are 
engaged in measuring how projects meet the set of outcomes, i.e. uncertain about 
the supervisors acting in solidarity with the students’ project goals. The supervi-
sors might feel caught in the dilemma of whether to focus on students’ learning 
processes or to assume responsibility for ensuring that students are doing well in 
examinations by concentrating on the outcome of the project work.  
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•   Contradictions between the students’ needs and interests and the curriculum 
requirements: the curriculum-related provisions concerning learning outcomes 
can be experienced as constricting frameworks in regard to students’ personal 
study interests.    

 These contradictions are discussed only to a limited degree among supervisors 
and students at Roskilde University. This creates a risk that students’ infl uence on 
their project work becomes less prominent. 

 Regarding course work, the student-centred pedagogical philosophy at Roskilde 
University is not implemented to the same extent as in project work. Especially in 
the basic part of the bachelor programmes, many courses provide academic over-
views, and faculty members lecture to large audiences. The University has chosen 
this pedagogical form as a means of giving greater priority to resources for project 
supervision. 

 There would seem to be a need for revitalizing the arguments for participatory 
pedagogy. Cath Lambert tries to do exactly that in an article from 2009. Lambert is 
a sociology lecturer and researcher working at the Retention Centre for Undergraduate 
Research, a collaborative ‘Centre for Excellence in Teaching and Learning’ in the 
UK. I 2009, 74 centres of excellence were funded by the Higher Education Funding 
Council in England. The purpose of these centres was to promote ‘Excellence’ 
across all subjects and aspects of teaching and learning in higher education (Lambert 
 2009 , p. 306). In an attempt to redress the historical bias towards research, the cen-
tres are illustrative of a shift in higher educational policy making towards improving 
and gaining more recognition for teaching and learning (Lambert  2009 , p. 296). 

 Lambert’s point of departure is a critique of the neo-liberal discourse of educa-
tion. The neo-liberal discourse claims that there is a demand for life-long learners, 
who are fl exible problem solvers, and who can select, organize and use information 
appropriately in new situations (see also Chap.   4    ). The goal is to produce self- 
suffi cient, independent and creative thinkers. In Lambert’s words: “Not only do 
contemporary universities have a signifi cant role to play in the production of a 
skilled workforce, but they are also a key site for the production of the ‘ideal’ neo- 
liberal subject: a self-regulating, motivated, fl exible worker who participates in the 
(educational, social and economic) opportunities provided” (Lambert  2009 , p. 297). 
In a broader sense the neo-liberal goal of the educational system is to build a 
dynamic knowledge-based economy (Lambert  2009 , p. 297). 

 Lambert views the practice of participatory pedagogies as a form of critique that 
may challenge the hegemony of key tenets of the neo-liberal discourse, especially 
“the logic of education as a commodity of service” (Lambert  2009 , p. 303). She sets 
out to explore the possibility that a focus on the resources offered by students’ intel-
lectual participation in higher education, combined with a necessary reconfi guration 
of the teaching relationship provides a more hopeful basis from which to critically 
and productively intervene in the question of what the university is and does, and what 
we want it to be and do (Lambert  2009 , p. 296). Lambert’s idea is to “reinvigorate 
the idea of participation in such a way that it makes sense of the everyday, embodied 
activities of student researchers, and captures the social and political importance of 
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both intellectual and participatory practice” (Lambert  2009 , p. 296). She stresses, 
however, that this should be done without succumbing to a narrative of emancipa-
tion. She supports her argument by quoting Bill Readings: “Being smart in the pres-
ent situation requires another kind of thinking altogether, one that does not seek to 
lend work in the University a unifi ed ideological function.” (Lambert  2009 , p. 305). 
Lambert argues that this kind of thinking involves resisting grand narratives and 
instead working with/in the multiple and often contradictory discourses and circum-
stances which characterize the university landscape. She mentions different 
approaches to participatory pedagogics that are applied in higher education: 
‘research-’, ‘enquiry-’ and ‘problem-based’ learning, and argues that it is common 
to these approaches that they accentuate an explicit commitment to the idea that 
students should be producers of knowledge and not only consumers. 

 Lambert’s deliberations call for a renewal of the arguments for student-directed 
projects and student-centred learning that aligns with the critical pedagogical argu-
ments, but also formulates the need for student-orientation in the light of the con-
temporary situation in higher education. In a way, her arguments revive Humboldt’s 
ideas of what a university should be (see Sect.   4.2    ), but against a very modern 
background and with a pointed critique, on the one hand, of the kind of consumer-
ism that is supported by neo-liberalism, and, on the other hand, of the instrumental 
consequences of aligning university studies with short-sighted demands for qualifi -
cations and competences. From day one, now as before, students at Roskilde 
University are working in student-centred and research-like ways. Accepting 
Lambert’s view, one could argue that this is still an idea worth fi ghting for.  

2.6     Project Work 

 Problem-oriented, interdisciplinary and participant-directed project work was intro-
duced in Denmark at the new university centres, in 1972 at Roskilde and in 1974 at 
Aalborg. The educational planners put emphasis on the particular innovative potential 
that project work holds in relation to the development of both science and academic 
qualifi cation (see also Chap.   5    ). Through the dissemination and use of project work in 
various educational institutions and settings, the concept now covers a wide variety of 
educational approaches. Yet at Roskilde University project work is not only consid-
ered as one way of teaching among many. Instead, both the entire educational plan-
ning and the educational structure of the university are based on project work. 

 As mentioned above, a project at Roskilde University is a fi xed-term activity 
lasting one semester. The project work is carried out in groups of two to eight stu-
dents who decide on the course of the project and its fi nal output, and it is guided by 
a supervisor who is a faculty member. In the course of the project, participants draw 
on various disciplines and methods in order to achieve their goals. Over time, stu-
dent activity revolves around a complex series of interactions among the team 
 members, just as it draws on a range of transferable skills such as communication 
and planning. By engaging in the projects, students work with theory and scientifi c 
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methods. This means that theory and method are employed as means of working 
towards one objective. At the same time, theory and method are placed in a context 
where they have a purpose beyond mechanical acquisition (Simonsen and Ulriksen 
 1998 , p. 137, see also Hanney and Savin-Baden  2013 , p. 8). 

 At Roskilde University, all parties agree that project work should be carried out 
primarily in project groups. One important reason is that group work supports col-
laborative learning processes appropriate for creating more advanced knowledge 
than most individuals are able to create by themselves. Furthermore, participants in 
group processes learn from each other, and by extension also learn how to work in 
group settings. The group organization of project work has been challenged by the 
fact that an increasing number of projects have been conducted by individuals, espe-
cially at graduate level. However, as of 2012, the university requires all project work 
to be carried out in groups. If students do not have the opportunity to work in a 
group, they are asked to produce arguments strong enough to convince the members 
of the study boards to make exemptions from the rule. The logic of this not entirely 
uncontroversial decision is that the learning outcome of the educational programmes 
can be realized only on the basis of extensive experience of group project work. 

 Over the years, different types of projects have developed at the University that 
meet the requirements of different academic cultures. Most of the projects are mod-
elled on the format of the academic dissertation (see also Chap.   10    ). Other projects 
focus on the dissemination, planning and design of products. Special needs for more 
design- and product-oriented studies have made it necessary for project work in 
some subjects and some semesters to be toned down in favour of pedagogical models 
with course work and workshops that include relatively long and intensive periods 
of designing and producing. 

 During their bachelor and master studies, students complete a total of nine proj-
ects and a master thesis. Some students have called for a reduction in the number of 
projects, because of what they call ‘project fatigue’. This wish has led to the upcom-
ing introduction of a so-called project-free semester at the graduate level. In the 
graduate study programmes, however, project work will continue to constitute half 
of the students’ study time, because the master thesis covers a full semester’s work. 

 Recently, the question has been raised as to whether students at Roskilde 
University succeed in acquiring a suffi cient range of project-related skills that are 
also applicable in the labour market. This is an important question, because labour 
market demands for project skills are signifi cant for justifying the use of project 
work at the university. Research indicates that employers are looking for the follow-
ing work-related project competencies:

•    Knowledge of how projects are dependent on internal and external contexts, 
rationales, resources, structures, systems, and cultures of companies and 
organizations,  

•   Knowledge of the various forms of project management that are used within 
companies and organizations, i.e. project management as linear, complex, 
 circular, chaotic, etc., and the ability to critically refl ect on strengths and weak-
nesses of different forms of project management,  
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•   Knowledge of various tools that are designed to optimize project work as part of 
professional working practices, and which are included in the common language of 
business and organizational contexts and in the expectations for project skills,  

•   Knowledge of the expectations in companies and organizations with regard to 
personal skills of communication, collaboration, confl ict resolution, creativity 
and innovation, balancing the relation between context and self, and manage-
ment of the self, 
 (Andersen  2013 ; see also Saynish  2010    , and Kapsali  2011 ).    

 It would probably be useful for university graduates in transferring their experi-
ences from project work in their studies to project work in the labour market to be 
aware of such requirements and to be able to ‘translate’ and ‘transform’ their explicit 
and tacit knowledge from project work in a university context to the application of 
project work in other contexts. At the same time, some of the tools that have been 
developed in a professional context in order to optimize the different aspects of 
project work would probably help to enhance the quality of project work at the uni-
versity. However, there is reason for cautioning against uncritically importing busi-
ness perceptions of project management into university studies. Hanney and 
Savin-Baden express it in the following way:

  The common ‘techno-rationalist’ conception of project management such as: ‘a purely 
technical process of implementing a time-limited undertaking that seeks to minimize uncer-
tainty and maximize predictability’ may lead to a reifi cation of the abstract object of project 
management (tools, processes and strategies) (…). This then results in the project being 
subsumed by an ideology of control dampening the possibilities of creativity. (Hanney and 
Savin-Baden  2013 , p. 9) 

2.7        Key Challenges 

 Faculty members at Roskilde University are currently challenging the conceptual 
understanding and practice of problem-oriented, interdisciplinary and participant- 
directed project work. Also broader social trends challenge the Roskilde approach. 
We may point out the following fi elds of tension:

•    Conservatism regarding single academic subjects – ‘I only want to teach my own 
academic subject based on my own research’ – this may be seen as a critical 
voice against politically defi ned strategic research and the adaptation of aca-
demic educational programmes to specialized labour market demands. 
Furthermore, it may be seen as a means to meet academic publishing require-
ments that many believe can be best achieved through publishing in journals that 
align with the academic disciplines. The conservatism of the academic subjects 
is easy to comprehend, but it represents a challenge to the concept of 
 problem- oriented and interdisciplinary project work.  

•   Politicians and business managers are clearly in favour of interdisciplinary proj-
ect work at the universities. However, by emphasizing that study programmes 
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should be directed towards the immediate needs of society and the labour 
 market, they provide little space for the students’ sometimes critical search 
processes.  

•   The national accreditation institution of Denmark often draws on representatives 
from the single academic subjects, when panels are composed to assess interdis-
ciplinary study programmes at the universities (see also Chap.   4    ). This puts pres-
sure on the universities that may be tempted to develop standardized solutions 
for all universities, which will counteract interdisciplinarity, especially in those 
programmes that bridge the main academic fi elds.  

•   Students have different needs and requirements. Some students embrace 
problem- oriented, interdisciplinary and student-directed project work. Other stu-
dents have chosen studies at Roskilde University but discover that they prefer 
teacher-directed single-subject programmes with more instrumental descriptions 
of the learning outcome.    

 These tension fi elds emphasize the necessity of an ongoing refl ection of the 
rationales and conceptual understandings of problem-oriented, interdisciplinary and 
participant-directed project work. There is a need to refl ect, refi ne, and explicate the 
following relationships: (1) between disciplinarity and interdisciplinarity, (2) 
between the understandings and practices of interdisciplinarity within different aca-
demic cultures at the university, (3) between the employment-related and the aca-
demic skills, which in many ways are interdependent, but which none the less 
represent a dual demand that challenges project work, and (4) between academic 
skills, employability and academic freedom, as there is a need to maintain an ‘arm’s 
length principle’ in relation to external stakeholders, both with regard to studies and 
to research activities. 

 The latter tension points to a need for Roskilde University to reformulate ‘social 
relevance’ as an important aspect of the concept of problem-oriented, interdisciplin-
ary and participant-directed project work. The concept was originally born with 
visions of social relevance and skills to analyse scientifi c as well as social develop-
ment in critical and constructive ways. Such skills cover ideals of polytechnical 
knowledge, knowledge of social dynamics, interests and power relations and per-
sonal skills to participate in democratic processes. Presently, these types of skills are 
often associated with efforts to maintain and develop democracy and active citizen-
ship as well as the many facets of sustainability, i.e. economic, technological, eco-
logical, political, cultural, and identity-oriented sustainability. 

 As mentioned, interdisciplinary project work increasingly has become subject to 
multilateral pressures from proponents of the single disciplines, the governance 
mechanisms of power and economy and groups of students and faculty members 
who support disciplinary and teacher-directed forms of learning. The challenge is 
how the university can preserve and revitalize the problem-oriented, interdisciplinary 
and participant-directed project work by organizing the studies at the crossroads of 
high academic standards, dynamic vocational qualifi cations, issues regarding 
personal formation, and the need to develop sustainable social solutions.     
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3.1                Introduction 

 The analysis of concepts in the preceding chapters identifi es a number of ideals and 
challenges with regard to the conceptual foundation of the Roskilde University 
model. We will conclude this part of the book by exploring how the key concepts 
function in practice. The key concepts will be exemplifi ed through the analysis of 
a project carried out in 2010 by a group of second semester students in the basic 
study programme in natural science. This project may be characterized as an inter-
disciplinary project that belongs to the empirical experimental academic culture 
(see also Chap.   2    ). 

 The main point will be that under certain conditions, project work can generate 
a very substantial learning outcome, but that the learning outcome depends on a 
number of assumptions that are closely linked to the understanding of the key con-
cepts and the practical framework for teaching. At worst, project work will be 
subject- oriented, eclectic, bigoted, unguided, and atomistic and thus lack all the 
characteristics that ought to characterize projects at a university. 
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 The second semester students of 2010 in the natural science programme who 
conducted the project work that is discussed below belonged to House 13.1, which 
is the ground fl oor of a two-storey building on campus. This “house” consists of a 
large classroom for teaching, a small kitchen, a secretary’s offi ce and 10 group 
rooms of different sizes (see Fig.   12.1     for a similar design). When the project groups 
have been formed, each group is assigned a group room for the semester. This par-
ticular semester, House 13.1 consisted of 45 students, 9 professors who were 
assigned to supervise the project work, a house coordinating teacher, and a secretary 
who handled the administration of the project work and dealt with the students’ 
minor and major problems on a day to day basis (see also Chap.   6     for the organiza-
tional structure around the project work). 

 The students work on their project throughout the entire semester in parallel with 
course work. Half of their study time is devoted to the project, and the other half is 
devoted to more traditional courses. In general, the project work is completed with 
a written project report that documents the work of the students. The entire project 
is a collective enterprise. The students may divide responsibilities among them-
selves during the project work. But in the end each student is responsible for the 
entire project and everything that is documented in the project report. Typically, a 
project report in the science programme is about 50–100 pages long, depending on 
the problem and the number of students in the project group. The report must live 
up to academic writing standards with a clear problem formulation that is argued for 
with respect to how the students contribute to knowledge production, and how it is 
related to current research in the fi eld of inquiry. The students formulate hypotheses 
that they justify scientifi cally, they choose and present their methodology and refl ect 
upon its strengths and weaknesses, and how their solutions to their project problem 
depend on the chosen methodology. They design and perform experiments based on 
scientifi c theories and the construction of models. They analyse their results and 
write a conclusion describing how far they managed to solve their problem. Finally, 
they discuss further perspectives and how to proceed from the knowledge produced 
and documented in their project report. During the project work, the students con-
sult textbooks and research publications. Besides their supervisors, they also often 
consult with other scientists outside the university (and often also abroad) who are 
doing research in their area. All statements in the groups’ project report must be 
documented with references to national and/or international research literature, uni-
versity textbooks, or by the students’ own experimental work and analyses.  

3.2     Welcome to House 13.1: February 1st 2010 

 Monday morning, February 1st 2010, is an exciting and important day for the 45 
students in House 13.1. They are about to be introduced to the second semester of 
the 2-year (now 1½-year) interdisciplinary Bachelor of Science programme. The 
fi rst week of the semester is devoted to students choosing problems to work on and 
forming groups. This is an interactive process that moves back and forth. Groups of 
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students meet to see if they can agree on a problem, groups dissolve again when the 
differences between the students’ wishes and interests are too great. At the end, 
each student must be in a group and each group must have an outline of a problem 
for the group’s project. Even though some of the groups might end up working on 
problems within the same areas of inquiry, the groups almost always work on differ-
ent problems. It is important to be present at this session, because half of a student’s 
study programme for the semester, i.e. the half consisting of the second semester 
project, will be decided on during this week. 

 The programme begins at 9:30 with breakfast. The house coordinating teacher 
greets the students and sets the scene for the upcoming week, explains the rules, the 
requirements, the procedures and the deadlines for the formation of project groups. 
It is not new to these students, as they have tried it once before. They know that 
there is no fi xed curriculum attached to the project work. They know that they can 
work with a problem they propose themselves as long as it fulfi ls fi rstly the con-
straints for second semester projects at the natural science programme, thematically 
and academically, and secondly if they can interest enough of their fellow students 
to form a project group that is big enough to be assigned a supervisor who does not 
need to divide the time allotted for supervising one project group between two or 
more smaller groups. This might happen in cases where the students form more 
groups than the allocated supervising resources allow for (see below). So, what the 
students are most eager to hear about is the constraints on second semester projects 
and the amount of allocated supervising resources. 

 The theme for the second semester is “models, theories and experiments in natu-
ral sciences”. The purpose of the second semester project is for the students to gain 
experience in how scientifi c knowledge is produced. The students will have to go 
backstage in research laboratories, or the ‘research workshop’ of mathematicians 
and computer scientists, and act as scientists themselves, using the tools available 
for scientists to solve scientifi c problems. Through a representative problem, the 
students must acquire insights into how models, theories and experiments interact 
and function in the production of scientifi c knowledge (see also Chap.   2    ). 

 The second semester theme of the natural science programme does not vary from 
year to year, unlike the students, the supervising professors and the problems the 
students choose to work on. The projects carried out under the second semester 
theme by the natural science students over the years are exemplary in the sense of 
Wagenschein ( 1956 ) (see also Chap.   2    ). The students’ projects are oriented towards 
problems within the sciences – the students perform basic science. In their fi rst 
semester, the students worked on problems that were oriented more towards prob-
lems in society or nature to gain experience of the application of science to solve 
problems that lie outside the sciences themselves, and in the third semester, they 
have to choose problems through which they can acquire knowledge about science, 
scientifi c knowledge, as a cultural and societal phenomenon. In the other three 
bachelor programmes at Roskilde University, the projects in the various semesters 
are structured in other ways (see also Chap.   6    ), and many of these projects are ori-
ented towards societal and cultural problems in the world outside the university and 
the academic disciplines. 
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 After the presentation of the second semester theme, the project market opens 
offi cially. Each of the nine professors in the house this semester is allocated to 
supervise one project group (see also Chap.   8     for more information about the role 
of supervisors). This means that in order to be sure to have a supervisor to them-
selves, the students must form groups that average fi ve participants. The profes-
sors come from various academic fi elds: environmental biology, molecular 
biology, geology, chemistry, physics, mathematics, computer science and geogra-
phy. Hence, the job is also to choose problems and form groups that utilize the 
professors’ scientifi c competences, knowledge and skills in the best possible way. 
This is not an easy task, but it is an important factor for the success of the project. 
Both professors and students are responsible for working towards as optimal a 
match as possible, while upholding the students’ rights to choose to work with 
problems based on their own interests. 

 The project market is indeed like a market place. The students who have ideas for 
second semester projects present their ideas. These are then discussed in the whole 
body of students. The student who proposes the problem or the project idea explains 
why he or she thinks this is interesting. The other students ask questions like: “How 
is the problem related to the semester theme?” “Will any of the supervisors be will-
ing to supervise such a project?” “Which of the sciences will they need to draw on 
to solve the problem?” The professors also present broad themes for projects either 
within their own fi eld of research or in related areas where they know of problems 
that are suitable for second semester projects. The students move around during the 
project market. They meet in smaller groups and discuss possible ideas for projects. 
They meet with the professors either alone or in small groups to discuss ideas or get 
new ideas for projects. 

 The 2010 formation of groups went very smoothly, and on Wednesday evening 
when the house coordinating teacher met with the students to get an overview of 
how the process had progressed so far, it looked as if nine groups were about to 
materialize – nine groups that almost matched the supervisors’ competences one to 
one. So the coordinator went home, very happy and relieved. The next morning, 
when she met with the students again, it had all collapsed overnight and they were 
back to square one – almost. During Thursday and Friday seven new groups began 
to materialize. However, as the weekend approached, a group of seven students had 
still not committed themselves to a project or a group. Originally they had been 
grouped with other students, investigating other possible subjects for their project. 
But during the re-grouping process they all ended up not joining any of the groups 
that were gradually being established and consolidated towards the end of the 
week – and they began to panic. On Friday afternoon, however, they overheard a 
discussion between two of the project supervisors, the chemist and the geologist, 
about how fl int is formed. The students were surprised to hear that this was an open 
question and that the two scientists apparently did not agree on essential questions 
concerning the formation of fl int. This surprise triggered them into forming a new 
group with the project of investigating how fl int is formed and why scientists dis-
agree about it. The project market closed on Monday February 8th with eight groups 
having been formed. The matching with the supervisors was almost one to one and 
the ‘fl int’ group was assigned both the chemist and the geologist as supervisors.  
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3.3     How Is Flint Formed? A Second Semester Project 
in the Natural Sciences 

 Illustrative of the idea of free choice of project, here we have an example of a proj-
ect group getting the inspiration for their project from a scientifi c discussion between 
two teachers allocated as project supervisors. The students probably would not have 
come by the problem themselves, but through interaction with their teachers they 
were made aware of the existence of a scientifi c problem that aroused their curios-
ity. In the project report the students put it like this:

  There are already many geological and physical/chemical hypotheses that attempt to 
describe the formation of fl int. The geological hypotheses often lack a chemical foundation, 
while the chemical hypotheses do not take the geological perspective into account. The 
question of the formation of fl int interests us because it is still an open question. The geo-
logical explanation of the precipitation of fl int does not answer our problem fully, but often 
leads to further wondering. Nonetheless, several of these hypotheses are treated as theory, 
and they are taught at Danish universities. We have been surprised that such hypotheses are 
taught when they are in confl ict with chemical knowledge. It is interesting that within the 
same faculty there are great differences between the methods of the different subjects and 
that theories/hypotheses exist that exclude the use of another subject. We are interested in 
bridging this interdisciplinary gap, and wonder to what extent the gap exists in other areas 
than the formation of fl int. (Witt et al.  2010 , p. 9 [authors’ translation]) 

 As was explained above, in the second semester the study regulations for the 
basic study programme in natural sciences require the students to work on a prob-
lem internal to science. The idea is that through such project work the students 
should experience how scientifi c knowledge is produced. Their problem of the 
 formation of fl int is an internal scientifi c question. It is an open question and, as the 
students clarifi ed in their report, the problem (and their project work with the prob-
lem) is exemplary for how scientifi c knowledge is produced in interaction between 
theories, models and experiments. 

 The project is clearly problem-oriented. Actually, both a scientifi c problem and 
a meta-problem are represented above in the students’ description of their motiva-
tion for choosing this project: the formation of fl int is an open scientifi c problem, 
and the meta-problem regards the phenomenon that theories and hypotheses in one 
scientifi c fi eld are in disagreement with knowledge from another scientifi c fi eld. 
The meta-problem brought the students to refl ect upon differences in scientifi c cul-
tures and practices – an insight most science students in more traditionally orga-
nized curricula do not experience until they graduate and start working. 

 The project illustrates the change in the conception of problem orientation in the 
Roskilde University model with respect to the social relevance of the problem. As 
mentioned in Chap.   2    , there has been a move towards an interpretation where the 
connection between the problem and the outside world passes through the problems 
of the academic discipline or, as in this case, disciplines. Flint is visible in the out-
side world, but the problem of how fl int is formed is a problem within the scientifi c 
disciplines of geology and chemistry. However, even though this is the case, the 
students’ motivation originally was triggered by the strong and fundamental 
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 disagreement among the two professors. The students justifi ed their choice of 
 problem not only through its status as an unsolved problem in the academic 
 disciplines, but also qua a critique of  the  scientifi c method and of natural science’s 
self-image as the provider of true, objective and necessary knowledge. It is charac-
teristic of the students’ choice of project in the science studies, especially in the 
basic study programme in natural science, that it is oriented towards either social 
relevance and signifi cance, a critique of the natural sciences, or problems internal to 
the scientifi c disciplines – and the third type of projects are often related to either 
the fi rst or the second type in one way or another, as illustrated by the Flint project. 
Regarding the students’ free choice of problem, we have here an example where the 
students did not defi ne the problem themselves. The problem arose as a conse-
quence of a scientifi c discussion/dispute between two professors. In the process of 
forming project groups and choosing problems to work on, the students’ free choice 
is often discussed in plenum. In principle, the students’ choice of problem for their 
project work is constrained only by the study regulations mentioned above. However, 
the supervisors, i.e. the professors who are assigned to supervise the project groups 
throughout the semester, will present ideas and examples for project work that fulfi l 
the semester requirements. Some supervisors will present ideas that are, if not iden-
tical, then at least very closely related to their own research, while others will pres-
ent a broader range of examples. In the fi rst case, students who choose to follow a 
supervisor’s research agenda will often end up working on a project where they are 
‘water skiing’ after their supervisor. In such cases, the students’ project report is 
often very impressive compared to project reports from groups that have worked 
more independently, either because they came up with a problem themselves or 
because the problem was presented by a supervisor, but not directly related to the 
supervisor’s own research. However, if we evaluate project work from the perspec-
tive of student learning, the groups who are ‘water skiing’ after a supervisor often 
assume the role of research assistants who do what the supervisor tells them to do. 
This means that they do not delimit the problem themselves, and they do not inves-
tigate, consider, discuss and choose the methods, the experiments and hypotheses 
themselves. So, in terms of the defi nition of problem-oriented project work given in 
Chap.   1    , it may be questioned whether students in this kind of project actually par-
ticipate in problem-oriented project work. In the last decade, the number of ‘water 
skiing’ projects has increased, and we see fewer student-proposed projects in the 
fi rst year of the basic natural sciences programme. This is one of the challenges that 
the Roskilde model of problem-oriented project work faces, due partly to the mas-
sive focus on and prioritizing of professors’ research in universities at the expense 
of teaching, and partly to the steadily increasing teaching workloads. 

 In the fl int project, as we have seen, the students did not come up with the prob-
lem themselves. However, neither of the professor-supervisors was doing research 
on the formation of fl int. Hence, there were no researchers that the students could 
‘just’ follow around in their labs. The students were ‘forced’ into the research posi-
tion themselves. They had to choose methods, experiments and hypotheses them-
selves, and they had to produce solutions themselves – all of this based on discussions 
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with and guidance from their two supervisors. As the students wrote in their report 
on the methodology:

  In our project we deal with a problem that is unsolved. Therefore, we cannot proceed only 
by way of a literature search. We need to form our own hypotheses about the formation of 
fl int. We test these hypotheses through experiments, observations and analyses. We form 
our hypotheses on the basis of our study of the literature on fl int and the chemistry of silica, 
which fl int consists of, and on observations of fl int in nature. 

 To solve our problem, we need to draw on geology, chemistry and physics. That is, we 
work in an interdisciplinary setting with subjects that use different methods and have differ-
ent ways to proceed in order to gain knowledge. Hence, we need to describe how we use the 
methods of the different subjects. (Witt et al.  2010 , p. 9 [authors’ translation]) 

 This project is exemplary for the ideal version of the problem-oriented project 
work in the basic science programme in natural sciences at Roskilde University and 
for the Roskilde model of participant-directed, interdisciplinary and problem- 
oriented project work as it has developed in the natural sciences where not all proj-
ects originate in problems in society related to the students’ life-world, but are 
exemplary for the sciences in the sense of Wagenschein (see also Chap.   2    ). However, 
as indicated above, sometimes the project work is reduced to students ‘simply’ 
doing what they are told by their supervisor. Or worse, they choose to work on a 
problem that is not really a problem, in the sense that the students can solve the 
problem without being forced into learning processes of assimilation and accom-
modation using the terms of Piaget (see also Chap.   1    ). In such cases, the project 
loses all the features that ought to characterize project work at the university level. 

 The students’ project report provides some insights into the learning outcomes of 
the project work. In the report, the students refl ect upon how their project work 
fulfi ls the requirements of the study regulations in the following words:

  The purpose of the second semester project is to gain experience of basic research in the 
natural sciences and thereby work with models, experiments and theory in science. The idea 
is that by using the tools of science, we experience how these are used to ‘get closer’ to 
scientifi c knowledge. The interesting thing is that different science disciplines make use of 
these tools in different ways, as we have experienced in our project. 

 The key point in our project work is that it does not originate in one discipline. It is a 
problem-oriented project in which we work with the inner core of science. We use the 
tools of science in our attempt to solve a problem. The problem of the project comes from 
scientifi c curiosity concerning a well-known material with an unknown formation pro-
cess. We are interested in the reasons why this process has not been explained, since it 
can be attributed to several parameters. Maybe the process has not been investigated 
thoroughly, maybe it is controlled by as yet unknown phenomena, or maybe the boundar-
ies between chemistry and geology ‘block the way’. Flint is a material observed in nature 
by geologists. Flint consists mainly of silica, a well-known substance in chemistry. In this 
sense we can say that the formation of fl int is investigated at the molecular level in the 
laboratory and at the level of a stone in nature. How silica is transformed into fl int is a 
problem that cannot be answered within one discipline. Hence, it is the project that 
defi nes what disciplines we are dealing with. The project uses theory and empirical fi nd-
ings from chemistry and geology. In an attempt to answer our problem, we have tried to 
break down the boundaries between the disciplines. […]. The process of our project work 
has been central for our understanding of the boundaries of science and differences 
between scientifi c disciplines. Our work has had the character of basic research and we 

3 Case Analysis of Some Critical Factors in Relation to Learning…

http://dx.doi.org/10.1007/978-3-319-09716-9_2
http://dx.doi.org/10.1007/978-3-319-09716-9_1


44

have had many considerations and discussions. The missing knowledge about the subject 
has forced us to acquire knowledge from many different areas […]. There has been a 
rapid development during the process from an open question to a well-defi ned ‘area of 
study’ from which we can use the knowledge we have acquired to deduce various plau-
sible hypotheses. (Witt et al.  2010 , pp. 11–12 [authors’ translation]) 

   The problem formulation that the students ended up with was the following:

  How and under what circumstances is fl int formed? We want to pose a plausible hypothesis 
about the formation of fl int that is in accordance with geological observations and chemical 
realities. (Witt et al.  2010 , p. 12 [authors’ translation]) 

 The students did not manage to formulate such a hypothesis, but they did manage 
to derive and discuss new possibilities and related problems which could be of inter-
est for further investigations in the pursuit of formulating a single plausible hypoth-
esis for the formation of fl int. The students list six areas for further investigations, 
observations and experiments, and explain how these can contribute towards a fi nal 
hypothesis. 

 As was seen above, the students emphasized the process of their project work 
as very important for their learning process and hence, the learning outcome of 
the project. During the semester, the students consulted 51 written sources, many 
of which are research papers published in international scientifi c journals. They 
had many discussions with their supervisors during the semester. The discus-
sions changed character in the course of the project work from the supervisors 

  Fig. 3.1    The Flint Project poster       
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giving input and mini-lectures confronting and challenging the two supervisors’ 
different ideas and explanations, comparing them and holding them up against 
the knowledge and open questions the students had acquired through their study 
of the literature. 

 The students worked in the way scientists work when they do research. They 
read the latest literature, they did geological fi eld studies and observations of fl int, 
and they designed experiments to test chemical hypotheses. 

 At the end of the semester, in addition to submitting a report, all groups created 
posters explaining the outcome of their project work. The fl int group’s poster also 
contained a plan for the next step in the pursuit to form a plausible hypothesis for 
the formation of fl int (see Fig.  3.1 ).
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4.1                Introduction 

 A brief account of the Danish higher education scene is required to provide a 
context for understanding not only the framework within which Roskilde University 
has been evolving pedagogically, educationally and institutionally, but also the 
potentials for future change. 

 This chapter discusses the development of the Danish higher education system 
from three perspectives. Firstly, we outline the historical development of the educa-
tional structure from consisting of a number of loosely connected institutions, each 
with its own historical background, to a public educational system with clearly 
defi ned types of institutions and distribution of responsibilities. Secondly, we 
describe the management structure of the sector with particular emphasis on the 
management of the universities. The management structure has evolved from 
institutional autonomy to supranational governance and democratization and to 
the introduction of one-tier management and New Public Management. Thirdly, we 
describe the development of the management of education. Over the past 15 years, 
educational management has been characterized by increasing output control, and 
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by the implementation of the recommendations of the Bologna Process and EU 
requirements with respect to educational structure and quality assurance. 

 As a point of departure, we will briefl y discuss the following two questions: 
Why is it important to understand the political and social framework of higher 
education in order to understand the development of the universities? How can one 
understand the relationship between context and institution? We try to answer these 
questions by looking at universities in the same way as we would look at organizations 
in general. This understanding provides the necessary background for the next 
chapter which focuses on the historical development of Roskilde University. 

 As organizations, universities can be considered as being based on the following 
characteristics: (a) membership, (b) limits, (c) roles and qualifi cations, (d) distribu-
tion of authority, (e) establishment of predictable relationships through contracts 
and measuring systems and (f) a repertoire of procedures and policies (Wenger 
 1998 ). To ensure survival, universities are faced with the challenge of constantly 
having to interpret changes in the society and to determine how to adapt to these 
(Andersen et al.  2007 , p. 18). The relationship between universities and society is 
mediated by the organizational confi guration of communities, interests, and power 
constellations. This means that essentially universities are involved in social learn-
ing and social reconfi guration. The environment may affect universities in many 
ways: through wider economic, technological, social and cultural change, or through 
changes in resource supply, legislation, contracts and agreements. Some external 
infl uences may have direct consequences, whereas others affect the life of universi-
ties more indirectly. In most cases, the external infl uences are mediated through 
negotiations in which the negotiating parties attempt to use these infl uences in dif-
ferent ways to promote their own views and interests. Thus, the organizational 
development of universities is not linear, but a result of the interaction between 
changes in the organization and changes in broader society. 

 Sometimes, universities manage to resist infl uences from the outside world, 
while at other times these infl uences more or less determine the internal develop-
ment of the universities. This means that it is not possible to understand changes at 
the universities by focusing only on their internal conditions and dynamics, or by 
focusing only on the changes in society around them. In order to understand the 
development of the universities, one must apply a dialectical view, considering the 
interplay between external and internal factors in a historical perspective.  

4.2     The Historical Development of Higher Education 
in Denmark 

 Below we focus on the external factors, starting with a historical overview of the 
development of the fi eld of higher education in Denmark. The story goes back more 
than 500 years, beginning with the founding of Copenhagen University in 1479 by 
the Danish king with the permission of the Pope. The University of Copenhagen 
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thus forms part of the long history of European universities dating back to the 1200s. 
During the entire period from 1200 until the early 1900s, the main tasks of the uni-
versities were to maintain and communicate existing knowledge. The universities 
were organized into lower arts faculties (grammar, rhetoric, logic, arithmetic, geom-
etry, astronomy, and music) and three upper profession-oriented faculties (theology, 
law and medicine). Subjects were taught according to a scholastic science concept 
originating from the Middle Ages, which excluded research in a modern scientifi c 
sense (Kristensen  2007 , p. 33). 

 Formally the medieval universities were governed by a secular or ecclesiastical 
authority, but were otherwise largely self-governing. Until the Reformation in 
1536, the University of Copenhagen was part of the Roman Catholic Church and 
was under the supervision of a bishop. Like other European universities, 
Copenhagen University possessed a high degree of autonomy with its own laws, 
courts and prison services. In connection with the Reformation, the State took 
over the supervision of the University of Copenhagen. In 1563, the State decided 
that the rector, the deans and the teaching staff should form the University Senate, 
a body that for nearly 400 years was to have ultimate responsibility for the univer-
sity. Right until the twentieth century, it was the general rule that a professor at the 
university would cover a whole fi eld of study or a major independent part of it. 
One might say that ‘the professor was the subject’. The fi rst degree at the 
University of Copenhagen was introduced in 1675, and in 1788 examinations 
were introduced in all faculties. 

 Towards the end of the eighteenth century the European universities were 
threatened (Kristensen  2007 , p. 33). They were subjected to harsh criticism 
because their teaching and learning management stood in stark contrast to the 
more vibrant forms of intellectual environments that had emerged in the public 
sphere during the Enlightenment. In Germany and England, there were attempts 
to renew the classical medieval university, while in France the medieval university 
was abolished as a result of the French Revolution in 1789. In France, this led to 
a separation of professional education and research in different types of autono-
mous institutions. In England, a distinction was introduced between the under-
graduate college, where teaching was not research-based, and specialization at the 
graduate level at research universities. 

 Inspired by Humboldt (1767–1835), the former German kingdom of Prussia 
developed a university model, which was based on (a) the universities’ internal 
self- government and autonomy without the direct infl uence of church and state, 
(b) the unity of research and education, and (c) the principle of freedom of research 
and education (Kristensen  2007 , pp. 42ff.). Humboldt’s legitimization of the model 
was founded on ideals about the shaping of the human being with respect to his or 
her ‘humanity’ and intellectual skills (‘Bildung’ in German). According to 
Humboldt, the principle of the unity of research and teaching would lead to the 
individual’s self-formation through the promotion by science of the moral culture 
and spiritual life of the nation. In contrast to professional and vocational education 
where the students were taught limited skills, the new university should be a place 
where science would always be treated as consisting of ongoing problems and 
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where teaching staff and students should be continuously involved in cooperation 
on research. The seminar should be the forum where faculty members and students 
could jointly explore scientifi c problems (Kristensen  2007 , pp. 4f.). In practice, the 
new university became based on Humboldt’s ideals regarding its organization, but 
the ideal of ‘Bildung’ faded into the background in favour of an ideal of science as 
methodologically controlled and increasingly specialized research (Kristensen 
 2007 , p. 57). At the University of Copenhagen, the scientifi c specialization began 
in the mid- nineteenth century, particularly in medicine, science, law and political 
science (University of Copenhagen  2008 ). 

 The second university in Denmark was founded in 1928 as ‘University Teaching 
in Jutland’. In 1933 the university changed its name to Aarhus University, which 
refers to the location of the university in Denmark’s second largest city. In the early 
years, the university taught humanities and medicine, but in the 1940s, 1950s and 
1960s the educational fi eld of the university was expanded to include economics, 
law, political science, psychology, theology and science. In 1962, a third University 
with a medical school was founded in Denmark’s third largest city, Odense. Two 
years later, this university expanded with three new faculties: humanities, social sci-
ences and natural sciences. Like the university in Copenhagen and the universities 
in Germany, these two new universities were founded on the idea of a university as 
an autonomous community of scholars. According to this idea, the university’s 
legitimacy functions independently of broader society, and the scientifi c criteria are 
internally defi ned. The legitimacy of the autonomy is derived positively from the 
principle of authority belonging to those best qualifi ed (Degn and Sørensen  2012 , 
p. 70), and negatively from the principle that pure science cannot thrive if it is 
affected by economic interests or political power. By 1970 there were thus three 
universities in Denmark, all based on the German model, i.e. universities as public 
institutions with several faculties and specialized research and education, where 
research formed the basis of academic teaching. 

 The breakthrough of the empirical and experimental sciences in the sixteenth and 
seventeenth centuries passed the European universities by. Instead, these sciences 
found their forms of organization in the Royal Societies and Academies of Science. 
The same trend occurred within art and architecture. The growing need for practi-
cal, artistic and utilitarian higher education gave rise to new types of academies and 
schools in the eighteenth and nineteenth centuries (Kristensen  2007 , p. 31). In 
Denmark, these institutions were responsible particularly for higher education in 
fi ne arts and architecture (1754), agronomy (1859), engineering (1829), educational 
science (1904) and business studies (1912). Also, professional teacher training 
(1791) and nursing (1863) were established outside the universities. The same 
applied to education in childcare (1885) and social work (1937). People with a tech-
nical or commercial educational background were offered opportunities for further 
training in a system of post-secondary education. 

 Until 1970, the Danish system of higher education could be described as a four-
fold system consisting of higher academic education at the universities, higher spe-
cialized education at academies and other institutions, intermediate higher education 
at e.g. teacher training colleges, and post-secondary education at institutions of 
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‘further training of short duration’ (short cycle). Outside the universities, a number 
of research institutes were established, serving central and local government by 
producing scientifi c knowledge in areas such as transport, building, fi sheries, agri-
culture, space science, occupational health and safety, school and kindergarten, wel-
fare and social issues, geology and public health. 

4.2.1     From Elite to Mass University 

 In the late 1950s, education in the Western world generally expanded to become 
considered a necessary condition for economic growth. Education therefore became 
subject to systematic planning. In Denmark, the demand for upper secondary and 
tertiary education grew explosively in the 1960s and 1970s. This was also recog-
nized as a challenge in many other parts of the world. At the OECD, this challenge 
was discussed under the heading “the transition from elite universities to mass uni-
versities” (Hansen  1997 , p. 34). As the access to further education was not regulated 
in Denmark, pressures arose regarding the capacity of universities. Against this 
background, the Danish government established the ‘Planning Council for Higher 
Education’ with representatives from the universities, the academies, the student 
organizations and the central administration. The objective of the Council was to 
ensure wider gender and socio-economic access to higher education (Nielsen et al. 
 1997 , p. 6). In 1965–1967 the Council prepared an ‘Outline for the Development of 
Higher Education in the Period up to 1980’, which was known as the ‘Outline’. 
According to the Outline, it was expected that higher education would expand sig-
nifi cantly and that there would be a need to establish new institutions in the form of 
educational centres. 

 The idea of educational centres had been anticipated in the early 1960s. Politicians 
had held discussions on whether Denmark should introduce the bachelor model 
known from the Anglo-Saxon world, or should keep to the model of complete 
5–6-year graduate study programmes Opponents of the bachelor model argued that 
Denmark already had a wide range of practice-oriented intermediate higher educa-
tion programmes, which trained teachers, nurses, social workers, engineers and 
employees in business and commerce. They argued that one should not undermine 
the standard of long-term higher education at the universities. Against this back-
ground, the Government chose not to implement the bachelor model, and instead 
proposed to modernize and streamline the educational system through the establish-
ment of educational centres for both professional and higher education (Hansen 
 1997 , p. 34). 

 The formulation of the concept of educational centres may be viewed as a con-
sequence of the fact that the three existing universities in Denmark had not achieved 
a modernization that enabled them to meet society’s challenges. Some of these chal-
lenges were that universities should admit a greater number of new students, that 
they should make better use of resources, that the period of study should be short-
ened, that drop-out rates should be reduced, that the social relevance of studies 
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should be enhanced, that graduates should be better prepared for employment, that 
the overcrowded curricula should be reduced, and that the students should be offered 
greater opportunity to acquire general competences such as interpersonal skills, 
communication skills, etc. The educational centres were to bring together different 
types of higher education under the same roof, by placing the German university 
model in the same physical frame as professional education (Nielsen et al.  1997 , 
p. 11). The educational centres would be based on broad basic study programmes, 
followed by specialization. Thus students would fi rst take a basic programme and 
only after 1 or 2 years decide for example whether to study primary school teaching 
for 4 years or to study Danish literature for 5 years. The aim of the Outline was to 
realize this model, and the key word was fl exibility. 

 The Executive Committee of the Planning Council established a subcommittee, 
the so-called Centre Committee, which proposed the creation of a new educational 
centre in the town of Roskilde, approximately 30 km west of Copenhagen. One of 
the purposes of The Roskilde Centre was to relieve the University of Copenhagen in 
the fi elds of humanities, social sciences and natural sciences. In 1970, The Danish 
Parliament passed a law on the establishment of this new university centre, which 
was to admit its fi rst students in 1972. The same year Parliament passed a law to 
establish a similar university centre in the town of Aalborg in northern Jutland, 
which would admit students from 1974.  

4.2.2     Concentrations Within the Higher Education System 

 Until 2000, vocational higher education in Denmark consisted of a large number 
of institutions offering separate programmes in child care, social work, health 
care, offi ce work, technical work, communications and media. In 2000, the Danish 
Parliament decided that these programmes should lead to the title of ‘Professional 
Bachelor’. The programmes were thus equated with university undergraduate pro-
grammes, but without being directly research-based. The title implied that they 
should include knowledge about key trends in the development of the professions 
(knowledge about the professions), be based on the teachers’ developmental activ-
ities in professional work (knowledge about how to develop professional work) 
and include knowledge of research in the fi eld provided by collaboration with 
universities (research-based knowledge). It was also decided that the different 
educational institutions should be concentrated in Centres for Higher Education 
(Andersen and Sommer  2003 , p. 50). In the same year the Government decided to 
merge 75 institutions which offered courses for people with a technical or com-
mercial training background into 15 new educational institutions (Andersen and 
Sommer  2003 , p. 49). 

 In 2006 a university reform widened the ambition of concentrating educational 
institutions by including the university area. The consequence of the reform was that 
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12 universities and 13 research institutes were gradually merged into 8 universities. 
Roskilde University and four research institutes did not join the merging process 
(Hansen  2012 , p. 195). The goal of the Government was to achieve stronger and 
more internationally competitive universities that could provide a research basis for 
new programmes, utilize research facilities better, be more successful in accessing 
EU funding, and ensure closer cooperation between university research and indus-
try. There were clear expectations that the integration of commissioned research 
into sector-based research institutions in the universities would increase direct 
socio-economic orientation both in academic teaching and research at universities. 

 In 2008, through a series of mergers, the Centres for Higher Education were 
converted into seven University Colleges. The Council of Rectors declared that the 
new University Colleges should be recognized nationally and internationally as 
institutions engaged in applied research and education at bachelor, master and PhD 
level. The Rector Assembly of the university colleges announced the following aims 
to be achieved by 2015:

•    To provide educational programmes based on applied research and development,  
•   To provide training at bachelor, master and PhD level,  
•   To aim for 20 % of university college faculty to have a PhD degree,  
•   To achieve recognition as institutions carrying out applied research,  
•   To obtain the right to recruit staff responsible for carrying out research,  
•   To offer PhDs in collaboration with universities,  
•   To obtain government funding to support applied research.    

 Most of these aims were reached in 2013. However, university colleges still may 
not offer courses at master level and award PhD degrees. 

 These developments mean that higher education is currently offered by four 
types of higher education institutions:

    1.    Academies of Professional Higher Education offering professionally oriented 
short degree courses (academy profession degree),   

   2.    University Colleges offering professionally oriented degree courses (profes-
sional bachelor degree),   

   3.    University level institutions offering bachelor, master and PhD degree courses in 
subject fi elds such as architecture, design, music and fi ne and performing arts 
(bachelor, master and PhD degree),   

   4.    Research universities offering bachelor, master and PhD degree courses in all 
academic disciplines.     

 Overall, the merging process has resulted in high concentration and centralization 
in the higher education area. The universities and university colleges have become 
competitors for research funding from Government. However, these developments 
also point towards an increasing degree of research-based teaching in higher 
education as a whole.   
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4.3     Developments in Management of Higher Education 
Institutions in Denmark 

 In 1971, a Government Act for universities and university colleges was adopted in 
Denmark. Until that time, the government of universities had been the concern of 
the professors on the university senates, faculty boards and study boards, since the 
universities had managed to maintain their tradition of faculty-based management 
and autonomy from the state. With the Government Act, universities became subject 
to public control. Professors now had to give up their exclusive right to decide on 
how to run universities, and students and junior staff achieved signifi cantly greater 
infl uence than before. 

 Through a revision of the Government Act in 1973, students gained 50 % repre-
sentation on the study boards. In senates and on faculty boards, students gained 
25 %, technical and administrative staff also gained 25 %, while faculty had 50 % 
representation. The Government Act meant that all faculty members and teachers 
now had equal rights to participate in decision-making processes regardless of their 
job category (Hansen  1997 , p. 40). The introduction of the Government Act can be 
understood partly in the light of the Danish student rebellion in 1968 and student 
demands for the abolition of professorial control, and partly in the light of public 
interest in the modernization of the universities. Such modernization, it was 
assumed, required that junior staff and students gained more infl uence, and that the 
state developed an instrument that could be used to regulate the universities (Hansen 
 1997 , p. 40). 

 The introduction of the Government Act meant that the universities abandoned 
management based on the principle of ‘primus inter pares’. The new act determined 
that university management was in the hands of potentially confl icting interests 
(academic staff, students and administrative staff). The assumption was that an 
internal coalition formation and representation of specifi c group interests would 
improve academic functioning and performance (Degn and Sørensen  2012 , p. 79). 

4.3.1     From Democratic Governance to One-Tier Management 
and New Public Management 

 By the late 1970s, management of the public sector in Denmark was being accused 
of being expensive, bureaucratic and ineffi cient. Under the heading ‘modernization’ 
a restructuring process was initiated with a gradual implementation of a new system 
of fi nancial operations and the introduction of new forms of management. At this 
point, objectives and resources in the public policy of modernization were ambigu-
ous and complex. The modernization efforts of the 1980s were aimed primarily at 
streamlining and rationalizing public institutions in order to reduce the level of 
spending in the public sector. In the 1990s, the goal of public modernization became 
‘negative growth’. Restructuring of management and organizational structures was 
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implemented in order to improve effi ciency of public services. The aim was also to 
improve people’s experience of public services and to guarantee the fl exibility of 
the organizations and their ability to evolve (Andersen et al.  2007 , pp. 10f.). The 
inspiration for modernization in the 1990s increasingly was derived from the prin-
ciples of New Public Management. This concept is characterized by the attempt to 
implement organizational, managerial and human resource policies inspired by the 
private sector. Emphasis is placed on output management, performance metrics and 
a reorganization of the relationship between local and central government. 

 A new University Act in 1993 introduced a one-tier management structure and 
external representation in the senates and faculty councils. However, the government 
of the universities was not changed decisively until the Danish Parliament adopted 
new University Acts in 2003 and again in 2011. Universities were now established 
as independent institutions with boards that should have an external majority, with 
one-tier management and with rectors, vice-rectors, deans and heads of departments 
who should be employed under contract. The former rights of collegiate bodies to 
make decisions were abolished, but it was required that the university boards should 
seek to develop internal procedures to ensure that leaders would involve faculty 
members, staff, and students as advisers in the decision-making processes. 

 The changes in organization and management refl ect a new view on the role of 
universities in society. Increasingly, their role is presented as an important element 
in Denmark’s attempt to compete in a globalized market, where the country’s com-
petitiveness must be based on a highly educated workforce with clear links between 
science, higher education and business. One can identify a double discourse that 
challenges the traditional discourse on research and education. The new discourse 
fi nds its political legitimacy in the discourse of globalization and in the derived 
discourse of growth and innovation. It fi nds its organizational expression in the 
models approved by the New Public Management wave (Aagaard and Mejlgaard 
 2012 , p. 7). In this context, one may refer to a denunciation of the social contract 
between politics and science. This contract was based on the assumption that the 
internal quality assurances by science itself would ensure optimal social benefi ts of 
public research and education. In place of this, a new social contract has been intro-
duced. Increased funding for public research should be matched by knowledge that 
will directly contribute to economic growth and social development. Furthermore, 
increased funding for education should target community and business needs more 
effi ciently. The production of knowledge and education must be documented to 
both the political system and the taxpayers who fi nance the operation. There is an 
increased emphasis on value for money, accountability, transparency, effi ciency and 
effectiveness (Aagard and Mejlgaard 2012, p. 16). Kristensen ( 2007 ) makes the 
point that there has been a transition from collegiate autonomy to independent but 
economically controlled and tightly managed service universities:

  In short, the idea of a (more or less) publicly regulated university that is designed to 
accommodate and meet societal needs (…), and a university that for this purpose must 
submit its operation to a thorough business logic and transform itself into a management 
university that is able to compete in an increasingly globalized market. (Kristensen  2007 , 
p. 16 [my translation]) 
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4.4         Developments in Management of Higher Education 
in Denmark 

 Over a relatively long period, some of the basic rationales in Danish educational 
planning have been expressed as follows:

•    To educate as many as possible as quickly as possible with as low drop-out rates 
as possible,  

•   To make the education system fl exible by modularization of study programmes and 
built-in opportunities to study across the different parts of the education system,  

•   To strengthen the individual’s effective use of the system,  
•   To enhance stakeholder infl uence and cooperation with employers,  
•   To match output with labour market needs,  
•   To enhance the effi ciency of institutions,  
•   To develop the quality of educational programmes,  
•   To internationalize education. 
  (Andersen and Sommer  2003 , pp. 52f.).    

 The educational initiatives of successive Danish governments have been strongly 
infl uenced by cooperation at a European level and not least by cooperation within 
the EU. This collaboration points towards increased harmonization among educa-
tional systems. Within the higher education area, The Bologna Declaration has been 
the basis for a comprehensive harmonization of higher education. The Bologna 
Process is a cooperative effort initiated by a number of European Ministers of 
Education in 1999 on a voluntary basis. The goal was to develop Europe as a com-
mon area of higher education, where scholars and students should be able to move 
freely across borders. The Bologna Process has been developed continuously and a 
series of communiqués have been published, spelling out the following objectives: 
comparable qualifi cations, a degree structure with bachelor, master and PhD 
degrees, a common credit system based on the European Credit Transfer System 
(ECTS), removing obstacles to mobility for faculty members and students, the 
development of quality assurance, and strengthening of the European dimension in 
higher education (Christiansen et al.  2013 , pp. 35f.). 

4.4.1     From Qualifi cations to Competence and Lifelong 
Learning 

 Under the infl uence of changes in the global educational discourse, the Danish edu-
cational discourse has also changed signifi cantly. From the 1960s to the early 1990s, 
the discourse was dominated by a concept of qualifi cations. On the one hand, this 
qualifi cation concept referred to types of knowledge and skills linked to those 
required in the labour market. This kind of qualifi cation can be assessed through 
qualifi cation analysis. On the other hand, the concept referred to the knowledge and 
skills produced by the educational system, which can be documented by examina-
tions (Andersen and Iversen  1995 , pp. 16ff). 
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 According to Hermann ( 2003 ), the concept of competences replaced the concept 
of qualifi cations in the early 1990s. It began with Human Resource Management 
thinking, but in the 1990s it also played a signifi cant role in the various moderniza-
tion programmes of the Danish government. In contrast to the concept of ‘qualifi ca-
tion’, the concept of ‘competence’ refers to the translation of internal, personal 
dynamics (attitudes, will, emotions, values) as well as knowledge and insight into 
specifi c situations where specifi c problems or specifi c challenges are to be dealt 
with (Hermann  2003 ). Both the concept of qualifi cations and the concept of compe-
tence are linked to the development of society’s wealth by matching supply and 
demand for skills and knowledge. However, with the introduction of the concept of 
competence, the focus shifts to personality as something that must evolve and 
change throughout life. 

 In Denmark, the conceptual development started with a simple concept of skills 
(skilled and unskilled work). The concept of qualifi cations was introduced at a time 
when the relationship between the individual and work requirements had become 
challenging on a societal scale. The concept of competence was then introduced 
when a narrow focus on the development of knowledge and skills was felt to be an 
insuffi cient basis to support the development of production and services, i.e. when 
a demand had evolved for the use of all human capacities in the service of work 
(Andersen  2013 , p. 10). At that time lifelong learning replaced the discourse about 
education and training as something to fi nish rather early in life that would provide 
the individual with skills to last a lifetime. In order to use all human capabilities, all 
structures contributing to the facilitation of learning processes in society must be 
activated. This applies to educational institutions in that they should offer courses 
that can be used by participants at different times in their career. It also applies to 
work and recreational organizations in that they may be transformed into learning 
organizations. Finally, it applies to individuals, who are assigned the responsibility 
of transforming not only knowledge and skills but also themselves in a lifelong 
change project (Andersen  2013 , p. 11). 

 Currently both the concepts of qualifi cations (knowledge and skills) and of com-
petence are in use. The European Qualifi cations Framework for Lifelong Learning 
is both output- and level-oriented (European Parliament and Council  2008 ). The 
framework characterizes the qualifi cation and competence levels through a taxo-
nomic description of learning outcome. This contrasts with the past, when gradua-
tion requirements were described in terms of various curricula that the student 
should be able to master in an examination situation. The output orientation in the 
Danish Qualifi cations Framework for Higher Education is expressed by the fact that 
it focuses on the qualifi cations and competencies that a student must be able to 
demonstrate after completion of a learning process at a given level. The key ele-
ments in the course descriptions such as admission requirements, academic progres-
sion, teaching and learning methods, and test and examination requirements are all 
formulated to ensure the realization of the learning outcome. 

 In the Danish Qualifi cations Framework, the concept of ‘competency profi le’ is 
the overarching concept for qualifi cations and competences, and the concept of 
qualifi cations is divided into knowledge and skills. This means that the competency 
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profi le for a specifi c programme establishes a comprehensive framework for the 
description of knowledge, skills and competences for all elements of the programme 
and for the learning outcome. In the Framework, the concept of ‘knowledge’ refers 
both to knowledge about a topic and to an understanding of the topic expressed by 
the ability to contextualize the knowledge. The concept of ‘skill’ refers to the practi-
cal, cognitive, creative or communicative performance of a person. The notion of 
‘competence’ refers to the person’s ability to apply knowledge and skills in a study 
or work situation (Andersen  2013 , pp. 10f.). One might say that the Qualifi cations 
Framework builds on the idea that the scientifi c disciplines are transformed into 
subjects and that the theories and methods of the subjects form the basis of the 
knowledge and skills that students should acquire. In order to use the knowledge and 
skills in a study and business context, there is a need for competences, i.e. personal, 
social and communicative qualities that can be used to realize the knowledge and 
skills in concrete situations – including the ability to manage processes, collaborate, 
and take responsibility for personal learning.  

4.4.2     Accreditation and Quality Assurance 

 In 2007, the Danish Government stipulated by law that the earlier ministerial approv-
als of higher education should be replaced by accreditation. This decision was inspired 
by guidelines from the EU. The basis for the accreditation included the Danish 
Qualifi cations Framework. Moreover, the accreditation is based on guidelines drawn 
up by the European Association for Quality Assurance in Higher Education (ENQA), 
which has received European support to develop a common paradigm based on 
explicit standards and guidelines for quality assurance in higher education (Thorslund 
and Andersen  2012 , p. 62). Initially, two separate institutions were established to 
accredit, respectively, professional educational programmes (The Danish Evaluation 
Institute) and university education (ACE Denmark). Both institutions considered 
accreditation applications and made recommendations to the Accreditation Council. 
Work on the accreditation of university programmes was organized with self-assess-
ment reports and review panels that made visits to the universities and prepared 
accreditation reports. Accreditation was made on the basis of predetermined criteria, 
called criteria pillars. They include: (1) Need for the programmes, (2) Research-based 
teaching, (3) Competency profi le and educational objectives, (4) Structure and orga-
nization, and (5) Ongoing quality assurance. Accreditation is granted both for existing 
programmes and in terms of the approval of new ones. 

 In 2013 it was decided to phase in a new model for institutional accreditation 
instead of the model for accrediting courses of study. For existing study pro-
grammes, this implies that the higher education area must develop quality assurance 
policies, systems and procedures, and that these must be accredited. On the other 
hand, new programmes will continue to be accredited centrally with particular focus 
on assessing employment opportunities. As the responsibility for the professional 
colleges and universities was united in one government department in 2013, it was 
decided to introduce the same accreditation system for both types of institutions.   
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4.5     New Management Regimes and the Quality 
of Higher Education 

 The Bologna process has resulted in a much stronger focus on the educational 
activities of the universities. The pressure on public fi nances and the introduction of 
new management ideologies such as New Public Management has sharpened the 
political focus on accountability (registration and monitoring systems), value for 
money (production-based funding and focus on completion times and dropout 
rates), as well as quality assurance and employability (accreditation of existing and 
new study programmes, documentation of graduates’ employment opportunities, 
and strong relationships between universities and employers). The motto is ‘more 
for less’ with a signifi cantly increased focus on employability in relation to the 
existing labour market. This may confl ict with the development of academic quality 
and long-term skills development. Some argue that Denmark has gone to great 
lengths in the adaptation of university education to business requirements compared 
to other European countries. 

 The division into bachelor, master and PhD courses is a direct consequence of 
the adaptation to the Bologna process. In Denmark, the number of graduates at the 
PhD level has increased signifi cantly. This means that the required level of research 
in graduate programmes has been lowered. At the same time Government has put 
pressure on faster completion rates in the master courses, and imposed strict formal 
requirements for theses, including reducing the number of pages of a thesis. This 
goes hand in hand with the introduction of a new grading scale, which no longer 
operates with a highest score to honour independent studies measured on a scientifi c 
scale. Instead, the quality of student work is measured in relation to the extent to 
which it corresponds to the pre-formulated output requirements in the competency 
profi le of the study programmes. 

 Generally, the Bologna process has led to a homogenization of educational struc-
tures and to a standardization and harmonization of educational models and quality 
work at the European universities. From a Danish point of view this may be under-
stood as a somewhat contradictory process, that has helped to raise the average 
quality of university education, but that also implies a tendency to lower the aca-
demic level of ambition in the bachelor and master programmes.     
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              The spirit of the times was crucial. In the early ‘70s, everything could be done, things had 
to change, now was the time. (Hansen  1997 , p. 29, cited conversation with Børge 
Klemmensen [my translation]) 

5.1       Introduction 

 This chapter describes the background for the establishment of Roskilde University, 
and traces its history over the fi rst four decades. The focus will be partly on the 
interaction between the university and broader society and partly on the internal 
developments at the university. Since its inception in 1972, Roskilde University has 
evolved from being a key innovative creation in the higher education system, in 
many ways ahead of its time, to become a university that today is recognized as an 
important educational alternative in the university world. We highlight the historical 
background of the founding of the university, with a particular focus on the inter-
play between its institutional and structural framework, and the development of the 
pedagogical ideas underlying the study programmes. The basic view is that the 
change process can best be understood through a presentation of the historical 
development of the interplay between, on the one hand, the university and the 
 outside world, and on the other hand, various interests and points of view within the 

mailto:siig@ruc.dk


64

university (see also Chap.   4    ). Furthermore, the basic tenet is that pedagogical and 
didactic ideas do not exist in a vacuum as they are heavily dependent on the organi-
zation of the studies, the character of the research, and the quality of the study 
environments at the university. We conclude the chapter by describing the back-
ground to the current situation, as the university sets new goals for organizing 
 teaching, as well as for programme structure and content.  

5.2     The Background 

 The original name of Roskilde University was Roskilde University Centre. The 
University Centre was established in 1972 on the basis of the ‘Outline for the 
Development of Higher Education in the Period up to 1980’, prepared by the Planning 
Council for Higher Education, and drawing on the work of the so-called Centre 
Committee (see also Chap.   4    ). The new university centre was conceived as an initial 
realization of political and ministerial visions for new educational centres in Denmark 
which were to include middle-range professional and higher academic education. 
Furthermore, the new university centre was meant to relieve the University of 
Copenhagen, which had insuffi cient capacity for accommodating the number of 
 students that the Government wanted to give access to higher education (Fig.  5.1 ). 

 A former professor at the University of Copenhagen and Member of Parliament was 
appointed Rector of Roskilde University Centre. His personal experiences from the 
U.S. made him strongly in favour of broad basic entry programmes at the universities, 
and of problem-oriented, interdisciplinary and participant-directed project work. 
Following the appointment of the new Rector, The Ministry of Education set up an 
interim steering committee that was made up of the Rector, three academics each 

  Fig. 5.1    Aerial view of Roskilde University showing the original layout with some later 
additions       
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responsible for one of the three main study areas (humanities, social sciences and natu-
ral sciences), a chief librarian, an administration manager, and a representative of the 
Danish Student Federation. The steering committee had 22 months to plan for the new 
university: buildings, courses, recruitment of faculty members and other staff, and stu-
dent enrolment (Hansen  1997 , p. 53). Based on the preparatory work the Ministry set 
up three interim study boards to prepare reports providing guidelines for designing the 
three basic types of study programme at Roskilde University Centre.

   At the time, the educational and pedagogical foundations for the new educational 
centre were controversial. A ministry committee published a report in 1970 propos-
ing new basic study programmes in social sciences. The report proposed that the 
study programmes should be based on the established disciplines and subject divi-
sions in a model that deferred the choice of certain subjects (Hansen  1997 , p. 42). 
In response, the Danish Student Federation drafted an alternative model based on 
problem-oriented, interdisciplinary and participant-directed project work, a new 
role for the faculty members in providing students with assistance in problem solv-
ing, and a principle of no examinations, i.e. that the students’ work should be 
assessed by internal evaluations. The students’ ideas were inspired by the German 
student movement. At the end of the day, the student proposals were implemented 
in the establishment of Roskilde University Centre. The general principles involved 
2-year ‘basic study programmes’ that would be continued for 3 years in ‘superstruc-
ture study programmes’. Studies would primarily be organized as problem-oriented, 
interdisciplinary and participant-directed project work in accordance with the ideals 
of research projects. 

 The studies were basically organized as nine project groups with seven partici-
pants in each group, i.e. a total of 63 students in each physical unit which was called 
a ‘house’ (for a detailed description see Chap.   6    ). Each group would have its own 
group room in the house, there would be a larger room for all groups, a kitchen with 
cooking facilities, and a printing room with printing machines for reproducing proj-
ect reports (see Fig.   12.1    ). Each of the six faculty members who were allocated to the 
house would have his or her own offi ce, the house would have a secretary, and the 
house was to form the physical and organizational framework for the ongoing joint 
planning and coordination of study and social activities. Faculty members would 
primarily act as project supervisors and study counsellors. The students’ project work 
would partly be assessed by internal evaluations, where faculty members and stu-
dents would engage in ongoing dialogue, and partly through a fi nal presentation 
seminar where students were required to present their project reports to their fellow 
students in the house, allowing each project group to provide answers to constructive 
criticism from the other students (Nielsen et al.  1997 , p. 60) (Fig.  5.2 ).

   The Planning Council endorsed the principles of problem-oriented, interdisci-
plinary and participant-directed project work, and accepted that there should be a 
strong emphasis on continuous internal assessment of student work. The Planning 
Council expressed concern regarding the rejection of externally assessed exams and 
the absence of a common evaluation system. Nonetheless, the Council decided that 
the planning was to proceed, but with the allocation of experimental status to the 
new university centre, meaning that it would be closely monitored, and that adjust-
ments could be expected if developments proved problematic.  
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5.3     Implementation of the Basic and Superstructure 
Study Programmes 

 The realization of the new basic study programmes revealed some of the strengths 
and challenges of implementing a new educational model and new pedagogical 
 ideals for university education. In practice, the implementation of the Roskilde 
Model became a challenging learning experience for all participants. Various evalu-
ation reports identifi ed the following general issues:

•    A contrast between the students’ former learning experiences and the demands 
made at Roskilde University Centre for autonomy and interpersonal skills,  

•   A contradiction between the faculty members’ background in the academic 
 disciplines and the demands placed on them when asked to supervise interdisci-
plinary project work,  

•   A contrast between, on the one hand, the relatively vague ideas about study orga-
nization that were formulated in the reports from the interim study boards, and, 
on the other hand, the requirements of project work in practice and the organiza-
tion into houses as physical and social environments for the study activities,  

•   Diffi culties for the students in giving and receiving constructive criticism in 
group work and in plenary sessions (Nielsen et al.  1997 , p. 74ff.).    

 However, the general impression of the new basic study programmes was that 
Roskilde University Centre had succeeded in making studying more democratic. 
The house and group organization were seen as crucial factors for this success. The 
new University Centre had also succeeded in implementing new pedagogical 
 principles that were markedly different from the pedagogical ideas of the other 
Danish universities. Furthermore, there was much greater emphasis on social equity 

  Fig. 5.2    Project work in the 1970s       
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in student enrolment than ever seen before at other Danish universities (Nielsen 
et al.  1997 , p. 80f.). 

 The governance principles of Roskilde University Centre were formalized in 
1972. In 1973, with the adoption of the new Government Act for all universities in 
Denmark, a few minor corrections were made (see also Chap.   4    ). The University 
Centre had a Senate as its highest authority, and councils for the three main  academic 
areas, which would decide on the distribution of economic resources. The University 
Centre also established study boards responsible for each of the three basic study 
programmes, and a central study board responsible for the new superstructure 
 programmes (Hansen  1997 , p. 73). 

 In 1973, the Ministry published a report describing the common academic and 
pedagogical principles for the three basic study programmes at Roskilde University 
Centre: students should be able to analyse the societal functions for which the study 
programmes qualifi ed them, they should be able to combine theory and practice, 
and they should be able to communicate their academic knowledge to non- 
professionals. The report confi rmed the principles of interdisciplinary, problem- 
oriented and participant-directed project work (Nielsen et al.  1997 , p. 82). 

 In the spring of 1974, plans for the superstructure courses were completed and 
approved by the Ministry. The curricula were developed jointly by the faculty mem-
bers and representatives of the (prospective) employers. The same year, the fi rst stu-
dents started on the superstructure programmes. These were (a) a one and a half year 
programme that qualifi ed students for social work, (b) two 3-year interdisciplinary 
postgraduate programmes in Technological and Societal Planning and Public 
Management respectively, and (c) a number of programmes where the  students had 
to combine 2 subjects of 18 months each (three semesters) to obtain a graduate 
degree that qualifi ed them for teaching in high schools. It was possible to combine 
the following subjects: Danish, English, German, French, History, Social Sciences, 
Mathematics, Physics, Biology, Geography, and Computer Science. To become a 
high school teacher, the student also had to complete a 6-month practice period 
(Hansen  1997 , p. 116). The original plan was to integrate general teacher training 
into the new university centre, but this plan was rejected by the Ministry. The reason 
was probably a combination of reports claiming that the university centre had become 
too left-wing politically, and the fact that existing teacher training institutions were 
lobbying to prevent the introduction of teacher training at the universities. 

 The superstructure programmes were organized on the basis of socially relevant 
themes where students from different subjects completed projects within a common 
thematic framework, under the guidance of faculty members with different 
 disciplinary backgrounds. The idea underlying the themes was that they should con-
stitute the basic framework for the students’ interdisciplinary project work as well 
as for the faculty members’ interdisciplinary research. It was also envisaged that 
study and research should be in direct and reciprocal interaction. The fi rst themes 
were: (1) The Social Development of Science and Technology in the Industrial 
Society, (2) Economy, State and Planning, (3) Working Class History and 
Consciousness, and (4) Socialization, Education and Society (Fig.  5.3 ).

   The organization into ‘houses’ was continued in the superstructure. Many of 
the students’ projects were interdisciplinary, involving two chosen subjects and 
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implying that they would work on their projects for two and sometimes three 
semesters instead of the one semester scheduled. The syllabus was limited and 
mostly optional. Whereas the students in the basic programmes had an internal 
evaluation on completion of their projects, the students in the superstructure had 
to pass an examination assessed by both internal and external examiners (see Sect. 
  13.1     for the institution of external examiners). The experiences of evaluative 
problem formulation seminars and midterm seminars from the basic programmes  
led to these features being introduced in the superstructure programmes.  

5.4     The External Rectors: The Reorganization 
of Roskilde University Centre 

 In 1974, Roskilde University Centre ran into a political storm, as the then former rector 
criticized the basic study programme in social sciences. He alleged that the academic 
level of the university was too low, and that some of the infl uential faculty members 
were agitating for leftist views. Against this background, the Minister of Education 
demanded that the basic study programmes should be reorganized. The requirements 
for reorganization resulted in major internal confl icts within Roskilde University 
Centre as well as between the University Centre and the Ministry of Education. In 
1976, these confl icts led to the decision that the University Centre should be placed 
under the administration of an external body of rectors that was empowered to amend 
all decisions in the governing bodies and the decisions taken by the internal rector. 

  Fig. 5.3    A mixture of collaborative studies and social activities in one of the  programmes (1970s)       
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In Parliament, the right-wing parties demanded that Roskilde University Centre 
should be closed. This proposal, however, was rejected by a one- vote margin. 

 The following years were turbulent. Two hundred students from the basic 
humanities programme boycotted the examination. The reason was that the external 
rectors had decreed the introduction of new forms of examination that did not follow 
the examination regulations. First the students were expelled from the university 
centre, but as a result of nationwide student actions they were then re-admitted. The 
external rectors demanded that as of autumn 1977 no further students should be 
admitted to the basic study programme in social sciences until the reorganization of 
Roskilde University Centre had been completed (Fig.  5.4 ).

   After many internal discussions and student actions that same year, a group of fac-
ulty members started negotiations with the body of external rectors on the normaliza-
tion of the governance of the University Centre. The faculty members reached a joint 
proposal for a comprehensive reorganization. The proposal contained four elements:

    1.    The establishment of fi nancially independent departments for each main subject,   
   2.    The admission of students to the basic social science programme,   
   3.    The creation of new superstructure programmes,   
   4.    The downgrading of the capacity of the body of external rectors to intervene in 

Roskilde University Centre’s internal decisions (Hansen  1997 , p. 187).     

 The external rectors accepted the proposals, except for the proposal to admit 
students into the basic social science study programme. In response, the rector of 
Roskilde University Centre proposed that students should be admitted 6 months 
later, i.e. in the spring semester of 1978. The entire proposal came to a vote among 
faculty members, and was adopted by a very close margin (Hansen  1997 , p. 190). 

  Fig. 5.4    Student demonstration in the 1970s       
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 In October 1977, the body of external rectors proposed new regulations for 
Roskilde University Centre, and these were approved by the Ministry of Education 
2 months later. Nine departments were established and the councils of the main 
academic areas were abolished, a decision that was based on assessments by exter-
nal experts who stated that this organizational structure would discourage the inter-
disciplinary nature of the University Centre (Hansen  1997 , p. 198). 

 Many faculty members and students perceived the establishment of departments 
based on single disciplinary fi elds as a move towards a more traditional organization 
of the fi elds of study, as it would mean that faculty members’ research would be 
rooted in relatively narrow academic disciplines. The formation of departments 
meant that teaching on the superstructure programmes became tied to specialized 
academic fi elds. These programmes would no longer be linked to the house themes 
as their primary setting. Simultaneously with the introduction of the new regula-
tions, it was decided to develop new programmes. A programme in Media (later 
Communication Studies) was thus established in 1978, and in 1979 a psychology 
teacher training programme was established (Hansen  1997 , p. 210). 

 In 1977, the external rectors decided that all students from the basic humanities 
programme had to choose at least one language course at the superstructure level. 
They also decided that students from the basic humanities programme could no 
longer choose to study social work. They pointed out that the humanities study pro-
gramme had evolved in a direction that came too close to social science, which was 
at the expense of core skills in the humanities (Hansen  1997 , p. 211). This decision 
turned out to have quite serious consequences. The number of student applications 
to the basic humanities programme dropped drastically because of the restrictions 
on the choice of subjects. In the light of this, the body of external rectors withdrew 
its decision (Fig.  5.5 ).

  Fig. 5.5    The body of external rectors. From  left : Social science professor Jørn Henrik Petersen, 
historian and archivist Erik Stig Jørgensen, and veterinarian Jørgen Baltzer       
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5.5        The ‘Broad Outline’: State Management 
of the Educational Profi le of Roskilde 
University Centre 

 In November 1981, the Ministry issued the so-called ‘Broad Outline’ as a proposal 
for the future academic profi le of Roskilde University Centre. The ‘Broad Outline’ 
was grounded in poor employment prospects for high school teachers and social 
workers. It was proposed to discontinue a number of study programmes, and even 
to reduce the teaching at the University Centre to two main areas (Natural Sciences 
and Social Sciences) or to just one main area (Social Sciences). Roskilde University 
Centre protested against the ‘Broad Outline’, and received support from the other 
universities because they regarded this initiative as a general threat to the autonomy 
of universities (Hansen  1997 , p. 232). These reactions led to the Ministry withdraw-
ing the ‘Broad Outline’. Instead, the Ministry established a contact committee with 
representatives of the Ministry and the University Centre to coordinate future plan-
ning. Concurrently, the Minister of Education decided that the governing bodies of 
Roskilde University Centre should be given back control (Hansen  1997 , p. 237). 

 Before the contact committee had completed its work, however, there was a 
change of government. The new Minister of Education formulated a comprehensive 
proposal which included the abandonment of the basic humanities programme, the 
discontinuation of a number of subjects oriented towards teaching in high schools, 
as well as the closure of the social work programme. The fate of Roskilde University 
Centre was now once again on the parliamentary agenda. This time the opposition 
voted down the proposal. 

 The contact committee completed its work in 1984, and recommended that 
the teacher training programmes in Social Science, Biology and Psychology 
should be abolished as well as the programme in Social Work. The committee 
also recommended setting up new programmes in Business, Business Data 
Processing and Environmental Biology (Hansen  1997 , p. 245). According to the 
recommendations, it should still be possible to combine the remaining pro-
grammes to enable a student to qualify for high school teaching. It should also 
be possible to combine programmes not directed at high school teaching. In this 
way Roskilde University Centre introduced a general ‘combination model’ as 
the cornerstone of the educational structure. As a consequence, the students now 
had the opportunity to compose their academic study programme from a wide 
range of options (Hansen  1997 , p. 250). However, the generalized combination 
model also involved the problem that faculty members would only be responsi-
ble for teaching their own subject, which accounted for only half of each com-
bination in the superstructure, i.e. the organizational framework for the last 3 
years of study. 

 From its humble beginning in 1972 to the mid-1980s, Roskilde University Centre 
had undergone a development from threats of closure and confl icts to a general 
acceptance as a university equal to others. It had also been able to maintain its edu-
cational model with (a) 2-year basic courses and 3-year courses in the superstructure, 
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(b) a deferred choice of subjects, (c) three main academic fi elds, (d) options for stu-
dents to compose their own combinations of programmes across the main  academic 
fi elds, and (e) problem-oriented, interdisciplinary and participant-directed project 
work. At the same time, the University Centre had been subject to fundamental 
changes with respect to its academic profi le, faculty-student cooperation, and the link 
between research and study programmes. 

 To widen access for people at work, Roskilde University Centre established 
an Open University in the late 1980s. It also established PhD courses and an 
international version of the basic humanities study programme with the 
 enrolment of both Danish and foreign students. This initial international 
 programme was later supplemented with international basic programmes in the 
social and natural sciences. The University Centre also established a so-called 
Science Shop which would facilitate contact between student groups and 
groups outside the university, by inviting the external groups to advertise for 
project groups to conduct studies or developmental work in companies, organi-
zations, or civil society. 

 In 1988, one of Denmark’s major newspapers conducted a survey of how busi-
ness rated universities, and Roskilde University Centre came in fi rst place. In spite 
of all its internal confl icts, this rating was generally perceived by faculty members 
and students as an endorsement of the University Centre’s educational, academic 
and pedagogical model for producing qualifi ed graduates.  

5.6     Roskilde University Centre as a Recognized 
Alternative University 

 I 1993, the Danish Parliament passed a new University Act that established a 
one- tier governance structure (see also Chap.   4    ). The Rector was given responsi-
bility for all activities at the university, whereas the infl uence of the Senate was 
limited. The Act also gave the heads of department enhanced powers to assign 
faculty members specifi c tasks (Degn and Sørensen  2012 , p. 62). However, the 
University Act did not negate the principle that university leaders should be 
elected. Roskilde University Centre implemented the regulations of the new Act, 
but did not, however, implement the organizational model with faculties headed 
by deans. 

 In the 1990s, Danish educational policy focused strongly on the educational 
structures in higher education. It was decided that the universities should adopt the 
Anglo-Saxon model with a distinction between 3-year bachelor courses, 2-year 
master courses and 3-year PhD courses. This was a challenge for the educational 
model of Roskilde University Centre which consisted of 2-year basic programmes 
and 3-year superstructure programmes. The University Centre chose to retain the 
original structure, but adjusted the basic programmes to align ‘formally’ with 
the national academic requirements for the bachelor level by introducing a new 
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distinction between bachelor and master programmes. The educational model now 
consisted of three levels: the basic study programmes (2 years), the bachelor mod-
ules (1 year) and the master modules (2 years). This meant that the students had to 
complete a basic programme as well as a required bachelor module (3 years of 
study in total) to obtain a bachelor degree. However, it was decided that the bach-
elor modules should not be orientated narrowly towards vocational skills and the 
labour market. Instead, the emphasis should be on methodological and generic 
skills (Hansen  1997 , p. 280). 

 As late as in 1995, Roskilde University Centre received its fi rst Ministerial Order. 
This confi rmed its pedagogical and educational profi le, but also laid down stricter 
requirements for the academic coherence and progression of the courses and their 
pedagogical organization. At least    half of study work in the basic programmes 
should consist of courses and related activities. Previously, the rule had been that at 
least half of the study activities should be project work (Hansen  1997 , p. 315). 

 Until the adoption of the Ministerial Order, the discussions at the University 
Centre pointed to a number of internal disagreements on its educational and organi-
zational structure. Some faculty members and students preferred 1-year basic study 
programmes, while others preferred to maintain the 2-year basic programmes. Some 
wanted students to be allowed to study a single subject in their bachelor courses, 
while others preferred that the students should be obliged to study two subjects. 
Finally, some thought that Roskilde University Centre should implement a faculty 
structure similar to that of other universities, whereas others preferred to maintain 
the existing structure without faculties. The discussions did not result in immediate 
change, but pointed to some latent contradictions which also came to infl uence 
developments at the University Centre in the years to come. 

 At the same time, the pedagogical basis for the university was discussed, not 
with arguments to abolish the problem-oriented, interdisciplinary, and participant- 
directed project work, but as an attempt to develop and clarify the model in the light 
of experience. It was pointed out that (a) the students were unsure as to how much 
supervision time they would be assigned, (b) the role of the supervisor was practised 
in a variety of ways, which were not always equally effective, (c) there was a lack 
of knowledge of how to deal with group processes among both students and faculty, 
(d) some supervisors were not suffi ciently committed to the task of supervision, and 
(e) the study guidance was not always adequate. Furthermore, a survey showed that 
quite a large number of students worked individually on their projects, rather than 
in groups (Hansen  1997 , p. 301f.). As a result of this critical discussion, Roskilde 
University Centre launched a pedagogical investigation and a development project, 
and created a ‘University Pedagogical Training Unit’ (UniPed), which would mainly 
deal with the pedagogical training of faculty members (see also Sect.   8.7    ). 

 From the late 1990s and until 2006, developments at Roskilde University Centre 
were quite orderly. The educational model was retained, and the University Centre 
expanded its educational activities to new subject areas. The majority of the new 
programmes were integrated into the combination structure. New programmes were 
established in Journalism, Social Sciences, Performance Design, Health Promotion 
& Health Strategies, Philosophy & the Theory of Science, Culture & Language 
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Studies, Psychology, Pedagogy & Educational Studies, Medical Biology and 
Molecular Biology. The planning of a fourth basic course in the area of Humanistic 
Technology was also initiated. 

 In the anniversary publication on the occasion of Roskilde University Centre’s 
25th anniversary in 1997, the Rector took the opportunity to describe Roskilde 
University Centre as an alternative university which had been through many 
changes, but which had retained its pedagogical and educational core values (Jensen 
 1997 , p. 15).  

5.7     Reform of the Studies at Roskilde University Centre 

 In 2006, the Danish parliament passed a new ‘University Act’. It established 
universities as independent institutions within the realm of public administra-
tion. It also introduced new University Boards with external majority as the 
supreme authority of the universities, and it specifi ed that heads of universities, 
faculties and departments should no longer be elected by faculty members, staff 
and students. Instead, they should be hired on contract (see also Chap.   4    ). This 
meant that the former elected councils were stripped of their decision-making 
powers and transformed into purely advisory bodies (Degn and Sørensen  2012 , 
p. 67). The reform led to some confl icts at Roskilde University Centre, not least 
because the institution also faced budget cutbacks and a risk of job losses. The 
atmosphere of confl ict, however, was relatively quickly replaced by a more stable 
situation. 

 In 2008, Roskilde University Centre changed its name to Roskilde University, 
accepting that the idea of university centres would never be realized. In the same 
year, it was decided that the University would align fully with the divisions in the 
Bologna Model between bachelor, master and PhD courses. Already in 2006, the 
university introduced rules which formally adapted the educational structure to the 
Bologna model. This involved a redefi nition of the basic study programmes as basic 
units which were then included as part of the bachelor programmes. However, the 
governance structure was not changed as the University kept the separate study 
boards for the basic and superstructure elements. Now, the goal was to align the 
governance structure by implementing separate study boards for the bachelor and 
the master programmes. At the bachelor level, the University might have chosen just 
to implement study boards for each of the four main bachelor areas. However, both 
faculty members and students articulated an interest in more comprehensive 
changes. One proposal for change was to reduce the basic units to 1 year as an initial 
part of the 3-year bachelor courses, while another was to establish more specialized 
bachelor programmes, which in turn would be placed within the 3-year continuous 
bachelor academic environments to prevent students from changing academic envi-
ronments several times during their studies. 

 The new bachelor model was designed through a process that took place in 2009 
and 2010, and all faculty members and students were involved. The process opened 
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for constructive discussion of the numerous internal disputes among various groups 
about the educational structure. The result was a model that was viewed by a large 
majority as the best possible compromise. 

 The reform process was based on conditions signifi cantly different from those 
originally stipulated for Roskilde University Centre:

•    In each house for the basic programmes, there were now twice as many students 
(120) as when the University was established, but the same number of faculty 
members to handle project supervision and teaching.  

•   In 2006, the government had decided that group examinations would no longer 
be allowed at Danish educational institutions. Until then, group examinations 
had been used with great success at Roskilde University because this form of 
examination supported the key learning objectives of project work.  

•   The original Roskilde Model of continuous assessment of project work included 
problem formulation seminars and intermediate evaluation seminars, as well as 
fi nal internal assessments of project work in semesters without examinations. The 
seminars were attended by the project group and the group supervisor, and also by 
an opponent group with their supervisor. However, in all the basic  programmes 
this model was now changed and reduced because of a lack of resources.  

•   In all basic programmes, distinctions were made between broader interdisciplin-
ary basic courses and subject-oriented courses. However, there was no common 
practice with regard to whether such courses primarily should present an over-
view of an academic area or whether they should mainly support project work.  

•   With the establishment of departments, the faculty members were assigned 
offi ces on the department premises. Here, most of their research was conducted, 
and here they taught and supervised students during the last 3 years of their stud-
ies. Teaching in the basic programmes was undertaken by faculty members from 
several departments, and was not conducted in the premises of the departments. 
The result was that it seemed less attractive for faculty members to teach in the 
basic programmes, which were now no longer the setting for a particularly strong 
learning community of faculty members and students. Extensive use was made 
of non-permanent teachers, especially in the basic programme in Social Sciences.    

 In addition there were some challenges that had been highlighted by different 
groups at the University throughout the reform process:

•    Some suggested that the strengths of the problem-oriented, interdisciplinary and 
participant-directed project work were not communicated and developed suffi -
ciently to emerge as signifi cant competences in the view of students and 
employers,  

•   Some criticized the fact that the educational structure meant that the students 
achieved only short-term identifi cation with the academic environments in the 
departments,  

•   Some expressed concerns that the academic and social environment in the bach-
elor programmes was too weak,  

•   Some formulated a need to increase students’ academic and professional 
 methodological skills.    
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 On the other hand, there was widespread agreement on the strengths of the 
‘Roskilde Model’:

•    The broad academic nature of the basic studies and the possibility to defer sub-
ject choices,  

•   The interdisciplinary character of the studies,  
•   The great freedom for the students to combine subjects in the double degree 

programmes,  
•   The problem-oriented, interdisciplinary and participant-directed project work,  
•   The relatively close relationship between students and supervisors during project 

work,  
•   The study environment in the basic programmes where the students were 

assigned to the physical and social environment of a house for an extended period 
of time.    

 Further positive emphasis was placed on the fact that the bachelor programmes 
readily attracted new students, and that they had a low drop-out rate and a fast 
completion rate. 

 Roskilde University adopted a new comprehensive strategy in 2010, which also 
came to infl uence the reform process. According to the new strategy, the University 
needed to be further developed as a critical, socially committed, experimental univer-
sity with an international orientation within key areas. The university should have a 
solid foundation in interdisciplinary, problem-oriented and participant- directed proj-
ect work. The university should be characterized by a strong research base linked to 
the study programmes and a strong relationship between students and researchers. 
The university should also continually develop educational traditions, including 
project work, alternative teaching methods, and the relationship between these and 
project work. Furthermore, the evaluation culture and the examination methods 
should be developed to support the learning objectives in the best possible ways, 
and to enhance the students’ learning opportunities (Rektorsekretariatet  2010 ). 

 The organization of the new bachelor programmes took place from the autumn 
of 2010 to the summer of 2012. The organization of these programmes involved 
work in a wide variety of areas, including the regulatory framework, governance 
models, resource allocation, administrative organization, study guidance, course 
logistics, types of courses, course content, social and academic study environment, 
and methods of assessment and examination. The efforts resulted in the creation of 
four new bachelor programmes which enrolled their fi rst students in autumn 2012 
(see Chap.   6    ).     
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6.1                Introduction 

 The entrance level at Roskilde University consists of the four bachelor programmes: 
SAMBACH (the social sciences programme), HUMBACH (the humanities programme), 
NATBACH (the natural sciences programme), and HUMTEK (the humanities and tech-
nology programme). The fi rst three programmes are also offered in English as 
international bachelor programmes. All four programmes are 3-year programmes each 
with a common basic  interdisciplinary  one and a half year basic programme with built-in 
support for the students’ gradual specialization in two subjects. All four programmes are 
based on the four central pedagogical principles of  problem-orientation, interdisciplinar-
ity, participant-directed project work  and  exemplarity  as these principles are defi ned and 
discussed in Chap.   2     (see also Olesen and Jensen  1999 , pp. 16–17). 

 In this chapter we look specifi cally at how these principles are prominent in both 
the substance of the programmes and in the ways in which they are organized. We do 
so by giving a range of examples of how these principles come to the fore in the 
specifi c forms of teaching, supervising and in managing studies in the programmes. 
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As a basis for the discussions we give brief descriptions in Sect.  6.3  of each of the 
four programmes, underscoring their structural differences. Next, we organize the 
discussion thematically in Sect.  6.4  with regard to the principles of problem- 
orientation, exemplarity and interdisciplinarity, highlighting particular instances and 
examples of how these principles come into force in the four bachelor programmes 
as they are planned, carried out, evaluated and further developed. In Sect.  6.5  we 
discuss the practical organization of the bachelor programmes and in particular how 
this organization supports participant-directed project work. The chapter ends with a 
section on the relation of the bachelor programmes to society at large. 

 However, before proceeding to the application of the above mentioned princi-
ples, we compare the old bachelor programme model at Roskilde University 
(adaptations of the original 1972 model) with the recently implemented, new 
model of 2012. Following that, we discuss some of the differences in the ways in 
which the new model is being implemented across the four bachelor programmes 
at Roskilde University. 

 From early on in the university’s history, the study programmes at Roskilde 
University were devised with the deliberate intention of attracting students from a 
broader segment of society than that of the traditional universities. Within each of 
the main academic areas of natural sciences, humanities and social sciences, a 
2-year interdisciplinary basic study programme was designed to provide the stu-
dents with a broad interdisciplinary background before they moved on to studying 
more specialized subjects (see also Chap.   5    ). These broad entry-level study pro-
grammes, as well as the more specialized master programmes, were all based on the 
four overarching pedagogical principles mentioned above. The general idea, no less 
relevant today than it was at the outset in the 1970s, is that these principles not only 
cater for a broader segment of students that may not have the benefi t of a suitable 
cultural background for traditional, elite academics, but in fact also yield learning 
results that prove to be superior to more classical approaches based on traditional 
conceptions of learning (Illeris  1999 ). 

 In 2008, a fourth basic programme was established in Humanities and Technology 
(HUMTEK), and from 2012 the four basic study programmes have been adjusted to 
comply with the Bologna standards transforming them into full 3-year bachelor 
programmes. In Sect.  6.2  we look more closely at the development of the new bach-
elor model at Roskilde University. 

 As we shall see, the four principles are still very much in force in the bachelor 
programmes. In general, they imply that students themselves decide which prob-
lems they want to work with in their projects, and these problems guide the project 
work, including the decisions of which academic, scholarly or scientifi c disciplines, 
theories and methods to include in their projects. The principle of exemplarity bal-
ances the three other principles with general insights and the educational goals that 
the project work is meant to develop among the students. These principles were 
seen – and still are – as the general pedagogical answer to the challenge of forming 
a critical university that can produce university education of societal relevance 
(Christiansen  1999 , pp. 57–58). 

 The introduction of different forms of project work is a common element in 
modern reforms of university studies. A frequent argument used for the introduction 
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of project work is the expected positive effects on students’ motivation for working 
with the scientifi c and academic disciplines. An equally common argument against 
project work, on the other hand, holds that the coverage of curricula through project 
work is highly ineffi cient. 

 In our opinion, both these arguments miss the point. Problem-oriented project 
work can and should serve other educational purposes than traditional forms of 
teaching and should, therefore, not be seen as just a motivating but ineffective form 
of teaching scientifi c and academic disciplines to students. The educational value of 
project work goes beyond motivating students – even though project work may also 
have that effect. Instead, project work should be justifi ed and evaluated on the basis 
of clarifi ed educational goals. In general, if it is an educational goal that students 
should be able to formulate and investigate complex problems in collaboration with 
others, it follows that some form of problem-oriented project work seems appropri-
ate as a constituent of the study programme. Moreover, as we shall see, problem- 
oriented project work can serve high-level educational goals related to 
interdisciplinarity and to refl ection and criticism in general. 

 However, in academic university studies, project work cannot do the job alone. 
Course work where the students are introduced to and systematically trained in 
using concepts, theories and methods of the different scientifi c disciplines is an 
indispensable element of university studies. Project work and course work can be 
seen as complementary elements in our bachelor programmes. They play different 
educational roles and they are organized very differently. Although courses can take 
many different forms, in general the courses are directed by the teacher and orga-
nized according to the logic and tradition of the particular discipline. The activities 
for the students are planned by the teacher to support the students’ construction of a 
particular body of knowledge in the best way possible. 

 The 50-50 balance between project work and course work has been an important 
dogma for Roskilde University for many years. Of course one could argue that the 
ideal balance between project work and course work depends on the subjects under 
consideration. However, in the history of Roskilde University the dogma has proven 
to be very important for maintaining problem-oriented, interdisciplinary and 
participant- directed project work as the most important characteristic of Roskilde 
University education. In particular this has been the case in the 2012 reform. The 
balance between projects and courses were not part of the discussions even in this 
reform context where everything else was discussed. In the bachelor programmes 
the 50-50 dogma is applied even at semester level. In each semester, half of the 
students’ study work is devoted to student-directed and problem-oriented project 
work, while the other half consists of different forms of course work.  

6.2      Towards a New, Integrated Bachelor Model 

 As an early reform university, Roskilde University introduced a revolutionary 
entrance level study programme from the outset in 1972, i.e. the 2-year basic studies 
programme. The programmes were interdisciplinary, aimed at student participation, 
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problem-oriented project work and exemplarity (see also Chap.   5    ). After 2 years of 
studies, students would then move on to more specialized studies in the university’s 
superstructure programmes for 3 years in order to obtain master degrees in two 
subjects of equal weight or in some cases in one subject with double weight (see 
also Chap.   5    ). The bachelor degree did not exist in Denmark until the late 1980s, 
and the original model at the university was conceived as a 2 + 3 structure for all 
study programmes. For the sake of comparison, Fig.  6.1  shows the fi rst 3 years of 
the full master programme in the original model, i.e. what would later be trans-
formed into the Roskilde University bachelor programme model when the 3 year 
bachelor structure was superimposed on the basic studies. The new bachelor struc-
ture is shown in Fig.  6.2 .

  Fig. 6.1    The original model with programmes of four-semesters of basic studies followed by stud-
ies in two specifi c subjects under separate study regulations. For the sake of comparison the fi gure 
shows only the 1st year of the specialized programmes, i.e. in total the three 1st years of the pro-
gramme that would later be transformed into the bachelor programme model shown in Fig.  6.2 . In 
the original model, after two more years with the same structure as in the 3d year, the students 
completed their master education in the two chosen subjects       
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6.2.1        The 2012 Reform 

 The 2012 reform of the bachelor programmes was initiated with the main purposes 
of (1) implementing the Bologna model, (2) supporting the students’ earlier and 
gradual specialization and (3) making it easier for the students to specialize in two 
subjects from different branches of science. 

 The bachelor reform was organized as a bottom-up process where committees 
from each of the university’s four main academic areas provided ideas and sugges-
tions to a central steering committee assigned the task of arriving at a common 
model for the bachelor programmes. 

 The general structure arrived at for the bachelor study programmes at Roskilde 
University in the 2012 reform is depicted in Fig.  6.2 . The model is interpreted in 
various ways in the four bachelor study programmes, but for the sake of simplicity 
we provide a general model as an overview. 

 The bachelor programmes have retained an initial broad, interdisciplinary part, 
worth 85 ECTS credits, which serves as the foundation for subsequently choosing 
two specialized subject modules of 35 ECTS each. The subject modules include one 
project (15 ECTS) and four subject courses (each of 5 ECTS) with the exception of 
SAMBACH where one of the subject courses is replaced by a course on methods, see 
Fig.  6.3 . In addition, all the bachelor programmes include two 5 ECTS optional 
courses, which can be used to make the choice of subject modules more fl exible. If 
the student changes his or her choice of subject module after having taken one or two 

  Fig. 6.2    A generalized representation of the new bachelor programmes at Roskilde University, the 
3 + 2 year model. (The area-specifi c variation is omitted here; see Figs.  6.3 ,  6.4 ,  6.5  and  6.6  for 
details). The individual study activities do not necessarily have to be taken in the order depicted in 
the model       
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subject courses in, say, the 3rd semester, the optional courses can be used as subject 
courses in the new subject module, thus preventing a prolongation of the bachelor 
studies for the student. The bachelor programmes are rounded off by a bachelor proj-
ect (15 ECTS), which could be an interdisciplinary project within a main academic 
area or in the intersection of the two chosen subjects, or it could be a project within 
one of the chosen subjects. While one of the subject modules must be within the main 
academic area of the bachelor programme in question, the other subject module is 
likely to be chosen across the boundaries of the main areas. The content of the sub-
ject modules is regulated by the study board of the subject. All other elements for the 
study programmes are regulated by the Bachelor Study Board.

   As is evident from Figs.  6.1  and  6.2 , a range of changes have been introduced. 
Where the original model had a sharp distinction between the basic studies and the 
specialization studies, regulated by separate sets of study regulations under separate 
boards of study, the new model is designed to integrate all elements of the bachelor 
programme. Hence each of the new bachelor study programmes is regulated by an 
integrated set of study regulations, and managed by one study board only. 

 Another major change is that whereas the old model offered the students a range of 
choices (e.g. in the specialization courses), the new model incorporates many more 
optional study activities that can be taken at various stages in the programme. One 
such choice applies to the optional courses, which could serve different purposes, e.g. 
fl exibility in the choice of subject modules as already mentioned, the possibility to 
take extra subject courses in other subject modules as auxiliary courses, the option of 
taking more ‘exotic’ courses in the pursuit of the students’ personal interests, and the 
possibility of getting full credit for a semester as an exchange student. 

 The bachelor project in the 6th semester is also an important new common fea-
ture in the bachelor programmes. The bachelor project can be an interdisciplinary 
study of a problem within the domain of the branch of science, or it can be based 
explicitly on one or both of the subjects already covered during semesters 4 and 5. 

 While the reform has fundamentally changed the bachelor programme at the 
organizational level, the new model also carries over a number of ideas from the 
old model. The transition from covering the broad spectrum of the subject area of 
the branch of science in question at the outset, and then zooming in on chosen 
specialized subjects is retained in the new model. The substance covered in the 
basic studies part is also in most cases rooted in the old model. These common 
features will be treated in detail in Sects.  6.4  and  6.5  of the present chapter.   

6.3      Implementing the Reform: Common Features 
and Differences 

 The general model represented in Fig.  6.2  has been implemented with some varia-
tion across the four bachelor study programmes. In this section we briefl y comment 
on how differences in academic and disciplinary tradition as well as political views 
on education and learning in the academic areas of Roskilde University are mirrored 
in how the general model is realized in the four bachelor programmes. 
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6.3.1     The SAMBACH Programme Structure 

 The model that was fi nally accepted by the central steering committee was originally 
one of two models proposed by the committee for the social sciences. The model was 
later revised in order to accommodate the other branches of science (see the general-
ized model in Fig.  6.2 ), but SAMBACH has retained a version of the model which 
adheres closely to the original model proposed by the social sciences committee. 
This model is shown in Fig.  6.3  and exemplifi ed here with a combination of  Politics 
and Administration  and  Communication  as the two subject modules. 

 In SAMBACH the general idea is that students in the programme stay attached 
to the same bachelor house for the entire duration of the bachelor programme. (See 
Figs.  6.7  and  6.8  for images of a bachelor house and Fig.   12.1     for a ground plan of 
a bachelor house). Within the integrated framework, students study their two subject 

  Fig. 6.3    The programme structure for SAMBACH illustrated with a study programme for a stu-
dent who chooses  Politics and Administration  and  Communication  as the two subject modules in 
his or her bachelor education. As in the following diagrams (Figs.  6.4 ,  6.5  and  6.6 ), the sequence 
of the subject projects in semesters 4 and 5 and of the subject courses can be chosen differently. 
Likewise, the optional courses are just examples of courses, which make sense in this particular 
combination       
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modules simultaneously, in what is referred to as the ‘vertical study scheme’. This 
structure was chosen to address a problem in the horizontal model, where the stu-
dent in the combination structure alternates between academic environments and 
can be absent for up to a year, which of course hampers the possibility of continuous 
progression in the chosen subject. In a vertical structure, the students will be present 
in the academic environment of the chosen subjects, and can participate in both the 
academic and the social life. 

 Another central idea in the SAMBACH model (Fig.  6.3 ) is the column of common 
methodology courses in the right-hand side. The methodology course structure implies 
that all students in the house have common activities each semester, regardless of their 
choice of specialization modules. The rationale for this structure is that the social sci-
ences are characterized by certain general methods and methodologies, which may be 
applied to different types of societal problem areas. Thus, the methodology courses 
represent a form of  crossdisciplinarity  in the study programme (see Sect.   2.1    ). Sharing 
and developing common methods and methodologies are therefore seen as an impor-
tant constituent of the SAMBACH programme. Another constituent is the common 
approach in a problem-oriented analytical academic culture, which gives the 
SAMBACH programme some possibilities not shared by the other programmes. The 
methodology courses are linked to the projects in four of the six semesters (e.g. in 
semesters 1, 2, 3, and 6), emphasizing the problem orientation of the learning process 
and its exemplary qualities in relation to the use and criticism of the methodologies. 

 As explained, the general study structure at Roskilde University gives the student 
the possibility of combining subjects from the different branches of science. In 
SAMBACH, students can choose between more than 60 combinations, in theory at 
least. However, in reality most students choose from the smaller number of more 
profi led combinations. More than 40 % of the students combine a subject module in 
Social Sciences with one from the Humanities, and here the most popular combina-
tions are Business Studies with Journalism or Communication, or Politics and 
Administration with Journalism or Communication, as shown in Fig.  6.3 . 

 Combinations like these demand and develop high competences in  interdisciplinary 
studies. Students’ interdisciplinary competences are supported through optional 
courses, e.g. in political communication, which could be an optional course taken in 
the 6th semester. 

 The possibility of combining subjects between the different bachelor programmes, 
and continuing to do so in the graduate programme, allows students to specialize in 
unusual combinations of qualifi cations and competences, which can be directed 
towards specifi c areas of employment. Students may also use this possibility to focus 
on expanding markets, as in the given example, where the growing media focus on 
the function of spin doctors in public relations has made this combination popular.  

6.3.2     The HUMTEK Programme Structure 

 The interpretation of the model in HUMTEK is somewhat similar to the SAMBACH 
version. In the 1st year, students are introduced to basic concepts and  methodologies 
in Technical Science, Design and the Humanities, by participating in compulsory 
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course work and workshop modules. In the 2nd and 3rd year, the study of two 
 subjects is integrated with course work within a range of specialized areas (‘profi le 
courses’) meant to provide students with skills and competences from particular 
design domains. For the time being, the students can choose between the following 
profi le courses: Urban Design, Interaction Design, Health and Welfare Design, and 
Organization and Management of Design Processes. These profi le courses each 
support particular combinations of subject modules and help to orient the bachelor 
studies towards particular labour markets. For instance, the course in Urban Design 
taken in combination with subjects such as Planning/Geography and Communication 
can profi le the study for students aiming at a future career as an urban planner or 
designer, community worker or related professions. Figure  6.4  shows how a student 
might combine Computer Science and Performance Design and take optional 
courses in urban design. Such a study programme will enable the student to work 
with e.g. installation art, the management of cultural events or other areas in the 
culture/tourism/experience sector.

  Fig. 6.4    The HUMTEK structure illustrated with a possible programme for a student combining 
 Computer Science  and  Performance Design . The programme utilizes all the possibilities for choos-
ing between optional workshops and profi le courses to gradually specialize in the chosen 
directions       
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6.3.3        The HUMBACH Programme Structure 

 The range of disciplinary traditions in the humanities at Roskilde University is 
more heterogeneous than in the social sciences. Some disciplines across the fi eld 
can be perceived as ‘new humanities’ oriented towards practice and intervention, 
to some degree involving a mixture of methodologies from the humanities and 
social sciences. On the other hand, the humanities include more classical ‘arts’ 
approaches which are rooted in a hermeneutic tradition of more interpretative 
methodology. These differences run across the three departments contributing to 
the programme, and within these general groups there are yet other deeply rooted 
differences in terms of the use of theory, method, concepts and practice. In conse-
quence, the HUMBACH model is rather more oriented towards focusing on the 
specialization modules where students concentrate for one semester at a time on 
their chosen subject, and on the theory, method, and concepts particular to that 
fi eld. What was a methodological column in SAMBACH is conceptualized in 
HUMBACH as a portfolio of courses supporting a formal progression in the proj-
ect work done in each semester. This progression runs from introducing students 
to the practical and methodological elements involved in doing project work 
(semester 1), to giving the students a sense of the heterogeneity of methodology 
in the humanities (semester 2), through helping students to gain competence in 
refl ecting on the humanistic knowledge they produce in their project work (semes-
ter 3) to fi nally introducing key elements involved in communicating their project 
work to specifi ed target groups (semester 6) (Fig   .  6.5 ).

   Whereas the specialization modules in semesters 4 and 5 focus on the particular 
subjects chosen within the broad fi eld of the humanities, the 1st year and a half of 
the programme, on the other hand, is clearly interdisciplinary in its focus. As we 
shall discuss further below, the four dimensions covered in this introductory phase 
of the programme, Culture and History, Subjectivity and Learning, Text and Sign, 
and Science and Philosophy, are emphatically not conceptualized as collections of 
mono-disciplinary fi elds. On the contrary, they aim to make students look at prob-
lems unconstrained by disciplinary boundaries and explore the humanities as a 
complex academic totality in order to develop their understanding of the problems. 
Indeed, the four dimensions taken together are conceived as a  formative education  
that enables students in the humanities to enter disciplinary fi elds with a set of 
broad, humanistic competences, encouraging them to have a greater contextual 
understanding of the types of knowledge in their chosen fi eld. 

 As mentioned earlier, the humanities at Roskilde University offer a wide scope of 
choices between subject modules. In the above representation, the two subject mod-
ules of Philosophy and Cultural Encounters are given as examples of a meaningful 
combination. The combination represents a meeting between the above-mentioned 
classic conception of the humanities as the locus of interpretation, hermeneutics and 
argumentation and the more recent conception of considering the humanities as a 
fi eld in which interpretive insights may be converted into action or intervention. 
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Where, at the outset, the former represents the classic humanities and the latter the 
new conception, both chosen subjects are open to the whole methodological range of 
humanistic inquiry and action. The combination offers competences highly relevant 
to several job markets, such as the ability to refl ect on ideology, identity and ethics in 
contexts of cross-cultural and transnational diversity. 

 The combination can involve a range of optional courses that will all be highly 
relevant. Here the optional courses are represented by a course dealing with social 
psychological effects of globalization offered by the psychology department, and an 
optional course in critical thinking offered by the philosophy department.  

  Fig. 6.5    The programme structure for HUMBACH illustrated with a possible programme for a 
student combining  Cultural Encounters  and  Philosophy and Science Studies . It should be noted 
that the subject modules are recommended to be studied ‘horizontally’ in semesters 4 and 5 
respectively       
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6.3.4     The NATBACH Programme Structure 

 The NATBACH programme differs from the other programmes in the structure and 
discipline orientation of the course programme. In each semester the student takes a 
so-called intensive course for the fi rst 5 weeks, followed by two other courses in 
parallel over a period of 8 weeks. In general, the courses worth 5 ECTS in NATBACH 
require between 40 and 65 h of class sessions or experimental work in labs. To 
enable students to work on their projects along with the courses throughout the 
semester, it was decided that the students should take no more than two courses in 
parallel. The common courses in the three 1st semesters and some courses with a 
substantial experimental element are offered as intensive courses (Fig.  6.6 ).

   The common courses in the three 1st semesters establish foundations which 
can be utilized in the project work and built upon in the discipline-oriented 
courses. In the two fi rst courses in Empirical Data and Experimental Methods the 
students are provided with concepts, methods, computer tools and practical exper-
imental experiences relevant across all the natural science disciplines. In the third 

  Fig. 6.6    The programme structure for NATBACH illustrated with a possible programme for a 
student choosing Chemistry and Molecular Biology as the two subject modules in his or her bach-
elor studies       
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common course the students are introduced to theory of the natural sciences as a 
basis for meta- refl ections on and criticism of the practices of natural sciences and 
their epistemological foundations. Together the three common courses represent 
elements of a  transdisciplinary  common core in the natural sciences, which can 
come into play and be further developed in the problem-oriented thematic proj-
ects of semesters 1 to 3. 

 However, in the main academic area of the natural sciences the subjects are also 
characterized by hierarchical knowledge and discipline structures. During the fi rst 
three semesters the programme allows students to prepare for specialization in two 
natural science subjects by giving them the option to choose between General Biology, 
Environmental Biology, Chemistry, Computer Science, Geography, Mathematics, 
Microbiology, Medical Biology, and Technological and Socio- Economic Planning. In 
order to accommodate this need for fl exibility, fi ve courses can be chosen by the stu-
dents from a ‘course buffet’ offered each semester. These courses are discipline-ori-
ented and each subject module can specify up to two of these courses as recommended 
foundations for studying the subject module. In this way the programme supports 
discipline-structured progression. Most of the courses offered on the buffet serve as 
auxiliary disciplines for more than one subject module. This is particularly true for 
some mathematical and elementary computer science courses, which are relevant 
across all the subjects, as well as for crossdisciplinary courses in different branches of 
biology, in biology and chemistry, chemistry and mathematics, chemistry and physics, 
mathematics and computer science, and mathematics and physics. 

 In general the NATBACH programme is the most complex of the bachelor pro-
grammes due to the diffi cult balance between the demands for educational coher-
ence, fl exibility and subject matter progression. The challenges of maintaining this 
balance are reinforced by the fact that NATBACH is also the smallest programme 
measured in number of students and therefore the required large variation in courses 
is rather expensive.   

6.4       Substantial Features of the Bachelor Model 

6.4.1      Problem Orientation 

 Probably the most important aspect of having project work as the principal method 
of learning is the fact that project work deals with  problems,  not with  topics ,  sub-
jects , or  assignments  (see also Sect.   2.3    ). Topics and subjects are accounts of some 
aspect of reality, either narrow or broad, but inherently not invested with the stu-
dents’ personal interest. They comply with a scientifi c ideal of the researcher being 
disinterested and withdrawn from any normative stake in the process of investigat-
ing the object before him. When assignments are given to students to account for 
their learning of topics and subjects it might be remote from any real sense of moti-
vation other than the instrumental rationale of passing the exam. In this situation the 
person who is supposed to fulfi l the assignment (the student), is by defi nition not the 
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same person as the one giving the assignment (the teacher); and with regard to 
learning, this role distribution is not optimal. 

 In project work, on the other hand, students formulate a problem that will form 
the basis of and point of departure for their project. Since the formulation of the 
problem rests on the project group members themselves, it is possible to design a 
project in which the members of the group can have a genuine interest in under-
standing the problem better or even providing a solution to it. The intricate connec-
tion between knowledge and interest is not only refl ected in Habermas’ well-known 
observation that, in general, the differing interests of the sciences, i.e. theoretical 
interest (the natural sciences), practical knowledge (the humanities), and emancipa-
tory interest (the social sciences) (Habermas  2005 ) render any notion of value-free 
research not only impossible, but indeed undesirable. It is also a central point that 
on the smaller scale of the individual researcher’s view of reality, knowledge  pre-
supposes  human interest. Knowledge is here taken in a very broad sense to include 
also practical knowledge obtained through direct hands-on ‘situated’ experience 
(cf. Lave and Wenger  1991 ) and even knowledge-in-action (cf. Schön  1983 ). As a 
way of obtaining knowledge in this broad conception, project work emphatically 
has human interest at its core. 

 Working in groups is essential for problem-oriented, interdisciplinary and 
participant- directed project work. It is the prerequisite for the students to acquire the 
special competencies offered by Roskilde University. Good group work develops 
both the academic competence and the social abilities of the individual. The fact is 
that project work is not a predictable linear process, proceeding from start to end. It 
is a process demanding constant refl ection on the chosen problem, considering the 
ever-present choice between what theoretical angles and methodical approaches 
may be relevant in dealing with the problem. 

 Thus, in a group the students practise their ability to expound their own 
thoughts and viewpoints, and those of others, through written and oral presenta-
tions, which are then discussed. They practise summarizing texts and theories, 
and communicating them to others. They learn to evaluate the work of others and 
to give feedback. They train giving and receiving criticism, both academically and 
personally. They are forced into the art of collaboration. It encourages the ability 
to solve academic and personal confl icts. Each student’s ambitions and wishes for 
a good learning process lead him or her to make demands and set limits. Listening 
to others and making way for the viewpoints of others are abilities which may be 
diffi cult to master. 

 In the following, we look at three aspects of utilizing the problem orientation 
towards achieving the learning goals connected to the project work in the bachelor 
programmes. We look at how project work can be organized around house-specifi c 
themes (NATBACH), how progression can be built into the sequence of projects 
(SAMBACH), and how academic dimensions serve to structure project work 
(HUMBACH and HUMTEK).  
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6.4.2     Thematic Organization of Project Work in NATBACH 

 The project work in fi rst three semesters of the NATBACH programme is organized 
around so-called semester themes. The students are expected to formulate and con-
duct projects within the following thematic frameworks: 1st semester:  Application 
of the natural sciences in technology and society;  2nd semester:  Interaction between 
model, theory, experiment, and simulation in natural sciences;  and 3rd semester: 
 Natural sciences and theory of science.  

 The function of the themes is to ensure that the students acquire insights into, 
knowledge about, and experiences with different kinds of issues regarding (1) the 
role of science and mathematics in society, (2) the methods of science; the signifi -
cance of models, theories, simulations, and experiments and their mutual relation-
ships, and (3) science and mathematics as a cultural and social phenomenon with a 
history. A more detailed description of the project work in NATBACH including 
analyses of project examples representing the themes for each of the three 1st 
semesters can be found in Blomhøj and Kjeldsen ( 2009 ). 

 The underlying idea is that students, through problem-oriented project work, 
become acquainted with mathematics and the sciences observed from different per-
spectives. Seen as a whole the three themes constitute an ambition of versatility of 
perspective, and students are supposed to gain exemplary experiences with these 
three themes through their project work. 

 The themes do not give any guidance as to what should, or could, be the scien-
tifi c content of projects. This is not decided beforehand; in fact it is solely defi ned 
by the problems with which the students choose to work. Basically, the project 
problem is only subject to three requirements: it should be clearly related to natural 
sciences including mathematics, it has to fulfi l the semester theme requirements, 
and it should be exemplary, in the sense that it represents a larger range of prob-
lems (see also Chap.   3    ).  

6.4.3     Project Work Progression in SAMBACH 

 In SAMBACH, there is a built-in progression in the requirements for the projects, 
so that the requirements for e.g. the 1st semester project are also expected to be met 
in the 2nd semester project. Thus, the 4th semester project must include not only an 
independent discussion of empirical material, but also the use of one or more meth-
ods of social science, and a substantiated choice of theory and empirical material 
based on the philosophy of social science. 

 In the 1st semester the project must draw up, substantiate and investigate a prob-
lem formulation chosen by the group. 

 In the 2nd semester, the project (based on a problem formulation chosen by the 
group) must be analysed in an interdisciplinary manner involving perspectives 
from at least two of the four subject areas included in the basic part of the bachelor 
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programme. The analysis must be substantiated theoretically. Furthermore, the 
project must involve methodological refl ections involving different methods in 
social science. 

 In the 3rd semester, the problem fi eld of the project must be analysed in an inter-
disciplinary perspective. The analysis must be theoretically substantiated. Choice of 
problem, theory and empirical material must be substantiated, based on the philoso-
phy of social science. 

 Originally in the 2-year study programme, the 4th semester projects had to include 
an independent discussion of empirical material. After the adjustment following the 
adoption of the Bologna structure this has been changed, so that the project in the 6th 
semester is supported by a course in Analysis Strategies. 

 During the project work phase, the group has a supervisor allocated, who is 
responsible for the academic supervision of the group and assists in suggesting 
literature, interpreting the material, including academic problems and concepts 
(see also Chap.   8    ). In addition, the project work is supported by workshops intended 
to enhance the quality of the projects.  

6.4.4     Organizing Project Work by Dimensions in HUMBACH 
and HUMTEK 

 In HUMBACH, all projects done during the fi rst three semesters must be anchored 
academically in at least one of the four interdisciplinary dimensions, and by the end 
of the 3rd semester, all students should have covered all four dimensions in their 
projects combined:

•    Science and Philosophy,  
•   Text and Sign,  
•   Culture and History,  
•   Subjectivity and Learning.    

 These dimensions of the humanities are not based on an ad-hoc registration of 
which subjects are currently available to study at Roskilde University. Rather the 
dimensioning of the programme is based on perspectives on human experience that 
are transcendent and have been known since antiquity, such as the distinctions 
between past and future and between thought and action. The broader framework of 
the four dimensions is laid out in Larsen ( 2013 ). 

 The dimensions set the stage for problem formulation and eventually ensure that 
students obtain a comprehensive insight into the fi eld of the humanities without 
constraining the choice of project more than necessary. Clearly, it is possible for any 
one student to put much more emphasis on studies within one dimension and treat 
other dimensions more superfi cially, and this is by no means a drawback. The 
dimension system merely ensures that all students have a broad, general under-
standing of the fi eld, while there is no intention to make all students equally insight-
ful into all dimensions. 
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 During the course work in the fi rst two semesters, students are introduced to all 
four dimensions; this is a process intended to support the academic level of the project 
work, where problems can be dealt with in the form of examples representing specifi c 
aspects of the dimensions. It is a key point that project work is not supposed to ‘cover’ 
dimensions, but rather that projects should be ‘anchored’ in at least one dimension. 
Furthermore, a project may be anchored in two dimensions at the same time, but in 
different ways, and with different weight. To give an example, a project may deal with 
the social construction of collective memory in ex- Yugoslavia. The angle may be on 
analyses of cultural identity processes, such as the way history is produced in order to 
substantiate identity work in a group of expatriate Serbs. Here the  main dimension  
will be the ‘Culture and History’ dimension, as the theoretical and conceptual focus is 
central to the dimension. However, methodologically, the project may well focus on 
how the respondents provide their contributions through narratives, i.e. data that is 
most reliably understood through close, linguistic and narrative analyses of the inter-
action. This will mean that the ‘Text and Sign’ dimension is at work as a  supporting 
dimension , since narrative analysis methods belong here. The project in question will 
become anchored in both dimensions, and in the project exam the students should be 
prepared to discuss questions arising from both dimensions. 

 In HUMTEK, a central element in the curriculum is to enable students to iden-
tify, analyse and suggest relevant solutions to real-life problems. For a more detailed 
discussion of this, see Haldrup and Svabo ( 2012 ). 

 All student work – whether projects, workshops or courses – is focusing on the 
three key dimensions in the bachelor programme:

•    Design and Construction,  
•   Technological Systems and Artefacts,  
•   Subjectivity, Technology and Society.    

 The three ‘basic projects’ are each related to one of these dimensions and the 1st 
year includes parallel dimension courses in the three (see Fig.  6.4 ). The role of the 
courses can be seen both as a means to build disciplinary knowledge pointing 
towards the students’ choice of disciplines in the 2nd year of their bachelor study 
(see below), but also as a way of enabling them to select and analyse problems of 
their own choosing. For example, the course Technological Systems and Artefacts 
(1st semester) gives a broad overview of how professionals work in engineering and 
technical science. In semester 2, students may choose to focus on a particular tech-
nological area, e.g. Health Technology or Media Technology. In this way the course 
work enables students to recognize and identify what a ‘technological problem’ is 
and what it is not (project theme in semester 2).  

6.4.5     Gradual Enablement for Subject Choice 

 Apart from being the logical approach to doing project work that defi es disciplinary 
isolation, by defi nition interdisciplinarity also entails a more practical, but very 
fruitful educational benefi t. Through basic interdisciplinary studies, students get a 
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good chance of getting acquainted with various disciplines, including their interdis-
ciplinary potential, which turns out to become an asset in the students’ later choices 
of specialized subject modules (cf. Fig.  6.2 ). It is a central point in the structure of 
the bachelor programmes that students’ choices of specialization are  gradually 
enabled  in the course of the programmes. On the economic side, this should reduce 
drop-out rates, and more importantly, in terms of academic learning outcome, it 
means that graduates have gained an academic identity that is a refl ection of ratio-
nal, academic choice as well as of motivation and personal interest. 

 To take an example, in HUMBACH, choices occur in four different locations in 
the model depicted in Fig.  6.5 .  Firstly , the choice of project work in the fi rst three 
semesters is free, albeit constrained by the dimension requirements discussed above. 
The free choice of project is enhanced by the support of supervisors in an interdis-
ciplinary academic environment as well as by dialogue with fellow students. 
 Secondly , the programme requires that the student chooses to study two subject 
modules. This choice may be enhanced by having gained insight into the four 
humanistic dimensions in course and project work in the fi rst three semesters, and it 
may also be informed by optional courses taken in the 3rd semester.  Thirdly , free 
choice is present in the 10 ECTS worth of optional courses (typically taken in the 
6th semester, but may also be taken earlier).  Fourthly , there is a choice of basing the 
bachelor project on one or the other of the two previously selected subject modules, 
as well as a choice of integrating the two disciplinary fi elds in a more or less inter-
disciplinary context. This fi nal choice is enabled by the sum of experiences gained 
in the course of studying in HUMBACH.  

6.4.6     Interdisciplinarity 

 When the interplay of disciplinary concepts, theories and methods is drawn together 
to shed light on a comprehensive problem formulation, the results in the forms of 
knowledge and normative potential ideally transcend what insights could have been 
generated by the involved disciplines in isolation, see Jantsch ( 1970 ) and Chap.   2    . 
Below, we look at how the concept of interdisciplinarity is brought to bear in the 
bachelor programmes at Roskilde University. 

 In HUMTEK, interdisciplinarity appears in three different forms:

    1.    The fundamental curriculum based on the three dimensions mentioned above. 
Course work within each dimension during the 1st year introduces how disci-
plines (e.g. urban planning, computer science and philosophy) work with these 
three dimensions.   

   2.    In the 2nd year, students choose two disciplines to be combined. One of these is 
a technical discipline (at Roskilde University: computer science, informatics, 
geography, urban planning, environmental planning, and health promotion).   

   3.    In their 2nd and 3rd year, students can choose between specialized ‘profi le 
courses’ that combine two of the three dimensions. For example the profi le 
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courses in ‘Interaction Design’ combine the dimensions ‘Design and 
Construction’ and ‘Technological Systems and Artefacts’. The bachelor project 
should also comprise two dimensions.     

 The logic behind this is that students should specialize gradually within the three 
key dimensions dominating studies the 1st year, use cross- or multidisciplinarity 
(working in the intersection between two disciplines or applying two or more disci-
plines to a problem) in the 2nd year, and transdisciplinarity in the fi nal bachelor year 
(see also Chap.   2    ). 

 An important part of the curriculum consists of various practical exercises both in 
project work and in course work, especially in Design. This is done to provide stu-
dents with practical knowledge of craftsmanship and competences within a variety of 
design domains. As discussed in Chap.   1    , the tradition of project work in education 
has its historical roots in schools of architecture and engineering (from the seven-
teenth century onwards). Drawing from these fi elds as well as the more recent and 
widespread use of project methodologies in the social sciences and the humanities, 
the HUMTEK curriculum uses project work both in the sense of one- semester proj-
ects, and also shorter courses where students acquire (some) knowledge about practi-
cal design domains, e.g. IT design or architecture/urban design. By doing this, the 
curriculum stimulates refl ection in action as a way of educating ‘refl ective practitio-
ners’ (Schön  1987 ) within a variety of fi elds relevant for further studies. 

 The history of the bachelor programme in Social Science at Roskilde University 
consists of a long continued discussion about the combination of disciplines and 
interdisciplinary project work: How to introduce students to the different disciplines 
within social science without biasing the students and thereby limiting their ability 
critically to refl ect on societal problems in an interdisciplinary way? Such problems 
do not align with different subject areas, often crossing the boundaries. The problem 
orientation of the project work therefore demands various forms for interdisciplin-
arity, be it cross-, multi- or even transdisciplinarity. 

 On the other hand, to analyse societal problems the students need tools in terms 
of theory and methods. Therefore, SAMBACH studies are designed as an interac-
tion between courses and project work. The aim of the different courses is to give 
the students a general and broad introduction to the central theory and methods of 
social science, while the project provides the possibility of a more in-depth study of 
a specifi c societal problem and academic issues concerning this problem. In this 
way the students learn to use theory and methods in practice.  

6.4.7     Exemplarity 

 As we saw under the heading of ‘problem orientation’ (Sect.  6.4.1 ),  problems  are 
important, because they are representative of social reality, and their possible solu-
tions are driven by the engagement and motivation with which we normally relate 
to our concrete surroundings, whereas  subjects  often will fail to engage students 
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because they are not representative of reality, but of academia. At the heart of this 
lies the notion of  exemplarity . While exemplarity is a central concept in all four 
bachelor programmes, in the following, we look at the concept from the viewpoint 
of NATBACH. 

 The pedagogical principles of exemplarity, problem-orientation, and interdisci-
plinarity are closely interrelated (see also Chap.   2    ). As explained by Christiansen 
( 2001 , pp. 8–12), the interpretation of exemplarity infl uences the way in which 
problem orientation, participant-directed studies, and interdisciplinarity are under-
stood and implemented in study programmes. From the semester themes for the 
NATBACH programme, it is clear that exemplarity is interpreted in the tradition of 
Wagenschein ( 1956 ). The problems that guide the students’ work have to be prob-
lems that are related to science, since the entities that the students’ project work 
must refl ect are related to perceptions of science. In the 1st semester, the entity is the 
application of science, i.e. its role in technology and society. In the 2nd semester, it 
is the inner parts of science, its methods and structures, and in the 3rd semester, it is 
the perception of science as a cultural phenomenon. In the course of their work with 
the projects, under the different themes, the students perceive science from different 
angles. This is seen as a form of interdisciplinarity, not the form where boundaries 
between individual disciplines are erased ( trans disciplinarity ), but rather a kind 
where the discipline is in focus but studied and viewed from different perspectives 
in order to avoid narrow-mindedness in relation to the object of study. The 
NATBACH project on the formation of fl int discussed in Chap.   3     is exemplary for 
this form of interdisciplinarity.   

6.5       Organization of the Bachelor Model 

6.5.1     Participant-Directed Project Work 

 Whereas ‘problem-based learning’ is often taken to mean simply that learning is 
focused on problem solving, but that the problem may very well have been  assigned  
by the teacher, the form of PPL practiced at Roskilde University has the students’ 
active participation in and management of all aspects of academic problem posing 
and solving at its heart. Closely connected to the following subsection about prob-
lem orientation, the goal of having projects being directed by the students them-
selves has a fundamental pedagogical backdrop. As much as being a vehicle for 
insight and knowledge, learning is aimed at practice, and practices need to be rooted 
in interest on the part of the students. 

 Central to ensuring that project work is controlled by the students is the group 
formation process. The group formation process is carried out with some variation 
across the four bachelor study programmes. In HUMBACH, the process quite 
closely echoes the detailed description given by Westerling ( 2013 ); the main dis-
tinction lies between academic interest (the project formulation) and the social pro-
cess of forming a group around that interest. Students need to indulge in a highly 
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complex social dynamics while formulating a common idea and a strategy for pur-
suing it. The process is normally organized by the students themselves with the 
assistance of the experienced house coordinator, one of the house supervisors who 
has taken on the task of organizing in collaboration with the students all learning 
activities in the house. In most instances, the supervisors allocated to the house will 
have formulated a variety of project proposals that they present to the students as 
inspirational examples on the basis of which the students can advance their own 
problem formulations. Here the supervisors face a delicate balance between inspir-
ing the students to formulate and investigate interesting problems with great learn-
ing potential on the one hand and on the other hand inviting the students just to 
follow a ‘safe proposal’ from a supervisor (see also Chap.   3    ). Therefore, it is crucial 
that the proposals from the supervisor are very brief so that the students need to 
personalize the idea and make their own investigations and refl ections in order to 
formulate a genuine problem for a project. Normally, more than half of the projects 
in a house are based on proposals from individual students – in fact, some houses 
opt to have the group formation process oriented entirely to the students’ own origi-
nal project proposals. After presentations, the process develops over 2–4 days that 
alternate between local meetings organized around specifi c project interests, and 
common plenary sessions, where the progress of the process is monitored and eval-
uated, and possible joint decisions made. While the process may be experienced as 
inspiring, it can certainly be mentally trying as well. One rule is normally applied in 
order to diminish stress:  No group is fi nalized until every student has joined a group . 

 In HUMBACH, the process has been integrated in a new portfolio of courses, 
called ‘progression courses’ since they focus on progressively acquiring general aca-
demic competencies. There are four progression courses taken in the bachelor study 
programme in the humanities: Project Technique (1st semester), Method (2nd semes-
ter), The Theory of Science (3rd semester), and Communication (6th semester). 

 The fi rst progression course, Project Technique, is a sequence of seminars in 
semester 1. The fi rst of these seminars is held by the house coordinator during the 1st 
semester introduction period and features practical exercises in group formation. 

 In all four programmes as mentioned earlier, the core of the curriculum (half of 
the work load) is based on student-directed project work. In HUMTEK, the proj-
ect work is oriented towards design processes. Generally, in other design study 
programmes (e.g. architecture, industrial design), students focus on creating practical 
solutions to design problems. In contrast to this, HUMTEK students work on a 
self- elected problem in a problem-based setting throughout a whole semester (see 
Jørgensen  2013 ). Traditional design study programmes would emphasize the pro-
fessional skill of one particular domain (e.g. architecture, music composition). In 
HUMTEK, students are encouraged to choose, explore and solve design problems 
with the ambition that this process will enable them to build competencies and 
knowledge regarding how design processes are conducted. A main source of 
inspiration for this has been the work of the learning theorist Donald Schön ( 1983 , 
 1987 ) and his insistence on uncovering how professionals “think in action”. As 
Schön argues, the integration of the practice (or design) perspective in a university 
programme calls for a rethinking of the role of the teacher (not unfamiliar to the 
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role of the ‘supervisor’ in problem-oriented project work). In what Schön calls a 
‘refl ective practicum’ (such as HUMTEK), “the role and status of the coach takes 
precedence over those of a teacher” (Schön  1987  p. 311), and he continues: “[a] 
refl ective practicum must establish its own traditions, not only those associated 
with project types, formats, media, tools and materials, but also those embodying 
expectations for the interaction of coach and student” (ibid.). In HUMTEK this 
‘coaching’ approach is incorporated into the study programme in several ways:

    1.    During the 1st year, students combine their self-elected project work with par-
ticipation in 2-week workshops each within a particular design domain (e.g. 
urban design, interaction design). In these workshops the purpose is  not  to 
become a competent ‘designer’ but to acquire an understanding of the design 
processes involved in the particular domain.   

   2.    This is also the case with the self-elected project. Here students choose a design 
problem that they fi nd important and relevant. The design problem is analysed, 
discussed and reformulated in dialogue with a supervisor. While the supervisor 
in this process assumes the role of an ‘expert’, the aim of the process is to facili-
tate the project work of the student group (this does not differ from the role of the 
supervisor more generally in PPL, see Nielsen and Danielsen  2012  and Chap.   8    ). 
In their project work, students have access to prototyping workshops as well as 
additional supervision in media, programming and prototyping.   

   3.    As part of the fi nal exams in their 1st year, students are expected to explain their 
project work through a concrete design proposal (1st semester) and a visual 
 representation (2nd semester).    

  The students’ rights and obligations to exercise infl uence on their education has 
been one of the hallmarks at Roskilde University since its establishment. In 
NATBACH too this is fully implemented in the project work, where the students 
choose and formulate the problems they want to work with, decide on methods, 
and fi nd and read literature both in the form of textbooks and research papers pub-
lished in scientifi c journals. They design experiments, perform empirical and/or 
theoretical analyses, and structure the entire process. In short, they do research on 
a mini- scale, and it often leads to new results and insights. All this takes place 
under the guidance of the supervisor. During the semester, several events take 
place where the students present their work in progress to the other groups and the 
supervisors in the house. Both at midterm and 2 weeks before the fi nal deadline 
each group will present their project and have it evaluated by an opponent group 
and their supervisor. In these sessions the groups receive serious and constructive 
feedback on their work in both oral and written form (see also Chap.   8    ).  

6.5.2     The Processes of Assessing and Evaluating Project Work 

 All four bachelor study programmes use continuous assessment and evaluation of 
project work and project supervision. In the following, we look specifi cally at the 
practice in NATBACH. 
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 Before the semester begins, the supervisors allocated to the house for the coming 
semester take part in a 1-day seminar where they discuss pedagogical issues related 
to the project work, the semester theme and the exemplary qualities of the supervi-
sors’ proposed problems for projects within their fi eld. During the semester, the 
group of supervisors meets regularly to discuss the projects of the house with regard 
to the semester theme, problems in particular project groups and issues related to 
the organization of the project work. In this way, the participant-directed project 
work is supported by all the supervisors in the house as well as by the requirements 
during the semester of participation in presentations to the house, the midterm eval-
uation, and the pre-deadline evaluations. In most cases, the group functions as a 
supporting unit for the individual student and creates a fruitful interplay between the 
common challenge of making a good project and the social aspect of the project 
work. If necessary, the groups work day and night to get their project ready, and it 
is quite rare that a group misses the deadline for submitting the project report. 

 At the end of each semester, the project work is subject to an oral group examina-
tion, during which each individual student answers a question related to the project 
and given to the student 3 days in advance. This takes 10 min per student. Besides 
answering the question, the students in the group should be able to give an account 
of what is written in the project report and to discuss the project in general in an 
academic way with the examiners. 

 In the process of grading the students, a general assessment of the written project 
report determines the point of departure for the examination in the form of the type 
of questions asked by the examiners, and hereby the quality of the report infl uences 
the grading of the students indirectly. However, the grading of the students is of 
course individual and based on the performance at the oral examination. This format 
of examination, which is common to all four bachelor programmes, motivates the 
project groups to work hard on their project report and to make sure that each indi-
vidual student understands and can explain all the central aspects of the project and 
what is written in the report. 

 Another common feature of the project work in the bachelor programmes is the 
evaluation culture. Evaluating the project work and the collaboration with the 
supervisor is an integrated element of the project work. In addition as mentioned 
above, there is an evaluation at midterm where pairs of groups present and discuss 
their projects together with their two supervisors based on brief midterm reports 
with outlines of the projects. In association with the midterm evaluation there is a 
personal evaluation by the supervisor in each group where the functioning of the 
group and each student’s contribution is discussed and evaluated. This process also 
includes evaluation of the collaboration with the supervisor. In NATBACH this 
process of evaluation is repeated at the end of the semester. 

 Generally, in the case of problems with the collaboration with a supervisor, the 
students can discuss the situation with the house-coordinating supervisor. Finally, 
after each semester, the introduction to the semester, the project theme, the mid- and 
fi nal evaluations and the study environment in the house in general are evaluated in 
a questionnaire and the results are discussed in the group of supervisors and in the 
study board.  
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6.5.3     The House as a Framework for Interactive Learning 

 Closely connected to the issue of activating students to take control of their project 
work is the question of how to organize project work on a socio-spatial level. At 
Roskilde University this question has been answered by integrating architecture and 
learning theory in a concept known as the ‘house’. A house is an organizational unit 
framing the students’ academic and social life during the fi rst part of their studies. 
It accommodates approximately 120 students, 6–10 supervisors (one of whom 
assumes the task of being house coordinator in charge of the organization of the 
project work in the house), and a secretary who takes care of administration at a 
local level and is the students’ invaluable ‘go-to’ person. (See Fig.  6.7 ).

   For the larger bachelor programmes, both project work and course work in the 
three 1st semesters are house internal activities. In the case of NATBACH, which 
has considerably fewer students, course work is organized across the houses, so that 
1st year students may attend courses together with 2nd year students. 

 The physical facilities for the project work are very important. While the actual 
equipment of the houses varies somewhat across the four bachelor programmes, 
ideally the norms are common to all: each group has access to a group room 
 throughout the entire semester. Ideally, the group rooms are equipped with comput-
ers and whiteboards, and/or the houses are equipped with designated computer 
rooms. Each house also has a large classroom used for course teaching, for plenary 
meetings for all students in the house, for project presentations, group formation, 
seminars, etc. Finally, every house has a fully equipped kitchen. The standard inte-
rior architecture of a house is shown in Fig.   12.1    .

   The house constitutes the central framework for the work in the student groups. 
Throughout the semester, the groups typically meet 2 days a week, and once a 
week they have the opportunity to meet with their supervisor for 1 or 2 h. In the 
intensive periods, 3–4 weeks before the deadline for submitting the project reports, 
the students work almost non-stop on their projects. While the house arguably is 
the most important frame for doing project work, students have recently been seen 
to become somewhat more free of the boundaries of the house with the advent of 
social media that enable them to meet and interact in new, virtual spaces (see also 
Chap.   16    ). 

 However, after more than 40 years as a key concept in Roskilde University’s 
project work philosophy, the house has proven its worth by providing a secure and 
inspiring environment for learning. It also helps minimize drop-out rates that have 
been considerably higher in comparable educational programmes at other institu-
tions with more traditional organizational principles. It remains the backbone of the 
physical organization of project work at Roskilde University, even if the need for 
some structural changes is presently emerging. 

 When Roskilde University was built in 1972, a house was planned to contain 
only 63 students (in 9 groups), 4 supervisors and 1 secretary. In the ensuing years, 
however, the number of students has climbed to between 100 and 120 per house, 
and in order to cope with the ineffi cient use of space, the University is now launch-
ing a process aimed at changing the study environment in some aspects. In this 
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  Fig. 6.7    Buildings like this two-storey building have normally comprised two houses at Roskilde 
University, one on each fl oor. In SAMBACH, one of these buildings is now in the process of being 
reorganized as an integrated bachelor house, where all students utilize facilities on both fl oors 
(Photo: Poul Erik Nikander Frandsen)       

  Fig. 6.8    Project group meeting in HUMTEK. 50 % of student work is based on self-conducted 
project work throughout all four bachelor programmes at Roskilde University. Each project group 
(typically fi ve students) has one supervisor with whom they meet up regularly during the semester. 
For such meetings and for the project work in general, group rooms are available in the houses and 
can be booked and used at any time. In the last period of the semester the project work is very inten-
sive and often the group rooms are then used day and night (Photo: Poul Erik Nikander Frandsen)       
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process, every two original houses are planned to be integrated in a joint ‘bachelor 
house’, containing students in the 1st, 2nd and 3rd years of the programme. This 
plan is presently being set into motion in SAMBACH. 

 Socially, the aim is to improve relations between new and more experienced 
students from the different student cohorts, e.g. by using the older students as men-
tors for the younger ones, as tutors and instructors in courses, etc. 

 Physically, the aim is to transform the old building and the ‘closed’ group rooms 
to a more open-spaced lounge for informal group meetings and cross-group net-
working. Ideally, the students will be able to select spaces which support the proj-
ect work at the different stages of the work process: one area suitable for 
brainstorming in the beginning of the project period, another for the period of 
intense discussion of literature, theories and methods, and yet another for the inten-
sive writing period. To avoid empty spaces at different times during the semester, 
efforts have been made to develop fl exible spaces that can be rearranged and uti-
lized through the entire period. In the new structure, the ground fl oor is an open 
landscape, a lounge area also suitable for the students’ social life in the house, e.g. 
parties, get-together events, or lighter curricular activities. On the fi rst fl oor, space 
has been allocated to more intensive work, as well as a room large enough to 
accommodate all students. 

 Another transformation of the ‘house structure’ can be seen in HUMTEK. Here 
all students work in a joint study environment which integrates project rooms 

  Fig. 6.9    At FabLab RUC which is located in the buildings of the HUMTEK bachelor programme 
students can work on programming, 3D modelling and prototyping as part of their course and 
project work (Photo: Poul Nicolas Padfi eld)       
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equipped with projectors and whiteboards, non-formal meeting facilities in semi- 
public areas and workshops with a variety of facilities for visual/3D-design and 
prototyping (see Fig.  6.9 ). This study environment also encourages the use of stu-
dent instructors and mentors, who are being systematically integrated into course 
work and project work in HUMTEK.
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7.1                Outlines: Programme Structures and Overall Goals 

 The specifi c feature of traditional Roskilde University master level programmes is 
that students may design their own study programme by combining the two fi elds or 
subjects that best support their academic interests and career plans. Until 2006, after 
2 years of basic studies (within the fi elds of science, social sciences or humanities), 
students would continue with a 3-year double specialization, selecting two different 
subjects for the master level. This would allow students to choose an integrated 
understanding of the two subjects, from multidisciplinary to a more or less transdis-
ciplinary approach. After 2006, with the implementation of the Bologna structure, 
bachelor programmes would include basic studies and a specialization into two 
specifi c subjects, and at the master level this double specialization would continue. 

 In the master programmes, the same overarching pedagogical principles are 
respected as those for bachelor programmes (problem-orientated, interdisciplinary 
and participant-directed project work), with a clear progression in methodological 
awareness, according to the  European Qualifi cations Framework  (EQF)with. At the 
end of the second cycle (master level), graduates should be able to “manage and 
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 transform work or study contexts that are complex, unpredictable and require new 
strategic approaches, take responsibility for contributing to professional knowledge 
and practice and/or for reviewing the strategic performance of teams” (Level 7; 
European Commission  2014 ). 

 In addition to this, the problem-oriented project work links more directly to 
application in practice than do lectures where students are usually not directly 
engaged in real-life problem solving. Thus, there is a tradition of a focus on stu-
dents’ employability (Andersen  2013 ), often related to experiences with projects in 
collaboration with external partners, or in relation to internships. This is reinforced 
in the most recent orientations in problem-oriented project work directed towards 
entrepreneurial skills and innovation. 

 When students combine two subjects from two different fi elds across the humanities, 
the social sciences, the natural sciences, and the humanistic-technological sciences, 
the kinds of interdisciplinarity developed are of necessity very different from the 
fi eld-specifi c interdisciplinarities that are developed within the various scientifi c 
fi elds. Combinations of two subjects of specialization can be made between subjects 
within the area of the individual student’s bachelor programme, or between one sub-
ject from this programme and one from another bachelor programme, the most fre-
quent type being a combination of humanities and social sciences. Furthermore, the 
specifi c kinds of disciplines that are combined, regardless of fi eld and whether they 
are more theoretically-oriented, more skill-oriented or more problem-oriented, defi ne 
different types of interdisciplinarity. Generally, there has been a development in the 
range of available subjects from Roskilde University’s inception until today from 
rather more classical and well-defined subjects towards a wider range including 
more cross- and transdisciplinary subjects (see Chap.   5    ). This may be seen as an 
effect of problem-orientation and collaboration also in research. In some areas, 
the interaction among different disciplines has led to actual transdisciplinary 
approaches as mutual organization of concepts, methodology, procedures (meth-
ods), epistemology, terminologies, and data (see also Chap.   2    ). Transdisciplinary 
subjects would as such contain a number of related disciplines where the disciplines 
actually change their concepts, structures and aims (Jantsch  1972a ,  b ). Examples of 
such subjects developed at Roskilde University would be  Cultural Encounters  and 
 Performance Design .  

7.2     Adjusting to the Bologna Model: Combination Structure 
and New Integrated Programmes 

 The implementation of the Bologna structure (see Sect.   4.4    ) as a common European 
educational structure was a profound break with the initial educational model of 
Roskilde University. It forced all universities to adapt to an overall European model 
in order to facilitate the general mobility of students. One of the main outcomes of 
the Bologna process is the structuring of all European higher education into three 
general levels: bachelor programmes consisting of 3 years of study, master 
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programmes of 2 years and PhD programmes of 3 years of study. At Roskilde 
University, the implementation of such a structure evidently was an important chal-
lenge, forcing the university to adapt a 2 + 3 year structure into a 3 + 2 year structure 
and thus cutting the 3 year double specialization in two. 

 The implementation led to a two-step reform of the programme structure. At fi rst, 
a somewhat pro forma graduation level after 3 years was implemented, without seri-
ously changing the initial educational model (see also Chap.   5    ). In this way, the 
main idea of moving from broad introductions towards progressively higher 
specialization was clearly maintained, and in practice the continuation of the basic 
studies was still a 3 year programme at the graduate level with a two-subject com-
bination. The link between the specialization elements at the bachelor level and the 
master programmes was emphasized, and the boundary between bachelor and 
graduate level was more or less ignored by the subject study boards that would still 
be responsible for the entire 3-year study period. Only administratively, there would 
be a clear demarcation, with the bachelor degree as the marker. 

 A negative side effect of this solution was the diffi culty involved in exchanging 
students with other universities; the entrance to the master level at Roskilde 
University was too specifi c. Any student from outside would have to be able to 
demonstrate knowledge, skills and competences in the two specifi c subjects at a 
level corresponding to that of bachelor at Roskilde University, and would also have 
to be familiar with working in project-oriented programmes corresponding to that 
of a Roskilde bachelor. 

 In the second step, the organization of the programmes was changed so that the 
four bachelor programmes would each have their own study board and study direc-
tor, assuring the coherence of the overall programme, so that students were not left 
alone in the organization of their studies. This is an essential historical change, since 
an important feature of the original model was to leave responsibility to students, in 
collaboration with supervisors. With the national focus on quality assurance and 
hierarchical structures in governance, the responsibility structures always have to be 
clear, and universities must be able to monitor any structure from the top. 

 On the positive side, the adaptation to the Bologna structure has made it clear that 
master programmes are 2-year programmes and that they must be open not only to 
Roskilde University students, but also to students from other universities, both in the 
original free combination structure, and in new integrated single master programmes. 
On the less positive side, a 2-year programme structure is a clear challenge since it 
may be hard for students to actually manage to immerse themselves in two different 
subjects understanding the kind of interdisciplinarity they may offer, and to write a 
master’s thesis. As a reaction to this, Roskilde University offers separate clearly pro-
fi led integrated 2-year master programmes in some of the prominent interdisciplin-
ary areas that the university is known for, such as  Communication Studies, Social 
Entrepreneurship and Management , and  Environmental Risk.  Already existing well-
established integrated programmes are  Technology and Societal Planning  (in Danish: 
TekSam),  Global Studies ,  Business Management  and  Public Management . Moreover, 
three new programmes have recently been accredited:  Spatial Designs and Society, 
International Administration and Politics,  and  Social Intervention.  These new 
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 programmes coexist with the original combination structure with a combination of 
two disciplinary modules. One clear advantage of the full inter- disciplinary pro-
grammes is that they allow for the responsible study boards and research staff to 
create a more integrated study environment for the students than is possible when 
students make their own combinations. 

 Currently, there is a discussion about the equilibrium in the coexistence of the 
two master programme structures, and how they will develop. The original 
 educational structure both at the undergraduate and the graduate level is part of the 
university’s heritage and specifi city. There is a general agreement to preserve it, also 
at the graduate level, throughout the areas of humanities, social sciences, natural 
sciences and humanistic-technological sciences. Combination programmes are still 
the most common graduate model, and have always coexisted with a number of 
integrated programmes. 

 It has indeed been a challenge to create a transition from a model where the 
bachelor programme modules (courses and project work) are actually followed 
directly by master programme modules without any obligatory limit (since Bologna 
often referred to as the bachelor ‘fence’) to a model where bachelor programme 
modules are likely to wind up a comprehensive undergraduate programme. 
Typically, the individual subject areas imply that bachelor modules and master mod-
ules are elements within a total academic entity. This will often mean that the spe-
cifi c subject modules at the bachelor level represent a necessary condition for 
academic progression in the master programmes. With a sharper distinction between 
bachelor and master programmes in which admission to study for a master degree 
does not necessarily require a very specifi c bachelor programme or subject module, 
this understanding of cohesion and progression is challenged. Instead of the 
unambiguous thinking in subjects along the length of bachelor and master pro-
grammes, the academic content progression in the bachelor programme must be 
thought of as a coherent and complete process. At the same time, the academic 
progression of master programmes must be envisaged on the basis of the qualifi ca-
tions of participants from different but clearly stated subject combinations in bach-
elor programmes. 

 The university needs to ensure a sound balance and synergy between the combi-
nation structure and the new integrated master programmes, at least until they have 
shown a strong capacity for recruitment and a clear potential for academic develop-
ment. The situation requires a delicate balancing act: If combination subjects are 
removed and replaced with integrated programmes that turn out to be unable to 
attract new students, the attractiveness of the combination structure may have been 
weakened for no real purpose (because it depends on a certain number of possible 
combinations). 

 In any event, the decision of opening up for new integrated single master pro-
grammes has prepared for a more extensive interchange with other universities, 
nationally and internationally (some programmes being offered in English), because 
the programmes inevitably are more recognizable for bachelors outside the university. 
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In this sense, they allow students to enter Roskilde University at a higher level than 1st 
year bachelor. At the same time, this is part of the Danish governmental policy of a 
so-called fl exible educational system: there must be a possibility to change between 
universities in Denmark, and there must be a simple connection for students from 
professional bachelor programmes to enrol in academic master programmes both in 
order to create an effective system and in order to support lifelong learning (see also 
Chap.   4    ). The challenge here is that academic and professional bachelors are not alike, 
and that the academic requirements of the university master programme may result in 
individual failure and high dropout rates. Several ‘bridge building models’ have been 
tried in order to remedy this, such as individual evaluation before acceptance (direct 
assessment), tests, and collaboration between bachelor programmes and specifi c types 
of master programmes for professional bachelors.  

7.3     Structural Challenges and Quality Assurance Demands 

 There are some signifi cant challenges associated with the combination model. 
Compared to the national management and quality assurance of universities, it is a 
problem that the educational structure breaks with the principle of offering only 
coherent master programmes. Following the Ministerial Order on Education 
(Universitets- og bygningsstyrelsen  2010 ), all master programmes should be offered 
as coherent programmes and manifest an internal progression (§21). Furthermore, 
according to the Danish Accreditation Council, it is a prerequisite that the 
responsibility for every programme is clearly stated, and not just for each subject 
within the programme. At Roskilde University, this would mean stating the clear 
responsibility for combining each of the 28 possible subjects with each other in 
what would make 28 × 27 subject combinations (of which many are of course never 
chosen, while some are more frequent than others). 

 In connection with the accreditation of Roskilde University’s study subjects, the 
accreditation authorities time and again have called attention to the fact that the 
university has neither direct control of nor clear responsibility for the quality assur-
ance of the totality of the students’ educational programmes, since all data and 
reports from programme directors concern only one subject module and not the 
overall programme/education. 

 Within the combination structure now being replaced, students may choose two 
subject modules among currently 28 possible subjects. This causes both planning 
challenges and administrative challenges; one being very basically the title of the 
degree which is to be awarded (a general problem within interdisciplinarity), 
another being the individual student’s competence profi le (see also Chap.   4    ), which 
must be adjusted to the specifi c choice of subjects in the programme, and accord-
ingly, to the job possibilities. Many students at Roskilde University express the 
view that they lack a clear understanding of what their professional profi le is and 
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how it can be used in a job market context. In the current educational organization, 
it is to some extent left to the students themselves to declare their professional 
competences on the basis of the choices they individually make. 

 The organizational strategy for strengthening the combination model includes 
several key elements: fi rstly, to establish study boards at the master level with 
responsibility for the students’ overall programme, i.e. combinations of different 
subjects, and secondly, to organize these combination programmes as continuous 
cycles with a clear delegation of responsibility for research support to the underlying 
research environments. A fundamental change in the combination structure there-
fore will be that one subject must be chosen as ‘primary’ (meaning that it defi nes the 
title of the degree and frames the thesis), and that it can be combined with one of 
eight ‘secondary’ subjects approved by the study board. The actual weighting in 
ECTS-points can still be equal between the two subjects. 

 To address these general challenges, a central objective for all graduates from 
Roskilde University is that they acquire an accurate perception of their specifi c 
strengths and general competences, and that the university increasingly supports the 
students in developing a solid educational and professional identity, including a 
general strengthening of student counselling and career advice (see also Chap.   8    ).  

7.4     What Subject Combinations Should Be Recommended? 

 As mentioned the total of the 28 × 27 possible study combinations have been chal-
lenged by the quality assurance processes and the demands of Danish education 
policy, and it is being addressed in the recently adopted structure. According to this, 
the study board committees will point out the combinations which are most rele-
vant, and most interesting from an interdisciplinary point of view and in terms of 
employability. For the study board to grant exemption to a student wishing to choose 
other combinations, the applicant will have to argue for its strengths and perspec-
tives, also in relation to labour market requirements. 

 The different subject combinations that students can choose from differ in the 
possible types of interdisciplinary approach, but all should introduce students to 
interdisciplinarity as a core concept at Roskilde University. All master students 
should be aware of the type of interdisciplinarity of their subject combination or 
programme. In all combination programmes, there is a possibility of integrating the 
two disciplines in a very concrete way in a so-called integrated master thesis, select-
ing a problem of which the analysis and solution demands some kind of combina-
tion of the two. The graduate programmes manifest a whole typology of 
interdisciplinary approaches, not only from multidisciplinary through crossdisci-
plinary to transdisciplinary (cf. Jantsch  1972a ,  b ; Piaget  1972 ; OECD  1972 , see also 
Chap.   2    ), but also from theoretically-oriented disciplines to skill-oriented or 
problem- oriented disciplines (cf. Højgaard Jensen  2012 ). 
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 Combining two traditional subjects such as Mathematics and Philosophy or 
Biology and Danish can allow for a multi-disciplinary approach which would be 
defi ned as a hierarchal juxtaposition of various disciplines grouped in such a way as 
to enhance relationships among them. Such types of disciplinary relationships are 
much in demand at Danish high schools and give access to jobs as high school teach-
ers. Here, a double subject profi le is important; the possible combination of the two 
subjects in an integrated master thesis and the interdisciplinary and methodological 
insight from the basic module at bachelor level allow for a strong experience of 
interdisciplinarity. 

 Combining two subjects that are both interdisciplinary, such as Cultural 
Encounters, International Development Studies, or Working Life Studies is a meth-
odologically challenging task and should be recommended when the individual stu-
dent’s study plan is based on a very clearly expressed idea or focus. 

 On the other hand, there are combinations that are particularly interesting for 
specifi c areas in society and the labour market. These combinations have previously 
been promoted as specifi c full programme profi les: one of these is Public Relations 
(a combination of Business Studies and Danish). This particular fi eld plays an 
increasingly important role in the development of society and the economy, with a 
focus on economic, sociological and communication studies. 

 Cultural Environment, being a combination of geography and history, is another 
case in point. It touches on a variety of problem areas and subject areas, ranging 
from natural and cultural conservation, to planning and destination development. 
The programme aims for students to achieve interdisciplinary expertise in the 
interplay between nature, production, lifestyles, infrastructure and housing, and 
urban patterns in the development of the relationship between landscapes, towns 
and villages.  

7.5     High-Level Research-Based Project Work 

 Generally, the links between research and teaching are constructed in a variety of 
ways across the university, from the inclusion of subject-based research in the cur-
riculum to the provision of opportunities for research practice for students alongside 
researchers. Learning in research mode means learning from researchers, with a 
focus on methodologies, approaches, methods and instruments of research, and on 
critical reading and thinking skills. The specifi c learning activities are those of 
research, such as inquiry-based or problem-oriented learning tasks, concrete case 
studies, projects in collaboration with external partners, performances or exhibi-
tions, fi eldwork and laboratory work. In addition, concepts such as  research- 
informed   or  research-enhanced  teaching and education have been introduced, 
pointing mainly to the fact that research and researchers are behind, but not neces-
sarily engaged in educational activities. 
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 Problem-oriented programmes involve several of the distinctive elements of 
research-based education since students in these programmes clearly work together 
in research-like projects under the supervision of or with researchers. In addition, 
the learning approach is that of knowledge building and inquiry—driven learning. 
Groups of students make a collective inquiry into a specifi c topic, arriving at a 
deeper understanding through interactive questioning and dialogue, and continu-
ously improving on ideas. This approach contrasts with the lecture-oriented 
approach aimed at fi lling knowledge into students’ heads, a teaching method which 
achieves one of the aims of research-based education (that of researchers teaching 
new research results), but does not help students become independent thinkers or 
innovative agents. 

 An essential element of the problem-oriented approach at Roskilde University is 
the connection to a supervisor and to other groups. In this methodological approach 
students must be strongly aware of research questions, methods and analyses, 
emphasizing the consistent use of methods and academic rules. Here, the ideal rela-
tion between teachers and students is that of a collaborative community. The teach-
er’s role becomes that of a guide and later of a colleague, allowing students to take 
over a signifi cant portion of the responsibility for their own learning, including 
planning, execution and evaluation (see also Chap.   8    ). Students must have close 
connections with research environments and real research projects. In the strongest 
versions, students’ projects are linked directly to and enhance the projects of 
researchers (see also Chap.   14    ).  

7.6     Examination and Feedback: Formative 
and Summative Evaluation 

 When debating and developing forms of assessment and evaluation, it is com-
mon practice to distinguish between two complementary and yet overlapping 
functions. Formative assessment is a range of formal and informal procedures 
employed during the learning process in order to support student learning with 
qualitative feedback. Summative assessment on the other hand seeks to moni-
tor and evaluate educational results and outcomes, generally for external 
accountability. 

 The forms of evaluation at Roskilde University were a focal point from the 
beginning, and the university has had a clearly innovative function in developing 
new forms of both formative and summative assessment, not only the sometimes 
disputed group exams (see also Chap.   5    ), but also the process evaluation tools and 
the peer feedback. The evaluation formats involve group members and supervisors 
across groups in the process of the project work, emphasizing formative evaluation 
and refl exive and functional knowledge and competences, rather than declarative 
knowledge. Forms of evaluation and assessment are strong instruments in focusing 
students’ activities (Brown and Race  2012 ). In the past 10–15 years there has been 
a renewed focus on establishing a more precise connection between the learning 
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objectives and the evaluation formats used (alignment), and at the same time a 
stronger focus on developing evaluation formats that motivate for intensive pro-
cesses and high student activity. 

 Alignment of work methods and exam formats is strongly at play in oral 
group exams in Denmark. This type of assessment where the whole group is 
present at an oral defence of the common project is closely linked to project 
work in groups and allows for the group members to present and discuss their 
work together with the examiners more intensely and with much more time 
available than if they were examined individually. Grades are given individu-
ally, and the time allotted for the discussion of the project as a whole is propor-
tional to the number of group members, allowing for in-depth questions and 
answers. Thus, this exam type is far removed from the testing of rote learning 
and simple declarative knowledge. 

 The efforts to continuously develop the forms of examination are linked to the 
work with project variation and relations to practice and also to progression in the 
students’ learning. With the bachelor reform, the requirements for evaluation formats 
in relation to project work, which in time had been undermined in different ways, 
have been tightened up. As to the courses, the tendency had been to use only a few 
main exam types and assignment genres, which in certain cases were not suffi ciently 
aligned with the formulation of new learning objectives. Therefore, especially with 
regard to course exams, there is currently an effort to develop exam formats that are 
closely linked to the concrete descriptions of learning outcomes, and to advise study 
boards and programme directors on their choice of relevant exam types. The forms 
of examination should not only offer control in a summative way, but motivate and 
support students’ active participation and learning (Skov  2013 ). 

 With the bachelor reform, initial formative and process-oriented work methods 
such as the problem formulation seminar and the mid-term seminar with peer feed-
back are essential in all the programmes. At the same time, from 2013 group exams 
have been reinstated at Roskilde University as a mandatory assessment form for 
each semester’s project work, after having been abolished for 6 years. 

 At the master level, it has not yet been made explicit whether specifi c types of 
formative and summative evaluation should be integrated in all programmes. This 
implies that competence development through peer evaluation and process focus in 
different types of project work may not be used to the same extent in all programmes. 
The challenge at this level is that students may lose the chance to learn from one 
another across project groups. 

 There is a strong need to continue developing both teaching and examination 
methods in order to avoid a simplistic reproduction of knowledge, and to emphasize 
knowledge building and inquiry – and student-centred learning. However, some 
students may indeed prefer lectures rather than project work or independent studies. 
They avoid the challenges of insecurity and open-ended activities in seeking refuge 
in the safety of memorizing correct answers. With the Bologna process, the increas-
ing need to defi ne precise and specifi c learning outcomes threatens to suppress 
research-based learning and bring back teaching based on transmission of 
 knowledge, since open-ended assignments and corresponding exam and evaluation 
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formats cannot be designed with the same degree of predictability. If the intended 
alignment of work methods, exam formats and clear objectives is used intelligently, 
it allows for an emphasis on process and competence, but problem-oriented knowl-
edge building will never be as controllable and quantifi able as rote learning.  

7.7     University Education at a Crossroads 

 The political effort of the Danish government, like that of most other governments, 
is to educate its citizens to overcome the fi nancial crisis and to survive in global 
competition. As a consequence of the large intake of students at all levels and the 
‘academization’ of all professional degrees (see also Chap.   4    ), Danish university 
education is currently balancing between mass education and elite education. Over 
the last 30 years, the number of students has increased at all Danish universities, and 
most bachelor students continue their studies at the master level. Universities and 
university colleges are entering into a common educational system where profes-
sional and academic degrees are mixed and where the boundaries between different 
types of programmes are becoming less clear. Research-based university education 
used to be the defi ning characteristic of a certain type of academic institution, but is 
currently being challenged by new defi nitions. The risk of a larger and more fl exible 
educational system is that the conditions of mass education may impede elite educa-
tion. The educational strategy has also led to a large increase in the number of PhDs 
that must be ‘produced’ at all Danish universities, and in this way to a certain risk of 
devaluation of the value of master degrees. 

 The fl exible education system is in fact close to the former ‘central mindset’ of the 
early Roskilde University, which in its time had the same objective: to accept many 
different paths to a graduate programme (see also Chap.   5    ). With the establishment 
of a university college department adjoining the Roskilde University campus, new 
opportunities to experiment with forms of cooperation have been made possible, and 
the lessons learned will subsequently be extended to developing cooperation with 
other university colleges. 

 As a consequence of its position at the intersection of research and practice, of 
fl exible education and engaged problem orientation, Roskilde University has 
increased the number of PhDs recruited from a professional career within the fi eld 
of their future PhD project. Students come from both the public and the private sec-
tor, thus creating a direct link between theory and practice. This means that the 
university will provide Danish society with a highly educated workforce that will 
help develop the welfare society, the private sector and the research sector, focusing 
on sustainable solutions for societal regulation, services and production, using as a 
point of departure the high national standards for welfare and production. 

 Some groups have raised questions about the orientation of graduate education 
and whether it should be maintained at all as an offer for all undergraduate students. 
One can imagine that graduate programs may become elite tracks, some of which 
will be explicitly research-oriented, while others are explicitly professional and 
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practice-oriented. In this model, the normal mass education is completed with a 
bachelor degree, academic or professional, but always with a clear focus on employ-
ability. The model places great demands on the development of continuing educa-
tion and training opportunities at the master level in the context of lifelong learning. 
The economic rationale behind the model will be that society is willing to pay for 
basic academic and professionally-oriented education and elite training, while 
 continuous education might perhaps be fi nanced by private funding. 

 In this situation, the role of Roskilde University is as much as ever to facilitate the 
exchange between academic and practice-related professional education, to enable 
access to research-based education though the continuous development of student-
centred education and collective project work, and to challenge the well- established 
disciplines and pedagogical routines. The critical approach to both education and 
society is at the very centre of research-based project work (see also Chap.   17    ).     
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              Recognizing that being a facilitator means also being a learner. This might mean learning 
to develop the capabilities of a facilitator and possibly also learning new knowledge with 
and through the students. (Savin-Baden and Major  2004 , p. 97) 

8.1       Introduction 

 In this chapter, we shall turn our attention to the most important aspect of the role of 
faculty members in students’ project work, i.e. their role as project supervisors. 
Project supervision has a history of over 40 successful years at Roskilde University. 
We begin with a brief discussion of different concepts regarding the role of faculty 
members supervising project work. Then we focus on the core framework for proj-
ect work and supervision, i.e. the time and activity frame and the learning outcome 
that students must realize. This provides the basis for describing and discussing 
various aspects of supervision. We summarize the tasks associated with supervision 
in a model that shows: (a) the basic framework of project work, (b) the key supervi-
sory tasks, and (c) other important functions offered by the university for supporting 
student project work. We will then describe the university’s efforts to train faculty 
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members as supervisors. We conclude the chapter by comparing the framework of 
project work and project supervision with the general educational strategy of 
Roskilde University.  

8.2     Concepts Relating to Supervision 

 In the Anglo-American pedagogical tradition, different concepts are used to denote 
how faculty members support students’ work on projects and dissertations. The 
most common concepts seem to be ‘supervising’, ‘advising’ and ‘facilitating’. Lee 
and Green ( 2009 ) analyse the metaphor of ‘supervision’ by splitting it into its two 
original parts ‘super’ and ‘vision’. They argue that the concept of supervision origi-
nates from a vision-centred interpretation of knowledge and truth dating back to 
Modernity and the Enlightenment, i.e. to Humboldt and the University of Berlin in 
the fi rst decade of the nineteenth century (Lee and Green  2009 , p. 626, see also 
Chap.   4    ). The concept of supervision stresses the specifi c role of supervisors in 
monitoring and providing guidelines for the students’ work. By using this concept, 
one assumes that supervisors are enlightened in two ways: (a) by possessing 
 independent knowledge and expertise relevant to the students’ work, and (b) by pos-
sessing expertise in understanding the students’ perspectives and in guiding their 
work. In the context of project work, Boud and Costly ( 2007 , p. 119) propose a shift 
in the role of faculty members from a role focused on the ‘supervisor’ to one focused 
on the ‘learning advisor’. They argue that the concept of the ‘learning advisor’ 
would be more consistent with an independent learning approach. This concept 
downplays notions of faculty members having all-embracing competence. Instead, 
it emphasizes that faculty members should be able to advise students on how they 
best can learn from the projects that they are working on. The concept of ‘facilitator’ 
expresses a similar notion. This concept also emphasizes that faculty members 
 primarily should support students’ independent work. Savin-Baden and Hanney put 
it this way:

  Promoting autonomy in small teams and allowing students to own their own learning expe-
riences involves letting go of decisions about what students should learn, trusting students 
to acquire knowledge for themselves and accepting that students will learn even if they have 
not been supplied with a lecture or handout. (Savin-Badin and Major  2004 , p. 94) 

 In this understanding, the function of facilitators would be to support students by 
encouraging joint participation, mutual understanding and shared responsibility. 

 The Danish equivalent of ‘supervision’, ‘advising’ and ‘facilitating’ is ‘vejled-
ning’ (meaning literally ‘to show somebody the way’). On the one hand, this  concept 
emphasizes that faculty members possess a surplus of knowledge compared to the 
students – without ‘vejledning’, students would get lost. This concept also implies 
that students themselves must defi ne the starting point as well as the destination of 
their journey. In regard to the production of knowledge and the responsibility of 
managing student project work, the meaning of this concept is thus located 
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somewhere between the concept of ‘supervising’ and the concepts of ‘advising’ and 
‘facilitating’. 

 In addressing supervision, most research publications focus on the dyadic rela-
tionship between a PhD student and a PhD supervisor. Lee and Green express it as 
follows:

  Supervision remains conceptualized as essentially a one-to-one relationship. In this 
instance, this involves a still largely individualized exchange between a doctoral student 
and a supervisor. (Lee and Green  2009 , p. 616) 

 A limited part of the research literature focuses on the supervision of several 
students each with their own project. In this context, some authors use the concept 
‘collective academic supervision’ (Nordentoft et al.  2013 ). In this type of  supervision, 
several students meet with one or two supervisors. The students present their proj-
ects to each other and their supervisors, all participants are expected to have read the 
students’ material before the supervision takes place, and during the supervision 
process the focus is on the individual projects as well as discussions of common 
themes. Both faculty members and students indicate that the main challenges of this 
type of supervision are: (a) how to strike a balance between individual and collec-
tive feedback, and (b) how to ensure that the students’ mutual feedback is not 
 perceived as inferior (Nordentoft et al.  2013 , p. 588). 

 Unlike ‘individual supervision’ and ‘collective academic supervision’, group- 
based supervision is characterized by supervisors meeting with groups of students 
working on joint projects. This means that students are closely collaborating in their 
work and learning. This type of supervision is practiced in Problem-oriented, 
Interdisciplinary and Participant-Directed Project Work (PPL) as well as in Problem- 
Based Learning (PBL). In organizing coherent course programmes and helping 
 students in their learning tasks, the role of faculty members in PBL is often referred 
to as that of ‘facilitators’ (Savin-Baden and Costley  2004 ). As mentioned earlier, an 
important difference between PBL and PPL is that in PBL, faculty members choose 
the problems to be studied, whereas in PPL, students themselves choose the prob-
lems that they want to work on. Furthermore, in PPL the students work in ways that 
are very similar to how faculty members work in their research projects (see also 
Chaps.   1     and   14    ). This means that PPL has some features in common with PBL, 
including the fact that faculty members supervise/facilitate group work. At the same 
time, however, important differences are at play. Similarly, the supervision in PPL 
shares some of the characteristics of individual PhD supervision, including the fact 
that the object of supervision is a research-like project. But there are some important 
differences to be noted. Firstly, the academic requirements for PhD projects are 
higher than those for bachelor and master projects, because PhD students are trained 
to be independent researchers. Secondly, the supervisor’s contact with the students 
in bachelor and master projects is of signifi cantly shorter duration than in PhD 
projects. This means that supervision in the PPL tradition may draw inspiration from 
the traditions of both PBL and PhD-supervision. However, it also means that one 
should be rather cautious when trying to transfer experience between the different 
supervisory contexts.  
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8.3     The Basic Framework of Project Work 

 The basic framework of project work at Roskilde University comprises the time and 
activities involved and the formal requirements for learning outcome as stipulated 
by the university. In the following, we shall briefl y outline this framework. 

 The students are introduced to the format of project work as soon as they enter a 
bachelor programme. They complete a total of 8 projects (each 15 ECTS) and one 
thesis (30 ECTS) throughout their combined bachelor and master studies. Each 
project has a time frame of one semester. Normally, students are appointed a new 
supervisor every time they start on a new project. Projects are carried out by project 
groups established by students who agree to work on the same project theme. The 
formation of project groups often takes place in a complex process involving 
between 30 and 120 students. The supervisors support the students in this process 
and make themselves available for discussion of the project themes (for a concrete 
example, see Chap.   11    ). In the context of group formation, the students reject a 
number of possible projects and exclude some fellow students in order to choose the 
projects that they want to work with and the fellow students that they want to team 
up with. Group formation processes include academic as well as social concerns. As 
soon as the group formation process has been completed, supervisors are allocated 
to the groups. Students designate a theme of study within a broader fi eld of interest, 
and then they choose a problem that relates to the theme. The themes selected con-
stitute the context for the chosen problems, i.e. the framework that makes it possible 
to argue for the problems in regard to their broader societal, academic and study 
relevance. The supervisors support the students in exploring the themes chosen and 
in sharpening and clarifying their problem formulations. 

 Project work aims to meet academic criteria. This means that students (a) com-
plete systematic literature searches, (b) produce an overview of relevant research, 
(c) choose the scientifi c theory and other theories that will serve as the basis of their 
project work, and (d) choose analytical methods. The students refl ect on criteria for 
inclusion or exclusion of theories and methods, and supervisors may help with 
 specifi c proposals. The main task of the supervisors is however to support the 
 students’ own activities and their self-directed learning. The students refl ect criti-
cally on their choice of empirical fi eld, and produce and analyse empirical data. The 
choice of empirical data depends on the academic traditions and culture within the 
chosen study programme (see also Sect.   2.2    ). Supervisors enter into a dialogue with 
the students on these issues, and contribute to student project work by involving 
their own professional experiences from empirical research. In some cases, supervi-
sors may help students in more direct ways, e.g. by taking part in the analysis of 
empirical data to demonstrate specifi c analytical methods and advising the students 
directly on how theory can be brought into play. Finally, the students draw conclu-
sions based on the project fi ndings, they critically refl ect on different aspects of their 
project work, and they put the project into perspective in relation to broader societal 
and/or academic issues. Here, the supervisors act as discussion partners who help to 
close the project (conclusion) and to open up the project in relation to broader 
 theoretical or societal issues (the exemplary principle). 
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 The project workfl ow can be illustrated by a model (Fig.  8.1 ).
   The various elements of project work are rarely carried out in a linear way, but 

rather in an iterative way back and forth between the elements. This is illustrated by 
the double arrows in the model. 

 Project work is continuously evaluated mutually by members of each project 
group and their supervisor, and also during problem formulation and midterm semi-
nars. At these seminars, two project groups engage in mutual critical and construc-
tive dialogue and in a dialogue with the supervisors of the two groups. 

 The projects are evaluated in group exams on the basis of the students’ project 
reports. Whereas the examination encompasses the whole group, the grading is indi-
vidual (see also Chap.   7    ). To help students to concentrate solely on their project 
work in the second half of the semester, courses are conducted parallel to the project 
work, and are generally placed in the fi rst half of the semester. The courses in the 
bachelor programmes are divided between: (1) courses that provide single-subject 
and interdisciplinary academic knowledge, (2) courses that are directly supportive 
of project work, including project planning and project methodology, and (3) 
courses that students choose freely. Course design at master level depends on the 
specifi c subject areas. Project work is certainly a demanding form of study that not 
only offers professional challenges at a high, independent level, but also personal, 
collaborative and communicative challenges (see also Chaps.   3     and   12    ). 

 The students’ project work is framed by the learning outcome requirements out-
lined in a programme description. These include basic requirements for project 
work that both students and supervisors must address. In the following, we will 
describe the general learning outcome requirements of the bachelor programmes at 
Roskilde University, which in many ways are aligned with the European Qualifi cation 
Framework for Higher Education (see also Sect.   4.4.1    ). If we had focused on the 
learning outcomes of the university’s master programmes, the relevance of the out-
comes to future employment would have been more important, although without 
changing the fundamental emphasis on academic knowledge and skills. The general 
learning outcomes for the bachelor programmes fall into fi ve categories: 
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 The most comprehensive group of learning outcomes that students need to 
acquire concerns academic knowledge and academic skills. These are:

    Firstly : ‘Research-based knowledge, understanding and critical refl ection of theory 
of science, as well as theory, methodology and practice within one or more sub-
ject areas’, i.e. knowledge and understanding of science.  

   Secondly:  (a) ‘Ability to identify, defi ne and articulate complex academic  problems’, 
(b) ‘Ability to assess theoretical and practical problems and to argue for and 
select relevant theories, analyses and solutions’, and (c) ‘Ability to apply the 
scientifi c methodologies and tools of one or more subject area, as well as apply-
ing general skills related to work within the subject area(s)’, i.e. skills in working 
academically.  

   Thirdly : (a) ‘Skills in systematic search for literature and information, and in apply-
ing scientifi c standards and methods to the use of references’, and (b) ‘Ability to 
read and apply academic literature in Danish and other languages’, i.e. general 
academic skills.  

   Fourthly:  (a) ‘Communication of academic issues and solution models to both peers 
and non-specialists’, and (b) ‘Skills in the effective use of information and com-
munication technologies’, i.e. communication and IT skills with both specifi c 
academic and broader work-oriented relevance (see also Chap.   16    ).  

   Fifthly : ‘Knowledge and exemplary insight into broader historical, societal, cogni-
tive and ethical aspects of science’, i.e. an understanding of the relationship 
between science and broader cultural and societal contexts.    

  Knowledge of project work and skills to carry out projects  With regard to proj-
ect work, the learning outcomes concerning knowledge and skills are: (a) 
‘Knowledge of project work and management of projects’, and (b) ‘Ability to plan, 
implement and evaluate projects and to comply with deadlines’. The learning 
 outcomes associated with project work at Roskilde University are closely related to 
the implementation of study projects with a primary academic objective. They are 
however, formulated in such general terms that they may also be relevant to project 
work carried out in contexts outside the university. 

  Collaboration competence  As mentioned earlier, the concept of competence 
points to personal abilities that students are assumed to develop in their studies, and 
that they will be able to apply in a variety of contexts. Regarding collaboration, the 
aim is to achieve the following learning outcomes: (a) ‘Handling of complex 
development- oriented situations in study or work contexts’, (b) ‘Independent par-
ticipation in disciplinary and interdisciplinary collaboration with a professional 
approach’, and (c) ‘Dealing with personal, social and group dynamic aspects of 
collaborative situations’. The description of learning outcomes concerning collabo-
ration is oriented towards the transmission of knowledge and skills from study to 
employment contexts. 

  Lifelong learning competences  The Danish Qualifi cations Framework for Higher 
Education refl ects the fact that knowledge, skills and competences are subject to 
ongoing social change. This qualifi cation framework is based on the perception that 
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graduates should be able to further develop their knowledge, skills and competences 
throughout their lives. Against this background, one learning outcome of the bach-
elor programmes at Roskilde University is that students must acquire: ‘Competence 
in identifying their own learning needs and in organizing their own learning in and 
across different learning environments’, i.e. competence in self- directed learning. 

  Competence in study and career choices  The Danish Qualifi cations Framework 
for Higher Education also requires students to achieve: ‘Competence in making 
informed choices of the fi eld of study or occupation based on insight into their own 
professional and personal abilities, and knowledge of study and career opportuni-
ties’. This competence is also included in the description of the learning outcomes 
of the bachelor programmes at Roskilde University. 

 It is not intended that students should achieve all fi ve types of learning outcome 
solely through project work. However, as the main learning activity involved in 
students’ independent acquisition of knowledge, skills and competences, project 
work should be acknowledged as the key contributor to achieving the learning 
outcomes. This means that it is important for supervisors to keep the learning out-
comes in mind.  

8.4     Different Roles of Supervisors 

 The basic framework for students’ project work and for project supervision consists 
of the time and activity aspects and the required learning outcomes. Project supervi-
sion, however, is a complex activity that includes many different and important 
aspects. Because projects are carried out within the timeframe of one semester, it is 
important that supervisors emphasize the academic aspects of supervising the stu-
dents: (a) to collaborate professionally on the academic workfl ow, and (b) to write 
project reports that meet academic standards. The supervisors however are also 
responsible for helping students to deal with group dynamic issues and for prepar-
ing the students to realize their learning goals later on in life. Finally, the supervi-
sors should be able to facilitate the students’ future choice of studies and career. In 
the following, we shall discuss the various aspects of supervision on the basis of a 
model (Fig.  8.2 ).

8.4.1       Work Process 

 At the initial supervision meeting, it is common practice at Roskilde University that 
supervisors and project groups enter into relatively precise agreements on collabo-
ration, either orally or in writing. The reason is that expectations may differ between 
project groups and supervisors, which may cause collaboration problems. The 
agreements – sometimes referred to as ‘supervision contracts’ or ‘supervision 

8 Supervising Projects



128

 letters’ – will set out a clear and explicit framework for cooperation. Agreements 
may for example focus on:

    A.    Formal framework

•    Learning outcomes, time and activity frames,  
•   Problem formulation seminar, mid-term evaluation and exam.      

   B.    Competence

•    Supervisor’s experience and competence regarding the project,  
•   Students’ experience and competence regarding the project.      

   C.    Mutual expectations concerning roles and responsibilities

•    Role of the supervisor at supervision meetings,  
•   Students’ academic ambitions, time presumed necessary for project work, 

etc.,  
•   Division of responsibilities between students and supervisor,  
•   Types of feedback that the group may expect to receive from the supervisor.      

   D.    Rules of collaboration

•    Frequency of meetings and the expected number of supervision sessions,  
•   Agendas of supervision meetings and agreement on minutes of meetings,  
•   Forms of communication: oral, written, email, etc.,  
•   Deadlines for submitting working papers to be discussed at the next meeting  
•   Students’ descriptions of their project activities since the last supervision 

meeting.        
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process
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 The mutual dialogue on the agreement between the project group and the 
 supervisor may constitute an important part of supervision with regard to students’ 
learning and work processes, because it: (a) helps to clarify the formal objectives of 
the project work to be focused on, (b) lets students know what kind of support to 
expect from their supervisors, (c) provides supervisors with knowledge of what they 
may expect from the students, (d) clarifi es the time and resource framework for the 
 project work, and (e) establishes rules for the interaction between supervisors and 
project groups. Throughout the project, a clear agreement on the rules of interaction 
between students and supervisors provides a solid basis for their mutual interaction, 
which may be subject to ongoing dialogue and revision throughout the project 
period. Supervisors may also support the students’ work processes, by helping them 
in structuring time and activities, i.e. advising project groups on appropriate work 
organization. This may include matters such as: (a) how to prepare a work plan that 
indicates tasks and deadlines, and (b) which professional, personal and social con-
siderations should provide criteria for the organization of the work. 

 Clear agreements concerning project work make it easier for project groups and 
supervisors to concentrate on their key common enterprise of academic discussions 
and academic work. Here, the role of the supervisors is to support the students’ 
independent project work in different aspects such as project theme, problem for-
mulation, chosen theory, chosen method, data and analysis. At Roskilde University, 
these aspects of project supervision are research-based. This implies that:

•    Supervision has to communicate research,  
•   Project work takes place in a research environment,  
•   Most of the supervisors are active researchers,  
•   The students learn how to carry out their project work in research-like ways.    

 Therefore, it is important that the supervisors have personal experience of doing 
research, including collaborative research. Students cannot learn how to perform 
project work only by reading or listening. They have to experience project work in 
practice. Therefore, supervisors have to monitor student work processes and con-
sider very carefully how supervision may best support the students’ academic learn-
ing processes (these aspects of supervision are discussed in detail in Chap.   9    ). 

 According to the description of learning outcomes, supervisors are also respon-
sible for supporting students’ use of information and communication technologies 
as an academic tool and means of communication (Chap.   16     discusses these aspects 
of supervision). 

 Supervisors’ communication with project groups is a challenging form of inter-
action. Supervisors may easily succumb to communicating with project groups as if 
they themselves were group members. This implies, however, that supervisors 
assume responsibility for the groups’ project work on the basis of their professional 
experience and knowledge. In this way, they are at risk of removing the learning 
responsibility from the groups. Another risk would be that supervisors only react to 
questions and requests from the groups, leaving the full responsibility of project 
work to the groups. If supervisors disclaim commitment and responsibility for the 
group work and learning processes, this may overload the groups. Thus, academic 
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supervision is a balance between supervisors contributing to project groups’ work 
and learning processes and helping the groups to take responsibility for their own 
work and learning. 

 Academic publications on supervision suggest that supervisors downplay their 
direct instructions: ‘I suggest that you read this book’. Instead it is proposed that 
supervisors choose words that motivate the students to refl ect on the problems they 
face in their project work. This may include the following types of question from 
supervisors:

•    Concretizing: ‘How far have you reached in your analysis?’  
•   Investigative: ‘What caused the disagreement about your choice of theory?’  
•   Challenging: ‘What possibilities do you see of reducing the number of cases in 

your study?’  
•   Evaluative: ‘What should we follow up on the next time we meet?’ (Wichmann- 

Hansen and Jensen  2013 , p. 347).    

 Depending on the knowledge and experience of the project groups, it may be 
necessary for supervisors to provide more specifi c instructions, for example con-
cerning choice of literature, or even to train students in specifi c aspects of theory, 
methodology or analysis. 

 Supervisors are also co-responsible for establishing a good study atmosphere in 
project groups. Hemer ( 2012 ) relates the concept of ‘study atmosphere’ to a concept 
of ‘trust’: “This trust, whether institutional (legal regulations and bureaucratization) 
or personal, is at the core of developing a successful supervisory relationship” 
(Hemer  2012 , p. 832). Supervision agreements may help to boost confi dence. They 
may do so at a formal level, because they clarify the framework of the project work. 
They may also strengthen the basis of a more personal relationship of trust between 
students and supervisors, because they help establish clear mutual expectations. 
However, it is necessary continuously to maintain and develop confi dence in the 
working relationship between students and supervisors. Hemer puts it this way: 
“The relationship cannot be prescribed and instead must emerge out of a process of 
negotiation between supervisor and student” (Hemer  2012 , p. 832).  

8.4.2     Writing 

 Working papers, work plans, project outlines, drafts of chapters and fi nal project 
reports are the physical tangible products of project work. Supervisors may support 
students in their writing by simply encouraging them to get started quickly and by 
providing feedback on their texts. Through feedback, supervisors support 
students in:

•    understanding and acquiring the conventions of academic text writing,  
•   knowing the different principles of structuring project reports,  
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•   establishing a systematic argumentative structure in their texts,  
•   developing a coherent language and linguistic correctness,  
•   knowing the rules for references, notes and bibliographies.    

 In the early phases of the project work, it is commonly recommended that 
supervisors should address overall questions on students’ writing processes, leaving 
out comments on linguistic details, unless language blocks the readers’ under-
standing. Not until later on in the project work should supervisors relate more 
closely to the students’ sentence construction, argumentation and language accuracy 
(Jørgensen and Rienecker  2013 ). If supervisors experience that students have 
 diffi culties in writing, they may suggest that the students participate in the univer-
sity’s voluntary courses in academic writing (issues regarding project writing are 
discussed in Chap.   10    ).  

8.4.3     Group Dynamics 

 Project groups at Roskilde University are expected to accomplish projects within 
time limits. Although the university has established some general academic frame-
works for project work, the responsibility of choosing problems, theory and 
 methodology has been assigned to the project groups in collaboration with their 
supervisors. Ultimately, the project groups themselves are responsible for the learn-
ing outcomes of their project work. The project groups are composed of students 
with a variety of academic competences and perspectives on their work, all of which 
are then negotiated during project work. Compromises are formed, decisions are 
made and tasks are allocated. These aspects of project work may be defi ned as the 
‘goal-oriented fi eld’ or the ‘formal dimension’ of project work. The main efforts of 
the supervisors are directed towards supporting these goal-oriented aspects of the 
students’ project work in order to establish the best possible basis for the students’ 
academic learning processes. 

 However, project work is also affected by informal processes based on social 
group dynamics and psychodynamics (Mac and Madsen  2013 ; Christensen  2013 ; 
Andersen  2008 ). Project groups may be able to articulate these processes as hidden 
power relations, hostility, manipulation, excluding mechanisms, performance anxi-
ety, etc. Unfortunately, such processes often remain hidden, while crucially affect-
ing students’ motivation and their academic benefi ts of the project work. This may 
lead to the designation of scapegoats or the division of students into hostile camps, 
and eventually to project groups splitting up without recognizing the collective 
social or psychodynamic forces that are at play. This may constitute an immediate 
and serious problem for some project groups. Furthermore, not recognizing and 
dealing with group dynamic problems also means that students miss the opportunity 
of learning from their experiences. This implies a risk that they will repeat their 
mistakes in new projects at or outside the university. In this context, it is important 
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that supervisors involve group dynamic processes as an important aspect of their 
supervision. 

 In terms of understanding group dynamic processes and in guiding students how 
to manage these processes, it must however be recognized that supervisors have 
different backgrounds and abilities. It is therefore important that supervisors are 
able to clarify what types of issues they feel confi dent engaging in, and which ones 
they feel less capable of handling. If students’ project work is threatened by group 
dynamic problems, supervisors must be aware of the group support services pro-
vided by the university. Roskilde University has engaged a pedagogical consultant 
who advises project groups on understanding and solving group dynamic problems. 
Furthermore, students can ask for group counselling at the university’s Student 
Counselling Offi ce. Finally, the university has launched a ‘coaching project’. The 
main idea behind the coaching concept consists of two related parts: (1) a course 
that qualifi es psychology and pedagogy students to act as process and team coaches, 
and (2) an offer of coaching for undergraduate students. The roughly 50 student 
coaches trained annually are used by a large number of project groups to discuss 
group dynamic challenges. Coaching is popular with bachelor students, who get the 
opportunity to develop their team collaboration skills in the context of specifi c prob-
lems encountered, as well as with psychology and pedagogy students who are able 
to develop their understanding of group dynamics in theory and practice, and to be 
awarded certifi cates as skilled group coaches by Roskilde University.  

8.4.4     Lifelong Learning 

 The ideal that academic education should be viewed as a reservoir of knowledge, 
skills and competencies to last for a lifetime is gradually being abandoned. The 
labour market and society are continuously changing. Therefore, academically 
qualifi ed employees need to renew their knowledge and familiarize themselves with 
new working methods and tools, and universities must pursue the aim of enabling 
graduates to adapt and learn throughout their working lives. 

 Project work is generally accepted as a method particularly suited to develop 
students’ ability to learn. Each project represents new problems, new knowledge 
and new skills to be acquired. Project work facilitates a broad spectrum of learn-
ing encompassing specifi c knowledge and skills, communicative and interper-
sonal skills, and personal skills such as confl ict management. If students are to 
realize an optimal learning outcome of project work, it is not suffi cient that they 
just work on their projects and acquire different types of tacit knowledge about 
how to learn in new situations. Rather, supervisors should help students to under-
stand how they learn and what learning strategies to use in different learning 
tasks. 

 In some of the study programmes at Roskilde University, students are required to 
refl ect on their learning processes, and such refl ections are discussed at the oral 
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project exam. Students have to prepare a separate section of their project report 
dealing with their learning processes in the project and their refl ections on the work 
process, asking questions such as: What worked well and what did not? What can 
we do differently next time? What have we learned? What competences have we 
gained? What insights have emerged? What is our experience of project work meth-
ods and collaboration? What resources have been used to register these refl ections: 
E-portfolio, logbooks, social media like Facebook, video and audio recording, col-
laboration tools, photos, etc.?  

8.4.5     Study and Career Choice 

 Crucial to the students’ future are questions of study and career choices. Although 
students at Roskilde University can choose to switch studies during the fi rst 2 years 
of their bachelor programme as well as during their transition between the bachelor 
and master programmes, they need guidance in making the right choices. This raises 
questions as to the expected learning outcomes of the various study programmes, 
and the jobs that the various programmes provide access to. 

 Project supervisors are not expected to advise individual students on these types 
of questions. Importantly, however, the supervisors should know when to refer stu-
dents to the university’s student advisors and the central Study and Career Service, 
because individual vocational and study guidance is a matter for specialized profes-
sionals. Still, supervisors are indeed expected to take part in discussions with the 
groups about the relationship between study motivation and study opportunities as 
well as in more general discussions on the types of jobs the different study pro-
grammes may qualify for.   

8.5     Supervision for Life 

 There seems to be a growing need for personal and more existential guidance of 
students, in addition to the need for academic guidance, guidance on group dynam-
ics, guidance in relation to learning strategies, and study and career guidance. 
Student advisors as well as university priests report that many young people are 
uncertain as to the choices they have to make about their education and life in gen-
eral. A great many diagnoses of contemporary society suggest that individuals in 
late- or post-modern society are challenged to a much higher degree than seen 
before in history (Baumann  1992 ; Beck  1992 ; Giddens  1991 ; Sennett  1998 ):

•    People of today have no ready-made scripts for life, handed down by family, 
culture or religion,  

•   People of today are becoming increasingly individualized with a weakened col-
lective identity and social organization,  
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•   People of today are exposed to the globalization of social dynamics, experiencing 
extensive divisions of labour and professionalization of important areas in life. 
This means that they may fi nd it diffi cult to understand their own connectedness 
to the world, and whether or how to infl uence developments in society as well as 
their own life course,  

•   People of today are exposed to an accelerating pace of development, and to con-
stant changes in life circumstances. This puts pressure on people’s ability to 
adapt to the changing conditions and their ability to learn new things.    

 According to Habermas ( 1981 ), some of the risks associated with these develop-
ments include loss of meaning, solidarity and identity. In this context, the  professional 
effort of supervisors and advisors is crucial in regard to whether people will have a 
good life or a life of unemployment, crime, substance abuse, mental instability or 
physical illness. Supervision and guidance are also important in terms of guiding 
people back on track if things have gone wrong in their lives. 

 The general social and identity-related challenges that mark the lives of young 
people also affect project supervision at the universities. The basic learning 
objectives of project work are professional and academic competencies. 
Sometimes, however, project supervisors are faced with situations where they 
have to respond to students’ existential insecurity and identity problems. It is not 
expected that supervisors themselves should provide personal guidance for the 
group members. What is expected is that supervisors are able to uncover what 
kind of help students need, and to advise them on forms of professional help to 
contact. One would be the  university priest, who provides existential guidance. 
Another would be the Student Counselling Service, which provides free psycho-
logical aid and counselling.  

8.6     The Supervision Universe 

 The model of the supervision universe (Fig.  8.3 ) illustrates the formal framework 
of supervision, the supervisory functions and the support functions in regard to 
project work. The formal framework is shown in the inner circle, the support func-
tions are shown in the outer circle, and the different aspects of project supervision 
are located in the circle between the formal framework and the support 
functions.

   The model illustrates how the university prioritizes students’ project work, and 
what support methods are used. Supervision is central. The different support func-
tions, however, are equally important in supporting the students as well as the super-
visors in their common enterprise of project work, and in creating optimal learning 
conditions.  
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8.7     Pedagogical Training of Supervisors 

 Project supervision at Roskilde University is under pressure in different ways. The 
university is experiencing a high turnover of teachers because the fi rst generation of 
faculty is about to retire. In addition, more students are being enrolled, leading to 
the hiring of many new teachers. Not all of the new teachers have experience in 
project supervision. In the context of project work and the practice of supervision, 
the new teachers face the task of developing new knowledge and skills. Furthermore, 
the reduction in time for project supervision has increased the pressure. This situa-
tion creates a need for project supervision to be theorized and critically refl ected 
upon and for the establishment of explicit guidelines for good supervisory 
practice. 

 These changes have shown the need for a signifi cant strengthening of in-service 
training of faculty members at the university. This has been achieved by: (a) ensur-
ing teachers’ right to in-service training, (b) establishing a comprehensive internal 
supply of pedagogical training, (c) requiring faculty members to take in-service 
training and supervision, and (d) distributing responsibilities and tasks associated 
with the training. In-service training rights are guaranteed by the fact that all teachers 
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are assigned 28 h per year of continuing education, and 14 of these hours should be 
used for pedagogical training. New teachers will have to attend courses in project 
pedagogy and project supervision. Some of the courses offered by the University’s 
Pedagogical Training Unit (UniPed) are:

•    Project supervision,  
•   Tuition planning - communication and interaction in university teaching,  
•   The supervisor in the role of examiner,  
•   Course pedagogy,  
•   ICT and teaching.    

 As a condition for being employed as associate professor, assistant profes-
sors must complete a 3-year pedagogical training programme, which is also 
offered by UniPed. During their training, assistant professors receive supervi-
sion from associate or full professors. In order to draw up an appropriate plan, 
a meeting between heads of department and new assistant professors has to be 
established soon after the appointment. The plan includes three elements: 
research, teaching and pedagogical training. Heads of department monitor 
whether faculty members fulfi l their obligations with respect to pedagogical 
training. This is done through annual appraisal interviews. Furthermore, a meet-
ing is held each semester to evaluate and develop the pedagogical training of 
faculty members, involving heads of department, leaders of the university’s study 
programmes and the training unit.  

8.8     Supervision in a Field of Tension 

 Project work and project supervision at Roskilde University are carried out within 
an overall framework provided by the university’s educational strategy. In short, the 
strategy is to educate graduates to critically participate in, assess and develop: (a) 
science, (b) society, and (c) the job functions which they are trained to perform. The 
model (Fig.  8.4 ) illustrates the three main dimensions of this strategy (science, 
 society and employment). It also shows how the individual’s professional and 
 personal development in relation to the three dimensions should be viewed as critical 
to  realizing this strategy.

   The three main dimensions of this model represent a fi eld of tension that accord-
ing to the strategy must be kept in balance. A realization of this strategy requires that 
the students develop: (a) knowledge, skills and understanding concerning  academic 
subjects, society and the relevant job functions in the labour market, (b) knowledge 
and understanding of how science systems, social systems, employment systems 
and the individual’s life and employment opportunities mutually infl uence each 
other, and (c) competences in how to apply the different types of knowledge, skills 
and understanding in professional, societal and personal contexts. The emphasis in 
the study programmes is primarily on academic knowledge and academic skills, as 
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may be seen from the above description of the learning outcome of the bachelor 
programmes. 

 The prescribed learning outcome, however, also requires knowledge and skills 
that are more directly orientated towards society and employment, and towards 
understanding: (a) how society affects academic knowledge and skills, and (b) how 
academia affects society. As mentioned earlier, this refl ects the belief that academic 
knowledge and skills are directly relevant to the job market as well as to citizens’ 
participation in broader society, i.e. that a ‘transfer’ of knowledge and skills will 
take place, as long as the students have the opportunity to acquire personal abilities 
to ‘translate’ them into the requirements of the world outside the university (see also 
Chap.   2    ). 

 The relationship between the three elements in the model is not necessarily con-
tradictory. Academic knowledge and skills may in principle be relevant to participa-
tion in society and employment. However, the balance will be upset if the focus is 
one-sided, i.e. on the criterion of academic learning outcomes. The same applies if 
the description of the academic learning outcomes is not explicitly orientated 
towards society and employment. In the light of the university’s educational strat-
egy, there is a need for a general refl ection on the balance between the learning 
objectives to clarify whether this balance should be altered and how this could be 
done without compromising the ambition of high academic standards (see also 
Chap.   2    ). 

 The fact that a wide spectrum of political parties agrees on requiring that aca-
demic programmes should prioritize employment in the private sector certainly 
underscores the need for such a refl ection. In their discourse, politicians establish a 
clear distinction between, on the one hand, academia and the ideals of Humboldt, 
and, on the other hand, the knowledge, skills and competencies that are required in 
working life. Academic study programmes are once again being criticized for being 
introspective, self-centred and without relevance for society and business needs (see 
also Chap.   4    ). 

SocietyEmployment

Academia

Subject
formation

  Fig. 8.4    The overall frame 
work of project supervision       
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 In the light of this social and political context, and in the context of the  educational 
strategy of Roskilde University, it becomes very clear that the university needs to 
formulate new persuasive solutions. This is not possible by merely adhering to the 
autonomy of the universities and the principle of academic freedom. Roskilde 
University must convincingly demonstrate that it is possible to balance the aca-
demic, societal and employment-oriented dimensions of the university’s study pro-
grammes. This may have implications for supervisors and supervision. If the balance 
of educational learning objectives is to better articulate societal and employment- 
related dimensions, it will require increasingly that supervisors are familiar with the 
knowledge, skills and competences that are highly valued in the graduate labour 
market, and that they possess profound knowledge and understanding of the critical 
and constructive role of academics in society (see also Chap.   17    ).     
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9.1                Introduction 

 Problem-oriented, interdisciplinary and participant-directed project work differs 
markedly from ordinary study methods. Instead of being expected to reproduce 
insights from courses and mandatory reading lists or to apply already selected theo-
ries or models to given case materials, the students are expected independently to 
generate new knowledge relevant to their subject of study. This means that the study 
process has a number of traits in common with research processes and it means that 
one of the supervisor’s primary roles is to support the students’ development of 
academic knowledge and competences (see also Chap.   8    ). In order to facilitate the 
students’ processes of acquiring academic competences through project work, the 
supervisor must be aware of a complexity of epistemological principles and research 
methods and paradigms. The supervisor must also be willing to let the students’ 
curiosity and motivation continue to be the driver of the project work. This means 
fi nding appropriate ways to acquaint the students with methodological and episte-
mological refl ections – while not administrating an overdose. This chapter will 
address some methodological challenges experienced by the author as facilitator 
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and supervisor of project groups in social science at various levels of education: at 
bachelor, master and PhD level. The author will compose a framework for being 
sensitive to the students’ interests while helping them to select methods and 
approaches. Therefore, although the subject of this chapter rests on the philosophy 
of science, the focus and exposition will be from a supervisor’s perspective. 

 The supervision process comprises several aspects of the project work, such as 
study and career choices, group dynamics and collaboration competences, relevance 
of knowledge of the subject, and writing and communication competences (see also 
Chap.   8    ). This chapter, however, will address supervision only in relation to the 
development of academic competences. 

 As noted above, the students are not expected just to reproduce insights from 
courses and mandatory reading lists. They are expected independently to generate 
new knowledge relevant to their subject of study. 

 The curricula of the various academic subjects at Roskilde University contain a 
general description of performance criteria relative to assessment and grading. 
In any particular curriculum, criteria may be added or excluded depending on 
their relevance at the specifi c level of the study programme. However, the general 
description indicates what is expected from the problem-oriented project work at 
the graduate level. The criteria for awarding the highest grade are:

    1.    Knowledge of the academic target area: competent knowledge, insight and 
clarity.   

   2.    Relevance of the problem statement to the academic target area: competently 
formulated, justifi ed and delimited; conscious selection and rejection of 
options.   

   3.    Relevance of theories and methods to the problem statement: competently 
justifi ed; conscious selection and rejection of options.   

   4.    Mastery and application of theories and methods: competent elucidation, 
independent use and critical refl ection.   

   5.    Presentation and treatment of the empirical foundation: competent refl ection on 
the relevance and reliability of the empirical foundation.   

   6.    Requirements relating to construction and production: met in a convincing 
manner.   

   7.    Contextualization of the project work: competent account of the results of the 
project work, independent refl ection on limitations and potential continuation.   

   8.    Structure and presentation: competent presentation, precise use of concepts, 
independent and clear organization.     

 Some of the requirements listed describe academic competences that have a 
number of traits in common with what is called for in research processes: relevance 
of problem statement and of theories and methods; refl ected selection and rejection 
of options; refl ecting relevance and reliability of empirical foundation; independent 
refl ection on limitations and potential continuation of the project work in general. 
This means that a primary role of the supervisor is to support the students’ develop-
ment of competences in knowledge creation.  
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9.2     Phases of Supervision 

 Let us now turn to some phases in the supervisor’s work with the project group. 

9.2.1     The First Meeting Between Supervisor and Group 

 A typical project extends over a full semester, and occupies half of the students’ 
working time – in addition to courses, seminars and other assignments. For more on 
these activities and of ways of adjusting mutual expectations between project group 
and supervisor, see Chaps.   2     and   8    . 

 Ordinarily, before the fi rst meeting with the supervisor, the group has been 
formed in a process where a number of proposals for problem statements from stu-
dents have been presented at meetings of students with the same subject and at the 
same level. For an example, see Chap.   3    . Often this process is facilitated by older 
students and aided by teachers. Through several rounds of presentation of ideas and 
preliminary formation of project groups, the fi nal group formation is decided by the 
students. After this process, with a preliminary problem statement, the group mem-
bers apply to the study board for a supervisor, and the board subsequently allocates 
a supervisor to the group. 

 Before the fi rst meeting, the supervisor has received a preliminary title of the 
project and a problem statement from the group. At the fi rst meeting, the author will 
have an open dialogue with the group about how they fi nd the project interesting: 
what they already know about the subject, from where they have their knowledge, 
what they want to know, and how that is relevant to their subject. 

 There are two reasons for having this dialogue instead of immediately to proceed 
to a discussion of how to approach the problem statement. First, it is important to 
get an idea of the direction and motivation of the group, because it is the group 
members’ motives and curiosity that drive the project work, and it is an indicator of 
the students’ interest in obtaining new insight and knowledge. Second, the fi rst 
problem statement and formulation of research questions do not always match the 
students’ real interests in knowledge creation. There is a tendency to deliver habitu-
alized (refl ex) responses, so that when asked to phrase a research question, students 
tend automatically to give it the form of a cause and effect question. The research 
paradigms from natural science tend to pop up as if they were the only concepts of 
real science; this also occurs in subject areas where it would be neither easy nor 
relevant to design a strictly objectivistic and controlled cause and effect study. For 
instance, if a group of students in Business Studies are interested in knowing how 
processes of integrating corporate social responsibility in the company are experi-
enced by employees in different departments in an organization, a cause and effect 
research question like “what effects does the CSR policy have?” will not grasp the 
complexity of the processes. Furthermore, some students, in particular those with an 
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educational background outside Roskilde University may believe that a correct 
problem statement should be a hypothesis that can be tested or even proven 
(sometimes in an empirical context, where the result is already given, so that no 
new knowledge would be created). 

 Based on these experiences the author often suggests that the group writes an 
essay before the next meeting. The essay, which can function as an introduction in 
their report, should explain why it would be relevant and interesting to create new 
knowledge related to real world problems, and what they know already from earlier 
studies or other sources. The essay often outlines a broader context that has to be 
narrowed down later on by conscious selection and rejection of approaches. It is 
important that the essay is not replaced by a standard literature review, because the 
selection of literature has to be decided later on based on the curiosity and the moti-
vation of the group.  

9.2.2     The Mid-phase Meetings 

 As mentioned above, the essay or introduction to the project work outlines a broad 
subject fi eld that indicates why it would be relevant and interesting for the group 
to create new knowledge. At the next meeting, a number of research questions are 
phrased and it is discussed whether they agree with the group’s knowledge inter-
ests, by which methods they could be studied, and what kind of knowledge could 
be obtained by employing particular methods. In this process, the group investi-
gates what relevant theoretical and/or empirical contributions are already avail-
able. After this preliminary overview of research questions and potential study 
methods, the project plan must be narrowed down to the most interesting and 
realistic approach, given the students’ resources and available time. This process 
is a very important part of the project work and maybe would not be completed at 
a single meeting with the supervisor. Furthermore, the students must be aware that 
the project plan may need to be adjusted in the light of new insights and condi-
tions. They must recognize that such a continuous readjustment is not necessarily 
a weakness, but can be considered a part of the learning process based on the 
insights acquired. This is the process where the students are trained in how to 
justify the “relevance of problem statement and of theories and methods; con-
scious selection and rejection of options; refl ecting on relevance and reliability of 
empirical foundation” (cf. the list of requirements above). Again in this selection 
process, some students tend to feel more comfortable with objectivistic methods, 
even when such methods would not answer their research questions. Other stu-
dents will tend to understand social constructivism as if people are trapped in pure 
subjectivism and relativism, which would make demands about validity and reli-
ability impossible or irrelevant. Below, we return to this challenge of the reliability 
of different approaches.  
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9.2.3     The Final Meeting Before Completing the Report 

 In the middle phase of the project work, group and supervisor have met to discuss 
the use of theoretical and secondary empirical material and the methods and fi nd-
ings of the project. During this process the discussion is mostly focused on single 
approaches, with their individual criteria of relevance and reliability. Outlining the 
project in the early phase from a broad overview, based on the introduction, means 
“to justify the relevance of problem statement and of theories and methods; con-
scious selection and rejection of options” (list of requirements cited earlier). In the 
fi nal phase of the project the requirement is called: “Contextualization of the project 
work: competent account of the results of the project work, independent refl ection 
on limitations and potential continuation”. In a way it is a repetition of the refl ection 
on the selection and rejection of approaches in the initial phase of the work, but now 
it has to be done on the basis of the experiences acquired through the work and with 
self-criticism as well as ideas for what approaches should be taken in further studies. 

 This process, however, is a demanding and challenging one. The idea of 
problem- oriented project work is that it should address real-life problems, and real 
problems are seldom captured by any single discipline. Different disciplines 
approach and conceive reality selectively. They have their own levels of focus 
(e.g. cell level, subjective experiences, unmediated social encounters, social struc-
tures and systems, nations and globalization). One cannot focus at several levels at 
the same time. One needs to shift perspective. Is there then a unifying or guiding 
principle that can justify the combination of approaches? In addition to these 
meta- methodological refl ections the project group also has to consider how to 
present its work in a written report (See also Chap.   10    ). Sometimes I recommend 
the group to think dramaturgically when composing the report. As in a play at the 
theatre, if a pistol is hanging on the wall in the second act of the play, is has to be 
used in the play. It may be that somewhere in the process the group has spent 
energy on writing working papers about a theory or some empirical studies and has 
become somewhat impressed by this material. However, if this material does not 
support the guiding principle that makes their report worth reading, I would recom-
mend the group to leave it out and maybe use it as raw material in some later work. 

 We will return to the challenge of justifying a combination of approaches and 
what is to be understood by a unifying or guiding principle. 

 The following is a summary of the challenges I have experienced as supervisor 
in relation to the development of academic competences during participant-directed 
project work.

•    To clarify the curiosity and motivation of the group before jumping to research 
questions.  

•   To support the students in formulating the research questions in a way that 
matches their curiosity and motivation.  

•   To support the students in selecting methods and approaches that are relevant to 
the kind of knowledge they want to obtain.  
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•   To support the students in narrowing down the project plan to make it match their 
interests. That means to support them in rejecting approaches and methods that 
are irrelevant or unrealistic given their time schedule, level and resources.  

•   To support the students in understanding how various criteria of validity and reli-
ability are met and linked to different approaches and methods.  

•   To support the students in refl ecting on the limitations and potential combina-
tions of different approaches, critically refl ecting on the guiding principle in their 
project work and opening up for further studies.      

9.3     A Framework for Developing Competencies 

 This section presents my framework for developing competences in knowledge 
creation in group work. The framework is inspired by the work “Erkenntnis und 
Interesse” by Jürgen Habermas ( 1968 ). 

 We can distinguish between three quite different interests in knowledge creation:

    (a)     The technical interest in knowledge creation  which is an intention to create 
knowledge that enables one to forecast and control events.   

   (b)     The hermeneutic interest in knowledge creation  which is an interest in under-
standing what makes sense to other persons, how things are understood and 
what is considered important in certain contexts.   

   (c)     The critical interest in knowledge creation  which is an interest in understanding 
and refl ecting critically whether a context could or should be different.     

 To illustrate the three forms of knowledge interests, let us imagine some research 
about criminality: 

 Based on the  technical interest  one could study:

•    How may robberies be reduced?  
•   What kind of knowledge would enhance the police detection rate?  
•   How does imprisonment affect crime?  
•   What kinds of persons commit what kinds of crimes?  
•   How can an insurance company calculate an insurance premium relevant to 

criminality?    

 Based on the  hermeneutic interest  one could study:

•    How do members of criminal gangs experience status and the sense of 
belonging?  

•   How is imprisonment understood by prisoners, relatives, personnel and the 
public?  

•   What life perspectives are experienced by prisoners before and after the crime?    
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 Based on an  interest in critical understanding  one could study:

•    Are there socially constructed systems like laws and institutions that play crucial 
roles in crime that could be imagined differently? For example:

 –    If drugs were sold legally in special shops what would happen to the addicts, 
the black market and the dealers?  

 –   Could different national and international laws and principles radically change 
patterns of fi nancial crime and irresponsibility?       

 Table  9.1  below shows some marked differences in the ways research questions 
could be phrased in relation to the three interests in knowledge creation and 
the kinds of knowledge that are related to the different interests with crime as the 
subject area.

   The illustrative fi eld of study of crime is used as an example from social science 
where all the three knowledge interests would be relevant: the technical interest in 
predicting and controlling crime, the hermeneutic interest in understanding certain 
persons’ life experiences in their relevant contexts, and critical understanding of the 
wider societal context and of potential alternatives related to criminal behaviour. 
A specifi c study could be limited to one of the three interests or it could be a com-
bination of them. 

   Table 9.1    Kinds of knowledge interests – types of research questions – kinds of knowledge   

 Interests in know ledge 
creation  Examples of research questions  Kinds of knowledge 

 The technical interest  What is the impact of surveillance on 
crime? 

 Cause and effect 
relationships 

 Does a certain chromosome defect 
cause violence? 
 Does improvement in language skills 
reduce violence? 
 Does imprisonment have a preventive 
infl uence on crime? 
 Is the tendency to become criminal 
linked to biological or social factors? 

 The hermeneutic 
interest 

 How do fi rst-time and repeat offenders 
conceive their life story? 

 Insight in and 
understanding of life 
experience in certain 
contexts 

 Where do prisoners fi nd identifi cation 
models? 
 What experiences and relationships in 
prison make sense to whom? 

 The interest in critical 
understanding 

 If it is illegal access to drugs that makes 
the cynical black market business so 
profi table, what then if drugs are 
produced and sold legally? 

 What if a certain societal 
context were different? 

 If illegal driving causes more accidents, 
what then if cars could not be started 
without a driving licence? 
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 In a fi eld of study such as traffi c and public transportation the technical interest 
in prediction and control has a very high priority and is partly based on observations 
within natural science disciplines. Nevertheless, understanding travellers’ experi-
ences is a necessary insight in planning. Political decisions about various technolo-
gies, systems of transport, systems of payment and environmental implications 
could include critical refl ective approaches. 

 One could imagine an area of study within microbiology where the technical 
interest and methods from natural science are almost the only prevailing approach; 
the hermeneutic interest is non-existent but critical refl ections could imply combining 
the knowledge from microbiology with considerations of alternative technology 
systems. An example of this could be to refl ect on whether the knowledge of anti- 
freezing mechanisms in organisms living under extreme conditions could solve 
problems regarding frost in other systems. 

 The heuristic value of this distinction between the three interests in knowledge 
creation and the corresponding ways of formulating research questions is to make 
sure that the students formulate their research questions in accordance with their 
curiosity and motivation, i.e. to ensure that they do not automatically phrase their 
questions in the format of natural science if their interest is not technical. This is the 
reason why, as mentioned, I sometimes suggest that the group writes an essay about 
their interests. This procedure is used in relation to the fi rst two of the following 
challenges:

    1.    To clarify the curiosity and motivation of the group before jumping to research 
questions.   

   2.    To support the students in formulating the research questions in a way that 
matches their curiosity and motivation.   

   3.    To support the students in selecting methods and approaches that are relevant to 
the kind of knowledge they want to obtain.   

   4.    To support the students in narrowing down the project plan to make it essential to 
their interests. That means to support them in rejecting approaches and methods 
that are irrelevant or unrealistic given their time schedule, level and resources.     

 Table  9.2  is a heuristic framework to address the third and the fourth challenges 
of selecting and rejecting methods and approaches that are in accordance with the 
students’ interests and resources:

   The fi fth challenge is about the validity and reliability of the empirical founda-
tion acquired by the selected methods:

    5.    To support the students in understanding how various criteria of validity and 
reliability are met and linked to different approaches and methods.     

 To put it simply, the question about validity concerns whether we gain insights into 
what we want to know about and not into something different. In other words: have 
we selected the questions and methods suitable for knowledge interest and subject 
area? The question about reliability, however, is not so simple. It is a question about 
how the created insight and knowledge can be trusted by a reader of the report. If we 
look at the examples of methods listed with the three different interests in knowledge 
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creation, we can identify interesting differences in paradigms and prescriptions for 
reliable empirical studies:

    (a)    In the technical interest there are ideals concerning subject-object separation 
and researcher-independent observation, and positivistic prescriptions about 
focus on direct data observation without subjective interpretation.   

   (b)    In the hermeneutic approach the focus is on inter-subjectivity: the unavoidable 
dependence on verbal accounts and expressions and the interpretative  processing 
of the empirical studies.   

   (c)    In the critical refl ective approach the focus is on societal coordination mecha-
nisms and the perspective is at the level of systems and institutions and includes 
socially constructed mechanisms that are not directly observable, but must be 
inferred from the various interconnected activities that together compose the 

   Table 9.2    Kinds of knowledge interests – kinds of knowledge desired – relevant methods   

 Interests in 
knowledge creation  Kinds of knowledge  Examples of relevant research methods 

 The technical 
interest 

 Cause and effect 
relationships 

 Controlled experiments with clearly isolated 
factors 
 Comparative studies with identifi able 
variables 
 Quantitative studies of repeatable 
observations 
 Statistical analyses, correlation and 
regression analyses 
 Cost and benefi t analyses 

 The hermeneutic 
interest 

 Insight in and 
understanding of life 
experience in certain 
contexts 

 Dialogues, interviews, focus groups 
 Analyses and interpretations of written and 
spoken material 
 Ethnomethodological studies of social 
interaction 
 Culture analyses 

 The interest 
in critical 
understanding 

 What if a certain societal 
context were different? 

 Analyses of system mechanisms like 
markets, laws, political systems and societal 
institutions that constitute the relevant 
context 
 Analyses of how system mechanisms are 
socially constructed and therefore not the 
only conceivable way 
 Analyses of values of and rationales for and 
against prevalent and alternative contexts 
 Analyses of public discourse and stakeholder 
interests 
 Critical refl ection on the premises taken for 
granted in empirical studies based on a 
technical interest 
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system (like the various activities and rules in the election procedure that deter-
mine the composition of parliament, or the documentation systems in New 
Public Management). Thus, both the description of societal coordination mech-
anisms, and the critical refl ection on whether they could or should be different 
are not beyond questioning.     

 As mentioned above, some students tend to be bound by objectivistic criteria and 
have aspirations of creating generalizable knowledge, whereas other students are 
committed to a constructivist position where they tend to give up any criteria of reli-
ability. It is necessary to help students to balance these positions. Based on the work 
by John R. Searle ( 2010 ), the author fi nds it useful to differentiate concepts of reality. 
At one end of a continuum we fi nd what Searle calls ‘brute facts’: physical pheno-
mena that are observable relatively independently of social interpretation – like the 
glazed frost on the pavement. At the other end of the continuum we fi nd social reali-
ties that are societally constructed coordination mechanisms, systems and institutions 
–like market mechanisms, bank accounts and referendum procedures – whose 
reality depends on a widely shared interpretation and acceptance in practice. Such 
social realities are not open to single individual interpretations. In between the two 
ends of the continuum are found all types of cultural artefacts and routines. For 
further development of this gradation of non-social versus social reality see Jensen 
( 2013 ). The objectivistic methods are most relevant for studies of the non-social 
realities that are considered directly observable phenomena. At the opposite end of 
the continuum, the social realities are complex social relationships that are not 
directly observable, but have to be inferred from a variety of indicators. In light of 
these quite different approaches, how could students learn to deal with the reliability 
of their empirical studies? At a highly generalized level the answer is transparency. 
Let us develop what may be understood by this. The insight to be learned is that 
however valid a fi nding is, if it is unclear to the reader of the report how the fi nding 
was obtained, it is not reliable. Therefore, the detailed method must be transparent 
to make it possible for the reader to judge the reliability of the fi ndings. Table  9.3  is 
a framework for the links between knowledge interests, methods and reliability 
criteria. When students use secondary empirical studies they will often fi nd studies 
of social phenomena with a technical interest and based on a positivist approach that 
seem to fi nd cause and effect relations between quantitative observations. To train 
the students critically to refl ect on the limitations of their fi ndings would also imply 
helping them to refl ect whether secondary empirical studies depend on certain 
implicit societal conditions. Thus, what is written in Table  9.3  as a method under the 
critical interest “Critically refl ecting the premises taken for granted in empirical 
studies based on a technical interest” could also be included as reliability criteria 
under the technical methods when they are used to study social phenomena.

   As described above, problem-oriented project studies are supposed to be real-life 
problems, and real-life problems are seldom captured by a single discipline and a 
single method. In the initial phase, students describe their curiosity and motivation 
by writing a broad essay on their knowledge before starting the project. During the 
project work they select and combine some approaches and argue for their validity 
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and reliability as mentioned above. In the fi nal phase of the project the supervisor 
has to deal with the sixth challenge:

    6.    To support the students in refl ecting on the limitations and potential combina-
tions of different approaches, critically refl ecting on the guiding principle in 
their project work, and opening up for further studies.     

    Table 9.3    Kinds of knowledge interests/kinds of knowledge – relevant methods – criteria of 
reliability   

 Interests in knowledge 
creation/kinds of knowledge  Examples of research methods 

 Reliability transparency 
in the relation between 
methods and fi ndings 

  The technical interest:  
Cause and effect 
relationships 

 Controlled experiments with clearly 
isolated factors 

 Describe clearly how the 
intended objectivity in 
observation is organized 

 Comparative studies with 
identifi able variables 

 Describe clearly any 
uncertainties in setup 
and observation 

 Quantitative studies of repeatable 
observations 

 Describe clearly 
how observations 
are analysed  Statistical analyses, correlation 

and regression analyses 
 Cost and benefi t analyses 

  The hermeneutic interest:  
Insight in and understanding 
of life experience in certain 
contexts 

 Dialogues, interviews, focus groups  Describe clearly how 
the verbal material is 
collected 

 Ethnomethodological studies of 
social interaction 

 Describe clearly how 
non-verbal observation 
is made 

 Culture analyses  Describe clearly how the 
material is interpreted 
and how the interpretation 
is validated 

 Analyses and interpretations of 
written and spoken material 

  The interest in critical 
understanding:  What if a 
certain societal context 
were different? 

 Analyses of system mechanisms 
like markets, laws, political systems 
and societal institutions that 
constitute the relevant context 

 Describe clearly how the 
societal mechanisms are 
inferred from primary 
and secondary empirical 
studies 

 Analyses of how system 
mechanisms are socially constructed 
and therefore not the only 
conceivable way 

 Describe clearly the 
analyses of values and 
rationales for and 
against alternative 
contexts  Analyses of values of and rationales 

for and against prevalent and 
alternative contexts 
 Analyses of public discourse and 
stakeholder interests 
 Critical refl ection on the premises 
taken for granted in empirical 
studies based on a technical interest 
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 In the ‘pre-project’ and ‘post-project’ phases of the project work, students learn 
under supervision how to make meta-methodological refl ections on how to combine 
and not to combine different levels of observation and different kinds of knowledge. 
However, it is interesting that this is based on what could be called a ‘practical, 
knowledge-based refl ection’, a refl ection that leads us to conclude whether there is 
a guiding principle that makes sense. It is also interesting to observe how the 
combination of methods and levels of study (micro, mezzo and macro levels) and 
different theoretical approaches contribute to a broader insight: if not generalizable 
knowledge, then at least a kind of transferable understanding. We also see how this 
kind of self-critical refl ection appears to become more and more nuanced at higher 
levels of studies and research. 

 Some disciplines or study target areas are single paradigm disciplines (e.g. mathe-
matics) and others have multiple paradigms and approaches (e.g. business admini-
stration). The ambition of unity of science is unrealistic and abandoned. Crossing 
disciplines can therefore take three forms: (1) a full integration of two or more 
disciplines (transdisciplinarity), (2) fi nding some linkages between two or more 
disciplines (crossdisciplinarity) or (3) switching perspectives between separate 
unlinked disciplines (multidisciplinarity) (see also Chap.   2    ). The epistemological 
premises of these refl ections, however, are mostly implicit. Textbooks on research 
methodology tend to deal with paradigms and methods separately. Bryman ( 2008 ) 
for example opens the discussion, but only about combining qualitative and quanti-
tative methods, which is just a corner of this interdisciplinary meta-methodological 
refl ection. 

 In society at large, the research areas and study target areas have been institu-
tionalized with separate approaches and paradigms. In practice, in societal organiza-
tions, there is an institutionalized division of labour between various fi elds of 
professional expertise, such as medicine, accounting, fi nance, law, engineering, 
psychology, politics, etc. This is what Mintzberg ( 1983 ) describes as the profes-
sional bureaucracy. In modern institutions, however, there is a growing focus on the 
need to create dialogues between different kinds of expert knowledge and create a 
balanced comprehensive view in policy making. In practice, dialogues crossing 
professional expert fi elds tend to be a combination of practical sense making and 
power play. 

 At universities like Roskilde, where interdisciplinary studies are encouraged, we 
have considerable experience of practical, knowledge-based refl ection on crossing 
disciplines with different approaches. It would be valuable if the epistemological 
premises of these meta-methodological refl ections could be made more explicit.     
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10.1                Introduction: The Origin of the PPL Report 

 A new university, a new learning approach – what would be more appropriate than 
a new genre as well? When Roskilde University was founded in order to realize 
exciting contemporary ideas concerning problem-oriented and participatory aca-
demic learning, it would seem the perfect time to re-think and re-shape the forms 
and functions of academic writing as well. Since problem-oriented writing 
involves a shift in the positioning of knowledge, the genre needs to be able to 
contain and support the new ways of working with and communicating this 
knowledge. The PPL approach relies on students constructing problems and argu-
ing for the relevance of problems, and these new practices need to be refl ected in 
the genres of student writing. So, the break with mainstream topic-centred learn-
ing approaches towards more student-directed or research-like learning approaches 
seems to require a genre with more room for the student and for the discussion of 
research processes. Traditional writing forms may serve as a corset to problem-
oriented knowledge and learning, shaping it into traditionally socially acceptable 
forms, but not without inhibiting breathing and somewhat damaging internal 
organs. For that very reason, it is interesting that existing international scholarly 
literature on problem-driven learning in general scarcely mentions writing and 
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genres at all. Genres and writing- related issues generally appear as a peripheral 
aspect or even as a non-issue. In fact, it almost appears as if these new learning 
approaches were expected simply to fi t seamlessly into genres designed to serve 
distinctly different learning purposes and ideals. However, a distinct genre gradu-
ally germinated from the PPL practices at Roskilde University in which the notion 
of the problem was to be a core element. The aim of this chapter is to present and 
discuss this genre. 

 At Roskilde University,  the problem-oriented project report  gradually evolved 
and established itself as a distinct genre of its own in order to enable, support and 
communicate the specifi c new forms of critical thinking resulting from PPL pro-
cesses. Today it has become the absolute central genre in PPL studies, shared by 
students of all departments, disciplines and study programmes throughout the uni-
versity. It has been argued that the genre was moulded more or less directly from 
the tradition of writing project reports as the end result of longer projects in the 
tradition of architectural or engineering studies (Illeris  1999 , p. 18). It seems as 
though the role of writing was perceived as simply a tool for reporting, as a mem-
ory aid helpful in remembering facts before the reporting, and a tool for assess-
ment after the reporting (Illeris  1974 ). One reason for this conception may have 
been that the general view of language at the time was based on the transmission 
and container/conduit metaphors of language (Reddy  1979 ). In fact, a slight dis-
trust of writing altogether (as a contrast to learning) can be sensed in Illeris’s 
ground-breaking book on problem- orientated and participant-directed learning 
published in the wake of the establishment of Roskilde University (Illeris  1974 ). 
The writing process is presented as disassociated from the learning process and as 
constricting learning:

  Even though a project report may be considered to be ‘bad’ in the traditional sense, deep 
and important learning may very well have taken place during the project in question. 
Similarly, a ‘good’ project report may mask an uneventful process devoid of provocation. 
Focusing on predetermined defi nitions of a product may encourage students to steer clear 
of problems rather than facing and analysing them. (Illeris  1974 , p. 144 [my translation]) 

 The logical consequence of this argument was either to abandon any generic 
constraints altogether or to provide a genre actually and explicitly supporting ‘deep 
and important learning’. 

 At Roskilde University a little bit of both was the case, at least in the early 
years. To give an example: when I started at Roskilde University as a student in 
1983, we were allowed to write within almost any genre possible and even to 
invent our own, if we felt the need. In fact, the university had accepted fi ctional 
novels as appropriate academic writing more than once, I was told. However, 
since the term ‘report’ had been introduced as well, the genre that gradually grew 
out of the experiment did bear strong resemblances to reports as they were applied 
in the natural sciences as mentioned above. Yet the genre was not set from the 
beginning, and the genre of the project report condensed over time into its own 
form. Thus, it became moulded on the actual experiences and learning processes 
of students doing PPL studies and writing. 

 The genre as it evolved demonstrated a number of strengths. Firstly, the rela-
tively long sections or chapters made room for discussion and analysis of literature 
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rather than just for providing one defi nitive answer. Originally, no page constraints 
were given at all, but now the length of the report has been confi ned to somewhere 
between 50 and 80 pages depending on discipline and level. Secondly, the indi-
vidual sections of the report can be said to refl ect and represent important steps in 
the problem-oriented research process itself in a coherent argumentative structure 
(construction of a problem, study of existing knowledge of the topic, research 
design, analysis, conclusion). Furthermore, the genre of the project report allows 
for adding additional sections such as the chapter on learning processes particular 
to PPL learning ideals. Students themselves are generally deeply involved in pro-
ducing these reports. Writing them takes a great deal of time, effort and concern, 
so much so that students at Roskilde University have a tendency to equate ‘the 
report’ with ‘the project’ in their everyday speech. The genre came to be able not 
just to refl ect but also in some ways to scaffold the workings of the project and 
critical thinking. This genre has now been developing for more than 40 years, and 
it plays a very active role in communicating and shaping how novice students con-
ceptualize, embody and implement problem-oriented learning. 

 The focus of this chapter is to discuss and analyse how issues of writing and 
genre play an active role in supporting and communicating norms and practices of 
problem-oriented learning and critical thinking. In doing so, the project report as it 
is practised at Roskilde University will serve as frame of reference in order to anal-
yse learning qualities as well as some of the challenges in actually realizing and 
managing them, seen from an academic writing perspective. Consequently, the 
chapter is divided into three sections. The fi rst section deals with the concept of 
critical thinking as it was originally envisaged in PPL theories and practised at 
Roskilde University as a core element of problem-oriented learning. The second 
section zooms in on a characteristic aspect of the project report, i.e. fostering and 
supporting critical thinking by allowing students to speak (and write) in their own 
voices. The third section focuses more generally on the project report as a genre in 
student academic writing. It is argued that the genre of the project report is better 
understood as three distinct sub-genres, each providing students with a progressive 
generic stepping stone through the jungle of problem-oriented educational prac-
tices. As students navigate from one sub-genre to another, their thinking matures 
academically as the progression between these genres refl ects progression in aca-
demic critical thinking and problem-oriented competencies. Finally, the chapter 
concludes by identifying some implications of a writing-conscious and genre- 
centred approach for supervision practices and university management.  

10.2     Provocation, Critical Thinking and Writing 

 The fi rst and infl uential book conceptualizing PPL approaches (Illeris  1974 ) introduced 
as a central component in this context the concept of  provocation.  Originally, the 
concept seemed to be particularly oriented towards social criticism and provoking – 
intentionally goading – established social norms, ideologies and power relations. 
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While this defi nition may have suited the spirit of the early 1970s, times changed 
around the late 1980s and early 1990s and students did not necessarily feel primarily 
driven by social indignation (Hansen  1997 ). Today, students are still very much 
involved in building strong ties between their studies and ‘the real world’, but the moti-
vating factor is rather to produce knowledge useful to society and organizations. Today, 
probably in the light of current fi nancial uncertainties, students seem to be particularly 
concerned about how their knowledge and studies may be externally relevant within 
society and in securing employability (see also Chap.   13    ). In spite of differences in 
direction, however, a strong motivational factor is still social relevance and concern. 

 Illeris also conceptualizes the concept of provocation in a more general manner 
quite similar to the internationally more widely applied concept of  critical thinking . 
Provocation and critical thinking both describe general heuristic approaches to learn-
ing.  Critical thinking  is an academic writing perspective generally understood as com-
posed of two steps: (1) close and detailed analysis of existing knowledge on a given 
phenomenon, situation, theory or concept, and (2) critical examination of potential 
alternatives (see for instance Bean  2011 ; Ennis  1996 ; Brookfi eld  1987 ,  2011 ). The 
fi rst step is related to processes of  de-naturalization  (Jeffries  2010 ), of  unmasking  cur-
rent beliefs about what is taken for granted (Chomsky and Foucault  2006 ) or of  mys-
tifi cation  in Roland Barthes’s sense of the word, i.e. uncovering ‘the falsely obvious’ 
and revealing underlying structures (Barthes  1972 ). The process should be directed as 
much toward one’s own beliefs, knowledge and practices as those of somebody else. 
The second part of the process involves deliberately searching for or constructing and 
exploring alternative ways of understanding, conceptualizing or performing in the 
world. A similar critical analysis lies at the heart of developing research questions as 
well as in constructing academic learning problems. 

  Critical thinking  as a method for learning and refl ection is at the core of problem- 
oriented learning in all stages of the project and the report. This is what problem- 
oriented learning in particular sets out to foster and nurture – as much as it nurtures 
the construction of expert knowledge on certain phenomena, situations or research. 
In practice, critical thinking procedures are often experienced as diffi cult for students 
and supervisors alike (see also Chap.   8    ). One thing is that students get to interact with 
and question existing and established knowledge (a daunting task). Then again, not 
just any interaction is allowed, and the rules as to how to interact and why are gener-
ally experienced as opaque (Lillis  2001 ; Ivanic  1998 ). Moreover, discrepancies may 
exist between ideals and actual practices of critical thinking and between different 
ways of interpreting the concept and translating it into practice. Research in aca-
demic writing also points to another issue, and that is a certain resistance by some 
students to the approach. Some students may prefer to accept the fi rst answer to a 
given question that they meet, rather than critically examining it. This approach is not 
necessarily born out of disengagement or laziness, but because this traditional atti-
tude and strategy regarding knowledge has indeed served them well in primary and 
secondary education (Bean  2011 ). They may never have learnt to confront and han-
dle academic problems. Savin-Baden ( 2000 ) fi nds similar responses in problem-
based learning: when confronted with diffi culties in this new way of working, some 
students simply return to the ways of writing assignments that they previously have 
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experienced as successful. This means for instance focusing on defi ning and 
 summarizing rather than analysing. Finally, some students may dislike applying 
 critical thinking for other reasons than the experience of diffi culty. The practice of 
actually doing critical thinking can be experienced negatively, because students feel 
destabilized by having to question their own knowledge or that of their chosen theo-
retical ally (Brookfi eld  1987 ). They may feel that their personal values or those of 
their community are under attack. They may experience the critical approach as 
undermining their own identity and sense of belonging in a specifi c community or 
discipline. Some students thrive in being ‘creators rather than receivers of knowl-
edge’, other students experience disjunction and disassociation from whom they 
believe themselves to be, resulting in anger and frustration (see Savin- Baden ( 2006 ) 
on disjunction in problem-based learning; see Ebest ( 2005 ) on resistance in writing). 
However, frustration is better than boredom in enabling learning (Baker et al.  2010 ) 
and quality supervision and scaffolding are strong remedies in teaching students to 
think critically and work with problems (Schmidt et al.  2011 ).  

10.3     Speaking in One’s Own Voice in Order to Express 
Ownership 

 Traditional academic writing has been much criticized for being too formal, pre- 
coded and frozen, thus potentially deterring communicative and heuristic creativity, 
hindering understanding and generally scaring off non-academics and students 
(Billig  2013 ). International academic writing studies repeatedly report how students 
resent academic writing, because they experience it as having to write in a voice 
other than their own (Lillis  2001 ; Ivanic  1998 ). They feel they have to pretend to be 
somebody they are not, and they have to perform as a stranger in a strange dis-
course. It is experienced almost as lying. Needless to say, this situation is not par-
ticularly enabling in a learning context. 

 Research in international academic writing reports a strongly articulated wish 
amongst students of being able to write in their own voice (Ivanic  1998 ; Lillis  2001 ; 
Read et al.  2001 ; Ivanic and Camps  2001 ). It provides them with a sense of owner-
ship (Lea and Street  1998 ). The concept of  voice  in student writing is used in differ-
ent senses. In this chapter, the term is used to designate the possibility to write in a 
manner that enables students to see their own individuality represented in the texts. 
It is a matter of representation of identity and is closely connected with issues of 
stylistic formality, or rather informality. This is particularly relevant in relation to 
PPL because students are positioned in a much more active and participatory role. 
Ideally, the problem-oriented project report should allow students to think for them-
selves, express what they think, analyse and discuss existing knowledge and pro-
duce new knowledge – all in an essentially academically deep manner, but not 
through overly formalistic and formulaic writing practices. In this context, formal-
istic and de-personalized writing can to be considered as a rhetorical sickness, at 
least during novice stages. Though the problem-oriented report as an academic 
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genre is neither oriented toward subjectivity nor opinionated normativity, students 
are in fact encouraged to write in their own words and voices on top of nurturing and 
germinating their new academic vocabulary. This enhanced – if still somewhat 
 constrained – stylistic freedom is a way of supporting student identity and owner-
ship of their thinking and writing. 

 The genre of the project report is open to the inclusion of personal student voices 
in several ways. A certain level of informality and personal style is sometimes even 
specifi cally encouraged in some disciplines, while others simply allow an element 
of informality mixed with more formal writing. However, a deeper expression of 
voice and ownership may take the form of explicitly allowing the students them-
selves and their choices, actions and refl ections to be expressed in an active and 
overt form. The project report always allows expression of the narrative of the con-
struction of the project. This allows the student to take a visible role as actor and 
initiator in the text in a way that is not common in academic writing. The students 
are often even highly present in the text as designers and constructors of the project. 
They generally refer to themselves using the 1st person plural pronoun  we:  “We 
decided to do this project”, “we were inspired by a lecture”, “we chose to focus 
group studies”, “we concluded” etc. The ‘we’ is strongly present in descriptions of 
framing the project, methodological choices, and the practicalities of putting the 
project together. The fi rst example below illustrates how students accentuate their 
role as initiators of the entire process, and highlights students as owners of method-
ological choices, analyses and conclusions.

  The fact that we found Organization X after the revoked arrangement with Organization Y 
was by no means coincidental. We did, at the very early stages of the project work, contact 
Organization X, and they were the ones referring us to Organization Y in the fi rst place. We 
had, however, not researched the actual possibilities for collaborating with Organization X 
itself. It all ended relatively positively for us, but if we had not managed to get a  collaboration 
up and running with Organization X, the entire preparation and execution of the perfor-
mance and the arrangement with the homeless people would have been entirely different. 
(Performance Design Studies) 

 Voice is a complex phenomenon to study, and the presence of a personal pronoun 
alone does not necessarily in itself express strong voice identity (Helms-Park and 
Stapleton  2003 ). Up to a certain level, students’ personal motivation and experi-
ences are used explicitly to frame the importance of the project, in particular among 
students new to project work of this kind – and students freely refer to personal 
opinions, discussions or experiences as the initiating force of the project. The fol-
lowing example demonstrates this approach departing from personal experiences, 
emotions or discussions:

  Our interest was instantly caught by the programme ‘Young Motherhood’, the longest- 
running reality show in Denmark. This programme brought forth various emotions. We 
were left in a state of mixed feelings such as outrage, joy, incomprehension, recognition, 
compassion, sympathy and stomach pains of awkwardness. This diversity of different emo-
tions and feelings produced in us by watching the programme stimulated a desire to exam-
ine the strategies used by the programme in order to target us as viewers (…) We wondered 
how so many people feel entertained by the ineptitude of others rather than wanting to help 
the mothers in the show. (HUMBACH) 
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 The students’ point of departure is other experiences of the world than their own 
personal experiences such as burning issues of the day in the news. Their concern is 
not articulated strictly academically but rather as a humane concern and general inter-
est in the world. The following example is from Global Studies in which students start 
by presenting their subject as highly problematic and relevant to us all as human 
beings. Their personal experience is an experience of a need to do something and of a 
responsibility to the world. The ‘we’ applied in this excerpt is a more inclusive ‘we’:

  The 2011 hunger crisis in the Horn of Africa hit the population hard, threatening millions 
of lives. The fi rst warnings were sent out in 2010 but the crisis could not be prevented. The 
World Food Programme (WFP) is the main topic of this paper as it is the biggest agency for 
preventing and fi ghting hunger across the globe. (…) Our research question takes its start-
ing point in this consideration and in our wondering what we can learn about WFP and the 
international society from a humanitarian crisis such as the one that hit the Horn of Africa 
in 2011. (Global Studies) 

 Chapter   3     in this volume presents a project produced by students of the basic 
studies programme in natural science in which personal experience is a strong and 
explicitly expressed motivational factor. However, reports in the natural sciences 
and social sciences at higher levels tend to be more brisk and brief in their style, and 
fl orid expressions, experiences and feelings are generally (though not always) 
downplayed. These reports may not emphasize connections between the object of 
study and personal experiences and interests as often and openly as the reports from 
studies more oriented towards the humanities. However, they do tend to express a 
kind of personal concern about, or personal interpretations of, situations as in need 
of improvement. The student may attempt a concise and objective style, but the 
raison d’être of the project is clearly framed within a discourse of wanting to solve 
problems to make the world a better place. 

 A sense of voice is also represented by being able to incorporate one’s own 
 reasoning processes, thoughts and learning experiences in the text in several ways. 
One way is by allowing the space and the time for students to write and explain 
 themselves at greater length than seems to be the norm in general student academic 
 writing. Thus, the problem-oriented project report specifi cally opens for several 
options for inclusion of prolonged reasoning, narration and explanation. The fact that 
these more expository, explanatory and narrative kinds of texts surface to this extent 
in problem-oriented writing (or are allowed to surface) is that the majority of students’ 
writing activities focus on the writing of backstage texts, i.e. texts they write for each 
other explaining, communicating and interpreting what they have read or found out. 
Also, they may communicate regarding ideas for the progress of the project, develop 
or test out arguments or write discussion papers. The style and content of such explan-
atory and narrative internal texts tends to infl uence the style of the more offi cial reports 
in a more explanatory direction as well. In fact, some reports – in particular in the 
bachelor study programmes – almost explicitly address themselves to fellow students. 
One report written in Physics, for example, starts out by saying:

  The name Albert Einstein is known by almost everybody – it is almost synonymous with 
wisdom. His fame is primarily a result of his theory of relativity, which is almost as famous. 
Likewise, the equation E = MC2 is commonly known. Despite the fact that the name of 
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Einstein and the concept of the theory of relativity are commonly known, the familiarity of 
the general public of the actual content of the theory of relativity and how technology might 
have been infl uenced by it is more limited. This paradox has inspired this project. (Physics) 

 I am sure that most of the supervisors assessing the report were quite familiar 
with the works of Einstein, so the intended audience is clearly somebody else. 
So, the student perspective can be represented as a model reader of the text 
as well. 

 This explanatory and peer-oriented style often spills over into the formal report. 
This is done in several ways of which I provide a few examples below. The fi rst 
example is a long illustrative narrative in which students also set out to express 
sensory experiences. Another strategy is to explicitly and sometimes somewhat 
redundantly translate, illustrate, explain or visualize abstract concepts. Such 
extended explanatory writing takes several forms, but generally students explicitly 
work on translating abstract concepts and theoretical norms by providing examples, 
by elaboration or by illustrating or referring to specifi c experiences of the given 
concept. One way is by providing examples of translating abstract concepts into 
concrete situations that students are familiar with already.

  Politicians are presented in the media now more than ever, and they are extensively repre-
sented and focused on as political persons representing their parties. They also offer them-
selves and seek to promote themselves to the media not just as politicians in 2008 but as 
private persons. Think, for example, about how Lene Espersen was covered by the media, 
when she was elected head of the Conservative Party and how she went on stage with her 
husband and two children while “Simply the Best” by Tina Turner was played at full blast 
on the stereo. Or think about how the TV portrait of Prime Minister Lars Løkke Rasmussen 
and his family entitled ‘Just another ordinary family’ was aired during primetime in 2011. 
(Danish Language Studies) 

 A fi nal example of allowing students’ voices to be expressed explicitly in project 
reports concerns a specifi c and formerly mandatory section devoted to refl ection on 
the process and course of the project and on what the group had learnt as a collec-
tive. This section has since all but disappeared in the majority of reports, but I men-
tion it here since it was intended to enable student voices to be expressed. Moreover, 
the idea of using logbook-related types of text has been widely debated in academic 
writing communities as a way of allowing students to express ownership in their 
own words (Creme and Hunt  2002 ; Creme  2008 ). This process section of the report 
was not, however, entirely logbook-oriented; it was more of a section in which stu-
dents were to refl ect on what they had learned during the process, why the project 
eventually took the form it did and how they overcame obstacles along the way. I 
myself conducted an unpublished study of these process sections of the project 
report some 7 years ago, and the conclusion seemed to be that the writing was more 
strategic than refl ective. One important factor is that not all students are comfortable 
with revealing their private personal voice in more public work-related situations. 
Others just do not believe that their real self is actually what is expected from them. 
The sections were primarily used to position the students as hardworking, compe-
tent and genuinely set on learning. Whenever they met obstacles, these were caused 
by outsiders such as organizations never returning phone calls, members of the 
group deciding to leave the project, closed offi ces or unavailable supervisors. 
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 Strategic use of writing in order to design an ideal voice rather than express an 
authentic voice is precisely one of the concerns of including this kind of writing in 
academic texts. Whenever students write texts intended for assessment, they obvi-
ously polish their expressions up a bit, and much authenticity is lost. The process 
section of the problem-oriented project report at Roskilde University was not added 
to the parts of the text to be formally assessed, but it was defi nitely open for discus-
sion during the exams. A better way of including refl ective voices may be in the 
form currently applied in many reports: methodological refl ection. Methodological 
refl ection opens for student voices as they analyse their own experiences, or selected 
and usually theoretically relevant parts of their own experiences. The combination 
of a limited task and the unique personal experience of doing interviews or observa-
tions enable the (better) students actually to produce excellent refl ections. It is not 
that they confi ne their experiences to fi t theory (as they confi ned their personal 
voices in their process sections), but rather the other way round. In the really suc-
cessful cases, students actually use their personal experiences in the fi eld to com-
ment on and add to methodological theory. 

 Another concern about opening for student voices in academic writing is the 
concept of authenticity. That students should be able to own their own work and 
speak in their authentic voices is one point. A relevant question then is: when is a 
voice ever authentic? Shouldn’t students rather be offered a variety of voices with 
which they feel comfortable? Perhaps the role of the university is to help students 
gradually shape a personal academic voice rather than just allowing for private 
voices in a separate section? It has been argued that insistence on using one’s per-
sonal and authentic voice may lead to students missing an opportunity of actually 
developing and enriching their authentic voice to include an academic one as well. 
Students are supposed to take part in an academic enculturation process and 
 academic voices and style are part of that (Stapleton  2002 ; Casanave  2002 ; Beaufort 
 2007 ; Casanave and Li  2008 ). It is a balance of allowing for individual and informal 
style, while also encouraging students – gradually and progressively – to under-
stand, refl ect on, embrace and own the academic rhetoric and to use academic 
vocabulary, reasoning and documentation in writing without feeling estranged. The 
point is not necessarily to shape students into the existing rhetoric altogether. Much 
academic rhetoric and communication is  really  unnecessarily bad (see Billig  2013 ). 
However, students should have the option to make informed writing choices based 
on the context of their writing, and to make some of the better aspects of academic 
writing their own.  

10.4     The Academic-Professional Problem-Oriented Project 
Report as a Genre 

 All students at Roskilde University write project reports, and they generally submit 
one each semester. 50 % of their study time is spent on projects and on writing these 
reports. The genre is known as ‘the project report’ (or sometimes just ‘the project’), 
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and it is strongly framed as one distinct genre. In reality, this genre – like any other 
academic genre (Hyland  2009 ) – is realized in a variety of ways depending on dis-
cipline, topic, level of education and even individual preferences of supervisors and 
students. Lab reports, for instance, are associated primarily with the natural and 
technical sciences; highly focused case reports typically with business-related dis-
ciplines, and purely theoretical reports may not be uncommon in Philosophy while 
they are frowned upon in Communication Studies. However, putting local variations 
aside, the general genre of the project report actually falls into three distinct sub- 
genres applied throughout the university. 

 Broadly speaking, the genre of the project report is a hybrid between an aca-
demic theory-building research genre and a non-academic professional problem- 
solving report. Each project report sub-genre is distributed differently on a 
continuum between the two report genres. They may share textual surface elements, 
but a deeper analysis reveals distinct and fundamental internal differences as well. 
Carolyn Miller defi nes genre as a typifi ed social and communicative action rather 
than a collection of textual features. In other words, our genres are primarily deter-
mined by multi-layered communicative purposes and activities (Miller  1984 ; 
Samraj  2004 ). In this case, the project reports are both expository and argumentative 
genres with problems as a core feature (Martin  1989 ). Furthermore, they share the 
general communicative purpose of inscribing the associated projects as quality 
studies deserving of high grades. Students, particularly novice students, may envis-
age additional communicative purposes, such as explaining the phenomenon of 
their studies to a non-academic public as well as to fellow students or participants 
outside academia. On the other hand, the genres vary in the conceptualization of the 
purpose of the project and consequently in the realization of what a problem essen-
tially may be, where problems are found, and what an appropriate and useful 
response and treatment of the problem may entail (Yeung  2007 ). These variations 
are caused primarily by traditions of the fi eld of study and academic level. 

 The professional report is partly rooted in the disciplinary research genres of the 
natural, technical and health sciences, but has since transgressed the boundaries of 
the classic research genre and taken a life of its own outside academia (Martin  1989 ; 
Harvey  1995 ; Yeung  2007 ). The communicative purpose of professional reports is 
to solve ‘practical matters of the world’. Such practical matters are defi ned exter-
nally: they concern a confl ict or a negative situation within or outside the investigat-
ing organization and defi nitely outside any context of academic knowledge 
production. So, the problem exists before and outside the investigations presented in 
the professional report. 

 Reports are written in order to analyse and solve a problem. In contrast, the com-
municative purpose of academic reports concerns epistemic theory building – 
 contributing to the shared knowledge of the fi eld by constructing and communicating 
new knowledge. A problem is considered as a problem in expert knowledge, and the 
studies reported in the academic reports are concerned with fi lling the existing gap 
in knowledge (Yeung  2007 ). Furthermore, the problem is not necessarily clearly 
defi ned or delineated from the outset of the study. The fi rst step for any student or 

S. Knudsen



165

researcher in a new fi eld is to get acquainted with existing knowledge before being 
able to defi ne and articulate the nature of the problem. Experienced researchers may 
be quite aware of knowledge problems early on, but students, especially novice 
students, are not. The academic studies of experienced researchers and novice stu-
dents are quite different even though they both engage in research-like activities. 
Researchers may start out with a relatively well-defi ned knowledge problem, but 
students need to get acquainted with existing knowledge fi rst. Any externally, 
socially or personally motivated social concern needs to be translated into a gap in 
knowledge in order to become academically anchored. 

 These functional differences have argumentative and communicative consequences:

  Because the major concern in business reports is not epistemic, drawing a clear distinction 
between fact and opinion does not appear to be a critical yardstick in reporting. Rather, the 
concern is with trying to understand the phenomenal world in solving practical problems. 
Thus, the major principle of organisation in business reports is guided by the topical analy-
sis of the subject matter, not epistemic considerations. (Yeung  2007 , p. 164). 

 Other important differences between the two types of report are in quality, depth 
and critical thinking. Yeung fi nds that recommendations play a huge role in profes-
sional reports. However, it seems to be of minor importance whether these recom-
mendations are subjective, anecdotal or whether they arise from systematic analysis 
and studies. In contrast, instead of providing practical solutions, an academic con-
clusion might just as well discuss the problem and illustrate complexity or simply 
identify new problems rather than provide practical solutions. When recommenda-
tions are included, however, they need to be based on systematic analysis and evi-
dence. A similar pattern was found when the method sections were compared 
between the two genres. Often the method sections of professional reports are 
given a low priority and are rather sketchy and more like an appendix. The applied 
methods are stated, but they are neither analysed nor discussed at any length. In 
academic reports, however, methods are the epicentre of the text. The quality and 
scope of methods set the conditions for the validity of the entire study, its results 
and conclusions.  

10.5     Three Kinds of Problem-Oriented Project Reports 

 In general, the three archetypical project reports at Roskilde University echo the 
report varieties described by Yeung ( 2007 ) and they can be said to represent three 
stages in student intellectual and knowledge-wise academic development. The 
boundaries between the genres are never clear-cut and they vary slightly according to 
fi eld and discipline as well. Here we are still referring to a hybrid genre between the 
professional and the academic report, but the weightings change over time. To give 
an example, even the report genre closest to the academic-professional research 
report genre may include features traditionally associated primarily with the profes-
sional genres in that they aim at providing solutions or recommendations concerning 
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more or less case-specifi c matters (dominating in the more practically-oriented fi elds 
such as the HUMTEK study programme (see also Chap.   6    ), Performance Design, 
Communication Studies and Business Studies) (Fig   .  10.1 ).

   The three report genres are: (1)  the novice project report,  (2)  the experienced 
project report  and fi nally (3)  the academic project report.  Despite the genre names 
provided here, all three genres are problem-oriented, and they all are fundamentally 
academic in the sense that they all play valid roles in different forms of academic 
communication and assessment at the university. The genre here identifi ed as  the 
academic report  is, however, closer in macrostructure and communicative purpose to 
the traditional conceptualization of stereotypical academic writing, while  the novice 
report  resembles the professional report more.  The experienced project report  falls 
somewhere in between. These three report genres may share a common project ori-
entation, but they are different in the way they conceptualize the notion of central 
problem-oriented elements such as the problem, theory and function of existing 
knowledge and sources and function of empirical data. The three genres are to be 
understood as ideal types of texts, and the boundaries between them may be fuzzy 
and debatable. This categorization of sub-genres based on a few textual and knowl-
edge-presenting features is at best sketchy and indicative. However, the purpose of 
this illustration is to identify that these are in fact different ways of producing knowl-
edge in writing project reports, and of using and framing personal concern and 

Academic Project Report
• Main genre features: Academic report, 
• Problem: Academic knowledge problem 

(often incl. social problem),
• Purpose: Theory-building & critical analysis

of existing knowledge.  

Experienced Project Report
• Main genre features: Hybrid-forms of the

two report genres,
• Problem= a social problem translated into an

academic problem or concept,
• Purpose= More concept-informed analysis.

Novice Project Report
• Main genre features: 

the professional report genre,
• Problem= primarily a social

problem/negative situation,
• Purpose= solving or contextualised

description/discussion of problem.

  Fig. 10.1    The fi gure illustrates an idealized version of the three problem oriented report genres 
and how they gradually change and progress during the university career of the students. A central 
point of reference is the social problem or situation, which is persistently present in most reports – 
though to a lesser degree as the academic writing matures       
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 existing knowledge in the process. The rest of this chapter presents a few signifi cant 
differences between the types of report and illustrates how these differences can be 
expressed in the text. All examples are from project reports submitted in 2012. 

 There is one aspect, however, shared by the absolute majority of the reports, 
regardless of genre or type. That is the very strong presence of a social context of 
the study. Though many reports state academic or theoretical purposes as well, the 
presence of a social rationale or expression of social relevance seems almost manda-
tory. The following examples illustrate how social relevance and concern can be 
expressed as an intention of helping to solve general social problems, or by framing 
a particular phenomenon or situation as problematic or even threatening

  The intention in writing this master thesis is to contribute to reduce social inequality when 
it comes to health issues and further the potential for promoting health in Denmark. The 
thesis rests on an assumption that the health of the individual is more than a matter of bio-
logical heritage and lifestyle, but as much a question of inequality of resources for living a 
healthy life. (Health Promotion and Health Strategies) 

 The historical development of the city of Copenhagen, however, illustrates how investment 
in rundown areas tends to attract a new and more affl uent group of people, and increased 
popularity is followed closely by rent increases as well. The problem is that the people 
already living in these areas most likely will be pushed out of their neighbourhood since 
they do not have the fi nancial resources to maintain stable everyday lives in the area. This 
development is known as gentrifi cation. (Geography) 

 A growing number of multi-resistant bacteria cause increased mortality all over the 
world. The effi ciency of antibiotics decreases in line with the increasing number of resis-
tant bacteria, since conventional treatment no longer has any effect. This is particularly a 
problem in the industrialized countries because antibiotics are readily available here. 
(NATBACH) 

 The existence of a social driving force and inspiration is explicitly framed in the 
reports and seems a strong and signifi cant feature of the genre at all levels. However, 
as students mature, other and more academic or knowledge-oriented features are 
added in different ways. 

 The  novice project reports (NPR)  typically represent the fi rst attempts at 
 problem- oriented report writing. They resemble professional reports to a large 
degree, probably because this is a genre well known to students from outside the 
university. (They are, however, not entirely identical with professional reports, 
because they are in fact not written primarily to solve problems but to learn and 
eventually to pass exams). This is the type of report requiring the least amount of 
pre-existing background knowledge to construct. They can be done, so to speak, 
from scratch. Consequently phenomena from the outside world dominate not only 
the framing of the project but the entire report as well. 

 The reports are primarily and often exclusively centred around a phenomenon or 
a situation in the world and not on academic disciplinary concerns, problems or 
theories. The identifi ed problems are issues of the world, and students rely on their 
own experiences or on issues debated in public media in identifying these issues. In 
studies in the humanities, these problems may be more psychological, epistemic or 
philosophical dilemmas, but they are generally framed within a social context as 
well. The following excerpts illustrate how students from all major disciplines are 
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motivated to study a given phenomenon due to media exposure, personal experience 
or the perceived severity of a current issue.

  Our motivation for doing this project springs from two documentary series produced by the 
 Danish Broadcasting Corporation.  They have provided insight into the treatment methods 
and pedagogical values of the treatment centre  Shubert’s Minde , and we were simply aston-
ished and thus inclined to wonder whether such methods really are necessary and can be 
defended theoretically. This interest in young people in social care and the related treatment 
methods is the foundation of this project. (HUMBACH) 

 We wondered why one fellow student, for instance, feels the need to inform the world about 
the fact that he has kept his New Year’s resolution and been a non-smoker for 100 days. This 
form of announcement is generally familiar and frequently used by the majority of Facebook 
users, but for whom is this information intended? Your Facebook friends are unlikely to 
consider this to be interesting knowledge; rather it is probably considered to be annoyingly 
irrelevant information. (HUMBACH) 

 The aim of this project is to demonstrate the issue of how factual information can be 
twisted to an extent that political actors can understand identical facts differently. We 
have chosen to study the representations of unemployment in Denmark and how it is 
possible quite arbitrarily to interpret the number of unemployed as well as the develop-
ment in the number of unemployed people in Denmark. (…) We strongly feel that the 
issue is interesting and has current interest. (…) It may turn into a signifi cant social 
problem if the ordinary citizen does not feel well equipped to participate in the demo-
cratic process. (SAMBACH) 

 The articulated driving force of the studies is for the students themselves to know 
more about a phenomenon that interests them and to understand the essential com-
ponents and context. There seems to be an interesting discrepancy between reports 
written by humanities students and those written by students of the social sciences. 
Whereas the former tend to frame their endeavours as  wanting to understand, want-
ing to know more, take a closer look, dig deeper, uncover, fi nd out , the latter tend to 
use communicative rather than heuristic verbs such as  illuminate, communicate, 
present, inform, advise,  and  letting somebody know  – as if they were already experts 
on a given topic. Disregarding disciplinary affi liation, however, the articulated 
research questions are generally clarifying and somewhat defi ning or descriptive in 
nature focusing on asking how and what – with the aim of providing contextual 
knowledge or interpretation regarding “how” and “what”. Furthermore, the ques-
tions generally aim at the phenomenon/situation itself, be it works of art, trade 
unions or the theory of relativity:

  How does Ai Weiwei mix aesthetics and politics, what are his artistic intentions and what 
have his works caused? (HUMBACH) 

 How have unions been organized historically, and what changes have been infl uential in the 
popularity of unions? What characterizes the new strategy of the union? How does the new 
strategy relate to the current tasks of the union representatives seen from the perspective of 
the union representatives themselves? (SAMBACH) 

 What is the relevance of the special theory of relativity on the development of the atomic 
bomb and the GPS? (NATBACH) 

 Accordingly, the function of theory, literature, sources or existing knowledge is 
to provide answers to those questions, at times leaving the content of the theoretical 
chapters rather factual and descriptive or almost encyclopaedic. Sources tend to 
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consist of a mixture of general introductions and a few phenomenon-specifi c 
 analyses. Elements of students’ theoretical critical thinking are sparse. Sources 
are rarely questioned or analysed, but generally used to provide information. 
If debate or critical analysis is represented, it is generally lifted from the sources 
(though the texts may be somewhat unclear on the fact). Empirical studies generally 
describe aspects of the phenomenon, and they are often unrelated to theory in any 
academic sense. Theory is used to describe a given phenomenon in one way, while 
empirical studies generally function as an example of the given phenomenon, often 
in the manner of comparing two cases, perspectives, contexts or artefacts. 

 Conclusions often merely repeat certain theoretical and empirical points. Since 
the major drive seems to be simply understanding something in more depth or 
knowing more about a phenomenon, rather than analysing anomalies or paradoxes, 
there is not much more to say. Sometimes, but not always, solutions to problems are 
given, but generally in a normative way by discussing what the owners of the prob-
lem should be doing:

  As an extension of our conclusion, we would like to discuss society’s options when prepar-
ing itself to treat neglected children. (…) We cannot provide a defi nitive solution, but we 
can discuss the available options. The fact is that we do have neglected children and teenag-
ers. They need help. Society needs to be equipped for handling these children and provide 
them with what they need. So, how could this be managed? (HUMBACH) 

 This type of report typically represents a fi rst step into the academic world. 
Students are driven by the kind of knowledge they are familiar with from their 
life as pre-students: social concerns and current issues. The close affi liation with 
a broader social interest is echoed in the structure of these texts, reminiscent of 
the professional report in the sense that the presentation of the problem and the 
presentation of the case/methods are sometimes realized in the same introduc-
tory section. It appears (textually) as if the identifi cation of the problem and the 
case are almost inseparable. The theory sections then describe the phenomenon 
in one way, and the empirical studies describe the phenomenon in another way. 
They are positioned as two parallel realms of study. This particular structure is 
closely connected with the early years of bachelor studies, but an identical struc-
ture can be found in some of the more technical and case-oriented disciplines and 
fi elds as far as the master thesis. 

  The experienced problem-oriented report (EPR)  takes a variety of shapes, as 
students gradually become more experienced and build a more solid knowledge 
base. Some students generally progress from the novice reports as their studies 
become more specialized, though this is not always the case. Some students repeat 
the NPR structure even in their master thesis in the sense that the case is the absolute 
centre of attention. The theoretical level of discussion is higher and more analytical, 
it is more argumentative and critical, but the general communicative purpose of 
these reports still seems to be solving a problem for the organization or institution, 
rather than deeper critical analysis. The example below illustrates a report prompted 
by a request from outside academia on how to solve a quite specifi c problem.

  How can the combination of smartphone technology and the museum experience be used 
by Roskilde Museum in order to create a unifi ed and coherent museum experience while 
also considering the personal approach to visiting a museum? (Performance Design Studies) 
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 The theories applied in this report are at a much more advanced level than in 
typical novice reports, but they are used in the same way: to describe certain phe-
nomena in order to provide a frame of reference – an understanding of the phenom-
enon of interaction in a museum – for the empirical study. The theories/sources 
supplement one another and are not questioned. My point is not to frame these kinds 
of reports or studies as inadequate or heuristically stuck in any way. Some probably 
are, but I personally have met few of the really bad ones. The challenge of continu-
ous use of the novice/professional report is that it may not guide students in advanc-
ing their theoretical analysis and in using their theories more cleverly and critically. 
If they are allowed to ask questions where the natural answer is, so to speak, an 
answer, they may not fi nd the inspiration to do more than fi nd such an applicable 
answer. The answer may be academically rewarding and interesting as well, or it 
may be academically superfi cial. Non-academic organizations or institutions con-
tact students in order to solve certain problems, but these organizations and the 
academic world may have different criteria as to what might constitute an interest-
ing and relevant problem. If students are kept in a realm where the criteria and needs 
of the specifi c organizations are framed as the most important, then they miss out on 
learning the academic criteria of critical thinking and argumentation. Beyond a cer-
tain point, asking such questions is running the risk of closing one’s horizon and not 
questioning or opening it in order to see all the cracks and complexities as well. This 
production of an answer versus analysing the cracks and complexities is a central 
difference between the NPR and the EPR. 

 A key feature of the EPR involves a change of focus (more or less pronounced) 
in the studies and a change in the way theory is presented and used in the texts. 
Reports are still highly case-oriented, but the research questions tend to reveal a 
more theoretically informed touch and concern. The following two excerpts are 
from Workplace Studies and Danish Literature Studies respectively, and they 
 illustrate this more theoretically inspired construction of a research question. The 
general frame of reference for both reports is still the phenomenon in question, but 
the questions reveal a more focused and informed endeavour. While the fi rst exam-
ple is rather brief and to the point, it nevertheless manages to identify and include 
two theoretically informed aspects of the concept of management coaching – the 
fact that it can be framed in two distinctly different ways. The question opens for 
analysis rather than opinion-making. The fact that the question is theoretically 
informed makes it more specifi c, more detailed and more advanced despite its brev-
ity. Thus it guides students in writing a more focused, observant and detail-oriented 
report than the novice reports. The approach is explorative and open (asking “in 
what ways?”), but the topic is more specifi c. The fact that the students identify two 
aspects to help them study the topic does not restrict them from actually fi nding a 
hybrid, a third or even a fourth element to be infl uential.

  In what ways are employees either appreciated or violated, when managers rely on a coach-
ing form of management? (Workplace Studies) 

 The question in the second excerpt is also theoretically informed in the sense that 
certain positions concerning the concept of utopia in literature have been identifi ed 
and analysed: the concept can either be represented in a critical or in a constructive 
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fashion in neo-utopian literature. The aim of the study is as much to explore the 
distribution of the two approaches to utopia, as it is to investigate the variations and 
hybrids of the theme. Consequently, the conclusion of the report demonstrates a 
high level of detail and critical analysis in the form of attention to complexity rather 
than simple answers.

  What are the characteristics of the ‘rediscovery’ of the utopia and the utopian movement? 
How is the engagement divided between a critical stance towards utopia and a sense of 
‘constructive perspective’ – and how can the criticism and the optimism be characterized in 
more detail? (Danish Literature Studies) 

 The EPR can be characterized as a report with a more pronounced theoretical 
framing of the project as well as the case and the empirical studies. It resembles 
the NPR in macrostructure, but the type of problem and the relation between 
theoretical and empirical studies changes. The EPR is not confi ned to the level 
above that of bachelor. The excerpt below from a Humanities Studies Basic 
Programme report is theoretically oriented from the outset. In this excerpt, the 
report does not discuss theories, but sets out to examine them in more detail. 
Unlike most novice writers, the author of this text does focus on a theoretical 
concept, by actively using the casework to help her identify a more complex version 
of the concept of super-sensitivity.

  Super-sensitive people feel, think and sense more. Their nervous system is more readily 
infl uenced by all sorts of impressions and stimuli, and thus they are more easily stimulated 
and over-stimulated in their social life. This is exactly why super-sensitive people experi-
ence problems in fi nding room for themselves in modern day society which focuses so 
strongly on producing competitive citizens. (…) This is how the concept of super- sensitivity 
was described by Elaine N. Aron, when the phrase was coined for the fi rst time in 1996. 
(HUMBACH) 

 I have argued that the EPR is generally more focused, more theoretically 
informed, more detailed and more complex. As far as I can see, there seems to be a 
variation of this sub-genre at play as well. This variety presents more inductively 
framed studies, in the sense that the reports use their theoretical sections to develop 
an argument as to why a given concept may be more complex or problematic than 
initially expected. These reports tend to follow a topic of the ideal versus the real-
ity – and the questions asked in the empirical studies focus on specifi c and theoreti-
cally informed criticisms of the concept to be studied. Thus, theoretical chapters of 
these reports are not necessarily less theoretically informed and they do express 
analysis and critical thinking concerning the phenomenon of academic theory. The 
studies themselves are presented in a more explorative and abductive manner, but 
students are still looking specifi cally for complexities, for crevices and for discrep-
ancies concerning the theory. Thus, the research problems may not function as a 
starting point, but as a conclusion. 

 While the NPR and the EPR are more related to the genre of the professional 
report, the  academic problem-oriented report  (APR) has loosened if not utterly 
untied the knot to the professional report. The academic report is primarily written 
at the level of the master thesis, but it also exists at lower levels. The main difference 
between the EPR and the APR is that in the latter critical thinking and critical analysis 
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of theory are more prominent and at a much higher level. The APR may still frame 
the relevance of the project around a social confl ict, need or specifi c situation, but in 
addition to this problem, a gap in existing knowledge is presented as well (Swales 
 1990 ). Theory building in the form of identifying a gap in knowledge can be repre-
sented for instance as a paradox (contradictory results or conceptualizations about 
something) or the absence of relevant knowledge about, or a theoretical need to 
know more about, the same phenomenon but in a different context. The relevance of 
the problem is not argued with reference simply to students themselves wanting to 
know more about a given subject, nor the world needing more knowledge to solve 
problematical situations, but to a disciplinary need and concern for more knowl-
edge. Reports frame students as taking part in an academic conversation. The two 
excerpts below originate from History and Molecular Biology respectively, and they 
both explicitly identify gaps in knowledge and need for further studies. While the 
authors of the History report do so openly, the Molecular Biology report fl ashes the 
gap in knowledge a little more indirectly simply by marking a given theory or 
hypothesis as unsubstantiated by the adjective ‘apparent’. This is combined with a 
pronounced emphasis on the relevance of, and stated need for, stronger results on 
the topic.

  It seems that the struggle for gender equality can be studied in different ways. While Sjørup 
primarily studies the values of gender equality in the form of a brief historical outline of 
some of the victories of the women’s movement combined with theoretical speculation on 
the potential for equal rights, Fraser primarily discusses the subject theoretically. Moreover, 
Dahlerup applies analytical methods identical to those of Sjørup interchanging between 
historical events and theoretical analysis of the concept of gender equality. Apart from a 
brief note on how the concept has existed for many years, but only became part of the com-
mon discourse in the 1960s (…) the actual development of the usage and meaning of the 
concept is never studied. The three researchers share the fact that they actively use the 
concept of gender equality, they exemplify its usage in various periods and they express 
different ideas about how it can be studied, but none of them actually discuss the actual 
development of the concept. (History) 

 The apparent association between increased nutritional status and earlier puberty onset in 
girls and an impaired reproductive function in women based on epidemiological data does 
not prove causality, and other factors like endocrine-disrupting chemicals may contribute 
(Mouritsen et al. 2010). However, due to the increasing obesity epidemic worldwide (Cole 
2006; Kaplowitz 2008; Ahmed et al. 2009) it is becoming increasingly important to inves-
tigate this association and the underlying mechanism of a nutritional regulation of puberty 
onset and reproductive function. (Molecular Biology) 

 In the APR it is further explicitly acknowledged that academic knowledge, litera-
ture and theories are all socially and contextually constructed phenomena. This is 
refl ected in the overt identifi cation of the fact that disciplinary voices speak in dif-
ferent tones; that knowledge on the same topic produced by different scholarly 
fi elds takes different focal points and has different interests guiding the knowledge 
production. The excerpt below illustrates how a report explicitly identifi es certain 
statements as belonging within specifi c disciplines:

  This very inclusive conceptualization of the concept of empowerment raises the obvious 
criticism concerning the delimitation of the concept. Within the health disciplines, we fi nd 
the approach of the natural sciences/biomedical sciences as opting for a reduction of the 
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problem to simply covering the kind of physical health which can be measured and ‘proven 
for a fact’. This agenda of simplifying these complex problems can also be found within 
political science and neoliberalism in particular. Here we fi nd a tendency to reduce social 
life to abstract ‘political man’ actors. A similar tendency towards reduction can be seen in 
mainstream economic thinking (…). As a result, we need a clarifi cation of the usages and 
interpretations of the concept of empowerment. (Social Health Studies) 

 The transition between EPR and APR is fl uent and boundaries between the two 
genres can be fuzzy. Also, APR repeats and continues the elements of EPR while 
adding a layer of theoretical overview, insight and richness. The difference between 
the two genres basically depends on the level and role of theory, on whether the 
reports frame the studies as being part of the existing scholarly debate, and whether 
a gap in (inter)disciplinary knowledge is recognized and discussed explicitly in the 
writings. The three sub-genres presented here are ideal types, and in the real world 
they most likely appear in hybrid forms in which one sub-genre is spiced up with a 
little dash of the other. Furthermore, disciplinary differences create different forms 
in ways not discussed here. Some disciplines tend to push students towards the APR 
(at least when it comes to textual surface features) quite early in their studies, while 
others tend to build on the NPR model beyond the novice period.  

10.6     Moving on: Co-creating Critical Thinking Through 
Writing, Genre and Face-to-Face Supervision 

 Who is the problem of problem-oriented learning supposed to be a problem for? 
The answer to this question varies somewhat between the three types of report. A 
very stylized version may identify NPR as producing knowledge in order to satisfy 
the curiosity of the students themselves; the EPR produces knowledge to satisfy the 
students themselves and to produce new and complex knowledge for the betterment 
of the world; and fi nally, the APR produces knowledge in order to satisfy the curios-
ity of students themselves, concerns of the world and to fi ll gaps in knowledge 
within academic communities as well. Greg Myers ( 1989 ) identifi es a central differ-
ence between academic texts as telling either  the narrative of nature  or  the narrative 
of science.  The narrative of nature can be found in introductory textbooks, in popu-
larizations, and in newspapers and magazines. The focus of interest is on the 
 particular phenomenon itself, i.e. on the actual plants, the actual psychological pro-
cesses, the actual workplace relations or whatever topic. The narrative is told as a 
description of details and facts, but omits telling how the facts have been produced, 
what may in fact be a little speculative, what has been left out, and what or how a 
different perspective might change the story altogether. These stories are included 
in the narrative of science. 

 The aspiration of any university is to move students from the one narrative to the 
other. In the problem-oriented context, however, we also aspire to produce critical 
thinking and socially relevant knowledge as well, in the broadest sense. The focus 
on voice in various ways as allowing students ownership over and visibility in their 
own writing is a central pedagogical and cognitive aspect here. The existence of 
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three distinct sub-genres is another, because the progression between the three is 
capable of scaffolding students’ academic and heuristic development. Some students 
fi nd their way through this path of progression on their own, while others are 
strongly supported in this progression within their study programmes and disciplinary 
contexts. Others again are completely left in the dark. 

 Writing and genre are important in learning. This is particularly so in PPL 
because students are expressively asked to interact, confront, analyse and criticize 
knowledge rather than simply repeat it. It is through writing that students them-
selves internalize, shape and express their learning. When students write, they give 
form to the kinds of cognitive and critical tasks they are asked to do – this is where 
they interpret how a real problem may be framed or how to represent theory. Writing 
produces and shapes knowledge: through writing students take it in and let it out. 
“When we make students struggle with their writing we make them struggle with 
thought” (…) [and] with themselves”, Bean ( 2011 ) argues. Writing is in itself a 
form of problem solving (Flower and Hayes  1977 ). Writing needs to be nourished 
and scaffolded – and this applies as much to the informal backstage forms of writing 
as to the more formal writings. New teachers in problem-oriented settings need to 
be made aware of the particular role of voice and backstage writing in problem- 
oriented learning as part of the package. 

 Genres matter in learning, and problem-oriented supervisors might benefi t by 
adding genre to their box of pedagogical tools. The point of introducing genre 
consciousness in supervision processes is not to provide students with rules and 
regulations in a fi x-it perspective (Freedman et al.  1994 ). Rules are rarely accurate, 
and they fail to mediate all the extremely signifi cant local variations, academic cul-
tures and differences (Hyland  2009 ) – and the simple communication of writing 
rules is not how good writing practices are supported either. In recent years, research 
on academic writing and genre has taken a turn away from a strictly text-oriented 
and prescriptive perspective on writing towards one which is more situated and 
social practice-oriented (see among others Lea and Street  1998 ; Ivanic  1998 ; Lillis 
 2001 ; Casanave  2002 ; Casanave and Li  2008 ; Turner  2012 ). Consequently, the 
genre perspective might be used to highlight the written nature of academic knowl-
edge and to identify and discuss the multiple ways that knowledge is in fact shaped 
by writing (Bazerman  1988 ) and how it can progress. The idea is not to imprison 
students’ writing practices or to make them write in any specifi c way. It is instead to 
improve their understanding of how knowledge is produced in writing, and enable 
them to see the differences between the narrative of nature and the narrative of sci-
ence (Myers  1989 ). Working with genres, discussing genres, analysing genres, play-
ing with genres, deconstructing genres and changing genres are excellent and 
concrete ways of demonstrating variation, discussing norms and criteria and fi nding 
connections between writing forms and the knowledge produced through those 
forms. This applies in particular in interdisciplinary learning environments, where 
students have to navigate between different learning and writing cultures, and 
supervisors need to be able to help enlighten them navigate those cultural differ-
ences as well as foster deep understanding of disciplinary writing practices (Hyland 
 2012 ; Fook and Askeland  2007 ; Savin-Baden  2004 ; Ricot  2010 ). Moreover, a genre-based 

S. Knudsen



175

pedagogy is a way of scaffolding students’ awareness of what the central elements 
of problem-oriented learning actually are, and how for instance a problem can be 
construed and applied in different ways and with different consequences (Knudsen 
 2013 ). To participate in problem-oriented learning, we all need to move, experiment 
and invest, students, supervisors and administration alike. Or as our university 
motto expresses it:  in tranquillo mors – in fl uctu vita .     
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11.1                Background 

 This chapter addresses the challenges that international students and academic staff 
face when students from different cultures and academic traditions meet Roskilde 
University’s brand of Problem-oriented Project Learning (PPL) as well as fellow 
students and teachers from a variety of backgrounds. 

 I start this chapter by giving an overview of the facts and fi gures regarding the 
international students at Roskilde University, and I will then use the ‘international 
track’ of Communication Studies as my case study. This is because each semester 
Communication Studies has a relatively large infl ux of foreign students to its 
 international track and because Communication Studies (therefore) has found it 
necessary to address some of the issues that arise when dealing with such a diverse 
group of people. 

 I will discuss the actions taken from a programme planner’s point of view. I was 
international coordinator and director of studies in the Department of Communication 
Studies in the periods 2003–2009 and 2006–2009, respectively. In my discussion I 
draw on email interviews and talks with the former programme director and former 
international coordinator for the communication programme Professor Kim 
Christian Schrøder, present international coordinator for the communication 
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 programme Dr. David Mathieu, and on a meeting with and subsequent responses to 
a questionnaire completed by international communication students at Roskilde 
University in the spring 2013 semester. I would like to thank these colleagues and 
students for their kind support and readiness to share their knowledge with me.  

11.2     Some Facts and Figures 

 In 2014, 770 students from 92 nationalities studied at Roskilde University (Per Alsøe, 
personal communication). Each year about 500 students with a national background 
other than Danish sign up for a course, a semester or an entire BA or MA. Some of 
these students are residents of Denmark and have been for many years, some are 
Ph.D. students, some partake in a joint degree programme, but the largest single 
group is a group of exchange students of between 160 and 210 people. 

 The number of students varies quite a bit from year to year but it is clear that 
Roskilde University admits an increasing number of full-time students with a for-
eign background (admitted through the central Danish admissions system) and a BA 
from a foreign university (students recruited to master programmes with bachelors 
from foreign institutions) (Per Alsøe, personal communication). 

 This development underlines the importance of introductory initiatives in order 
to prepare the students for the teaching and supervision approach that they will face. 

 Most of the international students have the opportunity to be introduced to 
Roskilde University’s teaching methods through a ‘foundation course’ that takes 
place before the beginning of the semester. In the course the students get acquainted 
with their new university and have the chance to learn “basic skills to access the 
study culture at Roskilde University and to optimize your learning experience” 
(Roskilde University  2014a ). 

 The foundation course focusses on the aspects of studying at Roskilde University 
that are different from other universities, such as:

•    Participant direction and joint responsibility,  
•   Problem-oriented project work in groups,  
•   Academic English,  
•   Introduction to Danish culture and language.    

 The student council’s International Club is a further attempt from the group of 
international students at Roskilde University to reach out to their peers and to pro-
vide an informal forum for the exchange of information and experience about 
Roskilde University and Denmark. The Facebook page with its currently 941 mem-
bers (International Club, Roskilde University  n.d. ) has quite some activity, and here 
students exchange information related to study and leisure. 

 In addition to the International Club, students also have the chance of signing up 
to be a mentor for incoming international students. The main goal of the mentor 
programme is to provide “a face-to-face introduction to Denmark given by a current 
student at the university. The point is to give an informal introduction to student life 
at Roskilde University” ( 2014b ). 
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 In order to address some of the challenges discussed above more uniformly, 
Roskilde University published a strategy for internationalisation in 2012 (Pedersen 
et al.  2012 ). The strategy deals with various aspects of internationalisation, focus-
sing on the training of staff and the recruitment of students. 

 According to the strategy, all staff involved in teaching and administration will 
have to have a command of English suffi cient to deal with the challenges of the inter-
cultural university. One important point in this has been the creation of courses for 
teaching staff aimed at the certifi cation of intercultural teachers and supervisors. By 
2014, 33 faculty members have been certifi ed and another 20 are attending the 
courses (Charlotte Hansen, personal communication). The plan is to certify all teach-
ers and supervisors involved in international and intercultural study programmes. 

 In the International Education Strategy, Roskilde University identifi es three dif-
ferent levels of internationalisation, stipulating that all MA and BA programmes at 
Roskilde University must contain elements of internationalisation and that a limited 
number of programmes will be full-fl edged international programmes, normally 
with English as the language of instruction (Pedersen et al.  2012 , pp. 4–6). 

 Three of Roskilde University’s four BA programmes have international counter-
parts. Two of the international BA programmes are working on changes in pro-
grammes and orientation in order to meet the requirements for an international 
programme as defi ned in the International Education Strategy (Pedersen et al.  2012 , 
p. 6), while the third programme is trying to create integration between internation-
alisation and the existing programme. All three programmes work with recruitment 
of students and staff in order to create an international or global environment for the 
students and teachers/supervisors to establish themselves in.  

11.3     Communication Studies 

 Roskilde University has a wide variety of international programmes taught in 
English. The programmes are meant for students who are here for one or two semes-
ters as well as students who are here to get their master’s degree. 

 In the case of Communication Studies at Roskilde University, the programme 
welcomes between 25 and 30 international students from various cultural and 
national backgrounds every semester. The majority are exchange students, but there 
are also full-time Roskilde University students as well as students partaking in vari-
ous joint programmes. The international track also attracts a small number of Danish 
students. 

 Most programmes at Roskilde University share the same structure, meaning that 
half of each semester is dedicated to project work, organised by the students 
themselves. 

 The semester consists of an array of activities and in most programmes a semes-
ter will look somewhat as shown in Fig.  11.1 .

   The semester begins with the group formation process (some exchange students 
have already attended the university’s foundation course which is an introduction to 
the university’s special variety of PPL). After the formation of the groups, the 
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 students follow courses and begin working in the groups, dealing with the problems 
defi ned at the group formation stage. After the course essays have been submitted, 
the group work intensifi es, and late in the semester the groups fi nalize their reports 
that serve as the basis for the examinations. Normally the period between handing 
in the project report and the examination is used to prepare the fi nal presentations to 
be assessed at an oral exam. 

 Irrespective of origin, most international students, at Roskilde University will be 
new to Roskilde’s brand of PPL as well as to a semester structure where so much 
activity must be planned by the students themselves. That means that not only will 
the students have to deal with the challenges of being in a multicultural group, but 
must also try to come to grips with an entirely new way of learning. 

 However, there is also a group of students (mainly master students) who have 
been enrolled at the university for some time and therefore are quite experienced in 
the Roskilde Model. 

 This chapter will discuss two of the initiatives taken at Communication Studies 
in order to help students navigate in the Roskilde University semester structure. 
These initiatives are fi rstly the processes of mediated group formation and problem 
defi nition, and secondly the structuring of supervision to help the students plan and 
structure the group work. 

 I will discuss these activities against the backdrop of literature on problem-
based learning (Hmelo-Silver  2004 ; Reich  2008 ) in order to show how Roskilde 
University’s approach stands out from other approaches. I also wish to show how 
the approach discussed here varies from the general approach used at Roskilde 
University described elsewhere in this volume.  

11.4     Mediated Group Formation 

 The group formation process is a critical activity at Roskilde University because this 
is where the students defi ne the semester’s work. There are basically three activities 
involved:

    1.    Defi ning a general topic for the semester work,   
   2.    Forming a group to do the project work,   
   3.    Defi ning a problem for the project work.     

Beginning of semester End of semester

Group 
formation 
process

Courses 
(normally 
three 
courses)

Submitcourse essays 
for evaluation (some 
programmes have 
other kinds of course 
evaluation)

Submit
project report

Oral exam 
based on 
project report

Group work

  Fig. 11.1    Semester activities       
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 The activities on this list are not separate activities. Rather they should be seen 
as intricately interrelated and do not take place in any particular order. 

 The mediated group formation process is a tool used throughout Communication 
Studies at Roskilde University. The international students used to fi nd the group 
formation process quite frustrating and therefore it was decided to train a group of 
mediators to help the students structure the process of discussing the academic and 
personal premises for a semester’s group work. The international students that I 
talked to mentioned the group formation process as a positive experience and a use-
ful means to defi ne the project work for the semester. However, they also mentioned 
that they were unfamiliar with the whole idea of project work (personal communi-
cation with international students). 

 As group work is an integral part of the learning principles at Roskilde University, 
group formation is naturally very important for the students. The composition of the 
group will have a vital impact on the project work. Sometimes group members 
complement each other personally as well as academically and sometimes the 
groups are much more heterogeneous. 

 There are about 25 students and two mediators in the international group forma-
tion process at Communication Studies. The mediators are specially trained faculty 
members equipped with various tools and exercises to make the group formation 
process as structured and predictable for the students as possible. The mediators 
will prompt the students for ideas for group work projects, and the students will 
respond with suggestions for prospective projects. Normally there are too many 
project proposals, so the mediators will help to reduce the number e.g. by setting 
up a number of larger groups under generalized themes or by letting the students 
take part in various exercises, such as mutual interviewing or explaining a project 
proposal to some of the other students. Eventually smaller groups of three to fi ve 
students will emerge. These smaller groups will be the basis for the group project 
work in the semester. 

 In order to let the students decide which group they want to belong to, the 
 students are asked to discuss the various aspects of the project as each prospective 
member sees them in order for them to fi nd common ground or to fi nd lines along 
which the larger group can separate into smaller, more workable groups. 

 Students unaccustomed to this kind of subject (project) delimitation have no idea 
as to how (and indeed why) this is done and that is where the mediators come in. 
The mediators will sit and listen in on the group discussions, assisting the students 
in fi nding common ground for their dialogues and helping the students fi nd out how 
to address such different issues as personal and academic preferences. A further 
challenge is that the students have to reconcile some students’ high academic aspi-
rations with other students’ urge to get through the semester as easily as possible. 
Some students have jobs outside the university, some do not; some students work at 
night, others do not, etc. The group members will have to fi nd a way to work together 
and to negotiate these extracurricular aspects in the planning and execution of the 
group work. 

 The mediators’ endeavour in the group formation process is to legitimize all the 
arguments that are relevant in the formation of a group in order to make sure that the 
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students review all the possibilities in the group and so will part with each other on 
as professional terms as possible. So if two prospective group members have clearly 
different work modes, this would be expected to become a problem in the group 
work and therefore it would be preferable to discuss it openly during the group for-
mation process, rather than having it arise well into the project work. Students unac-
customed to group work might not have a clear idea of their personal work modes, 
so sometimes the role of the mediators is to ask questions that can help reveal dif-
ferences in the way students work. This is not always possible, but questions about 
how often the students intend to have group meetings tend to be very useful. The 
purpose of having prospective group members openly discuss their differences is 
not only to make sure that people with widely divergent work patterns do not end up 
in the same group, but also to let the different group members know the differences 
and incorporate them in the group work. 

 The mediators will encourage the formation of groups consisting of students 
from various cultural backgrounds, in order to avoid groups consisting of students 
with approximately the same cultural and educational background, because that 
would make it more diffi cult for them to profi t from the problem-oriented approach.  

11.5     Facilitating the Process 

 In order to facilitate the students’ work with the delimitation of the project propos-
als, the mediators will give the students various tasks to perform in the group. One 
such task can be to organize the groups as ‘refl ecting teams’ in order for their mem-
bers to view the problems at hand from various perspectives. Other tasks include 
writing and re-writing problem defi nitions, presenting the project to students that 
are not (prospective) group members and several other exercises to give the students 
the possibility of discussing their project proposals from various angles. 

 These methods will help the students realize that there are other perspectives than 
their own and also help them fi nd out if this realization will lead them to change their 
point of view or to continue to pursue their original idea, even if it means leaving the 
group or joining other students with different ambitions or degree of commitment. 
The methods can be seen as an endeavour to let the students enter into a Buberian 
dialogue (Buber  2004 ), an ‘I-Thou’ discussion in which it is the students’ mutual 
effort that helps them fi nd out which groups and peers they belong with. 

 Other exercises include the individual writing and subsequent discussion of 
problem defi nitions. The goal of this exercise is to let the students fi nd out for them-
selves (1) what they think about the prospective project, and (2) what the other 
students think of it. The exercise might lead students who thought they had a com-
mon interest into different directions, so that e.g. friends who planned to work 
together may realize that their academic interests differ so much that they should 
belong to different groups. 

 In cases where one of the larger groups cannot decide along which lines to sepa-
rate, the mediators may step in to help fi nd those lines. The mediator will listen to 
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all the group members and then determine where he or she sees possible lines along 
which a division could be made and then ask the students if they see the same lines. 
This can be a highly provocative action, because the mediator might see lines that 
the students do not see or do not accept as valid division lines and therefore the 
mediator has to tread lightly in order to make sure that he or she does not create 
unnecessary ruptures in the group fabric. At the same time the mediator is interested 
in making sure that viable groups are formed.  

11.6     Teaching and Supervision 

 Since, as already mentioned, many of the students in the international programme in 
Communication Studies are not familiar with problem-oriented project work, they 
may fi nd themselves unable to structure their work. It is diffi cult for those students to 
know what kind of problems or discussions qualify for assistance from a supervisor. 

 In order for a group to function properly, it is important that the students are able 
to discuss the challenges that they meet during their project work. One such chal-
lenge is the diffi culty of knowing how to search for and fi nd answers if the student 
comes from a university culture radically different from that of Roskilde. That is 
(partly) to be expected when a person has chosen to study abroad only for a semes-
ter or two. Still, most students are prepared for cultural differences and therefore 
ready to deal with them. There is, however, also the question of language. Not all 
students enrolling in the Communication Studies’ international track have suffi cient 
English language skills to engage in negotiations about method, theory, readings, 
and other study-related discussions. Therefore some students will fi nd themselves 
in roles that they do not normally occupy. Former international coordinator Kim 
Schrøder fi nds students’ varying language skills problematic: “The challenge [of 
dealing with PPL] will persist throughout the semester, as the [exchange students] – 
in spite of the ‘crash course’ in PPL – will have to learn by doing all through the 
semester” (Schrøder, personal correspondence). 

 This is not unlike the situation Danish students fi nd themselves in when trying to 
come to terms with project work during the fi rst few semesters. There is one signifi -
cant difference, however, and that is the fact that exchange students have only the 
one or two semesters in which to come to terms with the novel way of working. 

 Schrøder (personal correspondence) calls what he sees as students’ reluctance to 
cross cultural boundaries ‘unproductive’. This naturally is the university professor 
speaking. But although their reluctance is quite clearly unadvisable, cultural 
restraints on social interaction are a fact and must be addressed not only by students 
trying to make sense of a new and unknown (university) culture, but also by the 
university through planning the semesters in such a way that the international stu-
dents can navigate in such alien waters. 

 Since the latter half of the semester will be dedicated to the project work, it is 
important that the students gain maximum benefi t from it. There are two vital pre-
requisites for this: fi rstly, they must be able to  structure their time  even if no 
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 supervisor meetings or meetings in the group have been planned, and secondly, they 
must  ask for supervision  when they need supervision. 

 This process bears some resemblance to what Hmelo-Silver calls the problem- 
based learning cycle. Hmelo-Silver calls PBL focussed and experiential learning 
that is organised around “the investigation, explanation, and resolution of meaning-
ful problems” (Hmelo-Silver  2004 ). 

 She goes on to make a tripartite distinction in “Approaches to Learning Situated 
in Problem-Solving Experiences”:  PBL, anchored instruction, and project-based sci-
ence . Here Hmelo-Silver touches upon the difference between PBL and the Roskilde 
Model addressed in Chap.   1     in this volume. In Hmelo-Silver’s terminology, what the 
students at Roskilde do is a combination of PBL and project-based science, reducing 
teacher instruction even further thus making it even more diffi cult for students to 
navigate as there is almost nothing concrete for them to grasp. This further accentu-
ates the problem touched upon by Schrøder that “students from more authoritarian 
university cultures often suffer from an unproductive restraint in seeking the neces-
sary guidance from the supervisor” (Schrøder, personal correspondence). 

 It is, however, not just students from ‘more authoritarian university cultures’ 
who fi nd it diffi cult to fi nd out when to seek guidance from their supervisors. 
Students unaccustomed to PPL and to planning their own learning experience will 
have trouble identifying the point at which they need supervision, and therefore it 
has proven a productive strategy to schedule a (minimal) number of themed super-
vision sessions, normally three or four, but the students can ask for more meetings 
and the supervisor might consider additional meetings necessary. The themes deal 
with the writing process and will address such subjects as theory, method, revising 
the problem defi nition, etc. Although the meetings each have a thematic title, this 
does not mean that students or supervisors might not change the theme to fi t chal-
lenges at hand. Scheduled themed supervision meetings help alleviate some of the 
intercultural challenges and enable exchange students to take part in the group 
work on as equal terms as can be established without compromising the idea of 
problem-oriented project work. 

 This means that instead of a schematic semester structure with what some 
 students might perceive as large swathes of free time, the international semester 
timetable will look more like the structure illustrated in Fig.  11.2 .

   In Fig.  11.2 , I illustrate how there will be three or four more activities in the form 
of meetings between the groups and their supervisors during the semester. Some 

Beginning of semester End of semester

Group
formation
process

Courses
(normally
three
courses)

Submit course essays
for evaluation

Submit
project report

Oral exam
based on
project report

Group work Supervision meetings (Pre-exam meeting)

1 2 3

  Fig. 11.2    International semester timetable       
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supervisors use such an approach with all their groups, including the Danish groups. 
But the difference is that all the supervisors in the Communication Studies’ interna-
tional track will use this approach and also let the various groups act as peer opponents 
in the supervision meetings. 

 For these meetings to work well, the groups will have to send material before-
hand to their supervisors as well as to the peer groups to be used as a basis for 
 discussion, so that the students realize that they have to work to allow the supervisor 
to provide them with useful feedback for their further project work.  

11.7     Concluding Remarks 

 When international students arrive at a foreign university, there are a number of tacit 
assumptions made by the university about studies, socialising, etc. that are not 
immediately visible to the students, but are nonetheless there as expectations. When 
the university uses novel approaches to learning, unveiling and understanding these 
tacit assumptions become crucial for the student. Especially in the case of exchange 
students who are only at the university for one or perhaps two semesters, it is impor-
tant that the hidden curriculum is as explicit as possible so that fi nding out how to 
study does not take up too much of the student’s time. 

 Apart from the planning and scheduling, there are further challenges involved in 
the practice of meeting with the supervisor and of having disciplined meetings in 
the groups. If students fi nd it hard to discuss academic matters in a classroom, a 
meeting with a lecturer or professor can be even more intimidating or indeed 
 confusing if the supervisor does not behave in accordance with the students’ cultural 
codes. Added to this is the challenge of having to contact the supervisor. When is 
the right time for contacting a supervisor? What are valid academic questions? 
What are valid questions about problems in the group? Again, semester planning 
seems to be a good method of alleviating at least some of the frustration and assisting 
the students in making sure that they do not waste valuable time trying to make sense 
of the new university.     
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12.1                Introduction 

 This chapter describes Roskilde University as seen from a student perspective. It is 
a different point of view of the educational institution which is the central focus of 
this book. 

 We will show that Roskilde University is undergoing change, and how we experi-
ence it as a changeable entity. We like to think of our university as a place that 
pushes you and welcomes it if you push back. It is a place where change does not 
occur by itself, but happens dynamically. 

 This chapter takes you inside Roskilde University and shows you a university 
populated with active and enthusiastic students.  

12.2     A Special Aspect of Roskilde University 

 The introductory period for fi rst-year students at Roskilde University is in some 
ways similar to what can be seen at other universities. It is a radical change for the 
individual student. But in terms of activities and organization the introductory 
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period is very special at Roskilde University. That is because it is arranged by the 
students entirely – and we are proud of it. 

12.2.1     Starting at Roskilde University 

 There is a tendency at Danish universities towards a single way of teaching – teach-
ing in the classical way, i.e. lectures. As you may already have read in this volume, 
Roskilde University with its project work has been in opposition to this. In that 
context the rector at Roskilde University, stated in his speech to the Student 
Council’s reception in 2013 that he thought that Roskilde University by and large 
had avoided this tendency. We believe this to be the case, partly because the central 
and special teaching methods conceived at the creation of Roskilde University seem 
to have been thriving under changed circumstances. Half of the studies are project- 
based, while the other half is similar to any other university with lecture-based courses. 

 In this sense Roskilde University challenges its students from the beginning by 
requesting them to be self-reliant from day one. The Roskilde University model and 
especially the project work at the University bring about the transformation from 
traditional education by requiring new forms of learning from the very beginning of 
every study programme. This is the fi rst step that separates Roskilde University 
students from students at other Danish universities. 

 To help reinforce the university’s particular approach to education, new Roskilde 
University students are exposed to a very intensive introductory programme. The 
unique aspect of the way that the introduction is organized is that it is manned by 
older students entirely. Financing comes partly from the university, partly from the 
students themselves who contribute towards a student excursion. The freshman 
tutoring at Roskilde University is a product designed by the students  for  the new 
students. Prior to the beginning of the 3 weeks of introduction programmes, about 
200 current students from different academic disciplines and years gather at 
Roskilde University to prepare the tutoring schedule across the different bachelor 
programmes according to the specifi c needs of the students. About 12 tutors acting 
as a team introduce a ‘house’ of about 120 students to the university – that is about 
1800 new students altogether each autumn. 

 Creating and conducting the tutoring programme builds on a few central principles: 
volunteering, independence and tutoring based on the study programmes. 

  Volunteering  The tutors are volunteers. They live at Roskilde University for 
the entire introductory period and work out the programme, using the houses 
intensively for meetings, working, staying overnight and socializing. For the new 
students, that means that they are given a good reception. You can feel that the tutors 
are committed to the job and want to help you. 

  Independence  Each house has its own introduction programme. The tutors at the 
individual house are responsible for the practical design of the programme. This 
independence gives the tutors in the individual groups the option to adapt to varying 
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circumstances. There are different needs among the four bachelor study programmes, 
and there are different physical settings. It is obvious from our point of view that the 
independence of the tutors goes with an equal amount of responsibility. 

  Training for Tutoring  All tutors have taken a course which was also developed by 
senior students in the tutoring organization. The management committee is respon-
sible for the practical aspects of planning and running the course throughout the 
year. In the course, new tutors learn about fi rst-aid, the history of Roskilde University, 
as well as storytelling and presentational techniques. During the tutoring period, 
there is special focus on the groups of tutors and the group dynamics within them as 
well as the matching of expectations. 

 By the end of the tutoring period, the new students have also attended their fi rst 
lecture. For most of them it is a classic auditorium experience similar in form to 
lectures at other universities. As a new student this is where you can sit back and 
enjoy something that is apparently familiar. The teaching resembles the classical 
high school teaching methods – you could call it ‘chalk and talk’. But the absence 
of annoying questions from the teacher is what separates the lecture from the other 
kinds of teaching. That makes it even easier to sit back and enjoy. 

 The most important academic exercise during the tutoring period is the ‘pilot 
project’. The pilot project is an exercise in the transition from group work as it was 
performed in high school to the way it is done at Roskilde University. The real 
 exercise is for each new student to take part in a project and in a problem formula-
tion process together with the other students in a group, and then narrow it down 
according to the basic requirements for a Roskilde University project. The key 
 difference is that students themselves must drive the process.  

12.2.2     In a House 

 A third big change for the new students is the size of their ‘class’. You are no longer 
in a class, but in a house with about 120 other students. During the introduction 
period, a link is established between a tutor from the house and a group of students 
called ‘tryghedsgruppe’ (safety/comfort group) to make sure that each new student 
has an older student to ask questions about Roskilde University. 

 Originally, the large classroom in a standard bachelor house was dimensioned for 
about 60 students. Today they accommodate up to 120 students. As a fi re precau-
tion, some houses have had the tables in the large classrooms replaced by rows of 
chairs. But even under these reduced circumstances we fi nd that there is still room 
for teaching based on dialogue. Of course it differs from course to course, but often 
time is allotted for discussions with your neighbour or in small groups, and for ask-
ing questions. Teaching based on dialogue is preferable, but the clear tendency is 
that the people-to-space ratio is a key factor when it comes to dialogue-based inter-
action during lectures. The more space available per student, the more time there is 
for dialogue. 
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 A unique aspect of the bachelor programmes is that they are physically located 
in buildings of a particular architectural design. The design is illustrated in Fig.  12.1  
and is further discussed in Chap.   6    . The house-design is the foundation of the study 
environment. The house is both the social and academic frame for a bachelor study 
programme. As a student it is practical to have a physical base or ‘home’ for at least 
three reasons. Firstly, as a new student you are at a large campus where the lectures 
are held at different locations, so your house is like a navigation point. Secondly, 
the house supports and facilitates the broad academic entrance to university studies 
which lies in the nature of the bachelor programmes. Thirdly, as a student at 

  Fig. 12.1    Plan of an original Roskilde University house. The large classroom (Teori) can be 
expanded by removing the portion to the dining area (Spiserum). The classroom is surrounded by 
group rooms (Grupperum) and offi ces (Kontor). There is also a small kitchen (Køkken) and a room 
for copying and printing (Kopi/print)       
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Roskilde University you use the house facilities in the intensive project period of 
the semester, because you need to have group meetings in a suitable working 
environment.

   Every house has a secretary. From a student point of view this is most convenient 
since studying at a university may involve quite a lot of red tape. In spite of the 
increasing number of students per house, the idea of personal contact between stu-
dents and staff has been maintained. 

 Every house also has its own association. It is established by the tutors during 
the planning period and then handed over to the new students during the introduc-
tion period. The purpose of this is to have some unifying body that can organize 
and support student-driven activities within the house. We have witnessed the 
association as a focal point for true grassroots student democracy and proof of the 
independence of the students. It is not arranged or paid for by Roskilde University, 
but is entirely the fruit of student initiatives. Typically a ‘house association’ is 
centred around the house fi nances, based on the income from cafés and student 
parties held in the bachelor houses. The association supports all kinds of house 
activities, such as fi eld trips, house talks and project materials, all that is benefi -
cial to the study environment in the house. 

 The connection between student and bachelor house, however, is only temporary. 
It is strongest at the beginning, but over the years of study, the students gradually 
migrate towards their chosen subjects in the relevant departments – ultimately at the 
transition from bachelor programme to master programme.  

12.2.3     Groups 

 The group formation process is a very special experience where students meet proj-
ect work for the fi rst time. In the group formation process, students are confronted 
with and discuss a number of project ideas. The result is the formation of a number 
of groups, each based upon a project idea which is the starting point for the 
project. 

 Especially in the fi rst semester this process is a tough one. It can be a struggle to 
formulate a project idea that will fi t in with the semester theme while at the same 
time identify fellow students who seem to be able to work together, and also reach 
agreement on the proper approach to the upcoming project work. 

 As an individual student you are searching for both an academic match and a 
social match, which should be based on a combination of the character of individu-
als and the ‘chemistry’ of the entire group. Most Roskilde University students 
remember well their fi rst group formation process, because these matches are 
unpredictable when you do not know the other students. In the course of their stud-
ies most students get a better idea of the kinds of people they like to work with and 
how group work should be organized to achieve the academic and social matches. 

 In order to appreciate why the group formation process is so hard, it is necessary 
to understand the new students’ backgrounds. They come from high school where 
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there is no requirement to be responsible for and dependent on other people’s work. 
To many new Roskilde University students that is a huge difference, but an effective 
one in terms of committing people to their project work. 

 The group formation process takes on different shapes in the four bachelor 
programmes. In some cases the supervisors control the process and present ideas 
for projects that the students can take on and develop. In other programmes the 
process is totally student-driven from organizing the discussion of ideas to making 
sure everyone is in a group (see also Chap.   6    ). 

 In the fi rst semester expectations are high because the project is the fi rst activity 
one meets, and you may easily be daunted by its magnitude. The process of forming 
groups is open, and everyone is eager to discuss various ideas and to form groups 
based on interests. 

 However, in the subsequent semesters, it is not always academic interest that 
determines the formation of groups. Now the social aspect comes into play based on 
the students’ experience from previous projects. For many students this means that 
they stick with certain fellow students to avoid possible problems related to the 
social aspect of project work. 

 The group project work is a learning experience different from anything else we 
have tried. There is intense collaboration in the busy period prior to deadline. It also 
means that students get to know each other quite well. Throughout the entire study 
period at the university, these processes reveal new ways of working and 
cooperating. 

 In connection with the group formation process, we sometimes see that group 
participants have fundamentally different approaches. Students who started their 
studies at other institutions of higher education than Roskilde University do not 
have the same background for understanding the group formation process, and 
therefore have reduced possibilities for joining groups together with ‘native’ 
Roskilde University-students. This applies to international students (see Chap.   11    ), 
students with bachelor degrees from other universities who enroll in a master pro-
gramme, and students with professional bachelor degrees (e.g. teachers and 
nurses). 

 To think in a problem-oriented and interdisciplinary way is something that you 
need to adapt to. It is rare to see new students with the ability to formulate a cross-
disciplinary problem that lives up to the requirements. But that of course is part of 
the learning process. 

 Studies at Roskilde University are pervaded by a radically different line of think-
ing about projects. The project work itself is different from that at other universities. 
The cultivation of the problem-oriented approach becomes a refl ex that kicks in 
when you are confronted with subject-oriented work. With time, you become almost 
allergic to questions that do not address a real problem. Of course many projects 
start out by being subject-oriented, but it is almost unavoidable that your project 
idea will become problem-oriented as you fi gure out and defi ne the exact problem. 
That is the main point of the project work at Roskilde University. 

 After the group formation, during the phase where ideas are elaborated, the 
project groups meet their appointed supervisors. The constellation of group and 
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supervisor is another radical change in the sense that the supervisor is not a teacher 
in the traditional sense. The supervisor is ‘only’ a supervisor whom the group can 
consider a counsellor – he or she is not a person with all the correct answers ready 
at hand (for supervisor roles see Chap.   8    ). Problems occur when their mutual 
expectations do not match. The main responsibility for aligning expectations and 
cooperation with the supervisor lies with the group. They are also responsible for 
the important task of preparing and planning meetings and discussions. 

 Sometimes we see that the students as well as the supervisor hold the attitude that 
the supervisor can be considered a teacher or at least the one who knows better. This 
understanding can lead to a turn in focus away from the original common interest 
around a project idea and thus dampen the initial enthusiasm established in the 
group formation process. 

 At the start of one of the four bachelor programmes, project ideas and ‘project 
seeds’ are developed mainly by the students themselves. This is part of the founda-
tion of their self-reliance. In the course of the bachelor programme, more and more 
requirements are added to the projects, which demonstrates the progression in the 
project work. 

 A typical semester is divided into a course period and a project period. During 
the course period there is time to gather data, collect literature and sketch out the 
project. Then during the last month of the semester, the students’ time is devoted 
entirely to project work, which enables the group collectively to pay full attention to 
the project. Depending on the amount of work done throughout the semester, this 
period may be quite stressful. 

 A great deal of discussion takes place during the project work, and in our experi-
ence this is an important driving force for the development of the project. It is fas-
cinating how these discussions somehow become invisible in the project report, but 
as a project member you know how much they mean to a project. 

 The intensive period of the project work is also a personal challenge. Some 
students may not see their friends and family during the last month before the 
deadline, because they isolate themselves with their groups in order to concen-
trate hard on their work. That helps to maintain the focus on the project but also 
marks the point of no return in the sense that the bulk of the work must now be 
done. There is no time left to go back and make changes in source material, 
data, etc.  

12.2.4     Evaluations 

 Unlike courses, projects in the bachelor programmes are subject to an internal oral 
student evaluation. All pilot projects are presented to the other students in the house 
at plenary sessions, just as project formulations are presented in the project formula-
tion seminar. At the  midterm  and  end term evaluation,  project groups in a house are 
paired and provide feedback on each other’s projects in the style of a peer review 
(see also Chap.   6    ). 
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 The project work is a shared responsibility. Every group member is responsible 
for the entire project. As an individual student you benefi t from working inten-
sively in a group with others that share your interests. Our experiences with evalu-
ations are that they broaden your horizon in terms of the character of project 
work, i.e. what kind of project work is done in your bachelor house and in general 
in your bachelor programme. During the evaluation you learn to give constructive 
feedback and take charge of a session by asking the question: “What do we as a 
group want from this evaluation, and what would we like the opposing group to 
focus on?” 

 We have noticed that these peer evaluations are used less commonly outside 
the bachelor houses. We fi nd this unfortunate since it is really here that students 
are trained in writing and in analysing problem formulations and projects in gen-
eral. To train the skills of evaluating other people’s project work and giving con-
structive feedback, it is necessary to continue peer evaluations throughout the 
master programme in the same way as it is done every semester in the bachelor 
programme. 

 Group examinations are fundamental to Roskilde University and its project 
work. From 2006 to 2012 this form of examination was prohibited by the govern-
ment. Now it has been allowed again, and Roskilde University has re-introduced it 
as the mandatory examination form for all project exams. It has led to a great deal 
of concern among the current student population because they have not been trained 
in this. It will take time to adapt to a return to group examinations for both students 
and supervisors.   

12.3     Education Explorers 

 Most of the Roskilde University students combine two academic disciplines within 
a bachelor programme. Every semester they must search for a project idea and 
defi ne a relevant problem. They must keep themselves informed on the current sup-
ply of available courses and they must apply for a supervisor. 

12.3.1     Refl ection 

 In our experience the learning methods at Roskilde University make for critical 
refl ective students who take time to familiarize themselves with both system and 
content. But there are also students that just follow the herd and go through their 
studies without considering their academic choices and what qualifi cations and 
skills they want to end up with. The difference between the two is tremendous. The 
critical refl ective students who consciously want to shape their own academic iden-
tity through a unique sequence of educational choices are a special feature of 
Roskilde University. 
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 The exploration of your educational life springs from an academic discipline, 
your expectations of courses and of project work. Through the project work there is 
a direct link between academic disciplines in theory and practice. It is especially 
evident in the projects where a group of students work together with an external 
partner like a company or an organization. The bachelor programmes aim to lead 
the student through different kinds of projects, but we also see that students can 
become tired of project work and therefore choose the same type of project over and 
over again. In this way they avoid the challenge in developing the form of project 
work, but rather concentrate on the content. 

 It would be an idealization to claim that all students explore their educational 
options in full and that all students know what they want with their bachelor or master 
degree and therefore make well-considered choices on this basis. This is not necessar-
ily a problem in the beginning, as you have the opportunity to discover your options 
along the way. For most students it takes time and may run parallel to the demands for 
progression in the study programmes. The academic part of the study environment is 
a central element in supporting this exploration of interests. It evolves through discus-
sions with supervisors and your work in your specifi c academic discipline.   

12.4     Educational Challenges 

 Roskilde University is a place that can be changed and it invites you to take the 
initiative. Especially in the beginning of their studies, students are active in infl u-
encing the framework. That is a tradition. Students are able to infl uence the frame-
work as well as the content. We have both been very active in student politics and 
social events, and we believe that the system we have described makes the students 
more active than most, and more aware of the collective educational frame that 
Roskilde University represents. They become better at manoeuvring in the educa-
tional frame because they simply have a better understanding of it through their 
volunteering activities. We also see that students identify themselves as ‘Roskilde 
University students’ rather than ‘maths students’ or ‘communications students’. It 
would seem to demonstrate the typical feature of Roskilde University that students 
have a wide variety of different combinations of subjects, but still all work within 
the same framework of an equal division between traditional courses and project 
work. There may of course be different interpretations of this observation, but we 
like to think of it as a common identity that revolves around  the Roskilde University 
values and working methods . 

 It is also our experience that our fellow students are active in many different 
ways and on different levels. As mentioned in the section about the house associa-
tions, all Roskilde University students are conscious of the grass-roots democracy 
that they are part of in their studies. Students who want to continue to be active 
move on from the house associations to central committees that work on activities 
for the whole university. 

12 Experiencing PPL: The Student View
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 Each of the four bachelor programmes and all academic disciplines at Roskilde 
University are controlled by study boards. The boards are joint committees of staff 
and students. That is what gives the students a direct infl uence on their studies. It is 
our impression that most of the student representatives are on the committees for 
more than one term of offi ce and put in a great deal of useful work. 

 Roskilde University students are generally good at fi nding their way around the 
educational system to their maximum benefi t. The university encourages you to 
combine subjects according to your own preferences. It is one of the main reasons 
why many students choose Roskilde University in the fi rst place, but it also makes 
them aware of educational options outside Roskilde University. 

 Some might claim that it is the outside world that places requirements on the 
universities and thereby the students. Society at large seems to expect the university 
to create career-minded bachelors and masters with relevant competencies, innova-
tive skills and an interest in solving the world’s major problems. For the individual 
student those are large demands which do not necessarily confl ict with the possibil-
ity for the Roskilde University student to challenge the world back. 

 We maintain that most of our fellow students either have a plan when they start 
and change it according to the progression in their studies or that they establish a 
plan during their fi rst years at Roskilde University. It might, of course, be an over-
statement to call it a ‘plan’, but what is important is that Roskilde University acts as 
a catalyst for these considerations and that it prompts the students to make educa-
tional choices along the way. That is what we like so much about Roskilde 
University: you do not have to make all the choices on day one. You can make them 
as you go and let them be based on those you have already made – consciously and 
meaningfully.  

12.5     Summing Up 

 In this chapter we have reported on our university from a student perspective. After 
summarizing the particular features of Roskilde University as being a main focus on 
project work and a very special way of conducting it, we went on to outline the 
introduction of new students to Roskilde University as a way of pointing out the 
special student spirit. The main point here was that student activities are based on 
the principles of volunteering, independence and learning through the activity itself. 
We then explained the special way of organizing bachelor programmes into houses 
and the various features, including problems, involved in this. Our next topic was 
the project work itself, where we emphasized the critical parts: the problem formu-
lation, the relation between group and supervisor, the period of intensive concen-
trated work, and the evaluations. Finally we looked at students at Roskilde University 
as educational explorers and how Roskilde University as an institution challenges 
students to make important choices along the way.    
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13.1                External Partners in Planning and Quality Assurance 

 Today, educational planning is not entirely an internal affair at universities. 
According to the national accreditation authorities and the Danish Accreditation 
Order (Akkrediteringsloven  2013 ), the development of study programmes and edu-
cational structures must be discussed and planned in collaboration with external 
partners, primarily advisory boards and the bodies of external examiners. Moreover, 
the experiences of graduates in the labour market, not least the requirements for 
competencies, are solicited and drawn upon. 

 As to external examiners, in Denmark there is a long tradition for using them 
both in the High School System and at university level. The external examiners 
are responsible for assuring the same standards for all examinations at a national 
level, and thus for their quality. One third of all exams must be assessed by exter-
nal examiners, always together with internal examiners. For the rest of the exams, 
it is common to use only internal co-examiners. This practice of internal and 
external co-examination was developed to ensure students’ legal rights and to 
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 prevent grading bias. The different viewpoints that an external examiner can bring 
to an exam situation play a crucial role in the examination system by minimizing 
subjectivity and creating opportunities for knowledge exchange. The basis of the 
assessment nevertheless remains the specifi cation of the assessment criteria in the 
academic regulations, 

 External examiners are recruited from academia as well as from the public and 
private sectors. Their role is not only to guarantee that educational programmes live 
up to academic standards, but also that they enforce the development of knowledge, 
skills and competences relevant for the labour market. Bodies of external examiners 
are important partners in quality assurance as they are required to give feedback to 
the study boards concerning the quality not only of the students’ knowledge but also 
of the exams, i.e. how well they are adapted to the skills and competences that are 
outlined in a specifi c programme. 

 With regard to changing programme curricula, work methods or exams, deci-
sions must be made on the basis of clear documentation, surveys and the monitoring 
of students, and also by staying in contact with graduates in order to be updated 
about job market developments. In accordance with this, all programmes at Roskilde 
University collaborate with prospective employers. Representatives from business 
and public and private organizations serve on advisory boards that meet regularly 
with heads of departments and study boards.  

13.2     Students’ Competences and Employability 

 Collaborative problem- and inquiry-oriented project work is not only a strong ver-
sion of research-based education; it is also clearly linked to students’ employability 
in the job market and in society in general. Very often, graduates from problem- 
oriented programmes adapt well to employment; the candidates from Roskilde 
University were particularly well-adapted in employment and by some even called 
‘the darlings of Danish industry and business’, when in 1988 the Danish Employer’s 
Association elected Roskilde University as the most popular of the Danish universi-
ties (Hansen  1997 , pp. 268–270). The likely reason for this is that student-centred 
problem-oriented learning activities to some extent meet society’s demands for fl ex-
ible and adaptive education and may foster independent, critical thinkers and cre-
ative graduates. 

 Nevertheless, probably as an effect of the global fi nancial crisis that started in 
2008, more precise professional skills now seem to be in focus in the discourses of 
universities, industry and governments, all concerned with addressing the demands 
for relevant education and employable graduates. 

 Thus, it is even more important to underline the fact that learner-centred educa-
tion combined with problem-oriented project work fosters a number of relevant 
concrete competences, especially critical thinking, problem formulation, and 
motivation (see Sect.   2.3    ). Addressing real-life problems can add personal mean-
ing and motivation. However, not all problems should relate to speculations on 
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their immediate utility, considering that research can both be strategic and basic, 
and that basic research – like basic project questions – can lead to strategically 
important fi ndings and discoveries. 

 Project work is currently being renewed in the different disciplines and pro-
grammes. Two concrete experiments are discussed in this volume (see Chaps.   14     
and   15    ). Other initiatives focus on collaborating with external partners and with 
internship becoming part of the project work, both with the clear objective of inte-
grating academic knowledge with practice. 

 One of the most important spaces for collaboration is the  Project Fair  initiated 
by the offi ce  RUC Innovation.  At a specifi c exchange event, external partners pres-
ent problems and propose projects that they would like students to solve or develop. 
In this way, the ideal of working with real-life problems in the project groups is 
literally realized. Another possibility available to all master students is work experi-
ence during studies, which is then integrated into a project, linking theories explic-
itly from the academic curriculum with experience and data from an authentic work 
situation. Work experience in combination with project work is a strong tool for 
developing methodological awareness and for integrating real-world problems and 
work life experience in their project work while still studying. Roskilde students are 
very active in both of these reality-based approaches and seem to value the integra-
tion of external partners in their curriculum (cf. Fig.  13.1 ). This pays off, as shown 
by the latest available statistics (Schademan and Jørgensen  2013 ), where 65 % of 
the 1,857 2007–2011 graduates in a survey found a job relevant to their educational 
specialization, while another 30 % landed a job requiring general professional com-
petences. Roughly 30 % are employed in the private sector, 10 % in NGOs and 60 % 
in the public sector. The most common jobs are in text production and communica-
tion, project management, administration and secretarial functions, analysis and 
evaluation, consulting and education.

   From the political side and from important stakeholders in Danish private busi-
ness, industry and services there has indeed been a strong urge to focus on the rela-
tion between practice and theory in academic programmes. Internships are highly 
regarded for creating networks and learning about the labour market. Various asso-
ciations of Danish employers demand that the graduates are ready for the job market 
and that all master programmes contain mandatory internships. 

 Generally, the idea of working with real-life problems in relation to society is 
part of the original learning model of Roskilde University (see also Chap.   2    ). Strong 
relations to external partners make the idea of student work experience relevant, but 
it can never be an all-inclusive response if the other basic idea of a student-centred 

• 85.7% of the students have worked while studying; 24.8% of those got a job at the same workplace

• 44.2% of the students wrote a project in collaboration with a company or an organization; 5.2% of
those got a job at the same workplace

• 47.6% had an internship while studying; 17.7% of those got a job at the same workplace

  Fig. 13.1    Students’ work experience and subesequent employment (From   : Schademan and 
Jørgensen  2013 , Figs. 10.1 and 10.6)       
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and student-directed approach is to be taken seriously: students’ academic and 
 personal educational goals and external stakeholders’ project interests may not 
always coincide. In addition to this, it is important to stress the obligatory link 
between theory and practice in all collaboration projects: Even though students also 
tend to become more and more anxious to get work experience while studying, the 
internships must be integrated into the specifi c programme work and supervised by 
researchers. The decision on the part of the university has been to give all students 
the option to choose a relevant internship once in their master programme. However, 
it is also important that the internship period is not too long, to prevent any delay in 
the overall progression of the student.  

13.3     Students’ Awareness of Their Own Competences 

 External relations are important at many levels. Roskilde University’s current 
strategy (Rektorsekretariatet  2010 ) emphasizes that students’ own research 
projects open a broader perspective of project working skills that are useful in a 
number of employment situations in both private and public companies and 
organizations. 

 Not only does project work lend itself very well to integrating studies and work 
practice, it is also very useful in integrating life skills and working experience in 
programmes that are not aimed at one specifi c job area. This is pinpointed in the 
testimony of one very successful graduate from Roskilde University:

  There’s a schism in that in your fi rst jobs you have to be relatively narrow in a professional 
sense. And that’s a schism relative to what we’re good at. So I think maybe the entry barri-
ers for Roskilde University graduates are a bit higher than for others… unless you also try 
to do something apart from ‘just’ studying. Give priority to get involved in … student poli-
tics, having a relevant student job and so on … because you have something other than just 
an education. And that’s why I was very, very happy about the internship scheme when it 
was introduced at Roskilde University. That really produced a lot of jobs. We prevent con-
tact with the real world by not having this scheme as a requirement. (Rene la Cour Sell, in 
Olsen  2011b , 2:17-3:08). 

 Even though Roskilde University master level students still choose to do intern-
ships and projects in collaboration with external partners, they are not as aware of 
their specifi c competences as one would expect. According to the latest survey, new 
graduates from Roskilde University (2007–2011) manifest a lack of specifi c IT 
skills (39.9 %), and of a general understanding of business (42.1 %) (Schademan 
and Jørgensen  2013 ). This of course depends on the specifi c profi le of the graduates. 
But what is most surprising is the fact that 26.2 % of the respondents state that they 
lack competences in project management, whereas 22.3 % think that they need 
more skills in creative and innovative thinking. However, if this is compared to the 
candidates’ actual job functions, there is a clear indication of some good expecta-
tions as to their own competences, since they have actually applied for (and been 
recruited in) jobs where the same competences are central and strongly desired.  
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13.4     Entrepreneurial Skills Development 

 Entrepreneurship is a specifi c area of interest at Roskilde University, having been 
an intrinsic part of the social and engaged profi le characteristic of the university 
since the 1970s. It is a distinctive feature of many Roskilde University students that 
they are engaged in innovative projects, in the annual Roskilde Festival, in alterna-
tive private enterprises, human rights work, etc. Therefore, with the new reform at 
the master level, more specifi c interest is given to entrepreneurial skills and com-
petences. Courses in entrepreneurship are being offered to both teaching staff and 
students, with specifi c designs to facilitate the development of students’ motivation 
and skills in this direction, focusing on  self-effi cacy  and collaboration. Self-effi cacy 
is promoted in inquiry-based teaching and in relations between students and 
between students and teachers. The relational competence of teachers and research-
ers working together with students is an important element in a strong study envi-
ronment. It creates confi dence and engaged dialogue, and in this way the human 
relationship between teachers and students, as well as between students, helps cre-
ate a strong relation between student and study object. This bond is the essential 
driving force towards a deep understanding of the fi eld and the challenges it repre-
sents (see also Chap.   8    ). 

 Entrepreneurial skills and innovation already form part of the learning philoso-
phy and participant-directed project work at Roskilde University, as pointed out by 
a former student who is now pursuing a career in high-level leadership:

  Being able to create events and create projects – you learned that at Roskilde University 
[…] We worked a lot at creating visions … in relation to where is it critical – where does it 
hurt in society, what are we upset about … if we can get upset, can we then imagine some-
thing better. (Peter Pietras, Olsen  2011a , 5:50–6:51). 

 Motivated students working with their own projects are challenged and have to 
develop competences that are central to innovation and entrepreneurship, and the 
most important competence of all is courage. This is expressed by another former 
student, now a top manager and herself currently creating new business:

  I think that’s something you’ve learnt in your studies at Roskilde University: to jump into 
deep water. Not to ask questions that can be answered by going to the library and fi nding 
books providing the answers. But to dare to be in a situation where you are dealing with a 
complex problem that needs contributions by several people, and where the only thing you 
can do is to present the best possible answer. And that there is no absolute truth – you learn 
that from day one. (Louise Hvid Jensen, Olsen  2011a , 4:13–5:04). 

 Project work and motivated students constitute a strong basis at Roskilde 
University, but entrepreneurial skills and competences need to be supported in a 
more systematic manner. This is the reason for the new courses in entrepreneurship, 
but it is even more important that students meet supervisors and study environments 
where imagination and creativity are welcomed and developed. This is especially 
the case in certain fi elds, such as the new research area of Designing Human 
Technologies which cuts across the four main areas of the Humanities, the Social 
Sciences, the Technical Sciences and the Natural Sciences and involves researchers 
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with all four perspectives. As a creative research initiative it focuses on change and 
innovative thinking. At the same time, it constitutes an important part of the research 
background of the Humanities and Technology bachelor programme (HumTek) 
where students work across the disciplines with creative and methodological design 
processes including information technologies, media and events (see also Chap.   6    ). 
The HumTek bachelor programme combines theory and practice, letting the stu-
dents turn their thoughts into actions at the RUC FabLab, which is a lab for rapid 
prototyping and for running workshops on digital production. 

 Through different initiatives, such as RUC Innovation and the study environment 
pool, Roskilde University supports students’ possibilities for reaching out to differ-
ent areas of society. Some examples of projects created and supported at Roskilde 
University (RUC) are:

•     RUC Radio , a student-directed radio channel that started in 2011 as a second 
semester project in the HumTek programme. The goal of the project group was 
to explore what was necessary to establish a student-run radio channel at Roskilde 
University in order to help improve internal communications.  

•    Reality Bites , a student-driven non-profi t organization whose goal is to offer stu-
dents inspiring experiences and events with the help of volunteers, sponsors and 
speakers who donate time, money or other resources for the purpose. With infor-
mal lunch presentations as well as conferences with hundreds of participants, the 
organizers provide students with input from the outside world which can contrib-
ute to personal and professional development.  

•    The Green Current Festival , a student-driven initiative that endeavours to 
raise interest and engage the general public in sustainable development by 
being the most ecological and sustainable music and showcase event in 
Denmark. The mission is to create a social platform based on sustainable 
principles, music, interaction and performances, where citizens, fi rms, 
 scientists, students and entrepreneurs meet to generate innovations and learn 
about sustainable development.  

•    The national Danish Venture Cup , in which Roskilde University students also 
participate. Its objectives are to fi nd the entrepreneurs of tomorrow, to facilitate 
the creation of new businesses, and to turn academic knowledge into viable high- 
growth businesses. Venture Cup aims to inspire and empower university students 
and researchers to develop their ideas into successful companies. This purpose is 
achieved through competitions, skills training, mentoring, networking, and facil-
itating contact between participants and experienced entrepreneurs and business 
people who provide valuable advice on a voluntary basis.  

•    Entrepreneur Café , an event hosted every Tuesday by RUC Innovation. Here 
students can drop in and get advice on their ideas and get help to develop their 
start-ups.  

•    RUC Entrepreneurial Day , an annual event that brings together entrepreneurial 
people and provides unique value for budding entrepreneurs. Other invited 
attendees are students and researchers – people who share a common interest in 
supporting innovation and entrepreneurship and thereby encourage and inspire 
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young students at Roskilde University. At this event, different start-ups showcase 
their products and business ideas, and there are keynote speeches and networking 
opportunities for those interested.     

13.5     External Relations at the Bachelor Level 

 Until now, only very few graduates from Danish universities seek employment on 
the basis of a university bachelor degree. In the four bachelor programmes at 
Roskilde University nearly all bachelors continue their education in master pro-
grammes, either at Roskilde or another university. Therefore, it is generally not as 
relevant for the development of the bachelor programmes to have a dialogue with a 
panel of employers (a business panel) as is required for master programmes. 
However, the program HUMTEK is partially an exception, as the programme 
includes very close cooperation with public and private employers. From the begin-
ning the programme has been designed in close cooperation with a ‘relevance panel’ 
consisting of key fi gures in the public debate, consultants, broadcasters, planners, 
NGO staff, etc. Also in the context of project work, student conferences and design 
competitions linked to broader society play a key role in HUMTEK. Since HUMTEK 
is still only 5 years old and nearly all bachelor candidates have continued at master 
level partly due to the economic crisis, it is too early to evaluate possible employ-
ment for bachelors. 

 Therefore, in the present situation for all four bachelor programmes at 
Roskilde University the most relevant partners for discussing the quality and 
possible improvement of the bachelor programmes are the master programmes 
where the bachelors continue their studies. Most of the faculty offering courses 
and supervising projects in the bachelor programmes also teach in one or more 
of Roskilde University’s master programmes. Therefore, with regard to concrete 
discussions on the structure of the bachelor programme or especially on the con-
tent of particular courses, the bachelor programme teachers also represent their 
research discipline and related master programmes. On a higher level of organi-
zation, the four bachelor study boards have representatives from some of the 
master programmes that recruit students from the bachelor programme, so the 
study boards are quite focused on the quality of the bachelor education in rela-
tion to the master programmes. At university level, the quality of the bachelor 
programmes is under the jurisdiction of Education Committee chaired by the 
Pro-Rector (or Rector), and the Head of Study of each of the four bachelor pro-
grammes is a member of this committee. It is the Education Committee that has 
overseen the 2012 reform (see Sect.   6.2.1    ) and recommended the bachelor pro-
grammes to the Academic Council and Rector for a fi nal decision. 

 The bachelor programmes have no real employers for their graduates, so an 
employers panel is not relevant. However, since all the students in the bachelor 
programmes in Danish as well as most of the students in the international pro-
grammes are recruited from the Danish upper secondary education system, it is 
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highly relevant that the bachelor programmes are in dialogue with this system. 
Firstly, in order to adjust the programmes, especially the entrance level, to changes 
and developments taking place at the upper secondary level. Secondly, the pro-
grams are interested in attracting more qualifi ed and motivated students to the pro-
grammes, and therefore need to make the programmes visible for and attractive to 
upper secondary students. 

 As a concrete example of this form of contact SAMBACH has initiated a 
‘supplier panel’ consisting of a number of teachers from different types of dis-
ciplines at the upper secondary level. The eight-person supplier panel meets 
once every semester. The members are preferably teachers of social science who 
also provide study guidance at their schools. Some of the members also function 
as external examiners in SAMBACH and have fi rst-hand experience of the study 
programmes. 

 One fi eld of discussion in this connection is the overall changes which educa-
tional reforms in Danish upper secondary schools have brought about in general, 
and how project work has developed there in particular, changes to which the 
Roskilde University bachelor programmes have to adjust. For years, supervisors 
have gained the impression from the supervision of project work with fi rst-year 
students that the new students hold the misconception that project work at Roskilde 
University is similar to what they have previously experienced at secondary school. 
However, this is not the case. The students have not been introduced to problem- 
oriented project work, but to other forms of project work. Therefore, re-education 
has proven necessary, but it remains diffi cult because of the superfi cial similarities 
between the different forms of project work. This also indicates that a supplier panel 
can be an important two-way process of infl uence. 

 While recruitment traditionally has not been a central concern for HUMBACH 
and SAMBACH, the newly established HUMTEK and NATBACH have engaged 
strongly in such activities. Since 2009, NATBACH has made a particular effort to 
expand the recruitment of students with different types of activities that enable 
NATBACH students to communicate directly with upper secondary students about 
their projects and the study programme in general. The more prominent recruitment 
activities include:

•     Nat-Day  (Nat is short for Natural Science): A full-day programme is held twice 
a year for classes from upper secondary schools (500–600 secondary students 
participate). The programme consists of many parallel sessions with research 
presentations by researchers and presentations of projects by NATBACH stu-
dents, and an exhibition of experimental projects.  

•    A travelling exhibition to secondary schools : The exhibition visits upper second-
ary schools for half a day while the normal teaching is on hold. NATBACH and 
HUMTEK are each represented with an exhibition stand and two students. The 
students can present a number of examples of student projects in the various 
natural science subjects and provide general information about the programme. 
The exhibition visits some 45 secondary schools every autumn.  

•    Science@ruc.dk : Offers courses to upper secondary classes (typically one dou-
ble module e.g. 90 min). The modules are developed and implemented by groups 
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of two to three NATBACH students and cover experimental courses in many 
different subjects.  

•    Seminars held for selected secondary schools  to help students in the writing 
of their study projects (a compulsory element in upper secondary programmes) 
in two subjects (at least one of them in natural science). Groups of two to 
three NATBACH students are formed to supervise a group of fi ve to ten upper 
secondary students, based on the NATBACH students’ experience from their 
own projects.  

•    The academy for talented young secondary students : Four full-day workshops in 
various scientifi c disciplines per year for different groups of around 30 talented 
upper secondary students.  

•    General Roskilde University activities:  In addition, the university has an open 
house event twice a year and a 3-day event for experiencing a study programme 
in practice. In these activities the bachelor students in all four programmes play 
an important role.    

 All in all, the recruitment activities annually bring NATBACH students in close 
contact with up to 4,000 upper secondary students in settings where they can com-
municate subject matter insights from their projects and course work and where 
they can be in direct dialogue with the secondary students about student life. 
Students receive a fee for their participation, which according to their testimonies, 
also provides challenging and interesting tasks that are relevant for their own educa-
tion and personal development. 

 The recruitment activities also provide an opportunity for dialogue with teachers 
and headmasters at the upper secondary level. This is important for the above- 
mentioned challenges concerning connectedness and visibility in our relations with 
the educational system at large. 

 In HUMTEK a key feature has been the development of joint events with 
Roskilde University’s outreach organization  RUC Innovation  a case in point being 
the earlier-mentioned annual 1-day student conference  realtybites.dk , where exter-
nal key players and ‘role models’ meet and discuss with students. Since 2008 this 
has been further developed by the entrepreneurial student organization  Krebitat  
that arranges monthly lunch sessions where students and public and private inno-
vators and entrepreneurs meet. Both arrangements are public. From 2014 the work-
shops in HUMTEK will be converted into FabLab sessions (see Fig.   6.9    ) open to 
all researchers and students at Roskilde University as well as users from society at 
large in order to provide a unique meeting place for students, researchers, innova-
tors and citizens. 

 Finally, for all four bachelor programmes the problem-oriented project work in 
itself constitutes an opening to society in general. Often the students’ projects are 
based on problems inspired by or related to organizations (offi cial or NGOs), particu-
lar groups of citizens, companies or problem areas of societal interest. At Roskilde 
University, it is even possible for organizations and companies to advertise problems 
to be taken up by the project groups often in some form of collaboration with the 
parties ‘having’ the problem. Moreover, many project groups reach fi ndings and 
results which are of societal importance and interest. For instance, that has been the 

13 External Relations: Bridging Academia and Practice

http://dx.doi.org/10.1007/978-3-319-09716-9_6


208

case for quite a few NATBACH projects addressing environmental problems. Such 
projects are often communicated to a wider audience through articles in newspapers 
or journals or through videos or other media.  

13.6     The Importance of External Collaboration 

 External relations at a modern university such as Roskilde are manifold and 
complex, and even though there is a strong tradition of working with real-world 
problems in students’ projects, the collaboration with external partners still 
needs to be re-invented and developed. External collaboration is not just a ques-
tion of employing graduates, but of cementing the university’s role as an engaged 
and active partner in society. Education and work life are not separate, but must 
interact both in the student years and after graduation, in life-long learning 
 initiatives, and in alumni relations, leading to important benefi ts for both. 
Collaboration takes place both at the institutional level through advisory boards, 
quality assurance systems, and dialogue with politicians, and at the individual 
level through students’ and researcher groups’ concrete and hands-on collabora-
tion with companies, organizations and public institutions. It will defi nitely 
continue to fi nd new forms, with the network society, globalization and new 
communication channels. Roskilde University has never wished to be an ivory 
tower, and will continue its efforts to be a critical, constructive and creative 
partner in its collaboration with broader society.     
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14.1                Introduction 

 In this chapter we focus on current work to revitalize and further develop the 
Roskilde University model for learning. In principle, the problem-oriented, interdis-
ciplinary, participant-directed project work involves a hybridization of teaching, 
researching and experiential learning (Nielsen and Webb  1999 ; Olesen and Jensen 
 1999 ; Ulriksen  1999 ). For a long time, this has been standard, even routinized prac-
tice at Roskilde University. However, the political contexts around education and 
research are different from in the 1970s when this practice was fi rst institutionalized 
at Roskilde University. In our experience, students’ connection to research and 
research communities is one dimension of the original intention of the Roskilde 
University model that has been under pressure by neoliberal infl uences, but is still 
worth fi ghting for (cf. Sect.   2.5    ). 
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 Here, we will describe and discuss how we work to enhance and elaborate the 
ideal of  research-based learning . We report the experiences from an experiment 
involving undergraduate and graduate students working on subprojects within the 
framework of their supervisors’ (i.e. the authors’) research project. This places the 
students at the centre of actual research processes, and organizes their learning pro-
cesses through their interaction with empirical and theoretical fi elds, informants, 
fellow researchers, etc. within a ‘real’ research project. This model emphasizes and 
explores a relationship based on shared practice and collaborative learning pro-
cesses inside and outside the university, between the students as  research learners  
(Wulf-Andersen et al.  2013 ) and their teachers who are at the same time researchers, 
project managers and supervisors. 

 The question of undergraduates being involved in research is often discussed in 
terms of an educational approach. Educators have related the positive effects of 
undergraduate students ‘learning by doing’ in ‘real research projects’ to students’ 
socialization into a professional community of researchers (Winn  1995 ; Earley 
 2007 ) as well as to students’ experiences of personal and intellectual development 
(Hunter et al.  2007 ). In some cases, undergraduates work as research assistants in 
senior researchers’ projects. In such cases, students do not always feel a sense of 
personal ownership of the research project (Searight et al.  2010 ). In other cases, 
students are involved in senior researchers’ projects as both research assistants and 
informants. These latter cases involve crucial methodological and ethical consider-
ations concerning the dual role of the teacher as researcher and supervisor, and of 
the student as data source and researcher (Ferguson et al.  2004 ). Landrum and 
Nielsen ( 2002 ) point to the fact that not much research has examined what experi-
ences are benefi cial to educators as well as to students – nor, we might add, what 
forms of involvement are benefi cial to the research projects. 

 In our discussion of the potentials and challenges of this intertwined and com-
plex research and education design, we will explore both its contribution to research 
knowledge and its contribution to the learning processes of the students. Before 
turning to this, we will contextualize the experiment within the particular research 
project in question.  

14.2     The Context of the Research Project 

 The research project of the experiment falls within a collaborative research design 
to study vulnerable young people’s participation in secondary and further educa-
tion, and the ways educational practices and contexts interplay with young people’s 
everyday lives, (gendered) identity processes, and experienced life possibilities 
(Aarkrog and Jørgensen  2008 ; Jørgensen  2013 ; Larsen and Villumsen  2012 ; Wulf-
Andersen  2012 ;  Wulf- Andersen et al.  2012 ). The project is a commissioned research 
project, funded by the EU Social Fund and the Danish Ministry for Gender Equality. 

 The research explores the challenges young people meet in their everyday lives, 
and the relations between these young people’s identity processes and experiences 
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of social and psychological vulnerability and marginality, in connection with their 
choice of and participation in education. In particular, the project studies what fac-
tors or conditions in the educational institutions and in the local community setting 
are contributing to or producing vulnerability. The project thus works at the inter-
section of education, social work, and youth research. 

 Research and the development of education, social work and local community 
practices are closely interconnected in this project. The project aims at producing 
knowledge which tries to bridge the many different contexts in which young people 
are involved in their everyday life. The project design is inspired by participatory 
action research and indicates the complex landscape we manoeuvre in (Larsen et al. 
 2013 ; Mullen  2000 ). On the one hand, we work closely with teachers in vocational 
education and different professionals working for local councils and in local com-
munities. They are all working with practice-based experiments and development 
projects aimed at better meeting the needs and sustaining the education and well- 
being of vulnerable young people. The professionals meet with each other and the 
researchers in development workshops every 2 or 3 months, collectively refl ecting 
on and qualifying their development projects. On the other hand, researchers work 
through interviews and narrative workshops to include the young people’s perspec-
tives in the knowledge production and the project processes. 

 Thus, from a research point of view, there are many different arenas of young 
people’s lives relevant to explore. Classrooms, workshops, mentors’ or social work-
ers’ offi ces, young people’s homes and after-school activities, etc. all constitute 
important sites for fi eld work, if we are to learn more about different aspects of 
youth, gender and vulnerability through a variety of expressions, understandings and 
productions in different contexts by different actors. We involve students as research 
assistants in an attempt to overcome the limitations of a more traditional research 
project. Having students as research assistants offers supplementary empirical work 
related to the research project. The students bring experiences and understandings 
different from the researchers’ into the project, as well as different possibilities of 
access and positioning in relation to young people in the empirical fi eld. 

 From an educational point of view, involving students in research as research 
learners makes it possible for students and teachers to participate and interact in 
different ways, and to relate to and refl ect on the many different contexts infl uencing 
research and learning. This will be the focus for the remainder of the chapter.  

14.3     Research-Based Teaching and the Student 
as Research Learner 

 An important aspect of university-based education is to teach students to conduct 
research. Students need to acquire the ability and competencies to critically and 
creatively investigate problems, and actively defi ne the questions and processes 
involved, in order to contribute high quality research and to gain employment as 
future professionals. Facilitating student refl ection on their own work in relation to 
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the ‘situation of research’ in all its (broadest) senses holds an equally important 
learning potential. 

 Research-based teaching contains different elements and can take different 
forms. It can take the form of second order knowledge as the teaching content, as 
the mere communication of the teacher’s research and research-based knowledge or 
the learning about research. It can be teaching as research organization, as when 
students have the opportunity to pose research questions and use theory and 
 methods, or when students receive supervision on research-oriented working and 
writing. It may also be teaching in the form of research collaboration, as when 
 students are invited and involved as active participants in teaching and have the 
opportunity to participate in real research projects or research programmes. 

 The model for research-based teaching and learning at Roskilde University 
 generally comprises several of these elements, and thus by far exceeds the very 
simplifi ed triadic teacher-content-student relation, sometimes portrayed in the 
didactic triangle (Gundem and Hopmann  2002 ). A model of the relations and 
 processes of participant-directed, problem-oriented project work would need to be 
considerably more complex and nuanced – and include e.g. student-student and 
teacher-teacher relations, academia-society relations, and relations between 
 academic and personal learning processes. Our experiment in fact involves the 
 students in all of the above- mentioned ways. What we wish to show in this chapter 
is that the realization of the fi nal, and in a certain perspective small, step of also 
involving students in real research is actually a highly signifi cant one. 

 In our experiment, learning content is not selected or controlled by and passed on 
from one part (teacher) to the other (student), but is a matter of a common research 
interest as the focus of their relationship. The research project organization situates 
the teacher-student relationship in a hybrid form between work and learning and 
thus promotes cooperation and collaboration between researchers and research 
learners. This dissolves traditional boundaries between teaching and research, and 
transforms the working relationship between teachers and students into a commu-
nity of research and learning. This is not just a challenge for teachers or researchers 
surrendering a particular kind of traditional power. It is also a challenge for students 
holding more instrumental school-oriented expectations of teaching and teachers at 
the university. 

 The integration of researching and learning gives the students fi rst-hand research 
experience – including experience with the delicacy of navigating in and refl ecting 
on the multiple contexts and among the many different stakeholders of a research 
project: fellow students/researchers in one’s own and other project groups, the 
supervisors or project managers, the various participants and stakeholders in one’s 
own sub-project, the research project at large, the client of the project, the educa-
tional setting, etc. 

 These are complex matters, which stresses the need for researchers and educa-
tors to systematically refl ect upon the possible negative effects on research or learn-
ing. Researchers, supervisors and universities wishing to establish teaching as 
research collaboration need to organize learning environments as distinct spaces for 
critical refl ection on the relations and processes of research. Learning environments 
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must support explicit and collective discussion of the particular ways in which 
 students’ research participation and ordinary educational practice infl uence each 
other in the given university context, considering also the specifi c local context of 
students learning by doing research. In the next sections, we will describe how we 
have attempted to address these issues.  

14.4     Organizing Students’ Involvement 
in the Research Project 

 The research project was introduced to the students at the beginning of the 2012 
autumn semester and the 2013 spring semester, as part of the supervisors’ research 
portfolio, with an invitation for them to undertake their required project work within 
this particular research and educational framework. Figure  14.1  illustrates the orga-
nization and process of the students’ project work.

   Apart from the standard formal university organization of project work at 
Roskilde University, we added a start-up seminar to introduce the students to the 
fi eld of research, and an analytical workshop to perform collaborative analyses. In 
addition to these two sessions, we also organized a mandatory colloquium involving 
a series of student-guided seminars based on a specifi c theme, with the aim of sup-
porting the students’ project work. In this case, the colloquium was organized 
around the theme youth, education and periphery. 

 The students were invited via email and through short presentations during ple-
nary sessions in the different educational settings where the researchers were 
located. The aims of the emails and the presentations were to describe the scope and 
organization of the research project, the fi eld of research, research questions and 
methodological design, as well as to state that working within this project frame-
work would provide the possibility of:

  Working in association with a real’ research project and a group of researchers; drawing on 
the researchers’ contacts in the fi eld – enhancing the possibilities of actually establishing 
contacts and doing empirical work within a single semester; [accessing] fi nancial support 
for travelling expenses; [and] participating in extracurricular seminars/workshops for all 
students and researchers involved. (Invitation, September 2012/January 2013) 
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midterm
project

evaluation
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  Fig. 14.1    The organization and process of the students’ project work       
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 Participation in the research project came with the stipulation that the students 
would have one of the researchers involved as their supervisor, but apart from that, 
project groups would work according to the general regulations for other project 
work at Roskilde University. We emphasized that students would have freedom 
within the scope of the research project to choose a specifi c problem and to formu-
late their own research question as well as apply different methods of their own 
choice just as they do in ordinary project work at the university. 

 We ended up with 11 groups (41 students) in the 2012 autumn semester and fi ve 
groups (18 students) in the 2013 spring semester working within the framework of 
the research project. The students joining the research project varied considerably 
in their academic qualifi cations and their chosen topics and approaches. Some were 
students from the bachelor programme in Social Sciences, while others were from 
the bachelor or master programme in Educational Studies. Some did not know the 
researchers in advance, others had had one of the researchers as their supervisor, 
and some students or groups in the 2013 spring semester had already worked with 
us in the 2012 autumn semester. The students also had varied experiences of doing 
fi eldwork. Some students had taken methodology courses and had also done empiri-
cal work as part of previous project work. However, most students had very limited 
or no practical experience of empirical research. 

 Consequently, early in the semester we held a start-up seminar (see Fig.  14.1 ). 
One explicit aim of this seminar was to present in more detail the research ques-
tions, methods, and central theoretical concepts from the research project, and to 
assist the groups in their methodological preparations for the coming fi eldwork. 
Among other important issues raised in this session were the potential dilemmas 
associated with their dual roles as students/research learners and research assistants/
contributors and the different expectations and demands that could arise from these 
two roles. The students were asked to refl ect on their subprojects and explicitly to 
discuss:

•    How involvement in the research project related to their educational context 
(particular semester focus and requirements),  

•   How their subproject, on the other hand, related to the research project context 
(what part of the fi eld was in focus, what empirical and analytical contribution 
they were interested in),  

•   How they planned their fi eldwork, analytical work, and writing over the 
semester,  

•   What different kinds of challenges and dilemmas they anticipated.    

 In the period following the start-up seminar, the students worked on refi ning their 
research questions, methodology and theoretical approach, before going into the 
fi eld and conducting their empirical work. Late in the semester when students had 
completed most of their empirical work, we scheduled the analytical workshop (see 
Fig.  14.1 ). All project groups were asked to present one or more ‘empirical images’ 
(photographs, unfolding of exemplary situations, etc.) from their fi eldwork. The 
idea was to create a common ground for collective refl ections and analysis. 
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 The research framework provided an additional organizational structure for the 
project work. As supervisors, we monitored, supported and challenged the project 
work of each group (see Fig.  14.1 ). 

 The groups’ subprojects focused on a wide variety of problems and used various 
theoretical and methodological approaches (three of the projects are described in 
the following section). Some subprojects focused on gender issues, some on peer 
relations, yet others on young people’s visions of the future or teachers’  perspectives 
on young people’s social and educational problems. Some groups did participant 
observation, many did individual or group interviews, some did critical action 
research, and others selected policy documents as their primary material. This 
meant that some subprojects came close to the research project (Wulf-Andersen 
et al.  2012 ), whereas others differed somewhat from our framework. In the follow-
ing section, we will explore three student projects in more detail.  

14.5     The Contributions of Student Projects 
to Research Knowledge: Three Examples 

 Three student group projects from the 2012 autumn semester may serve as exam-
ples of how the involvement of students contributed to the research project, and how 
the association with the research project infl uenced the students’ learning processes. 
The examples are selected because they can illustrate the variety of projects defi ned 
by students, and thus the breadth and difference in research themes and method-
ological points with regard to the study of young people’s education, gender and 
vulnerabilities. We will describe briefl y each project and its central points and then 
turn to an overall discussion of the students’ contributions and research learning. 

14.5.1     A Visual Study of Young People’s Everyday Life 
in a Rural Town 

 One of the groups set out to investigate how we can understand young people’s 
views on their educational opportunities as well as the relationship between young 
people’s everyday lives in a rural town and their motivation for education (Klingberg 
et al.  2012 ). Methodologically, the group wanted to investigate how young people’s 
perspectives on their own lives could be researched in a way that contributed to a 
better understanding of the relation between young people’s everyday life and edu-
cational motivation. They chose to do so by arranging a workshop on young peo-
ple’s everyday life and educational motivation (in a 9th grade class) and by 
interviewing selected 9th graders on the basis of a methodological combination of 
photo elicitation and photo voice. The 9th graders were given a single-use camera 
and asked to photograph their everyday lives. To the group’s surprise, the narratives 
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emerging from the photos were relatively positive with regard to life in a rural town, 
whereby the group’s preconceptions about young people in rural towns wanting to 
move to bigger cities were dismantled. They found that the 9th graders felt a strong 
sense of belonging to the local community and that this was due partly to the fact 
that they still lived at home with their parents. 

 One of the group’s realizations came at the collective analysis workshop, where 
all the groups involved presented their empirical data. Another group of students 
(Pedersen et al.  2012 ) had interviewed a group of vulnerable and unemployed young 
people in their mid to late twenties, not from the same town but from the same 
region. These interviews drew a completely different picture of young people’s lives 
in a rural town – these young people were disillusioned about their future in the 
local community (e.g. because of complicated family ties or because of diffi culties 
in distancing themselves from a criminal lifestyle) and at the same time they did not 
have the resources to move away and start a new life. In light of these empirical data 
on life in a rural town, the group decided to revisit their own data and ask how it is 
possible to understand the 9th graders’ positive narratives in relation to e.g. age, the 
fact that all 9th graders lived at home, broader life experiences, etc. In this sense the 
group’s study was placed in a broader research fi eld and clarifi ed how much young 
people’s everyday lives in a rural town can vary, and how different research interests 
and different methodological designs produce different analyses and knowledge 
contributions.  

14.5.2     Social Space in Secondary School: Empowerment 
of Young People Through Social Learning 

 This study also involved a class of 9th grade pupils in a secondary school located in 
a rural district in southern Denmark (Vaarst et al.  2012 ). One important background 
for the project was the political focus in Denmark on high dropout rates, and the 
pressure on young people to choose an education and a career. This project studied 
young people’s perceptions of social opportunities and introduced a theoretical 
framework inspired by action research as an experiment. Through a ‘utopian work-
shop’, the project investigated the possibilities for creating a social space that could 
contribute to the empowerment of the young people involved in relation to broader 
dimensions and challenges facing young people in this rural location. 

 The students’ own refl ected knowledge production focused primarily on one 
issue of the utopian workshop method, namely the problem that the method relies 
heavily on spoken language and on the ability to formulate thoughts, ideas, experi-
ences and feelings in a certain normative way (while many people are listening). In 
dealing with issues of young people’s social and personal vulnerabilities, it proved 
diffi cult to ensure that all participants could feel secure and participate actively as 
prescribed. This indicated the need for critical refl ection of who the young partici-
pants are, who are active, and what perspectives they produce. The utopian workshop 
method will tend to include resourceful young people while other young people’s 
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experiences are excluded and marginalized. This also neglects young people’s 
 non-verbalized experiences. 

 Keeping these critical refl ections in mind, the utopian workshop still provided an 
interesting contrast to young people’s everyday experiences of schooling. It proved 
to be valuable in the way that it translated young people’s individual life experi-
ences into collective life perspectives, making the strong point that although young 
people as individuals might feel alone, they actually have a great deal of everyday 
life perceptions and perspectives in common.  

14.5.3     Auto-gender 

 A third project group asked how ‘doing gender’ plays out in a particular educational 
setting: a main programme for auto mechanics (Christiansen et al.  2012 ). The group 
members – fi ve young women – spent a day in a workshop conducting participant 
observation. Three group members worked with the vocational students on the cars 
and two primarily took notes. The group also interviewed the teacher and carried 
out a spontaneous informal interview with the only girl on the auto mechanics pro-
gramme, whom they met in the school canteen. 

 The group found the educational setting to be characterized by descriptions of the 
auto mechanic trade as a ‘boy thing’, and of the genuine auto mechanic as a ‘he’ who 
can deal with physical, ‘dirty and hard work’ and cope with being ‘picked on’ as part 
of the workshop humour. This humour carried a highly normative focus on a particu-
lar form of masculinity: the dirty, physically hardworking and heterosexual man. By 
contrast, the images of masculinity – when held up against the female  university 
students – produced images of the girls’ middle class academic work as characterized 
by having ‘sweet, clean paper hands’. Male students who did not fi t in with the hege-
monic norm were made fun of and marginalized with negative references to feminin-
ity (‘girls’) or homosexuality (‘gay’). The only girl vocational  student told the group 
that she chose to cut her hair short and wear clothes that hid her feminine body ‘to 
look more like a boy’. The teacher discretely supported the workshop humour, by 
referring to the school’s obligation to socialize students to the ‘culture’ and ‘tone’ of 
the trade as well as teach them the vocational skills. Thus the group found that stu-
dents and teacher all contributed to the institutional reproduction and support of a 
particular masculinity as a parameter for determining ‘the good student’, giving 
different possibilities for positioning and action for different vocational students. 

 The project group concluded that this held the risk of excluding girls, as well as 
boys enacting other types of masculinities, from feeling welcome and appropriate in 
this educational setting, thus reproducing gender and class segregation in young 
people’s choices of education and ultimately the labour market. 

 Whereas the university students at an early stage became aware of the auto 
mechanic educational context as formed by and formative for particular masculini-
ties and class patterns, only later in the process did they analyse how they them-
selves intuitively – or automatically – responded to this context. They found this 
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point central and therefore gave their report the equivocal title ‘Auto-gender’. 
Retrospectively they became aware that they played out ‘kinds of girls’ who were 
culturally recognizable in the workshop, but they did so in different ways: one as 
‘silently working with the boys’ and another as ‘fl irting and giggling’. This, in turn, 
made the group refl ect on how their own educational context at the university was 
also gendered, but in different ways: here issues of gender were toned down or 
silenced and equality was emphasized.  

14.5.4     Contribution to the Production of Research Knowledge 

 These three (and the other thirteen) groups’ work have contributed a variety of data 
material and analyses on the complex intersection between education, gender and 
vulnerability. However, a considerable challenge in this kind of research collabora-
tion is the issue of data production and analytical processes, and how to incorporate 
many different contributions into the larger research project. Dealing with the issue 
of secondary analysis, Gillies and Edwards wrote:

  The signifi cance placed on context in facilitating qualitative understandings is often con-
veyed through reference to the intimate bond that the researcher inevitably develops with 
the data, particularly when they have designed the framework, immersed themselves in the 
fi eld and drawn on personal grounded insights to make interpretations. (Gillies and Edwards 
 2005 , p. 1) 

 How do we then hold on to contextualized understanding, and how do we in 
practice go about incorporating data and analyses produced by others – be they 
students or assistants – in our analyses? How do we, in our particular case, gain 
knowledge and in-depth understanding through the students’ work? First, we have 
the students’ written reports, including appendices with transcribed interviews, fi eld 
notes, etc. as data sets. Second, we closely and continually observe, listen to, and 
are in dialogue with the groups through the different phases of their subproject, 
from research proposal to written report. In this way we gain insight into the con-
texts and processes producing the particular data and analyses from each group. 
Third, we are all present in the collective analysis workshops, with the opportunity 
to ask questions, elaborate, situate, and refl ect on our different contributions. 
Students have full intellectual property rights to their project reports. We credit 
students’ contributions and authorship by referring to their reports in our publica-
tions whenever we build on their data or analyses. 

 One implication of student participation for our collaborative research project has 
been an enhanced capacity to produce more empirical data with a wider scope than we 
could have done ourselves within the time and budget limits of the research project. 
In addition, students’ participation in the analysis has contributed new questions and 
perspectives for us to develop further, as well as occasioning explication and refl ection 
with respect to the different ways we engage with the empirical fi eld. The students’ initial 
positions are very different from the researcher: they are themselves young people in the 
educational system, they are close to the project’s target group in age and at a  similar 
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point in their general life course. They share some of the contemporary elements of 
youth culture, some come from the very same local areas focused on in the research 
project, etc. Thus, the students hold a position different from the researcher as to 
where to enter the empirical fi eld. This means that they sometimes see or notice 
aspects that we might overlook or understand differently. 

 It is important to stress, however, that this does not assume a simplistic, subcul-
tural understanding of youth, or imply that age in itself necessarily constitutes any 
kind of peerness or natural youth-to-youth relations. We agree with Shiner that 
“while age may be important it does not constitute a master status that overrides all 
other possible sources of identity” (Shiner  1999 , p. 564). When involving university 
students in our research project, we need continuously to ask not only what it means 
that they, like the vocational students in focus in our project, are young people being 
educated. We must also ask what it means that the university students and voca-
tional students respectively are young people with particular identities constructed 
in very different ways, in relation to biography, gender, class, ethnicity, locality and 
other categories – categories which are potentially in confl ict. In a rough generaliza-
tion, the university students represent the middle class, academic youth of the 
metropolis, while the vocational students represent the working class youth of the 
rural periphery. This could produce adverse power relations and ethical problems in 
the relationship between the two groups. But it could also facilitate meetings 
between different groups of young people not often in dialogue with each other, and 
as such constitute possibilities for reciprocal learning and an expansion of the life 
choices and possibilities that could be imagined. Thus what the contact means and 
what happens must be carefully analysed in each specifi c case. In doing so we share 
the understanding:

  …that research is not something employed by solitary negotiators operating on their own. 
Educational researchers use language developed by others, live in specifi c contexts with 
particular ways of being and ways of thinking about thinking, have access to some knowl-
edges and not others, and live and operate in a circumstance shaped by particular dominant 
ideological perspectives (Kincheloe and Tobin  2006 , p. 7). 

 This theoretical conceptualization highlights the signifi cance of multiple per-
spectives. It provides a focus on all participants in a research project, including 
researchers as well as students performing research, as situated subjects, with cer-
tain positions, norms and agendas, and thus with “their own complicities in the 
social arena” under study (Neidel and Wulf-Andersen  2013 , p. 161). This points to 
the analysis of and refl ection on complicities as an important and integral part of 
research practice and of learning processes. When the university students are 
involved in research, we need a high degree of refl ection on how they – for better or 
for worse – are engaging with the fi eld from a certain position, with certain norma-
tivity, complicity and possibilities for participation, and how this infl uences their 
production of knowledge. We also need to refl ect on the ways in which this relates 
to and infl uences the simultaneous, different and intertwined complicities and 
knowledge production of the researchers. 

 We argue that when issues of context and the consequences of different research 
designs and researcher or learner positions can be thoroughly addressed and 
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refl ected on, secondary analysis of data produced by students “has the potential to 
generate crucial new perspectives to feed into wider sociological and theoretical 
debates” (Gillies and Edwards  2005 , p. 12).   

14.6     Contributing and Learning: The Research Learner 

 On the basis of all the different student projects, certain analytical themes can be 
unfolded, all revolving around the learning potentials of being part of a research 
project. We work from Jean Lave’s idea that learning is always taking place (Lave 
and Wenger  1991 ) and in coherence with John Dewey’s central idea that learning 
always occurs  through  the active work that students are doing (Nielsen and Webb 
 1999 , p. 115). Thus, the salient question is what is being learned here, and what 
kinds of research experience the students are gaining. 

 We ask what the opportunity to participate in a ‘real’ research project contributes 
to the students’ learning processes, and how our experiment changes and contrib-
utes to ordinary university practice and learning. In a later section we will look more 
critically at the dilemmas that stem from the ambiguous roles of being both a 
researcher and student. 

 We build here partly on our own observations and discussions throughout the two 
semesters and partly on student perspectives on what it meant to them to be involved 
in research. This has been a central concern to us. From our position as researchers 
and supervisors, we monitored this factor and discussed it with the students through-
out both semesters. At the end of the presentation seminars, we also explicitly asked 
students to refl ect on the questions: “What does it mean to be a student within the 
research project framework? In what ways is this different from your previous project 
work? How does this framework support, distort, challenge, or put pressure on the 
project work?” Students interviewed each other on the basis of these questions and 
recorded the interviews and discussions on video. Our students’ responses were often 
elaborate, expressing overlapping themes, emphasizing both the complexity of the 
research process and the importance of the social, cultural and individual identities of 
the different people engaged in this process (see e.g. Earley  2007 , p. 3). The students 
often implicitly revealed their comparative experiences of the general model of educa-
tion and learning at Roskilde University and commented on the differences. 

14.6.1     Relating to Content Differently: Commitment 
and Acknowledgement 

 Many comments from the students related to their appreciation of the practical, 
fi rst-hand experience of doing research. Practical experience with research methods 
and the production and analysis of empirical material are already mandatory elements 
of project work in the educational programmes at Roskilde University. Students thus 
commented on participation in our research project based on the premise that they 
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would be doing empirical and project-based work in any case, implicitly pointing 
out what they considered to be challenging when working with ordinary projects at 
Roskilde University. Most students confi rmed our presumption from the invitation 
that they found it diffi cult to establish relevant contacts in time to fi nish the fi eld-
work, analysis and writing of the report within a single semester, but also com-
mented that our research project constituted an important means of  accessing the 
fi eld . Many  students expressed this metaphorically as a matter of more easily get-
ting past gatekeepers in the empirical fi eld, by way of their association with us and 
our contacts in the fi eld. But some students also indicated that accessing a new fi eld 
of literature and engaging in the usual project work was easier, since our research 
project offered a pre-existing delimitation of the fi eld. 

 Students felt better supported in accessing the fi eld, through the continuous con-
tact with not only their own supervisor but also the larger group of researchers 
associated with our research project. This contrasted with the standard relationship 
of one group to one supervisor (see also Chap.   8    ). 

 Thus, with the research project as a framework, students felt better able to realize 
the general Roskilde University intentions of learning by doing practical empirical 
work. This in turn made it possible also to relate to academic content, theoretical 
concepts and empirical analyses of other researchers, in a different and more critical 
way. Actually working with and through theoretical and methodological concepts in 
‘real world’ settings, rather than just reading and refl ecting intellectually on them in 
the classroom, students obtained a more thorough understanding and experience 
‘from within’ of the formative powers and limitations of different theoretical 
 decisions, and thus enhanced their refl ective capacity at the theoretical level. 

 Another signifi cant response was related to the opportunity to work on a real 
research project as opposed to what one student called “the usual ‘as-if projects’ 
that will just gather dust on the library shelf”. This response reveals that the educa-
tional activity of project work is not always experienced by the students as a work 
process with a real product. To know that  “ this will be used for something ”,  and to 
be involved and  acknowledged as active contributors  in the different phases and 
processes of research, was highly motivating for students. One student said, “I get 
the feeling that I’m being taken more seriously, the thing that somebody actually 
believes that I can produce something that can be of value – even though I’m still in 
training.” Consequently, many students also found themselves to be “more ambi-
tious”, “more committed” and also “more obliged” to produce “good work”. Most 
students felt that they had a secure platform for being more ambitious because 
supervisors were “right behind us”. Some students, however, felt that working on a 
real research project simultaneously put pressure on them to perform according to 
 real research standards  and sometimes worried about their ability to live up to these 
standards. Many of the students put in more work hours than expected, which made 
us discuss how to better organize and defi ne the scope of the project work, balancing 
the commitment between ambition and realism (Winn  1995 , p. 205). Based on the 
experiences of the students, it seems reasonable to postulate that their involvement 
in the research project changed their relation to content as well as their commitment 
to learning. Furthermore, in this design, the real world relation of the general 
Roskilde University model was accentuated in several ways. One was through being 
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part of a commissioned research project with a particular agenda and assignment 
framing both the students’ and the researchers’ work, the subprojects and the 
research project’s knowledge production in general. Another was through the students’ 
meetings with different stakeholders in the fi eld: young people, teachers and instruc-
tors, managers, local politicians, etc.  

14.6.2     Changed Social Relations: Shared/Collaborative 
Practice 

 The change in how the students related to content cannot be adequately understood 
without looking at the social relations this was intertwined with. Another frequent 
line of student response focused on the collective and emotional dimension of being 
part of our research project. Students stated that the collective organization provided 
important peer and supervisor support. In addition to students being part of a project 
group, each group was connected to other groups as well as to a group of research-
ers, all working with shared interests and somewhat similar subprojects within a 
collective body of work. Each subproject was thus not only discussed within the 
group or between the group and its supervisor, but was also presented to “several 
other conversational partners” in workshops. 

 The relation to other groups as well as to the researchers reportedly assisted 
 students in developing their abilities to connect project work, extracurricular 
 seminars and ordinary curricular activities. The high degree of student-directed 
activities in Roskilde University pedagogy is sometimes experienced by students as 
a challenge when it comes to assessing and connecting the different elements of a 
total study programme to a whole landscape. Within the framework of our research 
project, fellow students became visible as active partners and resources in learning 
and in connecting different learning processes. 

 The collective forum made it easier for students to become aware of how differ-
ent choices of theoretical concepts and research methods were of signifi cance for 
the knowledge produced, and thus helped students to comprehend questions of 
 epistemology, scientifi c theory and the politics of science, which some students 
otherwise considered abstract and hard to understand. 

 Furthermore, the variety in the material, focal points, and positions represented in 
the workshops led to collective refl ection that added new perspectives and  challenged 
all participants to refl ect more deeply on their own empirical material. The empirical 
fi eld was widened, and students became aware that very different stories of e.g. edu-
cation, gender or young people’s lives in a specifi c town are simultaneously at work 
‘out there’. This inspired several groups to revisit the empirical material, looking 
more closely at nuances, complexity and differentiation. One student said:

  Sometimes questions have been raised, I guess, that are rather more diffi cult than usual; and 
in this way I think it all becomes more nuanced. We have discussed some really diffi cult 
things – discussions have been lifted up a level, relating to many things you would have 
taken for granted. 
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 In this way, students and groups assisted each other in positioning each group’s or 
student’s own work within a research fi eld and within a larger learning biography. To 
facilitate student refl ection on their own work in relation to the ‘research situation’ in 
all its (broadest) senses holds a great learning potential. 

 Students emphasized the importance of the changed relation to the researchers/
supervisors. In particular, students felt that the researchers were “letting them in” to 
the engine room of research and this made students feel welcomed, acknowledged, 
and confi dent about being there. Trusting them with our fi eld relationships was one 
dimension of being “let in”. Another appreciated dimension was the opportunity for 
students to listen in on and contribute to the researchers’ work in progress, and also 
to witness the collegial relations and discussions among researchers, whom they 
otherwise tend to meet one at a time. In the collective workshops and seminars, 
researchers’ different curiosities, uncertainties, ways of asking questions, and 
actions to help one another as well as students in clarifying unsettled thoughts 
became visible to students as exemplary dialogues. This reciprocal and dialogical 
space contrasts with the more familiar situation where students and researchers 
meet in short-term encounters “as strangers, without knowledge of each other’s 
research agendas, interests and orientations” (Mullen  2000 , p. 9). In the context of 
the continuous meetings and activities in our research project, researchers and 
 students became mutually intelligible as having certain interests and positions in the 
fi eld – all of which could and should be critically analysed. Several students thus 
came to refl ect on their own (future) researcher position and identity, which again 
parallels Earley’s fi ndings (Earley  2007 , p. 4). One student said: “It’s been good to 
feel that here is a supervisor with a passion, that there’s someone setting a direction. 
Then it’s for me to decide whether I too want to go that way or if I’ll move in differ-
ent directions.” 

 While indicating the positive aspects of having a passionate supervisor with 
regard to motivation, this also points to a general issue concerning the choices 
 students have to make when working on problem-based learning: it is always their 
responsibility. The understanding of supervisors as facilitators rather than authority 
fi gures holding the right answers, and students as active learners rather than 
 members of an audience (Jenkins and Healy  2009 , p. 1) is institutionalized at 
Roskilde University (see also Chap.   8    ). But in the students’ comments on our exper-
iment we also sense a burgeoning awareness that sometimes the role of the facilita-
tor is not given adequate priority or status. Sometimes it is performed from a 
distance, rather than as a different way of following the students’ processes closely. 
The involvement in our research project, with facilitators and discussion partners 
following the project processes closely, added to the ordinary project work a more 
tangible sense of direction, making it easier for students to orientate and contribute 
in relation to empirical and theoretical aspects of research. Also our research project 
added a broader forum of discussion partners and thus supported the development 
of broader perspectives and deeper analysis. 

 Participation in a collaborative research project provides students with an oppor-
tunity to embark on a revealing journey in the form of a learning process. By  gaining 
fi rst-hand experience of doing research, discussing empirical, methodological and 
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theoretical issues with fellow students and the researchers, the research learners 
develop a more comprehensive understanding of what conducting research really 
implies. Research learners will not only know how to act and what to know. Research 
learners will also on an epistemological level learn to know why and how to know 
and therefore be able to manage their own learning processes and construct new 
knowledge (Gärdenfors  2010 ).   

14.7     The Ambiguous Roles of Researcher and Student 

 During the two semesters, both students and researchers experienced dilemmas con-
cerning the students’ engagement in our research project. Here, we will particularly 
point out dilemmas associated with the multiple and intertwined roles of researchers 
and students, which are crucial to refl ect on in the context of research with 
students. 

 One primary concern has been the way in which  the ambiguous roles  of 
researcher-supervisor and assistant-student have infl uenced the ways students 
 balanced their own interests with what they considered to be our interests or the 
interests of our research project. An example of this surfaced in relation to fi eld-
work. As researchers, we had some concerns about the ways students’ presence 
might infl uence relations to practitioners and professionals in the fi eld, with whom 
we also collaborate. As researchers, but certainly also as teachers and supervisors of 
research, we needed to ensure that students engaging in research fi eldwork were 
adequately prepared for the tasks at hand, that they held the necessary knowledge, 
methodological understandings and techniques (Earley  2007 , p. 4), and that the 
organization of student participation was carefully defi ned throughout the process 
(Winn  1995 , p. 212). This is a considerable challenge when taking learning outside 
the classroom and the university campus. It presupposes students’ ability to act and 
improvise in fi eldwork involving situations arising and developing when the super-
visor is not present. One group (Hansen et al.  2013 ), for instance, was rather insecure 
when confronted by a project participant about their use of quotes from an interview 
with her. After an email dialogue with the supervisor and a telephone conversation 
with the participant, it turned out that there was no real confl ict arising. What should 
be noted here, however, is that in this situation the group faltered doubly: at the 
immediacy of having to act and answer the participant and at the complexity of 
being part of a larger research context. A paragraph from an email from the group 
to the supervisor illustrates how students were feeling highly responsible for our 
research project, and therefore reliant on the supervisors’ immediate support and 
opinion:

  We were really quite perplexed in this situation. But as you say, this is an experience as 
well, and actually it made us discuss exactly how one should relate to the ways our project 
potentially will be used – in this respect, it was not a waste of effort …. we were also unsure 
if this could cause problems for the research project as a whole. It was great that you 
answered so quickly, so we could feel on fi rm ground. 
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 While possibly producing additional insecurity for the students, the intertwined 
education and research design also sparked refl ections on the complexity of context, 
and thus produced experiential learning not easily accomplished in the classroom 
(Earley  2002 , p. 1). In this case the students became aware of the conditions under 
which research is produced, involving relations to other research projects in the 
same fi eld, political agendas in research organizations, practice, assignment of proj-
ects, funding, etc. This positive outcome, however, cannot be taken for granted. 
Therefore it is important to be aware of the potential dilemmas and emotional 
aspects of doing research and deal with them as they occur. This means inviting the 
students to discuss precarious situations and issues with the supervisor and/or one 
of the researchers involved. 

 Though students in general regarded the experiential learning as meaningful, 
several also stated quite clearly that students need to know in detail what is expected 
of them as students and research assistants respectively, and what conversely they 
can expect from their supervisor as researcher and from the researcher as supervi-
sor. Transparency and refl ections concerning  roles and mutual expectations  are 
 necessary to develop a general feeling of trust between researchers and students. 
This trust in turn is central for collective ethical and methodological refl ections on 
the interests and relations shaping the production of knowledge; these refl ections 
are crucial to this kind of participatory research. But the students’ attempts to bal-
ance their own interests and those of the researchers also appeared in relation to the 
issue of project focus. In spite of our continued attempts as researchers to announce 
and support students’ freedom of choice with regard to focus, methods and theory, 
the students found this diffi cult to carry out in practice. One student explicitly said, 
“It’s actually hard to stick to your own focus.” Sometimes, what researchers experi-
enced as discussing different equally legitimate analytical strategies was interpreted 
by some students as putting forward theories “which they say we should use”. 
Although some students felt we were clear and intelligible sparring partners, others 
felt that we set up limitations to certain approaches to the research fi eld. There is a 
fi ne balance between the two that is not easily found. On the one hand, students can 
feel unmoored if the researchers’ positions seem too intangible. On the other hand, 
if students feel subordinate to the researchers’ project, or feel like mere ‘means to 
an end’ in it, this would constitute a problem from a participatory research perspec-
tive as well as from an educational point of view. 

 The dilemmas of the double agency of researcher-supervisor and the tension 
between the collaborative, inclusive design on the one hand and institutional power 
relations on the other increased towards the end of each semester, when positions 
shifted relating to exams and assessment. In the workshops and through the semes-
ter, a space was created where the classroom was merged with a ‘discovery- 
orientated research workshop’ built on participatory learning and research processes 
(Mullen  2000 , p. 19). One of our main concerns regarding the use of students as 
research assistants has been the shift from this collective space to the asymmetric 
nature of power in the supervisor-student relationship (see also Sect.   2.5    ). The dif-
ferences between students and supervisors are articulated through the semester in 
terms of knowledge, skills and attitudes, but take on a different character when 
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supervisors have to evaluate and examine the students’ work at the end of the semester. 
Despite our systematic efforts to reveal, deemphasize and collectively refl ect on 
these underlying power issues, it is impossible to make power disappear due to the 
institutional context of formal education, where  “ power is mediated by the element 
of trust that is intrinsic to the relationship and moral commitment of teachers to 
function in the best interests of their students” (Ferguson et al.  2004 , p. 4). This fact 
unquestionably shapes the relationship between students and researchers as one of 
trust and power. When participating in research as assistants, students are thus at 
risk of feeling captive to the status difference in relation to their supervisors. One 
project group had this comment:

  On the one hand, the student-supervisor relationship is based on trust during the supervision 
period. The students are honest about challenges and problems in their research and seek 
sparring. On the other hand, the relationship is marked by power relations in the exam situ-
ation, where the examiner is supposed to assess the product of the students. This is a chal-
lenge to the students (as well as to the supervisor/examiner), and this challenge is not 
limited to this specifi c research project, but is a general aspect of project collaboration at 
Roskilde University. 

 The challenge mentioned here by the students is intensifi ed when students and 
supervisors enter into a collaborative working relationship. This makes it very 
important – and diffi cult – to clarify the criteria for assessment in this form of edu-
cation (Winn  1995 , p. 206). Therefore, we argue that it is crucial to provide the time, 
space and framework for explicitly and collectively addressing how students’ work 
relates on the one hand to a research project and on the other to the students’ educa-
tional context. In other words, how well does the students’ participation in research 
integrate with standard educational practice at the university, and what different 
kinds of challenges and dilemmas could result from this integration (or lack 
thereof)? For a group of students who were not present at the introductory work-
shop, and thus missed the initial refl ections on these issues, it meant this: “Only late 
in the process did we understand the double interests you (the researchers) have had. 
We were just a little confused sometimes as to what you wanted to ‘use us for’.” 
Furthermore, it is important to raise these questions at different stages of the process 
(at the onset, while working, after exams, in connection with concluding the larger 
project, etc.) as there will be different issues arising at different points of the process 
and consequently different answers to the question of ‘what it means to be involved 
in the research project’. Finally, power relations in the direct relationship between 
students and supervisors must be discussed in terms of the structural relations that 
establish them. In an educational perspective, one example would be the structural 
demand that we as supervisors exercise institutional evaluation powers over stu-
dents in exams. Another example, in the context of a commissioned research proj-
ect, would be that we as project managers could face situations necessitating 
regulation or some degree of control of student activities.  
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14.8     Learning Research and Dealing with Dilemmas 

 We have contributed an example of how university education and research can be 
organized in ways that facilitate processes where students can engage in and learn 
research by doing it. In the case presented, students became  research learners  
through the investigation of specifi c, complex, unpredictable and contextualized 
real-world problems. The students’ learning through researching both strengthens 
and is strengthened by the particular educational context at Roskilde University. 

 The students who carried out their project work as part of a research project 
gained research experience and competencies even before their master or doctoral 
study. The focus, institutionalized at Roskilde University, on students as research 
learners rather than merely curriculum learners, is an important background for our 
experiment. But the practical realization of research-based learning in terms of actu-
ally involving students in research promoted active learning processes not easily 
accomplished in classroom teaching, even though this teaching at Roskilde 
University is problem-oriented, interdisciplinary and participant-directed. We have 
argued that this way of working holds the potential of adding observations and gen-
erating important new perspectives for the research project as well as for higher 
education in general, when students are “let in” and acknowledged as legitimate 
contributors. 

 A crucial conclusion of our pedagogical experiment is that the ambiguous roles 
of the researcher-supervisor-project manager and the research learner can produce 
dilemmas and challenges related to divergent interests in learning and researching. 
Ambiguity as an underlying factor is not easy to handle in intertwined supervision 
and research processes, as the researcher-supervisor-project manager must devote 
full attention to the students’ learning processes and at the same time must ensure 
satisfactory relationships with fi eld informants, research funders and project clients, 
and assure the quality of the research knowledge produced. 

 A potential threat to the collaboration between researchers and students may 
arise if the ambiguous relationship is not dealt with in an ethically and pedagogi-
cally correct manner. At the same time, confronting and dealing with the ambigui-
ties and dilemmas of research can enhance learning potentials for students. 
Experiencing the demanding and ever-changing relations in the concrete practices 
of research promotes learning processes, including how to analyse and deal with the 
dilemmas of the multiple roles and divergent interests of researchers, assistants and 
other participants.     
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            In Spring 2011, an experiment in renewing the PPL-format was carried out at 
the interdisciplinary Working Life Studies programme at Roskilde University. 
Subsequently, the innovative approach, known as the ‘Anthology Experiment’, was 
evaluated by the university’s Pedagogical Training Unit (UniPæd; Larsen et al.  2011 ), 
and later the fi ndings have been communicated to a Danish audience (Dupont  2012 ). 

 The objective of the Anthology Experiment was to develop and expand the 
framework for project work at Roskilde University through the production of 
anthologies compiled collectively by a number of project groups. We know from 
previous evaluations that students embarking on the graduate level like the  challenge 
of new forms of project work. The one that they are familiar with involves a small 
group of students working under a supervisor through the entire process of the 
 project work most often for one semester (see also Chap.   8    ). 

 The novel aspects of the Anthology Experiment were most notably its size and 
complexity. Normally the learning process unfolds in groups of no more than eight 
students. In this experiment, however, the groups were somewhat larger, totalling 
some 50 students working together within a dual-course structure throughout one 
semester. The extent of the experiment was unusual also in terms of credits. 
Participants in the Anthology Experiment were awarded 30 ECTS points, i.e. credit 
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for a full semester’s work. Two courses were included in the Anthology Experiment 
package. One course covered the theme of ‘working life issues and the new forms 
of regulation’, and the other was on ‘change processes and change methods of 
working’. The latter was based on a ‘future workshop’. Both courses dealt with 
theoretical as well as methodological issues. The evaluation of the courses was done 
by the author and two students, Cæcilia Saul and Thomas Aarup Larsen. 

 UniPæd collected a variety of data from the evaluation: (a) a survey among the 
students who participated in the experiment, (b) two focus group interviews with 
participating students, (c) observations, (d) a written assessment from one of the 
examiners, and (e) other data sources such as course catalogues, PowerPoint presen-
tations and material from workshops (Larsen et al.  2011 ), and we also held a semi-
nar for the board of study. (For context of evaluation: see Sect.  15.6 ). 

15.1     The Anthology Experiment and Its Structure 

 In late January 2011, a meeting was held with the students in the fi rst semester of 
the master programme in Working Life Studies. At the meeting, the basic structure 
of the project was presented. But something was missing: it was not quite possible 
to piece all the components of the experiment together under one heading until a 
student exclaimed: “Well, it should    be called the ‘Anthology Experiment’”. This 
was a metaphor which aptly described the key features of the project. 

 Let us fi rst take a look at the formal structure of the experiment. We made use of 
a so-called cluster structure. A cluster can be defi ned as: (1) a unit of teachers, stu-
dents and projects, and (2) a collection of different teaching and learning methods: 
experiments, lectures, courses, discussions, fi eld trips, etc. A cluster, in our sense of 
the word, can be visualized as shown in Fig.  15.1 . The clusters are made up of par-
ticipants (faculty and students) organized into a number of case groups, and these 
groups draw on courses, reading groups, lectures, etc.

   In all, the Anthology Experiment in Working Life Studies involved four clusters, 
and each cluster was subdivided into a number of case groups. Each case group 
would work with its own sub-theme within the overarching theme of the cluster. The 
overall organizational structure is illustrated in Fig.  15.2 .

Projects

Courses

Lectures Reading 
groups

Cluster

  Fig. 15.1    The cluster 
structure       
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   ‘All participants’ refers to the total number of students, 52 in all. Each cluster had 
to refl ect on the theme ‘change processes and involvement in   change in working 
life’, but they could do so in their own fashion in relation to the themes that they 
wanted to work on. The four clusters decided on the following foci of study:

    1.    Democratization and change processes (14 students)   
   2.    Good work (17 students) (see Sect.  15.2.1. )   
   3.    Sustainable innovation (14 students)   
   4.    Professionalism in transition (7 students)    

  It was essential that the individual clusters and case groups should discuss their 
expectations as to the role of the supervisors in their work process. The ex-post 
evaluation shows that this requirement of the project was not fulfi lled. We will 
expand on this problem below. The students were also invited to discuss what stan-
dards should apply for each participant as regards the amount of work to be per-
formed, role to be played in the group, etc. 

 In the experiment, each cluster was responsible for an anthology, based on work 
produced in the case groups. Meetings were held every week in each cluster where 
all case groups met and discussed the work across the case groups. The supervisors 
frequently participated in these meetings.  

15.2     The Anthology 

 Case groups independently developed and worked on a case under the overall theme 
of the cluster, but of course using different approaches and taking up different sub- 
themes. The structure of the anthology is illustrated in Fig.  15.3 .

Case-
groups

Case-
groups

Case-
groups

Case-
groups

Cluster
based on case-groups

All participants

  Fig. 15.2    The relationship between case-groups, clusters and all participants       
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   The Anthology Experiment called for cooperation on three levels: between indi-
vidual students in the case groups, between case group and clusters, and between all 
case groups in the cluster. This meant that students had to think and act not only in 
relation to their own case but also across the case groups in the cluster, and on this 
basis collaborate in producing a shared product that went well beyond the individual 
project. 

 It was decided that the four anthologies should have a maximum of 200 pages 
each. It was also decided that each cluster had to establish an editorial group and 
decide on the mandate for this group. The editorial group would have to consider 
how the individual case groups could or should collaborate on the different parts of 
the anthology: introduction, theory, method, description of each group’s contribu-
tions, etc. with the intention of achieving greater consistency in the process as well 
as in the fi nal product. It was expected that throughout the process the clusters 
would document the work of the case groups using a log book. This documentation 
would also serve as a basis for the future planning of tasks, and could be used to 
identify how far the cluster had reached and where guidance was needed. 

 Since communication played a key role in the experiment, the students were 
asked to refl ect on how knowledge could be shared within the cluster and in the case 
groups, with the supervisor, and with the other clusters in the course. This refl ection 
should also prepare students for the fi nal exam. It was recommended that the anthol-
ogies should include sections on how the clusters had worked with the different 
challenges from a learning perspective (see also Chap.   9    ). 

 The students worked on these requirements in different manners. Several 
approaches were tried out, such as keeping a log book, writing minutes from 
 meetings, conducting a subsequent workshop, and drawing on various ICT tools to 
promote the sharing of knowledge, e.g. Facebook, where students regularly reached 
agreement, held discussions and communicated socially. Finally, some of the 
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 students participated in the evaluation as participants in a number of focus group 
interviews. This also offered an opportunity to refl ect on their learning processes 
and learning outcomes. 

15.2.1      A Report Example 

 Below is reproduced the table of content so as to illustrate the structure of the 193 
pages long report (Breum et al.  2011 ). This is followed by some of the students’ 
refl ections. 

15.2.1.1     The Anthology Table of Contents 

     Introduction   

   Common items: 

   The individual and the good work  
  Power and the good work  
  Recognition and the good work  
  Social constructionist theory and Appreciative Inquiry  
  History workshop as a method     

   Case articles: 

   Domino effect! Job Zone Ahead!  
  A critical look at the job as neoliberal regulatory tool  
  There you go: Being a whole person  
  A case study on the work environment and job at a law fi rm  
  Control Laboratory – The road to the meaningful evidence?     

   Conclusion   

   Refl ections on the cluster process       

15.2.2     Some Refl ections on the Cluster Process: In the Words 
of the Students 

 The following section describes the cluster’s overall experiences during the process. 
It is based on records of all cluster meetings and on data from a history workshop.

  It’s Monday the 16th of May and we have a cluster meeting – after about two weeks of 
intensive writing in the small groups. The mood in the cluster is good, although everyone is 
exhausted and confused about how the entire anthology has to be composed and how much 
work this represents. Today we make a history workshop and refl ect on the entire cluster 
process. How has the process been since we started way back in February? 
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  A mouse in a glass cage  – February 
 Words such as frustration, chaos, lack of information and uncertainty are used when we 
think back on the cluster process in February. The fi rst task was for both students and super-
visors to fi nd their place in the process and fi nd out what role they should assume. The 
supervisors were present, but their role was more one of observers than instructors since 
they themselves were part of this new project form. We are trying to control the process 
ourselves, but the mentors have been unclear. One student said: “We are like a  mouse in a 
glass cage .” It is a reaction that aptly illustrates the missing overview and lack of structure 
resulting from the new form of cluster work. 

  The mouse runs faster  – March 
 March was loaded with activities. And it created frustration in the subgroups of the cluster, 
which we called ‘case groups’. There was a strong need to get right down to work in these 
case groups. In March, it was generally felt that it was nice to participate in the cluster: it 
was a social process more than a professional one. On March 10 the supervisors presented 
their views on relevant theories on the subject of ‘the good work’, which was a great inspi-
ration for further work in the cluster. To make the process more fl uent from the start, we had 
chosen to have two students act as chairpersons whose job it was to prepare the meetings: 
agenda etc. 

  The mouse smells cheese  – April 
 Our work in the case group was in full swing. 

 The process during this period was much like traditional project work, and supervisors 
pushed us to work across the case groups. 

 In April, we participated in the mid-term evaluation. 
 The evaluation resulted in a discussion about the common theory section. This caused 

confusion, but also provided clarifi cation in relation to the joint work and in particular to the 
common section. 

  The mouse needs to drop everything else  – May 
 May was characterized by an intensive period in the cluster. We were in a hurry to complete 
the individual cases. We were excited about how the fi nal chapter would turn out. 

 After about two weeks the individual case groups fi nished their articles, and we met on 
16 May, when we divided into two groups. The majority of the cluster participated in the 
history workshop. The other group, consisting of the two chairpersons, had to provide an 
overview of the anthology and plan how the fi nal process could proceed. 

  Opportunities for better cheese  – In the future 
 In general we are positive towards this way of working because it breaks up the routines we 
have acquired throughout the rest of our studies at Roskilde University. The methodology 
promotes a good study process, for the university students as well as for the external stu-
dents. In our cluster we had a friendly and pleasant atmosphere throughout the whole pro-
cess, which has created engagement in the cluster process. It is generally an interesting and 
inspiring way to work, and we can conclude that we generally like the cluster form and the 
anthology production. 

  Refl ections on clustering  
 The formation of groups went too fast, and was very confusing and generally chaotic. 

 The entire anthology process has been one long learning process. We have had to think 
hard about how we could use the cluster best throughout process, we have focused on the 
process rather than on discussing theories, methods and so on. More discussion of the the-
ory could potentially have provided our chapter with a stronger theoretical foundation. We 
have come to the conclusion that it may be an advantage if a fuller written material of 
guidelines and expectations is made available for future clusters. 
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15.3         Learning in the Experiment 

 The overall objective of the Anthology Experiment was to understand processes of 
change at the workplace and in working life. Hence, the group of supervisors in the 
experiment defi ned as overall learning objectives:

    1.    To establish a critical analytical perspective on change processes,   
   2.    To gain insight into and develop experience in conducting extensive complex 

project work.     

 There were also practical objectives:

    1.    To create opportunities for project groups to become involved early in the pro-
cess of change,   

   2.    To provide a broader study framework,   
   3.    To develop the students’ experience of project work.     

 These were the immediate learning objectives and practical goals. But the super-
visors also aimed at improving the study programme by creating new forms of 
action, new problem-solving relationships, and by enabling the students to develop 
and create theoretical knowledge on the basis of their own activities. The latter is 
not so different from what ‘normally’ happens in project work at Roskilde University, 
but the format had been changed entirely. 

 Special attention was given to the fi nal examination, where the framework was to 
be a two-page synopsis individually produced by each student. However, all stu-
dents in a cluster were also collectively responsible for their entire anthology. The 
anthology thus represented the requirements for the examination, but the individual 
exam was adapted so that the student’s synopsis became the starting point. Students’ 
synopses were not limited to their own case in the anthology. They were free to 
choose a theme for the synopsis from any subject area covered. To put it differently, 
the anthology provided the framework for the examination and the synopsis sug-
gested the direction to be taken. The supervisors informed the students that the 
anthology would be assessed according to the following criteria and parameters: the 
amount of work, the degree of autonomy in the work, the originality of the work, 
refl ection on the learning processes experienced during the work, and the quality of 
methodological and theoretical perspectives. 

 The entire structure of the experiment involved establishing new relationships 
between the individual students, between clusters of students, and between clusters 
and supervisors. In a more general sense, it could also be said that relations between 
individual and shared study elements were expanded and developed with a focus on 
producing new formats of project work at Roskilde University. Action research was 
a major aspect of the Anthology Experiment. According to Carr and Kemmis: 
“Action research is simply a form of self-refl ective study, conducted by participants 
in social relationships to improve the rationality and justifi cation of their own prac-
tices, their understanding of these practices and the situations in which the practice 
is carried out.” (Carr and Kemmis  1985 , p. 162). In their evaluation most of the 

15 Restructuring the Project Work Format: The Anthology Experiment



240

students observed that some of the professional and social benefi ts of the Anthology 
Experiment had been greater than those experienced in traditional group project 
work at Roskilde University. 

 The evaluators have specifi cally identifi ed two positive effects. 
 First of all it is important to mention the interaction between clusters and case 

groups and students’ use of methods and tools for knowledge sharing and refl ection 
on learning and as a consequence of that the positive effects on the social environ-
ment. The cluster structure, which organized the students into groups with a  common 
professional commitment, led to widespread knowledge and discussion within clus-
ters. It was a challenge for students to relate to a specifi c case. 

 Among the students it was generally accepted that The Anthology Experiment 
had a positive impact on their social environment. The experimental cluster structure 
ensured that the students have gained a better knowledge of their peers. It created 
continuous cooperation in the cluster. The meetings were usually held at the univer-
sity, which gave the students a greater attachment to their study. The social activities 
and methodology seminar meant that students from one cluster got to know students 
from other clusters. The clusters in the experiment should probably not be too small 
because of the limiting impact on group dynamics and the social environment within 
the cluster. The majority (82 %) of students believe that the Anthology Experiment 
has had a positive impact on the social environment of the study compared to the 
standard project process at Roskilde University. Only one student believes that the 
experiment has had a negative impact on the social environment. 9 % believe that 
the experiment has not had any effect on the social environment. 

 Another positive effect of the experiment was that the students experienced 
widespread interaction between the specifi c knowledge of the case groups and the 
general knowledge of the cluster work. Cluster structure has placed the students in 
groups with a common professional commitment, which has led to widespread 
knowledge and discussion within clusters. But it has been a challenge for students 
to relate to the specifi c case and in general to the cluster theme. To quote one stu-
dent: “The Anthology project is challenging: you get a little tired of the same proj-
ect structure semester after semester. It’s nice with something new. It creates more 
fl exibility in the project work.”  

15.4     Some of the Challenges in the Project 

 The Anthology Experiment had its problems and challenges, but in general the 
 students experienced a fundamental satisfaction with the experiment. 82 % of 
the students emphasize this in the evaluation. They also point out that they would 
like the format of the Anthology Experiment to be continued. The students, how-
ever, also mention a number of challenges for the future. The role of the supervisors 
should be redefi ned and outlined in more detail, because the Anthology Experiment 
format has a structure rather different from that of conventional projects at Roskilde 
University, where individual supervisors are assigned to single group projects. In 
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the evaluation, the students state that there ought to be more focus on the academic 
writing of articles, because this genre differs from the writing of project reports. 
They also suggest that the role of the supervisors in the clusters should be oriented 
more towards transmitting expert knowledge, and that supervisors should focus 
more on providing inspiration to the students, for example through lectures on gen-
eral subjects, and through various workshops and thematic seminars. 

 Compared to ‘normal project work’, the divisions between the individual and 
collaborative elements of projects are different. According to the students, this 
should be made clear at a very early stage of the experiment. The relationship 
between the individual, the collective parts of the anthology and the exams has been 
given a new framework that needs to be made explicit. As for competencies, the 
students agreed that the Anthology Experiment had provided them with useful 
skills. They also state that it is important to work more closely with the relationship 
between the project process and the academic depth. Critical comments and discus-
sions of the projects should be accorded more importance. 

 On a positive note, one student states:

  The cooperation between different cases in a comprehensive anthology has meant that we 
can have extensive discussions of our material, and we feel that our work is more relevant 
to society than if we had dealt with single cases as we normally do in our project work 
(student comment in the questionnaire). 

 The examiner interviewed also gives a positive remark:

  In the clusters, they have worked with material from the case groups across cases and 
gained a better understanding of the subject. In the exam, they were able to discuss how 
various other methods and theories might have been used in addition to those they had used 
in their own case groups, and they could refl ect on what other theories and methods would 
have meant for their case. They have been able to make collective conclusions concerning 
interdisciplinary issues. (external examiner’s comment in the questionnaire). 

 From the 2012 autumn semester, the experiment, now called ‘Anthology 
Learning’ has been institutionalized in the Working Life Studies programme. With 
the subject title ‘Working life in changing perspectives’, it is now offered in the fi rst 
semester of the master programme.  

15.5     The Benefi t of the Experiment 

 The Anthology Experiment is one of many experiments with project work at 
Roskilde University. In this book, we have dealt with two types of experiments. In 
Chap.   14    , we discussed how project work could be developed by involving students 
in research projects. In this experiment, the project group was maintained as the 
basic study unit. At the same time, students were engaged in a larger community of 
peers from other project groups and researchers. The benefi ts of this experiment 
included: (a) the supervisors were given more time to guide the students because the 
time they spent contributed to their own research, (b) the students had the opportu-
nity to work directly with researchers, (c) the students had easy access to the 
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empirical fi eld, and (d) they were part of a collective professional relationship with 
researchers and fellow students. 

 Because the expected output from project work is changed, the Anthology 
Experiment is a radical departure from current project work at Roskilde University 
(as outlined in Chap.   10    ). The experiment uses a well-known publishing format 
from research, namely the anthology form, which usually focuses on a specifi c 
research topic and includes contributions from various researchers. In the Anthology 
Experiment, the case groups may be viewed as ‘research units’ that produce the 
contributions to the anthology. The students are jointly responsible for writing a 
thematically focused introduction to the anthology, which shows how the contribu-
tions from each case group are relevant to the common theme. 

 This requires that students and supervisors in the cluster conduct a professional 
dialogue between the individual case groups. The complexity of the experiment offered 
challenges, both for students and supervisors. The organization was complex, the 
written product changed from project to article format, the students had to concentrate 
on working in their own case group as well as in the cluster, and the form of exam was 
radically changed in that students had to explain their case project, the total anthology 
as well as their synopsis, which could be angled across multiple case projects. 

 The two experiments mentioned above were selected for the present book 
because of their exemplary value. They focus on a fundamental problem in project 
work: how to establish broader professional communities that engage researchers 
and students in a common enterprise which exceeds the individual project groups as 
a framework for the students’ work. In the students’ normal project work, this 
objective is not very easily achieved, because such project groups tend to be occu-
pied with their own challenges and also because courses are rarely organized as 
joint and mutually binding enterprises. Both types of experiments make heavy 
demands on students as well as supervisors. At the same time, the two experiments 
reveal important opportunities to enhance students’ learning results. The construc-
tion of broad learning communities of students and tutors points back to some of the 
original visions of Roskilde University and also forward to future possibilities. 

 We shall let one of the students conclude this chapter:

  We have worked on a common theme and that is why the work of the case has included, 
not a problem formulation as normal, but a problem formulation as a much wider 
issue. It has been a relief and saved us time. In addition, while we were assembling the 
various cases into a comprehensive anthology we were able to discuss our material in a 
much deeper way and our work feels more relevant to society than if we had dealt with 
a single case. 

15.6         Addendum 

  Context of evaluation  The material for evaluation consisted of fi ve data sources:

•    A survey among the students who participated in the experiment,  
•   Two focus group interviews with students who participated in the experiment,  
•   Observational studies,  
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•   A written assessment from one of the examiners,  
•   Other data sources such as course catalogs, power points and material from a 

‘future workshop’.    

 The data sources are briefl y described in the following sections. 

  Questionnaire survey  Questionnaire data were collected during the period 26 July 
2011 to 10 August 2011. It was an electronic questionnaire, and the students were 
invited in an email. All students who participated in the experiment were invited to 
participate in the survey. In the collection period two reminders were sent to students, 
who had not completed the questionnaire. 

  Focus group interviews with students who participated in the experi-
ment  Interview data were collected in two focus group interviews conducted May 
25, 2011. The groups contained six and three participants. All students were invited 
to participate, and UniPæd briefl y informed the students about the topic and purpose 
of the interviews. The groups represented two different anthology groups and the 
interviews turned out very differently: One focus group was very positive, and the 
other proposed several critical elements for discussion. 

  Observational studies  Observations were carried out in connection with the 
beginning of the experiment. Later UniPæd participated in a day of evaluation for 
all four anthology groups. 

  Evaluation form for examiners  The examiners who rated the oral exams in the 
experiment received a short questionnaire with open questions about the examiners’    
assessment of the experiment. One of three examiners returned a response. 

  Other material  The evaluators had material sent from both students and teachers 
including course catalogs for the two courses and also materials from a ‘future 
workshop’. 

  The evaluation process and its execution  Based on the fully printed focus group 
interview, we developed a questionnaire that was sent to all participants in the 
experiment. 

 For the written evaluation, the evaluators had knowledge from all the kinds of 
data material that was collected. From the beginning of the experiment we had a 
feeling that the experiment might be an inspiration for developing project pedagogy 
at Roskilde University. 

 The evaluators would like to point out that they have chosen to interpret the 
empirical data using a methodological mix between a phenomenological and a 
grounded approach. 

 This methodological mix was chosen because the evaluators did not want to 
organize the survey around possible preconceptions and what they already knew 
about the study and the study design.     
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            Roskilde University was founded at the dawn of the digital revolution. Hence, 
 concepts of how to organize and carry out problem-oriented group work, how to 
integrate student project work in the physical framework of the campus, and how to 
support students by means of technology all originated at a time when physical 
presence was a sine qua non, and when campus-wide television, stencil machines 
and photocopiers were cutting edge technologies, the availability of which on 
 campus was a major attraction for students. 

 Like so many other institutions, Roskilde University has had to adapt to the new 
realities brought about by the rapid developments in information and communica-
tion technology (ICT). ICT looms large in contemporary education, and in fact 
competence in using ICT effectively in academic work is now a required skill at the 
bachelor level (see Sect.   8.3       ). 

 Focusing more narrowly on project work, on the whole ICT tools have proven to 
be helpful in supporting and developing the work forms on which Roskilde 
University problem-oriented project work is based. However, in implementing and 
integrating the new technologies in academic practices, a number of challenges 
have had to be addressed. This chapter discusses four of these challenges: providing 
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a framework for learning activities, directing student use of ICT, supervising and 
doing project work online, and exploiting the potentials of ICT in problem-oriented 
group work. 

16.1     Providing a Framework 

 Roskilde University does have a few student residences, but it was never a truly resi-
dential university. In fact, a large number of students live in the Copenhagen area, 
commuting the 20 odd miles to the Trekroner campus in the eastern part of Roskilde. 
Thus a fundamental challenge consists in persuading the students to attend not only 
for classes, but also for doing project work together. The architectural and organiza-
tional designs of the campus are meant to encourage physical presence. As for the 
organizational design, studies at bachelor level are organized into ‘houses’ with 
specially assigned faculty and numerous shared activities requiring physical pres-
ence and fostering a sense of mutual responsibility (see also Sect   .   6.5.3    ). 

 With regard to the physical space, a good number of buildings, in addition 
to housing classrooms, provide a kitchen, showers, one or more recreational 
spaces, various technologies to support studies (computers, printers, scanners, 
fast Wi-Fi, etc.), and several group rooms. The basic design of Roskilde 
University learning spaces has changed relatively little over the years (see 
Fig.   12.1    ). However, there have been a few experiments in designing classrooms 
that combine advanced use of ICT with highly fl exible furnishing to create a learn-
ing space of the future (see Sect.  16.5 ). 

 Originally, each student group would have a room at its disposal and would work 
on its projects next door to faculty members in a setup reminiscent of a master- 
apprentice relationship. As the student population continued to grow, however, 
rooms had to be shared between groups, and in recent years they have been in short 
supply. Crowding has certainly contributed to student groups opting to meet away 
from campus, but in fact there has always been a tendency to meet closer to home, 
at least some of the time. 

 Enter ICT, and patterns started to change, some problems being addressed, new 
complications being added. Most importantly, internetworking has provided alter-
natives to meeting physically in an offi ce or a group room. Fast on-campus net-
works combined with a ‘plug’n study’ design for easy access and a single sign-on 
system have enabled student groups to access tools for collaboration, search for 
information and print literally anywhere on campus – in the library, in vacant class-
rooms, hallways, kitchens and canteens, in new ‘collaboration booths’ being set up 
in some environments (see Fig.  16.1 ), and even outdoors, weather permitting. 
Project archives, literature, and tools for writing and data processing being online, 
a semi- permanent dedicated physical space is no longer required, and this new 
fl exibility has remedied the shortage of work spaces and lessened the need to be 
physically close to the supervisor, who is now accessible by e-mail, chat, etc. at 
almost any time.
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   Off-campus internetworking has added a virtual dimension to group work. It 
involves remote access to resources on campus, notably the library and various 
administrative services, as well as a virtual learning environment for sharing, col-
laborating and documenting within the group and for communicating with the 
supervisor and with the companies, organizations and individuals involved in the 
problem that is being explored in the project. 

 These new circumstances refl ect a more general development in academic work-
ing conditions. Everywhere, virtual learning environments are transforming educa-
tion from being institution-centred to being student-centred. An early model of this 
transformation was proposed by Oblinger and Maruyama ( 1996 ) nearly a decade 
before the technical development of the Internet, with increased bandwidth, new 
multimedia services, and social software, started reshaping patterns of education, 
and indeed general communication, in earnest. In this new model of distributed 
learning environments, largely based on ICT use, the student is at the centre of all 
learning activities, and draws on various resources as required – the library, formal 
classes, the supervisor, other students, the Internet, other institutions, and eventu-
ally the whole wired world. The student assumes a more active role in a new world 
of ‘Learning 2.0’ (Downes  2005 ) where he or she becomes a contributor to learn-
ing and a content provider of knowledge, individually or as a member of a net-
worked community. 

 Both the above-mentioned learner-centred model and Learning 2.0 imply a mea-
sure of technological determinism. However, adopting a deterministic view is sim-
plistic and it ignores the fact that PPL and similar participant-directed approaches to 
learning predate the technological innovations by decades. The changes in educa-
tion still unfolding quite rapidly are not driven by technology, but are rather being 

  Fig. 16.1    Collaboration booths in Building 30 (Photo Jan M. Larsen)       
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facilitated by it. Thus, arguably, the Roskilde Model of problem-oriented project 
work carried out by student groups always has been learner-centred, requiring the 
students to take charge of researching and refl ecting on phenomena that they them-
selves have identifi ed as worth exploring. In terms of intellectual and economic 
resources it has always been a costly approach. To a large extent it has also depended 
on physical meetings. ICT has changed the conditions both for the framing of col-
laborative group work and for many of the work processes, disembedding them in 
space and time, thus making it possible to realize the potentials of this type of edu-
cation more fully than was practicable before – and by extension making it more 
generally attractive. 

 Learner-centered, in the sense of the individual student controlling activities, 
however, is not synonymous with participant-directed, a concept denoting close col-
laboration not only among students exploring a problem, but also between student 
group and supervisor. Of course the latter kind of collaboration is likely to occur in 
net-based as well as physical environments. But the new models of net-based learn-
ing have a potential for eroding conventional authority (New Media Consortium 
 2013 ). Guidance is no longer limited to the institution and to discussions with a 
supervisor. It may be sought anywhere in cyberspace from experts and peers. A 
further effect of the more fl uid net-based organization of learning is an emphasis on 
individualized learning (“as and when I need it”), running somewhat contrary to the 
ideals of the Roskilde Model. Educational institutions everywhere will have to learn 
to deal with the new situation. One aspect of this involves deciding whether and how 
to direct student use of technology, as will be discussed below.  

16.2     Directing the Students 

 Under this heading two issues will be addressed. Firstly, and related to the previous 
section in that it provides a framework, there is the selection of software that the uni-
versity makes available to the students, and the extent to which it is adopted. Secondly, 
there is the question of how to involve students in academic uses of ICT. A related 
issue, how to supervise students online, will be discussed under a separate heading. 

 Within the last decade, Internet access has become fast and easily affordable, and 
there has been a proliferation of software systems facilitating cooperation and collabo-
ration in virtual environments. It has been years since learning management systems 
were declared defunct (Weller  2007 ) to be replaced by teacher-directed ‘loosely cou-
pled teaching’ (Leslie  2007 ). Still, standard systems provided by the institution remain 
the norm. Two obvious reasons for this are that many educators are not ready by them-
selves to compile and promote a toolbox of Web 2.0 apps, and that the complete 
splitting up of teaching tools would result in, if not chaos, then at least a multitude 
of complex and heterogeneous learning environments, and quite likely the exclusion 
of the less technologically able students (for a telling example, see Siemens  2005 ). 
A further and the most important reason is that the standard systems provide stability, 
as will be discussed below. 
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 Thus, although more advanced software is readily available, Roskilde University 
insists on offering standard tools for project work (originally BSCW™, now being 
replaced by Mahara™ and Sharepoint™) in addition to a learning management 
system (Moodle™). However, the university does not insist that all project groups 
keep to one of these tools. In fact there are few regulations concerning use other 
than that sensitive data must be stored on a university server, as required by law. 
Still, the systems provide proper security in terms of access control and frequent 
back-ups, they offer equal opportunities to all students, and they do provide digital 
uniformity for the students who typically frequent at least three different learning 
environments during their studies at the university (a bachelor house and two depart-
ments for their master-level studies). 

 The introduction of standard tools has been quite successful. As yet there are no 
reliable data on the use of the two new systems. But data over an extended period of 
time on the use of the old BSCW™ system show that the number of unique users 
roughly equalled the size of the student population, and that about half of the stu-
dent population were regular users (Heilesen  2009 ). 

 Standard systems are but one aspect of the larger question of academic digital 
acculturation. The younger generations, the so-called digital natives (Prensky  2001 ), 
apparently seem at ease with the pace of technological innovation as well as with 
navigating the enormous number of products available. This has contributed to the 
notion that students are completely able to integrate technology into their studies. 
Mounting evidence suggests that this is a misconception (e.g. Nordkvelle  2011 ; 
Smith  2012 ; Thompson  2013 ). Young people may indeed be masters of social 
media, net-based services, gaming, etc., and have probably been exposed to various 
kinds of e-learning software at school. When they enter the university, however, 
they are met with the requirements of science, mostly unfamiliar to them, to work 
systematically and methodically, to document their work, and to be critical of the 
phenomena they observe. At Roskilde University, furthermore, they are introduced 
to an unaccustomed type of problem-oriented learning. 

 With regard to the mutual interest of faculty and students in furthering quality in 
academic work, it is necessary to strike a balance between bottom-up inventiveness 
and top-down enforcement of standards. On the one hand, much can be learnt from 
the students about new software and innovative ways of using technologies. 
Creativity should be encouraged, and established practices should be reviewed criti-
cally. On the other hand, the students must learn the tools of the trade, and to this 
end creativity has to be kept in check. Responsible handling of sensitive information 
such as recordings and transcripts of interviews has already been mentioned. 

 Another example briefl y touched upon earlier is searching for and evaluating 
information. In conventional project work this was not so much of a problem, since 
available resources were limited to books and journals in libraries and various writ-
ten documentation in the relevant companies and institutions, and the use of any of 
this was subject to approval by the supervisor. In the information age, there is virtu-
ally no limit to the amount of resources readily and immediately available, and 
one’s own supervisor is not necessarily the only authority who can be consulted. 
The downside of the learner-centred world of limitless information is having to cope 
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with opaqueness. Thus, efforts are made by the university to teach project groups 
about aspects of the academic use of ICT, such as how to conduct information 
searches using library databases and specialized search tools rather than relying on 
googling, how to distinguish types of publications, and how to avoid plagiarism in a 
world of remixing. 

 As to faculty members, efforts are being made across the university to help them 
improve the skills required for tutoring in a digital world. If the academic staff are 
‘digital immigrants’, not at ease with accessing and assessing the ever-increasing 
masses of information, project groups may well seek out authority elsewhere, reduc-
ing formal tutoring to questions of process and formalities.  

16.3     Supervising and Conducting Project Work Online 

 Conventionally, student project groups have been supervised at regular meetings 
throughout the term. They still are, even though e.g. e-mail and Skype™ have 
become useful supplements for planning or following up on meetings, and for brief 
online dialogues between face-to-face meetings. 

 As yet, systematic online supervision does not occur much in the regular academic 
programmes. But it has long been practised in open education at Roskilde University. 
Studies have been made of online practices in two programmes, the  Master of 
Computer-mediated Communication  offered at Roskilde University from 2000 to 
2006 (e.g. Cheesman and Heilesen  2001 ; Jensen and Heilesen  2005 ), and the  Master 
of IT and Learning  currently offered by Roskilde University in collaboration with 
three other institutions (e.g. Andreasen and Nielsen  2013 ). Both programmes offer 
studies in various professional uses of ICT, and therefore the students may be assumed 
to be particularly motivated for using technology. Both programmes offer blended 
learning in the form of monthly or bimonthly face-to-face weekend seminars inter-
spersed with periods of doing assignments and working on a project in a virtual 
environment. Communication in the virtual environment mostly involves fi le sharing, 
compiling resources, discussions in forums, chat and IP telephone conversations. 

 Supervising project work online involves many of the same roles as in conven-
tional supervision; according to circumstances the supervisor may act as challenger, 
coach, evaluator, mediator, mentor, moderator and organizer. The main difference 
between physical and virtual presence is that every action becomes extremely visi-
ble, and whatever is said remains etched in bits permanently. A high profi le – mean-
ing frequent online presence – is necessary, because silence in an online environment 
is normally interpreted as absence. However, supervisor presence has to be balanced 
to avoid dictating the progress of work. Teachers as well as students have to adopt 
simpler forms of communicating than are the norm in the physical world (see 
Fig.  16.2 ). Every statement has to be considered carefully to avoid ambiguity, and 
comments and assignments should be focused rather narrowly because parallel 
activities are diffi cult to manage online. In the virtual environment, complexity 
 fosters uncertainty and misunderstandings. All in all, supervising online requires 
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  Fig. 16.2    A complexity issue. In this 1-week assignment, a group of students working completely 
online were given the choice of two subjects. The discussion thread illustrates the ensuing discus-
sion: It took 5 days just for the group to agree on what subject to work on       

 

16 Supporting Project Work with Information Technology



252

modifi cation of practices. It is time-consuming, and in a Danish culture of relative 
privacy in choice of teaching methods, it pushes the limits of many faculty members 
to be visible to everyone online. Taken in a positive sense, online supervision of 
project work affords peer supervision, opening for fruitful discussions of pedagogy 
in an ever developing community of practice.

   Transparency of course also extends to the student group. Individual activity 
becomes highly visible. Patterns of behaviour such as self-assertion, fussiness, lead-
ership, helpfulness, constructive and obstructive attitudes all become accentuated; 
the nature and quality of individual contributions are recorded permanently, and it 
becomes diffi cult to underperform and still remain a respected member of the group. 
In conventional group project work, personal merits and demerits matter quite sig-
nifi cantly for the collective performance of the group, but problems are rarely 
brought to the attention of the supervisor before they become critical (see also Sect   . 
  8.4.3    ). In the net-based environment, it is possible for group members as well as 
supervisor at any time to help in social moderation or to suggest adjustments to 
improve performance, and group members tend to explain carefully any deviant 
behaviour such as prolonged absence from the virtual space. 

 On-campus experiments with introducing mandatory online group work on 
course assignments have yielded exactly the same response as has been found in 
online work in the master programmes (Heilesen and Josephsen  2008 ): Students 
accept online work only if it makes sense, and it makes sense only when it does not 
foster complexity and involve extra work. Thus, in both settings the physical meet-
ing has remained important for socializing, building trust, making decisions and for 
having complex discussions. Once work moves online it is beset with various chal-
lenges that drain attention from the core tasks. 

 Perhaps the most important of these challenges is uncertainty. It is fostered by 
loneliness in the virtual space when there is no or slow response to your postings, 
when group members are infrequently online, or when you are not clear about what 
has been agreed on, and who is supposed to act. In asynchronous environments such 
problems loom so prominently that students usually decide to meet physically if at 
all possible or to use video conferencing or IP telephony to get things moving. Tasks 
that have to remain online such as posting and editing documents may be helped 
along by developing a culture of virtual social grooming, i.e. posting small talk 
regularly and making sure to acknowledge the postings of others. 

 Pacing group project work, which in fact tends to be quite diffi cult also for 
groups working in physical space, becomes no less so in virtual space. In the master 
programmes, various strategies have been adopted by the students. One of these 
strategies has been for a group to elect a ‘whip’ to be in charge of all coordination 
of a particular task or of a phase or time slot in the project work (see Fig.  16.3 ). 
Another has been for the group to create milestones to be reached by the group to 
ensure that the course deadline be met. In extreme cases this has developed into a 
strict regimen rather at odds with the fundamental ideal quality of net-based work 
of being independent of time and place.

   Another strategy for ensuring progress in online group work has been for the 
students to specialize in particular functions, e.g. acting as coordinator, writer, 
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 editor, researcher, librarian, etc. Thus the work style tends to become cooperative 
(divided up into tasks and distributed) rather than collaborative (collectively negoti-
ated). Similar specialization occurs in conventional project work, even though it is 
not as evident to the observer, and in the online master programmes it has not been 
discouraged. But the supervisors have advised the students regularly to rotate roles, 
so that everyone would become involved in all aspects and stages of project work. 

 To sum up: present knowledge about the impact on group project work of mov-
ing from a physical to a virtual environment is rather fragmentary, and is mostly 
based on observations of open education programmes that are not representative of 
Roskilde University education in general. What we do see is that the transition from 
one environment to the other requires some modifi cations of practice. We also 
observe that students are quite critical of certain features of the virtual environment, 
and that they are more likely to augment physical work space than to migrate alto-
gether into virtual learning environments. However, something is to be gained from 
an increasingly deliberate and systematic use of digital tools, and in the last section 
of this chapter we will consider recent initiatives to further such a development.  

16.4     Supporting Project Work with ICT 

 Initiatives are ongoing at Roskilde University to compile guides (toolboxes) to help 
students fi nd useful digital tools. The development of these toolboxes is participa-
tory: software is evaluated for safety and functionality by professional staff, but 
student experiences with the products are solicited, and the ambition is to compile a 
library of exemplary cases. 

  Fig. 16.3    Project work folder. Working mostly online, this group of students structured its work 
into ‘weeks’, each week having a ‘whip’ to direct and document the work       
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 Tools can be divided into general tools for group work, and tools relevant in 
particular phases of the project life-cycle, which consists of group formation, proj-
ect design, work phase and reporting. In the present context, a detailed review would 
be too technical, and since new tools are being marketed continually, it would not 
be entirely meaningful either. However, a broad characterization of potential tools 
serves to illustrate how group project work may be supported by ICT; and we will 
conclude this chapter with a concrete example. 

 General tools used throughout the project life-cycle meet the needs for

•    Archiving and sharing information,  
•   Communicating,  
•   Documenting.    

 As mentioned earlier, Roskilde University offers various tools for all three pur-
poses: collaboration systems, e-mail, desktop video conferencing, library databases 
and reference tools. This basic package is in fact adequate for supporting group 
work in physical as well as blended and purely online environments (see Fig.  16.4 ). 
It is of course realized that some of the products are entirely out of step with student 

  Fig. 16.4    Mahara™ meets most typical project work needs. There are fora for communicating 
in-group, web pages for informing about the project, and a fi le archive for documenting activities. 
This archive is topical, being divided into folders for “agendas and minutes”, “literature”, “project 
design”, two subjects to be dealt with in-depth, and quite many parts of the project that have just 
been uploaded to the root section       
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preferences for apps and Web 2.0 applications. But considerations of legal 
 requirements, safety, ownership of data, and continuity of service dictate that the 
platforms should be offered, and that the students should be encouraged to use them.

   Tools for particular phases of group work or particular tasks may be viewed as 
additions to the basic framework. Usage is not regulated by the university beyond 
demanding that it must be legal, and the students are encouraged to share their 
knowledge of relevant software and innovative practices. A brief list of current 
usages will provide an idea of the multiplicity of options. 

 Group formation is a phase requiring students to identify group members and 
negotiate the basic framework of the project. To supplement a portfolio system, 
which is now being implemented as a campus-wide tool, social network services are 
widely used. Sometimes a shared profi le (a ‘group’) is established in the group for-
mation process, and it may remain a medium of communication for the project 
group members as well as a showcase for the project throughout the semester. 

 The design phase entails negotiating in detail a subject for project work, preparing 
a preliminary project plan, defi ning a research question and identifying a suitable 
supervisor. Software that comes in handy at this stage includes electronic calendars and 
meeting planners, tools for structuring and visualizing ideas (outlining, mind-mapping, 
check-listing), and tools for systematizing information (spreadsheets, databases, wikis). 

 The work phase ideally draws on the suite of standard systems provided by the 
university, and also on an offi ce package, and on special tools and software for 
recording and transcribing audio-visual data, for gathering, systematizing and ana-
lyzing quantitative and qualitative data, etc. 

 Finally, in the reporting phase of completing the written report and preparing for 
an oral exam, software for visualizing and presenting information and for desktop 
publishing will be needed. Recently introduced requirements for submitting written 
refl ections on the learning process and the outcomes of the completed project should 
go not only into the report, but also into the student’s individual portfolio, helping 
him or her to fi nd coherence in a course of studies that easily may be conceived of 
as fragmentary, as one project follows another. 

 Having a wealth of tools at one’s disposal, as outlined above, can be helpful, but 
also problematic. Just as the notion of ‘loosely coupled teaching’ was shown ear-
lier to be challenging for faculty, so is creating a bricolage of software for ‘loosely 
coupled learning’. Students come together with widely different technological 
skills and software preferences. Agreeing on a technical platform may be time-
consuming and distracting at a particularly intense phase of project work, and it 
may even exclude digital novices from the community. It can be argued that choos-
ing the right digital tools for carrying out a task has become a skill high in demand 
in the labour market. Yet much can be said in favour of a moderately conservative 
approach distinguishing, as we do at Roskilde University, between ‘need to have’ 
(standard tools being provided by the university) and a ‘nice to have’ (optional 
cutting-edge software agreed upon within a group). The former provides the stabil-
ity and accessibility that the university is obliged to offer. The latter provides inno-
vative ideas and usages some of which will eventually be worked into the standard 
systems (being open source) or at least become recommended practice. 
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 With all this said, however, it should be acknowledged that most student groups 
are perfectly capable of working out for themselves what tools to use. Therefore, let 
us conclude this overview of group work tools with a concrete example of a bach-
elor thesis project in Journalism carried out by fi ve female students in the autumn of 
2013. As part of a report also comprising chapters on theory, methods, and refl ec-
tions on communication, style, and work process, each group member had to write 
one long or two short news stories on the confl ict in Syria. All group members lived 
in Copenhagen and met at home, at libraries, and at the university for sessions with 
the supervisor. 

 As basic tools, the group used Mendeley™ for compiling and sharing references 
and Google Drive™ for sharing and reviewing individual work, for collaborative 
writing of joint sections of the report, and for preparing for group and supervisor 
meetings. For organizing the many shared documents, however, the group members 
opted for a hierarchy of Dropbox™ folders (for e.g. theory, example articles, litera-
ture summaries, chapters, minutes, individual stories, etc.). Literature searches were 
conducted in various library databases and in the Danish news media archive 
Infomedia (  http://www.infomedia.dk/    ). Interviews were arranged by e-mail and by 
telephone. Social media were used for communicating in-group and for updating 
friends and relatives. Thus, the students established a Facebook-group at the start of 
the project, using it as a communication forum. Postings in other social media, nota-
bly Instagram™ (see Fig.  16.5 ), were meant to share with others some of the good 

  Fig. 16.5    Two Instagram-images of project work. On the  left : a project meeting described with the 
keywords: project- cosiness, lentil pie, red wine, toffees, guilty pleasures, peaceful, peace journal-
ism. On the  right : a group member meeting an academic celebrity. The caption reads “Honoured 
to be interviewing peace researcher Jan Øberg. For my article on Geneva 2 and Syria. Yes, it can 
be fun, even if it is serious”. The posting drew several ‘likes’ and comments such as “Cool. You 
Rock :-)* b^ =D>” and “Your own little Helle/Obama moment” (referring to a Danish prime min-
ister making a selfi e with the US-President)       
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moments in project work – illustrating, it would seem, that project group work 
becomes a way of life, and that no clear distinctions are made between work and 
leisure, between public and private. Working on a project is an important part of the 
student’s identity.

16.5         Addendum 

 The  Roskilde University Collaboratory  was established in late 2011 in the 
Department of Psychology and Educational Studies. It has been funded in part by 
the Danish Building and Property Agency as one of a handful of experiments in 
designing classrooms of the future (Schmidt et al.  2013 ). The concept has been to 
create a learning space that (a) can accommodate lectures, seminars and group work 
with little or no rearrangement, (b) provides easy access to computing and Internet 
resources, and (c) is modular in its design so that electronic devices can be replaced 
easily and at a relatively low cost (Heilesen  2012 ). The present Collaboratory, which 
is the second version, can hold some 25 students without being crowded, but the 
design as such may be scaled considerably (see Fig.  16.6 . For additional images 
of recent Roskilde University learning spaces, see:   http://www.fl ickr.com/pho-
tos/15641261@N08/sets/72157629509096615/    ).

  Fig. 16.6    The Roskilde University Collaboratory (Author’s photo)       
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   Key features of the Roskilde University Collaboratory design are:

    Mobility  All furniture is light and on wheels. The tables are trapezoid in shape, 
allowing for hexagonal, arrow-shaped, semi-circular, horseshoe, and various 
large or small asymmetrical arrangements. In addition to offi ce chairs, a dozen 
Steelcase™ Node chairs facilitate the formation of informal break-out groups. 
Half a dozen tall, narrow whiteboards with fl ip-over mounts serve as movable 
partitions as well as writing surfaces for groups working at small tables, and they 
can easily be rolled out of the room, if a group goes somewhere else for a break- 
out session.  

   Ergonomics  The Collaboratory has no fi xed focus of attention. The lectern is a 
trolley that can be placed anywhere. The room is fi tted with two built-in comput-
ers that can be operated with a wireless keyboard and a mouse from the lectern 
or indeed from any fl at surface in the room. Chairs and tables can be moved eas-
ily to provide comfortable seating and a better view of the whiteboards, or to 
open up space for physical activity anywhere in the room. Two large wall-
mounted whiteboards can be used for writing on and for projecting images, and 
a glass wall running almost the entire length of the room provides additional 
writing surfaces.  

   Simple working procedures  The built-in computers are turned on at the push of a 
button on one of the control panels placed at either end of the room. USB sockets 
have been built into the wall next to the control panels to encourage users to plug 
in a USB key with their presentations and documents, or to access them in the 
cloud, rather than going through the trouble of setting up and turning on a com-
puter and logging on to a (possibly foreign) network. The original design, how-
ever, by popular demand has had to be modifi ed so that students and teachers 
now may plug in their own laptops when they are making a presentation.  

   Multitasking  The room has two interactive projectors that can display either two 
different computer screens or mirror one another, allowing students at the back 
of the room a better view. Separate projections allow the teacher to operate two 
presentations simultaneously, and they are also suitable for group work in large 
groups. Each of the projectors is connected to an Apple TV (running on a local 
network), so that they can display screens from tablets operated from anywhere 
in the room (lately, however, software solutions such as AirServer™ has ren-
dered the Apple TV installation somewhat obsolete). Again, the user can shift 
between PC mode and tablet mode simply by pressing a button on the one of the 
two control panels in the room. With the help of software, the two projectors 
also serve as interactive whiteboards, albeit with rather simple features such as 
annotating projected images, writing on a clean whiteboard, saving projected 
images, and navigating webpages and presentations.    

 The Collaboratory has served as a prototype for teaching and performing on- 
campus group work in an ICT-enhanced setting. Some of its features have already been 
adopted when renovating other classrooms, and some of the student work  patterns 
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observed have provided inspiration for the design of the ‘collaboration booths’ 
mentioned earlier, where a group of students can collaborate on shared documents 
using a projection or a monitor image as a frame of reference (see Fig.  16.1 ).     
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17.1                Introduction 

 The focus of this book has been on the Roskilde Model as a three-dimensional 
alternative: pedagogical, structural and academic. The pedagogical alternative is 
characterized by the problem-oriented, interdisciplinary and participant-directed 
project work (PPL) and by the organization of bachelor programmes in ‘houses’ as 
the settings for students’ active ownership of their academic and social activities. 
The structural alternative includes students’ possibilities of a deferred choice of 
subjects, their progressive specialization during the study programmes, and their 
opportunity to design study programmes of their own choosing. The academic 
alternative includes broad introductory basic studies in each of the university’s four 
bachelor programmes, and the opportunity for the students to: (a) compose their 
bachelor and master profi les by combining two subjects, (b) combine subjects 
across the main academic areas, and (c) elect a number of integrated master 
programmes, based on the university’s interdisciplinary research and its orientation 
towards socially relevant issues. Viewed from the university’s perspective, the three 
dimensions of being an attractive alternative are closely intertwined. The same 
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applies to the perspective of the students. Being offered problem-oriented project 
learning (PPL) is not their only reason for choosing Roskilde University. Therefore, 
in this book we have touched on all three dimensions of the Roskilde Model. 

 Throughout this volume, we have emphasized the pedagogical model of PPL, 
which has indeed attracted broader international interest. The special feature of 
this pedagogical model is that the problem-oriented project work defi nes a new 
pedagogical context for the academic content of the study programmes. At the same 
time, the model establishes a new form of work organization characterized by 
 teamwork, self-management, house organization, and a different role for the faculty 
members. None of these elements should be understood as isolated elements. 
The point of the pedagogical model is that all the elements are combined into a 
rhythm of relatively long operating cycles, allowing learning processes based on 
students’ research-like inquiries. It seems self-evident that this type of education 
would be highly motivating for the students, and that it would lead to a substantially 
different development of knowledge, skills and competences than is the case 
in traditional curriculum-based training with teacher-driven instructions and 
examination- oriented course work. 

 Like many other universities, Roskilde University is deeply involved in national 
and international debates on the idea of the university, including debates concerning 
the overall objectives of university education. Presently, one might say that the 
question of what universities could and should be is formulated in a tension fi eld 
between two discourses: (a) the dominant discourses of the ‘competitive state’ 
including ideas and practices such as ‘public management for effi ciency’, ‘one-tier 
management’, ‘business logic’, ‘business orientation’, ‘standardization’ and ‘education 
as a commodity’, and (b) the discourses of university autonomy, infl uence of faculty 
members and students, critical subject formation, broader educational responsibilities 
regarding academic and political enlightenment, and the empowerment of citizens. 
Intertwined but not identical with this tension fi eld is the competition between the 
different educational objectives of the universities, i.e. academic qualifi cations, 
professional qualifi cations, personal formation and the development of the skills 
needed for participating in democracy. 

 Impelled by popular impatience with reform-resistant universities, and inspired 
by neo-liberal ideas of management, government policy has led to an extremely 
polarized and unconstructive situation. Traditionalist as well as reform-oriented 
universities have all criticized the most inappropriate and short-sighted political 
interventions. By virtue of its strong organizational culture, Roskilde University 
has participated actively in this debate. The framing of the debate has, however, 
represented a barrier to the constructive continuation of Roskilde University’s 
original reform strategies. 

 We have addressed these strategic challenges as an undercurrent in the chapters 
of the book. We have demonstrated how the dominant political discourses may be 
viewed as a constricting framework in regard to Roskilde University’s objective of 
being an innovative alternative to other universities. We have also pointed out how 
Roskilde University has tried to maintain and develop its uniqueness within the 
existing contradictory frames. Furthermore, we have revealed how the university’s 
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internal contradictions and power relations have been affected by changes in external 
conditions and how internal confl icts have required conscious decisions and action. 

 In this concluding chapter we will elaborate on some of the potentials of the 
Roskilde Model’s three dimensions, i.e. the educational structure, the academic 
profi le of the university’s study programmes, and the PPL model. Our intention is to 
discuss in which ways the Roskilde Model may still be a valid proposal for a radical 
university reform – recognizing the learning processes and revisions that have 
occurred over more than four decades. We will also highlight some of the challenges 
that the European harmonization of education represents to the Roskilde Model as 
it takes place in a political climate that increasingly prioritizes narrow occupational 
and business considerations in organizing university study programmes.  

17.2     Globalization and Forms of Competition 

 During the last 40 years, globalization has represented a major change for the basic 
conditions of the universities. The impact of globalization takes on many forms, and 
we believe that it may clarify matters to distinguish between different levels. 

 First and foremost, global communication and its penetration of the everyday life 
of the universities represent a radical acceleration and expansion of the horizon of 
researchers’ as well as students’ experience and work opportunities. Globalization has 
already undermined cultural and social positions of power and truisms, the horizon 
has become infi nite and the environment relatively unstructured, and the traditional 
academic structures do not render much help in this context. This development 
actualizes the need for an educational model that supports the students’ ability to 
navigate in an unstructured fi eld, in focusing on and evaluating problem defi nitions, 
and in fi nding and using appropriate theoretical and methodological resources. 

 Secondly, because of the extreme mobility of capital and goods, and the 
rapidly increasing mobility of labour, the globalization of economies weakens 
the geographical and institutional structures of the labour market, and creates a 
global knowledge and competence market that imposes new demands for strategic 
profi ling and identity clarifi cation on both institutions and individuals. There are still 
well-defi ned labour markets that are local/national, and others that are international 
and well-defi ned on the basis of professional standards. The trend, however, clearly 
represents a development towards fl uid horizons concerning localization as well 
as job content. Students need relevant parameters to choose their academic special-
ization and to develop their professional identity. The universities should offer 
educational structures that facilitate this process, and should simultaneously present 
a relevant profi le of study programmes. 

 We believe that the effects of globalization broaden and strengthen the relevance 
of a problem-oriented and project-based form of study, and that this development is 
generally in line with the nature of universities. The effects of globalization, however, 
also pose some new challenges to educational policy and to the relationship between 
educational programmes and the labour market. Universities are involved in economic 
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competition through government policies and – at least at the local Danish level – through 
the management and fi nancing mechanisms which frame the universities as institu-
tions. Universities are used to competing nationally as well as internationally for 
students, researchers and funding. Competition in these areas has become more 
intense because of the increase in communication and mobility. The problematic 
shift, however, is that universities in the ‘knowledge society’ or  ‘competitive state’ 
increasingly are viewed as economic assets that are assigned the task of contributing 
directly to nations’ business innovation and to their international competitiveness. 
A number of new policy instruments and incentives are being put to use in order to 
motivate the universities to choose the right course. In the mid- 1990s, Danish 
researchers observed the British Research Assessment Exercise (RAE) without 
imagining that it might be introduced in the Danish context. The RAE involved 
centralized management on the basis of performance parameters and had quite 
severe economic consequences for the individual universities and for the working 
conditions of faculty members. This new international reality was, however, imple-
mented in Denmark at the turn of the millennium: managerially by the introduction 
of a new University Act and new economic governance mechanisms, research-wise 
by the introduction of bibliometric measurement systems, and educationally by the 
implementation of European educational standardization and the European quality 
assurance regime (see also Chap.   4    ). 

 Universities do not participate on equal terms in international competition. 
They position themselves differently and use different strategies. Some universities 
profi le themselves as comprehensive or highly specialized research universities, 
some highlight themselves as responsible regional or social actors, and others 
again are trying to develop more specifi c niches to promote their areas of strength 
as competitive assets. Paradoxically, under these conditions competition has led 
to traditionalization in several ways. The attention of universities and national 
governments is very much on ranking systems in relation to research and teaching, 
and on various indicators of ‘excellence’ as the basis for attracting resources. 
Measuring the quality of research is frequently reduced to the enumeration of 
research publications in the most traditional academic writings – which are often 
discipline-based, written in English and published in the US or UK. 

 In terms of educational structures, the Bologna process pushes and frames a 
more or less coercive reform process in those countries of Europe where the 
universities still maintain the classical ‘Humboldt university’ format with long 
single- discipline degree studies. The most important question, however, is where the 
scientifi c and educational reform implied in the Bologna structural adjustments 
will lead. The pressure for socio-structural adjustments is enormous – mass 
higher education makes the classical academic education ‘too expensive and too 
academic’ – but the solutions may go in different directions. A hierarchization of 
universities and degrees may be an easy solution. In the USA, where the participation 
rate in tertiary higher education became much greater than in Europe already in 
the 1950s and 1960s, the fact is that many universities are advanced ‘schools’. 
British universities are already being divided into elite and ordinary universities, 
reinforced by market mechanisms and the research funding system. 
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 This re-hierarchization may seem like a survival kit for the ‘real university’, 
wiping off the effect of egalitarian developments and business requirements. But this 
is a risky illusion. A committee of former university presidents and rectors from 
top universities in the USA, the Boyer Commission that was appointed by the 
Carnegie Foundation for the Advancement of Teaching (Kenny  1999 ), warned 
against the tendency at the prestigious universities to cash the high fees for under-
graduates, hire some immigrants to teach them, and spend the money on advanced 
research departments with elite postgraduate students and competitive professors. 
They warned that this would undermine the quality of even these universities 
themselves – and defi nitely the country. Their point was that direct interaction between 
advanced academic research and initial basic education is essential for both. 

 The pressure for professional orientation and the scarcity of resources (fi nancial 
and human) is enormous, but developments do not necessarily have to go the 
American or the British way. In Europe, one can at least have a slight sense of the 
difference between a liberal welfare state, a Nordic social democracy, and maybe a 
Catholic welfare regime. This made a difference in the past, and still may turn out 
to make a difference in university policies. But to create viable alternatives requires 
different conceptions of reform. 

 Roskilde University and PPL offer an alternative. Below, we will return to the 
political and economic rationales of different structural reforms.  

17.3     The Roskilde Model and the Key Role of the Students 

 The Roskilde Model was developed in a very special historical situation. It was 
constructed as an educational answer to the crises of the traditional universities, and 
it was designed as an invitation to students who wanted to further develop some of 
the general impulses that originated in the youth rebellion of 1960s and the alternative 
cultures of the time (see also Chap.   5    ). 

 The design of the new university drew on all the main ideas of the student 
movement:

•    the desire for pedagogical reforms based on student-centred and collective work 
formats,  

•   the criticism of academic isolation, with a preference for interdisciplinary studies 
and a practical social and political engagement,  

•   the demand for participatory institutional democracy, stipulating equal infl uence 
of students, professors and technical staff on a tripartite basis.    

 The primary synthesis of these reform ideas took up some models that had 
already been conceived by the Danish student organizations. A broad 2-year basic 
study programme was developed in each of the main academic areas: the humanities, 
social sciences, and natural sciences – followed by more specialized professional or 
disciplinary studies up to master degree (see also Chap.   5    ). The basic study pro-
gramme was, and with some modifi cations still is, organized around collective 
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problem-oriented project work supported by courses that introduce theoretical 
dimensions and methods (see also Chap.   6    ). 

 A main point of this construction was to make the resources of traditional 
academia subordinate to the study interest as defi ned by the students. The key role 
of the students’ defi nition of problems was argued for in at least three ways which 
were assumed to be more or less redundant. The learning effi ciency argument was 
that people generally learn better when they see how knowledge is meaningful. 
The social relevance argument was that students will bring socially and politically 
relevant questions into academia, and will raise the issue of the political role of 
science and education. Finally, the academic development argument was that 
applying theory and methods in defi ning and solving ‘real life problems’ will 
stimulate epistemological and theoretical discussion and development. Within this 
argument lies the quest for interdisciplinary studies and research, which was – and 
is – seen as one of the main roads of scientifi c development (see also Chap.   2    ).  

17.4     University Studies as a ‘Hybrid Space’ 

 The idea with the project format is to create a space of hybrid reality for experience, 
experiment and engagement. The hybrid reality is important: an institutional learning 
environment is always a protected area, separated from broader society in time and 
space and fenced in by institutional and discursive regulations. In most higher educa-
tion environments this protection takes over and turns into isolation (the ivory tower) 
and curricular as well as normative control reigns. Project work aspires to reality, on 
the one hand, by inviting the students’ subjective reality to play a strong role, and on 
the other hand, by letting in a criterion of practical relevance. ‘Non- academic’ discus-
sions of functional and political relevance play a signifi cant role in project work, not 
least through the attempts to trace the interrelation between practical epistemological 
issues and the theoretical and methodological questions related to traditional aca-
demic work. The separation in time and space is still there – actually time is more 
‘protected’ in the sense of longer working cycles than in ordinary teaching formats. 
It is necessary to establish the rhythms of work required for learning and scholarly 
research in order to live up to their rationale. Learning and research must follow par-
ticular rhythms, also when they deal with the immediate problems of reality. The 
institutional and discursive regulation of studies will be less strict, although this space 
will then be permeated by multiple infl uences from wider academic communities. 

 In the following, we refl ect on the conditions for regenerating the university as 
an educational institution. In the Roskilde Model the core idea is to establish a 
stimulating environment which enables students’ engagement with scientifi c knowl-
edge and academic learning in present day society. The identity processes of students 
are pivotal, as they are also for the sustainability of the model: Who are the students, 
and what subjective investments do they make in their studies? Do universities actually 
allow or invite their identity processes? How could the design of studies radically 
contribute to this potential? 
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 Today it is diffi cult to imagine academic fellowship in the sense of Humboldt: 
the re-establishment of a critical and elitist reserve, in which scientifi c research and 
education take place in a free and mutual dialogue: a bi-polar, inclusive oval of 
research and education. Societal developments have disabled the dialogue (due to 
numbers and resources), and substituted centripetal forces with centrifugal ones. 
The university cannot limit itself to facilitating a dialogue between academic traditions 
and students, but must also involve itself in the interaction of both students and 
academic traditions with the surrounding world and the problems of society. Similar 
refl ections could be posited regarding the role of academics in modern society: for 
better or for worse, we are in the middle of the fi eld. 

 Nevertheless, the university can only be interesting by cultivating its indepen-
dence in relation to this involvement. Strangely, the nuclear physics paradox implied 
that it was precisely when science pursued science itself that it became of value to 
society – be it in the form of weapons or power-production –and this is still a valid 
argument. This example shows the extremely ambiguous and political nature of 
societal impact. The critical quest for truth can, on the other hand, hardly fi nd itself 
an object that is not in itself interwoven with this context. The fact that the qualms 
of conscience experienced by theoretical physicists during the 1940s with respect to 
nuclear technology had such great metaphorical impact is probably because they, 
dramatically, showed the fi nal profanation of pure, truth-seeking science – without 
any real possibility of being able to set the social and political agenda themselves. 
This is just a simple, extreme and very early example of the centrifugal forces that 
tear traditional academia apart. 

 Today, the challenge is to provide a space where students can practise handling 
more profane versions of the relation between academic knowledge and practical 
competence. This relation is mediated by the students’ situation and subjective 
engagement. The argument for project studies is to create an institutional hybrid 
space which enables the (re-)engagement of these centrifugal forces, with the clear 
understanding that they will not be harmonious. ‘Problem-oriented project studies’ 
is an alternative way of opening universities to society and at the same time preserving 
basic academic qualities of independence, criticism and truth-seeking. 

 Project work as a process taking place in a hybrid space in a triangular fi eld may 
be illustrated as in Fig.  17.1 .

   Each of the corners represents structuring forces in the space, each conveying 
external relations. In this context we shall only briefl y illustrate the argument with 

Social challenges Academic traditions

Students’ social 
experience

  Fig. 17.1    The study 
environment as a 
hybrid space       
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some of the endeavours invested in the problem-oriented project studies in the 
Roskilde Model, as they are defi ned by slogans or key concepts. 

  Interdisciplinarity  and  problem-orientation  are indicative of a distancing from 
traditional academia, but also represent an acceptance of a legacy. Perhaps the 
development of the mass university cultivated the worst aspects of the subject- specifi c, 
discipline-organized professionalism that was a practical result of the scientifi c 
norm of positivism: when relatively well-established and specialized academic 
knowledge becomes the curriculum of mass education, both the genuine intensity 
in dealing with the material and the expert authority, which were built into the 
traditional university, begin to disappear. The two concepts represent a challenge to 
subject specialization and very openly indicate the reorganization of the mutual 
relationship of the academic contents. Seen in relation to a study situation, they are 
opposed to the absolutism of scholarly knowledge and authority which, in the ideal 
of positivist knowledge, is actually based on the model of the objectivity of external 
nature and is generalized to a quasi-natural comprehension of any object whatso-
ever. This is an ideal that also implies attempts at immunization against criticism by 
means of methodological incantations linked to the highly specialized professional 
fi eld. The alternative is fi rstly a holistic breadth in perspective (interdisciplinarity) 
and secondly an interest in the studies which is relative and defi ned by the formulation 
of problems, or is discussed through it. 

  Problem-orientation  and  societal relevance  include the new factor in the academic 
study situation, i.e. the demand for a societal, practical perspective. Realism, objective 
reality as an object of cognition has been the given point of departure in classical 
Enlightenment thinking. What is new is the acknowledgement of the fact that 
knowledge and scholarship from the very beginning are involved in an interactive 
relationship to reality, and that this practical embeddedness co-constructs the way 
of thinking. This manifests itself quite aggressively in the shape of demands for 
vocational adaptation of the studies, commissioned research etc., but has also been 
formulated on a more ideal, political-moral basis by the critical students’ move-
ment. Now some decades later, a general recognition of the social and historical 
constructedness of academic knowledge seems to be gaining ground in academia, 
clarifying the political nature of knowledge and learning. 

 These slogans, which represent important aspects of the educational innovation, 
deliberately recognize a tension fi eld of a social and political nature. The risk is that 
this tension fi eld will be fi lled mainly by demands for the instrumental value of 
research in the same way as may apply to education, which is strongly conveyed by 
political governance and market forces. The core task is assigned to the students. 

 The third corner in the fi gure, the students’ experience, plays a far greater role in 
project studies than in a traditional educational model.  Student-centredness  and 
 self- governance   are two of the key slogans according to which students’ experience 
almost becomes the criterion for the relevance of the scholarly tradition in under-
standing and handling the practical dimension of the project and the questions it 
examines. This is defi nitely also how many students understand it – as a natural 
continuation of cultural liberation, political dynamism and a youthful feeling of 
omnipotence. It certainly does imply a democratic change of relations – curriculum, 
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acquisition of knowledge, and problem defi nition are all issues for democratic 
negotiation among the persons involved, teachers included! 

 However, despite a possible naive political specifi cation of the slogans or an 
idealistic self-perception of the actors, the three dimensions cannot be separated: the 
students’ experiences are also infl uenced by and positioned  vis-à-vis  the context to 
which their studies relate. They always have an abundance of societal  interpretations 
before they can even begin to fi nd their own. Similarly, academic traditions are placed 
in history and have already exercised their paradigmatic imprinting on our con-
sciousness concerning the object of study and what ‘knowledge’ and ‘scholarship’ are. 
We might say that the project study structure is an  invitation  to participation and 
to bring in subjective experience. In a way, it makes visible and legitimate what 
is always involved in any learning process: it is a subjective learning process, 
embedded in students’ life histories.  

17.5     A New Learning Subject in Late Modern Times? 

 In many traditional conceptions, learning concerns the acquisition of knowledge 
 about  a reality out there. Knowledge is concepts, theoretical knowledge, which can 
be found in the academic tradition, and it may also become subject to a test  in 
practice . This is the objective theory/practice relation, or ‘scholarship in society’. 
Project studies very explicitly expose the experiential and situated nature of this process. 
Here learning is for the learner part of his or her position in a practical context, as 
part of a societal practice. An academic education is,  inter alia , about qualifying 
oneself to take up a certain position in this interaction by using its own concepts, 
both as an actor in the labour market and as a graduate or a professional expert. It 
may also deal with matters that, besides their objective, professional meaning, are 
part of a subjective experience: body, death and illness in the life history of the 
medical student, e.g. the learning subject that understands and acquires conceptual 
tools is always involved, and this self-involvement is both cognitive and emotional. 
The emotional side of the process may include aspects of defences as well as aspects 
of adaptations, and based on (and part of) life history experiences. To learn is (also) 
to identify with possible positions and practices in which knowledge may be use-
ful – consciously or unconsciously. 

 On the individual level, knowledge and competence are embedded in an iden-
tity process, albeit not necessarily well-defi ned and coherent, and an important 
development in the way of knowing is the differentiation of the life history experi-
ences involved in one’s own identity process. Some of these identifi cations may 
actively blind the subject to objective knowledge and context. The issue of learning is 
to connect the ‘objective’ and ‘subjective’ aspects of learning, or to enable identity-
building as a self- refl ective side of the learning process (Olesen  2007 ). 

Knowledge and competence are embedded in learning environments, i.e. the socio-
material and cultural conditions of learning processes in social practice. The societal 
meaning of learning environments are co-constituted by society’s material, social and 
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cultural development (Andersen and Andersen  2007 , p. 187), i.e. the contradictory 
contexts of action, interaction and experience that the individual moves through in 
everyday life (horizontally) and throughout the life course (vertically). Learning envi-
ronments are situated in that they are attached to local social practice. 

 An experience-based learning process – contextualized in the university’s 
 specifi c learning environment – where the students become involved in ‘reality’, in 
academic tradition, and in each other, provides space and incentives for the 
self- refl ective side of the learning process. 

 Problem-oriented project work is a way of organizing studies which supports and 
provokes self-refl ection in this sense by leaving space for a refl ection of 
the identity processes involved in the study programme. The invitation of subjective 
experiences is, in ‘late modernity’, the precondition for the necessary subjective 
involvement by the students in studying (as opposed to being taught, acquiring 
certain knowledge determined by others). The focus on the students’ self-refl ection 
does not mean that the identifi cations are less related to society, rather the opposite, 
but perhaps identifi cation processes will have to be mediated in different and more 
complicated ways. Self-refl ected learning and knowledge are preferable to learning 
and knowledge organized by unconscious identifi cations, both in the functional 
sense that one may become a better professional, and also in the sense of under-
standing the moral and political nature of science and knowledge. 

 Students’ subjective experiences are obviously strongly connected with a specifi c 
adolescent life phase. If we defi ne adulthood by the combination of leaving the 
parental home, getting a job and generating your own income, and establishing 
sexual relations, then the study period is most often situated in and framing the 
process of becoming an adult. This is not just a developmental phase in a biological 
or psychological sense. It is a historically produced and shaped phase which has 
obtained its signifi cance during the historical modernization process. Student identity 
must be interpreted as a subjective mediation between these different aspects of 
becoming an adult in terms of their specifi c qualities. 

 We may see it as an external ‘condition’ that modernization has led to an increasing 
dissolution of tradition and normativity; instead of fi xed class and culture socialization, 
an open space is left for identity construction (see also Chap.   8    ), but this only means 
that the identity process is different and more open than was the case with previous 
elites. The Humboldt university and the positivist version of Enlightenment ratio-
nalism separated out a truth-seeking elite through a division of labour, and have 
played a signifi cant role not only in the modernization of societies but also in 
maintaining a role of stabilizing civilization in relation to the distortion by industrial 
and economic forces. But they became illegitimate in the sense of being unable to 
cope with the moral and political aspects of their own societal role. In reality it is more 
reasonable to see this as an aspect of the historical process whereby the university and 
science are becoming reintegrated in society. This process problematizes science as 
an object of identifi cation on the one hand, and on the other hand renders obsolete 
the traditional scientifi c rationale and the separation of scientifi c identity and 
personal experience. 
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 The dissolution of stable intellectual frameworks and attached power structures 
in academia corresponds with the students’ general life situation of globalization. 
Paradoxically this absence of boundaries may lead to a search for new stable 
identifi cations, nationalism, etc. But of course it also involves a risk in education 
and learning. The educational structure must offer a social context in which social 
commitment and an open outlook can go hand in hand, enabling students to take on the 
more ‘risky’ identity process in researching how academic skills and knowledge can 
actually address important contemporary problems. It is the experience of Roskilde 
University so far that students do actually in this sense develop a very ‘realistic’ 
sense of their own role and resources. 

 In certain phases of dramatic historical change, students all over the world have 
played a signifi cant role in their societies, most often one of insisting on freedom 
and democracy. The fact that students have preserved some of the objective condi-
tions for mass mobilization that for other segments of the population are restricted 
(in time and space) is not enough to explain these examples of a strong identifi cation 
with a certain cultural and political responsibility for one’s society. They refl ect on 
the one hand the fact that science and academia form an elitist reserve in terms of 
recruitment and societal signifi cance, and on the other hand that the holders of 
this elitist position become enlightened and engaged in the society around them. 
The ‘remarkable’ role of students in specifi c societal events is in a way a rather 
exemplary product of modernization. 

 The student revolts across Western societies in the late 1960s, from Berkeley to 
Paris to Frankfurt to Copenhagen, might be seen as an outburst of the moral and 
political insight that had been generated by cultural modernization, but was rele-
gated from real infl uence in society. The new large segments of middle class and in 
some cases lower class students seemed to embody this cultural modernization, 
and the student revolt was a mix of political engagement in society at large and an 
attempt by students to gain space for their own experiences in the universities. 
The movement had different specifi c backgrounds in different countries and also 
developed extremely differently. In Denmark one could see experimental universities 
and a general institutional democratization. The common denominator is the opening 
of a direct link between university and civil society. 

 The preconditions for academic identity building are by now inseparably 
connected with a political and cultural identity process, which has its main focus 
somewhere else. At fi rst glance it may seem to refl ect the overall proclamation of 
individualized identities of post- or late-modern society, in terms of cultural and 
academic orientations. Next, it is easy to see the connections to the ongoing consti-
tution, or reconstruction, of a civil society beyond the academic ghettoization which 
historically has been enforced. 

 Now as much as before, the identity building of students is connected to a societal 
context, and the academic identity building should benefi t from it. University 
education should create space for self-refl ective learning in a political, interactional 
and practical context.  
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17.6     The Need for Educational Reforms 

 The European integration process has set out a joint agenda for university reform 
which seems by now more or less generally acknowledged, i.e. the Bologna process. 
On the surface this is primarily a bureaucratic harmonization of structures, which 
will enable comparison and transfer of credits, and to some extent facilitate the 
migration of students and the labour force. However, at the same time it will reshape 
all European universities to an Anglo-American degree structure of bachelor, master 
and doctoral studies. There is little doubt that this process will continue: not primarily 
because of the harmonization, but because the structural adjustment will serve as an 
impulse – or in a political sense, an excuse – for redesigning higher education 
institutions in spite of the very different situations across Europe. 

 In most continental European countries, at the same time it will conveniently be 
a lever for implementing a reduction of the period of study – one of the neo-liberal 
policies, argued in economical guises. This actual political focus of attention, both 
in bureaucracies and among students (united in resistance) as well as conservative 
academia, may unfortunately overshadow the deeper, accumulated reasons that were 
already articulated by the student movement around 1970, and sometimes echoed 
by reform interests of state bureaucracy, the labour movement and progressive 
industry:

•    making learning more effi cient,  
•   promoting motivation, combating drop-out problems,  
•   rationalizing the syllabus, coping with the knowledge explosion which is more 

real than ever,  
•   realizing the end of clear distinctions between disciplines,  
•   functional and professional orientation of higher education,  
•   problematizing political and moral aspects of scientifi c studies.    

 Today the need for reforms is overwhelming. There is no reason to assume that 
an Anglo-American degree structure is better or worse than several others to 
embrace these new demands. There is a much more important discussion about how 
the scientifi c content and the learning processes in the institutions match a new 
societal situation where knowledge is a key parameter, but is not necessarily 
produced in universities, and where learning processes are lifelong, but not mainly 
taking place in educational institutions. Universities must try to identify the basic 
qualities we want to preserve and renew. 

 One way is to discuss university reform against the background of the historical 
university idea and an institution which goes back to about 1800 (see also Chap.   4    ). 
The ‘Humboldt university’, or the German model, is the structural and ideological 
point of departure for the crisis which universities are experiencing, and which 
the different university reforms are trying to resolve, each in its particular way. 
The limitations of this university model were exposed already with the advent of 
mass education and the societalization of higher education after World War II, 
resulting in different institutional solutions and modifi cations. In many countries the 
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Bologna process may seem to be a ‘cleaning operation’ in a tertiary education 
system which has already mixed universities with different types of professional 
colleges, the German vocational Fachhochschulen and polytechnics, just to mention 
the most well-known examples. In other countries it is a political impulse to start 
university reforms. Today the challenges have developed further, i.e. not only to 
mass education, but to a broad demand for knowledge production and exchange with 
other institutions and fi elds of practice, and a new critical yardstick for appreciation 
of academic knowledge. 

 What the philosophers of modernity call ‘refl exivity’ implies that individual or 
collective praxis and societal institutions are permanently objects of deliberation 
and evaluation in which scientifi c knowledge plays a very considerable role. This 
applies to the professionalization of societal business, the political ‘Öffentlichkeit’, 
and the world views embedded in practices of everyday life. Society needs schol-
arship and research not just as separate, knowledge-producing institutions but as 
integrated aspects of everyday life. 

 At the core of the Humboldt University, a product of the Enlightenment, is the 
university of research and teaching, and its devotion to pure scholarship without any 
application perspective and with no moral or religious commitment. Operationally, 
positivism became the practice and scholarly norm of this university. For this 
reason, criticism of positivism – the most effi cient new orientation of the 1960s 
and 1970s – can be regarded as a showdown with an epoch, even though many 
nuances and professional differences have emerged in the meantime. It was the 
uninspired, uncritical technocracy of scholarship that was the object of the criticism 
of positivism. 

 Academic differentiation resulted from this development. In the humanities and 
the social sciences criticism of positivism and the theoretical re-discovery of in 
particular continental European critical currents (Marxism, psychoanalysis, critical 
theory, phenomenology, holistic philosophy, structuralist theory of language) – two 
sides of the same phenomenon – were the answers to the ailing academic standard 
and legitimization problems of the discipline-based academic milieus. Within the 
sciences, internal standards seemed less dubious in spite of, or perhaps precisely 
because of, the fact that it was the practical applicability of technological and 
scientifi c knowledge that had really changed the position of scholarship and created 
the norm for the universities’ development of new, instrumental areas of knowledge. 
In the humanities and social sciences, the link with the dynamism of society and 
politics seemed to be part of the solution; in the natural sciences the loss of a global 
perspective caused by the instrumentalism, and the specialization connected with it, 
increasingly seemed to become a problem. 

 There is no alternative to involvement, but there is an urgent need to discuss the 
mandate of the academic institutions and university graduates in this involvement. 
It is a matter of defi ning the responsibility of truth-seeking and critical-informative 
activity, which in any kind of democratic thinking must be the result of a special 
position in the social division of labour, irrespective of how much or how little one 
enjoys the protection of an institutional framework.  
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17.7     Challenges and Solutions 

 Being a relatively new and small research university, Roskilde University has 
continuously refl ected on its position in relation to national and international con-
texts. As presented in the previous chapters, from the outset Roskilde University has 
viewed itself as an alternative response to the urgent need for university reforms. 

 As we have discussed, the Roskilde Model has become subject to a number of 
external pressures that make it more diffi cult to maintain the objective of being an 
educational alternative in terms of programme structure, academic and profes-
sional orientation and pedagogy. Public fi nances are under pressure because of the 
economic crisis, and government demands rationalization and budget cuts in all sec-
tors. Politicians defi ne society as a threatened community that can survive in the 
global competition only if organizations, companies and individuals increase their 
productivity. They argue that university education is too expensive, and that too many 
students graduate from the Danish universities. They also argue that university edu-
cation is often irrelevant to business needs. Politicians conclude that students should 
be pushed faster through their studies, that dropout rates should be reduced, and there 
should be a greater focus on employment opportunities in the existing labour market. 
The state management of universities is based on New Public Management (see also 
Chap.   4    ). Increasingly, this management regime pushes universities to behave like 
economic actors in a market place. Universities compete with each other and uni-
versities abroad for students, faculty members and research funding. In this regard, 
it seems relatively clear – but not necessarily easy to carry out – that this university 
should maintain its emphasis on institutional democracy and student participation, 
and seek to optimize institutional independence. 

 The development of Roskilde University has been marked by external pressures 
towards uniformity and standardization, directed alternately towards traditionalization 
and approximation to the other (Danish) universities, and towards adopting more 
bureaucratic and technocratic forms of governance as the spearhead of the govern-
ment’s modernization strategy. It has been a diffi cult balancing act, characterized by 
a series of imposed measures as well as voluntary concessions. The goal of Roskilde 
University’s strategy, however, has continuously been to emerge as a well-defi ned 
alternative in the views of students as well as employers. 

 Viewed from its own perspective, Roskilde University has maintained its engage-
ment in society and its critical, problem-oriented and innovative approaches to 
research and education. Roskilde University’s location between the metropolitan 
area and a very heterogeneous region has given rise to a number of different versions 
of the general slogan of involvement in the surrounding community. At the same 
time, the university has focused on its international visibility, and has created strong 
alliances in a few but carefully selected academic areas. 

 Educationally, Roskilde University has made efforts to educate critically refl ecting 
and knowledge-based problem solvers, to be problem-oriented, and to challenge 
future community needs for education at the highest professional level. Graduates 
from Roskilde University have been quite successful in the labour market, and con-
tinue to be perceived as possessing academic profi les different from graduates of 
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other universities. However, it now seems more open and challenging to defi ne a 
strategy in relation to the overall developments in the education landscape. 

 Obviously the requirements assume the shape of cross-pressures: university 
programmes must be directly employment-oriented to meet the requirements of 
private business and the national economy, and, at the same time, the programmes 
must educate scholars to a level of excellence that helps the nation to success in the 
global knowledge race. 

 The internationally converging implementation of the Bologna process can lead 
to different structural responses to the need for university reform, which may call 
for a variety of measures. One direction could be an orientation towards profes-
sions, so that most higher education becomes less academic and more oriented to 
specifi c professional needs. This presumes re-streaming students to professional 
colleges or a deep qualitative reform of universities. The former seems unlikely to 
succeed in Western European countries where professional colleges have already 
been integrated into the university sector. In Denmark, the minister responsible 
for the area of higher education recently has supported ideas of a new model of 
university education. The next step in government policy might very well be an 
attempt to modify the Danish model with publicly funded university education, 
where the majority of students complete their studies with a master degree. What 
seems quite likely is an elitist re-hierarchization which adopts the Anglo-Saxon 
degrees, mainstreaming the bachelor degree rather than the master level, and 
possibly dividing the postgraduate level into professional master degrees for the many 
(this might be part- time, fee-based education), and doctoral studies increasingly 
reserved for an elite. 

 This may be seen as a solution to the built-in contradiction in university 
programmes between professional orientation and academic excellence through a 
hierarchization of the educational system: business-oriented bachelor programmes 
for the many, business-related master programmes for those who can afford it, and 
research-oriented study tracks in master programmes that will serve as a recruitment 
base for the PhD training of the research elite. 

 Many scholars in academia feel threatened and respond by arguing for the 
university’s autonomy and the academic cardinal virtues. As a consequence, they often 
argue in defence of the scientifi c disciplines, internal academic control mechanisms 
(peer-reviewing, etc.), and study programmes that are exclusively based on existing 
scientifi c traditions and knowledge, and that should exclusively be assessed according 
to internal academic standards (see also Chap.   2    ). In many instances, this kind of 
academic conservatism leads to the defence of academic authority and more teacher-
centred forms of education. Ultimately, there is a risk that the defensive position 
will lead to the conclusion that universities should keep the world out. 

 The educational strategy of Roskilde University is, on the contrary, to combine 
academic ambition with practical competences and social engagement by developing 
types of academic knowledge which do respond to the challenges from broader 
society and labour market requirements (see also Chap.   8    ). In this perspective, the 
problem is not that politicians require occupational relevance and high academic 
standards. Rather, the problem is that political statements – in response to the 
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 perceived mismatch between universities and societal needs – sometimes suggest a 
unilateral prioritization of very narrow business relevance at the expense of social 
relevance and academic standards. 

 As mentioned, Roskilde University views itself as an experimental and socially 
committed university with a critical edge in terms of both education and research. 
This vision cannot be realized by closing its doors to the outside world and by 
maintaining academic isolation and grandeur. The university must accept that 
the students’ studies are part of a knowledge circuit relative to society at large. At the 
same time, the university is well aware of the fact that academic studies in the 
shape of problem- oriented project work require distinctive time rhythms and modes 
of production that would be undermined if they were exclusively to be defi ned by 
instrumental and short-term interests. 

 As publicly funded institutions, universities must maintain that academic 
knowledge should not only be benefi cial for private and public employers. The uni-
versities’ knowledge should benefi t all members of society, and universities should 
actively contribute to building a peaceful, democratic, socially just and sustainable 
society. This involves the university supporting the students in dealing with real social 
issues. A comparison with the media world may be clarifying. Critical committed 
journalism is generally considered to be important for a country to have informed 
citizens and a vibrant democracy. If journalism is subject to economic or political 
power interests, it will immediately lose its social function and turn into a means of 
profi t-making and/or political propaganda and manipulation. Universities have an 
equally important role to play in public enlightenment and the development of 
democracy. They can, however, only fulfi l their critical and constructive role if they 
have a certain degree of autonomy. If the universities lose their autonomy, they also 
lose important aspects of their social signifi cance and relevance. 

 The problem-oriented project work at Roskilde University was born of the ambition 
to integrate high academic standards and social relevance. Project work aims at 
bringing academic qualifi cations into play in critical analysis and innovative initiatives. 
Problem-oriented project work possesses the virtue of maintaining the academic 
production of knowledge and skills at a high level while at the same time being open 
to the world. To preserve this virtue, a key prerequisite for project work is to ensure 
that the bachelor and master programmes continue to be research-based, and that 
students’ work maintains its character of a self-directed research process. 

 However, maintaining the legitimacy of universities also presupposes that the 
universities carry out their duties in a way that ensures that students are qualifi ed to 
perform relevant work in the labour market at a high professional level. Universities 
have a key role in preparing students to function in existing jobs, to engage critically 
and constructively in their studies, and to understand the broader economic, polit-
ical, social and cultural contexts that defi ne the limits and opportunities for the 
development of academic and professional work. For a university that specializes in 
project work, it is particularly important that students have the project skills and 
competences demanded by the labour market, not just those relevant to academic 
study projects (see also Chap.   2    ). In several chapters of the book, we have emphasized 
that the professional orientation of study programmes should be clarifi ed at Roskilde 
University, but without compromising the acquisition of academic skills and 
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 competences. It is imperative that the university includes professional skills and 
competencies in its learning objectives. However, to avoid unilateral instrumental 
orientation of the learning outcomes, it is also important that the studies enable and 
stimulate refl ections on and serious discussion of what the content of the profes-
sional orientation should be. We can imagine a programme structure combining, on 
the one hand, specifi c job-relevant skills and competencies and, on the other hand, 
competencies that enable students to relate to their future high-level professional 
work in a critical and constructive perspective. It has been named a ‘double qualifi -
cation’ but is actually a triple competence of fulfi lling job requirements, criticizing 
and developing aspects of one’s fi eld of work, and refl ecting on one’s own position 
in the labour market. 

 It is crucial to maintain academic, research-based studies at the bachelor and 
master levels no matter where the direction of the Bologna process and the national 
harmonization efforts in education may lead. Structural changes may pave the way 
for proactive reforms of the relationship between educational programmes and 
occupational areas, if they do not adhere to traditional borders. Even today, students’ 
project work quite often includes issues that refl ect key challenges in the areas of 
work and professions that the study programmes are aiming at. Students do not 
always, however, realize how important their projects are, or in what ways they are 
important. This is not very surprising considering the fact that a large part of 
Roskilde University’s study programmes are new and interdisciplinary, i.e. not linked 
to specifi c segments of the labour market. This fact may be turned into an advantage 
taking into account that the graduate labour market is generally evolving in a much 
more dynamic direction than before. The intellectual and social skills and compe-
tencies that characterize project-organized studies at Roskilde University are 
crucial to the future graduate labour market, regardless of the possible alternative 
developments that are only possible to anticipate very vaguely. Roskilde University 
might, however, aim at strengthening the study environment academically as well as 
socially and develop more distinct interdisciplinary study profi les by trying to simplify 
the programme structure. A simplifi ed programme structure would enable students 
to relate more explicitly to future political and professional challenges.  

17.8     Concluding Remarks 

 In many cases, pedagogical reforms and teaching quality improvement may be seen 
as attempts to mend with pedagogical instruments what is in fact a more deeply- 
rooted crisis of the university as an institution. In the management-oriented use of 
pedagogical ‘tricks of the trade’, the hope is to cure the symptoms without refl ecting 
the other parameters of the university system: study content, the university’s 
relation to professions and to employers, university organization and academic 
career parameters. The Roskilde PPL model was once a pedagogical answer to a 
societal challenge. But the institution was much more than that: a critical, socially and 
politically relevant university based on student engagement and self-management. 
It was radical because it was directly inspired by the ‘youth rebellion’, and it was 
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sustainable because it was implemented partly by scholars with a background in the 
student movement of the late 1960s, and it has been able to attract students whose 
ambitions go far beyond just getting a degree. 

 Roskilde University belongs to a European-wide wave of new universities 
from the 1960s onwards, many of which were publicized as reform universities or 
experiments in teaching and research. Many of them actually also turned out to be 
different from the traditional universities in a number of ways. They were all meant 
to relieve the pressure on the university sector, and some actually achieved nothing 
else. Others, however, used their opportunity to rethink academic fi elds and recruit 
talented scholars without restrictions and have turned out to be excellent research 
centres in spite of their tender years. 

 For various specifi c historical reasons (see Chap.   4    ), Roskilde University became 
a more radical and consistent reform university than most others. This is probably 
one of the reasons why Roskilde University – to a higher degree than most other 
reform universities of the time – has maintained its pedagogical model, and has 
further developed its educational and political ideas. Roskilde University was par-
ticularly infl uenced by the student movement of the late 1960s, and the students 
were granted quite a strong participation and real infl uence in the planning and 
implementation of the university. 

 Consequently, we have presented two perspectives in this fi nal chapter of the 
book. From one perspective, we have focused on educational policies, the future of 
universities, and their roles and functions in society. From another perspective, we 
have viewed students as a potential driving force in the development of universities 
in advanced societies, focusing on their subjective experiences and the possible 
impact of university studies on their future life prospects. The two perspectives 
both come into play in the context of the practical development of an educational 
structure that combines problem-oriented and project-based studies with research 
orientations characterized by a critical and scientifi c edge. 

 We believe that the dynamics and sustainability of the PPL model at Roskilde 
University hinges upon the students’ subjective investment in their studies. We also 
believe that some of the model’s distinctive features – problem orientation, self- 
regulation and the experience of participatory-democratic studies – are crucial to its 
signifi cance as an inspiration for reform at the political and societal level.     

   References 

    Andersen, V., & Andersen, A. S. (2007). Learning environments at work.  Human Resource 
Development Review, 6 (2), 185–207.  

   Kenny, R. W. (1999).  Reinventing undergraduate education: A blueprint for America’s research 
universities . Stoney Brook, NY: Boyer Commission on Educating Undergraduates in the 
Research University.  

   Olesen, H. S. (2007). Theorising learning in life history: A psychosocietal approach.  Studies in the 
Education of Adults ,  39 (1), 38–53.  

   Olesen, H. S., & Jensen, J. H. (Eds.). (1999).  Project studies – a late modern university reform?  
Copenhagen: Roskilde University Press.    

H.S. Olesen and A.S. Andersen

http://dx.doi.org/10.1007/978-3-319-09716-9_4


281

                        Appendix: Roskilde University at a Glance 

    A.1 General Information 

 Roskilde University is a single campus university situated 30 km west of Copenhagen 
just east of the town of Roskilde. At present, the campus consists of some 40 build-
ings covering 94,500 m 2 , most of which are used for classrooms, group rooms and 
offi ces (Schmidt et al.  2013 ). 

 The university enrolled its fi rst students in 1972. In 2013, the university had 
approximately 9,000 Danish students, 1,000 international students, 700 faculty 
members, and 250 technical and administrative employees. Around 1,000 students 
live in student accommodation on or adjacent to the campus, while most commute 
from nearby Roskilde or from Copenhagen. 

 The most important task of Roskilde University is to contribute to experimental, 
innovative forms of learning and knowledge creation. The university is research- 
driven and provides education for future managers, teachers and experts based on 
advanced knowledge. 

 Roskilde University is characterized by:

•    pushing boundaries of knowledge through a problem-oriented approach,  
•   focusing research and education on fi elds where the university has international 

or national status,  
•   bringing university and society together.    

 Roskilde University covers four main academic areas: Humanities, Social 
Sciences, Natural Sciences and the Humanistic-Technological Sciences. The univer-
sity offers bachelor programmes, single-major and double-major master programmes, 
PhD programmes and part-time master programmes for professionals. Although the 
Danish system of higher education has a formal separation between bachelor and 
master programmes, the vast majority of students at Danish universities complete a 
comprehensive graduate programme.  
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    A.2 Study Programmes 

 Study programmes at Roskilde University last from 3 to 8 years. All programmes at 
Roskilde University begin with a 3-year bachelor degree. The bachelor programmes 
include a broad introductory basis part (18 months) and an academic specialization 
part (18 months). A number of bachelor programmes are offered in English as well 
as Danish. After the 3-year bachelor programmes follow 2-year master programmes. 
The master programmes are either double- or single-major programmes. After grad-
uation from a master programme, it is possible to apply for admission to a 3-year 
PhD programme. 

 There are four  bachelor study programmes . Three of them are also offered as 
international programmes:

   Humanities, Danish and international,  
  Humanistic-Technological Sciences,  
  Natural Sciences, Danish and international,  
  Social Sciences, Danish and international.    

 The  master study programmes  are as follows (* denotes an integrated single- 
major master programme; # denotes that the programme is offered in English; see 
also Sect. 7.4):

   Administration, *  
  Biology,  
  Business Administration, *  
  Business Studies,  
  Chemistry,  
  Communication Studies, *  
  Computer Science,  
  Cultural Encounters,  
  Danish,  
  Economics and Business Administration, * #  
  Educational Studies,  
  English,  
  Environmental Biology,  
  Environmental Risk, * #  
  EU studies,  
  Geography,  
  Global Studies, * #  
  Health Promotion and Health Strategies,  
  History,  
  Informatics,  
  International Development Studies,  
  International Public Administration and Politics, * #  
  Journalism,  
  Mathematics,  
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  Medical Biology,  
  Molecular Biology,  
  Performance Design,  
  Philosophy,  
  Physics,  
  Plan, Town and Process,  
  Politics and Administration,  
  Psychology,  
  Social Entrepreneurship and Management, * #  
  Social Intervention Studies, *  
  Social Science,  
  Spatial Designs and Society, * #  
  Technological and Socio-Economic Planning, * #  
  Teksam – Environmental Planning, *  
  Working Life Studies.    

  Part-time master programmes for professionals  are fee-based and generally 
emphasize students’ experience and work-related issues. They are offered in the 
following subjects:

   Adult Education,  
  Cultural Management,  
  Experience Management,  
  ICT and Learning (in cooperation with three other universities),  
  Project Management & Project Improvement,  
  Professional Communication,  
  Psychology of Organizations,  
  Social Entrepreneurship.    

 The 7 Doctoral Schools constitute the overall framework of the  PhD programmes  
at Roskilde University and perform tasks related to the PhD programme in general. 
More than 300 PhD students are enrolled at Roskilde University and about 20 % of 
these are international students (2013). PhD students at Roskilde University are 
required to carry out independent research under supervision (the PhD project) dur-
ing the 3-year period. The research is concluded with the submission of a disserta-
tion and subsequent doctoral defence. In addition, the PhD programme requires the 
completion of PhD courses totalling about 30 ECTS-points, participation in research 
activities, including stays at other, mainly foreign, research institutions, and gaining 
experience in teaching or other forms of knowledge dissemination. The seven doc-
toral schools at Roskilde University and the research programmes linked to the 
schools are:

   Doctoral School of Communication, Business and Information Technologies

•    Business and Management,  
•   Communication, Journalism and Performance Design,  
•   Design and Management of Information Technology.     
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  Doctoral School of Culture, Language and Philosophy  
  Doctoral School of Environmental Stress Studies  
  Doctoral School of Lifelong Learning and Social Psychology of Everyday Life

•    Graduate School in Lifelong Learning,  
•   Social Psychology of Everyday Life.     

  Doctoral School of Natural Sciences

•    Basic and Clinical Microbiology (BSM),  
•   Didactics of Mathematics, Chemistry and Physics with Connections to the 

History and Philosophy of Science,  
•   Mathematical Modelling and its Mathematical Prerequisites,  
•   Mitochondrial Research, Soft and Biomolecular Matter.     

  Doctoral School of Society, Space and Technology  
  Doctoral School of Society and Globalization.     

    A.3 Governing Structure 

 The  University Board of Directors  is the ultimate authority at the university; it lays 
down the guidelines for the university’s organization, long-term activities and 
development. The Board appoints the Rector and also the other top members of the 
university management on the recommendation of the Rector. The Board is respon-
sible to the Ministry for Science, Technology and Innovation for the university’s 
activities. 

 Roskilde University is managed by the  Rectorship , which consists of the 
Rector, the Pro-rector and the University Director. The day-to-day management of 
the university is handled by the Rector who is also responsible for education 
within the framework laid down by the Board of Directors. The Vice-rector is 
responsible for the research at the university. The University Director is in charge 
of the university administration. 

 The university has six  departments , each of which has a head of department. 
Each head of department is in charge of the day-to-day management of his/her 
department, including the planning and delegation of work tasks. Department heads 
safeguard the quality, coherence and development of their department’s research 
and education. Each department has its own administrative section with a manager 
who is in charge of the day-to-day administration of the department. The depart-
ments are:

   Communication, Business and Information Technologies,  
  Culture and Identity,  
  Environmental, Social and Spatial Change,  
  Science, Systems and Models,  
  Psychology and Educational Studies,  
  Society and Globalization.    
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 The organization is compact in that the Rectorship, the six heads of department 
and the chief librarian of the university library constitute the executive university 
management that meets on a weekly basis. Thus, Roskilde University has no facul-
ties. The management structure is one-tier, i.e. the decision-making authority ema-
nates from the Rector. 

 The faculty members and staff participate in two  statutory bodies  that regulate 
working conditions. In the Central Liaison Committee and the General Health and 
Safety Committee, elected trade union representatives as well as health and safety 
representatives have negotiating rights. Their infl uence is ensured through public 
laws and agreements between the labour market partners. The infl uence of faculty 
members and students on academic questions and university management is exer-
cised through the university’s Academic Council and its sub-committees within 
fi nance, research and education. The Academic Council and the committees are 
advisory bodies, i.e. they have no decision-making power. The university’s study 
programmes are managed in collaboration between faculty members and students 
through study boards.  

    A.4 More Information About Roskilde University 

 Roskilde University’s website, in Danish and English, will provide you with a wide 
variety of practical information, including contact information:   http://www.ruc.dk/en/    . 

 Monographs about Roskilde University as an institution exist only in Danish. 
The earliest one introduces the then controversial institution to the general public 
(Jørgensen and Skovmand  1982 ). Later, when the university had become well- 
established, the 25th anniversary of the institution became an occasion for celebra-
tion (Hansen  1997 ; Jensen et al.  1997 ; Nielsen et al.  1997 ). The 40th anniversary 
also sparked a publication (Team Kommunikation  2012 ). 

 The Roskilde Model of education has been referred to in numerous papers deal-
ing with specifi c programmes and cases. Publications specifi cally discussing PPL 
include e.g. Olesen and Jensen ( 1999 ), Mallow ( 2001 ), Christensen ( 2006 ), Olsen 
and Pedersen ( 2008 ), and Blomhøj and Kjeldsen ( 2009 ). Design-related aspects of 
PPL are presented in Simonsen et al. ( 2014 ).  
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