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TAL2024 - Teaching for Active Learning

Special focus: Supervision

In November 2024, SDU’s Centre for Teaching and Learning (SDU UP) hosted its 12th
Teaching for Active Learning conference. The main theme of the conference was ac-
tive teaching and learning, which is the underlying principle for teaching at SDU. The
aims of the annual TAL conference are to provide opportunities for teachers, devel-
opers, and others with a special interest in teaching to:

e share, demonstrate, reason, and analyze their own examples of active teaching
and learning

e beinspired to develop one’s own active teaching practice for students to learn
actively.

The TAL conference provides an annual space for teachers and consultants to share
their pedagogic discoveries, which in turn can inspire conference delegates’ future
practices. In addition to a variety of pedagogic discoveries, which activated students’
learning and teachers’ teaching, TAL2024 had a special focus on Supervision.

The theme was introduced by the keynote speaker, Gitte Wichmann-Hansen, Senior
Researcher at DPU, Aarhus University, and owner of the consultancy Academic Su-
pervision who addressed the central challenge of authority and autonomy in supervi-
sion of students’ academic work. Gitte delivered a very interesting presentation,
based on new world-class supervision research, much of which was also her own re-
search. New research has, for example, shown that the most independent students
are those who receive guidance that is very advisory and less controlling. Conversely,
the most satisfied students are those who receive guidance that is both very advisory
and very controlling! In her presentation, Gitte also described concrete strategies and
techniques, which supervisors can use to develop students' independence. She also
raised an important caveat about how external pressures could work against super-
vision for student autonomy.

The topic of the afternoon keynote was collective supervision, which, in addition to
making supervision more efficient, also has the potential to promote student progres-
sion, active participation, and learning, while also being more enjoyable and less
stressful for supervisors. Here, Gitte gave several examples of how supervisors can
solve some of the challenges inherent in this form of supervision. She also gave us
several concrete tools and resources for planning and implementing collective super-
vision, such as tips on how to organize supervision meetings with peer feedback, and
how to align expectations with students in connection with collective supervision via
a ‘supervisor letter’.
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Between the morning and afternoon keynotes, the conference participants them-
selves contributed with very fine presentations. Among other things, there were in-
spiring experiences with a current theme, namely Al in supervision here from present-
ers from SDU. The morning keynote ended by speculating on whether the emergence
of Al will require autonomy from our students now and in the future. Fortunately, the
uplifting answer came from several of the participant presenters who had tried Al in
supervision in practice. They showed how supervision can be organized so that Al be-
comes a constructive co-player in supervision through the incorporation of tailored
learning activities which ensure students' independent and critical use of Al.

In this conference publication, you have a chance to explore some of the participant
contributions in further detail in written or video format.

Happy reading!

On behalf of the conference organizers

Lotte Dyhrberg O’Neill and Rie Troelsen

SDU Centre for Teaching and Learning
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Situationel Dialektisk Vejledning - Hvad, hvorfor og
hvordan?

Flemming Smedegaard, lektor og studieleder for International Virksomhedskommu-
nikation, SDU

Introduktion

Situationel Dialektisk Vejledning (SDVEJ) er udviklet pd baggrund af Situationel Dia-
lektisk Ledelse (SDL), som er ny teori om ledelse, som jeg har arbejdet med at udvikle
sammen med kolleger gennem de sidste 10 ar (Dakwar et al. 2015 og Smedegaard og
Lidsmoes (red.) (2023)).

| SDL ses ledelse som et valg mellem alternativer, og hvor valget mellem forskellige
alternativer skal afgeres af den specifikke situation. | SDL gives ingen universallgsnin-
ger. Der vil altid veere en risiko forbundet med enhver ledelsesbeslutning. SDL er ikke
en opskrift, men et mindset, der skal Iceres gennem bdde teori og praksis. En vigtig
antagelse i den situationelle dialektiske tankegang er, at teori og praksis fordrer hin-
anden frem for at veere hinandens modscetninger, som det ofte geres til.

Tanken bag SDVEJ er, at vejledning ogsd er en slags ledelse, og at SDL vil kunne bruges
som afscet for at udvikle en teori om Situationel Dialektisk Vejledning (SDVEJ). Jeg
kan se, at det, SDVEJ beskriver, langt hen ad vejen, er den praksis, jeg selv har udviklet
som universitetsvejleder pd alle niveauer gennem de sidste 37 ar, men dette er det
forste forseg pd at scette begreber pd og formulere en teori, der beskriver den vejled-
ningspraksis, jeg selv har haft succes med.

Hvorfor situationel og dialektisk?
De to kodeord i SDVEJ er situationel og dialektisk.

Med begrebet situationel gnsker vi at understrege, at der ikke er nogen onesize lgs-
ninger eller specifikke opskrifter pd, hvordan en vejledningsopgave kan gribes an. Der
er ikke nogen trylleformular, der én gang for alle Igser alle vejledningsudfordringer,
og man kan ikke entydigt definere de egenskaber, som en vejleder bar have. Alle lgs-
ninger bar veere situationsspecifikke og ngje tilpasset den enkelte studerende samt de
specifikke vejledningsudfordringer, man stdr med. Studerende er forskellige, sa for at
behandle studerende ens, md man behandle dem forskelligt. Situationer er ogsa for-
skellige. For at handle konsistent som vejleder, m& man derfor agere forskelligt, da
alle situationer er specifikke og kraever en dyb situationsspecifik indlevelse. Stude-
rende kan ikke reduceres til arketyper. Studerende er hele mennesker med erfaringer,
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ideer, ambitioner, agendaer, sympatier (og antipatier) og i det hele taget alle mulige
komplekse fglelser og holdninger, som udvikler og cendrer sig.

Med begrebet dialektisk gnsker vi at understrege, at der ikke findes universallgsninger
i vejledning, og at der altid kan treeffes andre valg. Der findes ikke et ngdvendighe-
dens valg. Ordet dialektik kommer fra det greeske ord dialegesthai, som betyder at
fere samtale. Inden for filosofi og retorik kendes dialektik som en erkendelsesmetode,
der bestar i at fremsaette en tese (pdstand), der medferer en antitese (modpdstand),
som ferer videre til en syntese, som veever de to pdstande sammen, sa de ellers mod-
sigende pdstande bliver afslgret som sammenhaengende, og der kan derved igennem
samtalen og refleksionen opstd nye erkendelser. Ordet dialektisk medferer derfor en
forpligtelse til at overveje alternative lgsninger og sd vidt muligt afprave lgsningerne
i dialog med andre. Ved en dialektisk tilgang forstds altsa et bdde-og-syn frem for et
enten-eller-syn, idet dialektisk teenkning grundleeggende handler om, at alle feeno-
mener kun eksisterer i kraft af deres modscetning, og at der til enhver tese svarer en
antitese. Modscetninger er gensidige forudscetninger for hinanden. Dialektiske mod-
seetninger er en vigtig del af menneskelivet - og af vejledningslivet. At anerkende og
reflektere over dialektiske modscetninger er en vaesentlig del af at forstd — og agere i
- livet.

| SDL sammenligner vi god ledelse med et blandingsbatteri i en vandhane. Nogle
gange har vi brug for det varmeste vand, andre gange det koldeste og mange gange
forskellige grader midtimellem. Det samme gcaelder ledelse. Vi har brug for situations-
tilpassede lgsninger. Ethvert ledelsesvalg rummer ogsd en risiko, idet hvert valg er et
valg mellem forskellige muligheder, hvor man altid kunne have truffet et andet valg.
Pd samme made er vejledning som et blandingsbatteri. Vi har brug for béde den kolde
og den varme hane og alt midtimellem -alt afheengig af situationen.

Grundtanken i SDVEJ er, at for at behandle studerende ens, m& man behandle dem
forskelligt, da de er forskellige. For at handle konsistent som vejleder, m& man agere
forskelligt, da alle situationer er specifikke og kreever sceregen sensibilitet.

Paradokser i vejledning

| SDVEJ er der ingen trylleformular, der én gang for alle Igser vejledningsproblemerne.
Man kan ikke uden modsigelse definere de nedvendige og tilstraekkelige egenskaber,
som en vejleder bgr have. Den "gyldne” middelvej er ikke altid vejen. Man skal kunne
bruge bdde den varme og den kolde hane. Nedenfor viser jeg 10 eksempler pa sddanne
paradokser, som man skal agere i som vejleder. Men det er eksempler, antallet af pa-
radokser er ikke afgreenset, s& det er meningen, at man selv skal fgje til.
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Jeg har valgt uendelighedstegnet som symbol til at vise, hvordan det er en uendelig
og integreret proces at navigere i og mellem paradokser.

Paradoks 1: Faglig vs. personlig vejledning
Det er vigtigt for en vejleder:

Bdde at kunne give faglig vejledning, for det er kernen i, hvad relationen

handler om,

og at kunne give personlig vejledning, for det faglige og personlige haenger
sammen, og en studerende, der ikke har det personligt godt, har ogsd sveert
ved at preestere fagligt.

Faglig vejledning % Personlig vejledning

Paradoks 2: Naert forhold vs. afstand
Det er vigtigt for en vejleder:

Bdde at kunne etablere et ncert forhold til sine studerende, fordi ncerhed er hen-
sigtsmaessigt for fortrolighed, tillid, en dben kommunikation og for at kunne

inspirere og motivere,
og at holde afstand, fordi afstand er en betingelse for at kunne vurdere og be-

demme eksaminer.

Neert forhold DO Afstand

Paradoks 3: Faciliterende vs. styrende
Det er vigtigt for en vejleder:

Bdde at kunne facilitere ved at hjelpe og inspirere den studerende til selv at
finde lzsninger og give den studerende en udstrakt grad af frihed hertil,

og at kunne tage styring, udstikke en klar retning, opstille konkrete og detal-
jerede krav og planer, give lektier for o.l.

Faciliterende % Styrende
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Paradoks 4: Pensumorienteret vs. nyskabende
Det er vigtigt for en vejleder:

Bdde at kunne holde fokus pad pensum og serge for, at den studerende far fo-
kuseret herpd og Icert det obligatoriske, der kreeves i det pdgaeldende fag,

og at opmuntre den studerende til at vaere kritisk, udfordre eksisterende teorier
og metoder og at turde vaere kreativ og nyskabende

Pensumorienteret €< > | Nyskabende

Paradoks 5: Faglig fordybelse vs. karrierefokus
Det er vigtigt for en vejleder:

Bdde at kunne vejlede studerende, der kan lide fagligt at fordybe sig for at
blive klogere, og hvor uddannelse og faglig viden er et mdl i sig selv uden at
have det store fokus pd, hvad den padgaeldende viden senere kan bruges til,

og at kunne vejlede studerende, der ikke hurtigt nok kan komme igennem ud-
dannelsen, og som er fokuseret pd at komme ud at arbejde.

Faglig fordybelse CXD Karrierefokus

Paradoks 6: Fagligt fokus vs. identitetsfokus
Det er vigtigt for en vejleder:

Bdde at kunne fastholde et fagligt fokus i vejledningen,

og at give plads til og stette, at den studerende ogsd fagligt kan arbejde, der
bidrager til vedkommendes egen identitetsforstdelse, selvudvikling og selvrea-
lisering.

Fagligt fokus | > _ Identitetsfokus

Paradoks 7: Visioncer vs. jordnaer
Det er vigtigt for en vejleder:

Bdde at veere visioncer, hvilket indebcerer, at vejleder giver sig selv lov til sam-
men med den studerende at teenke utraditionelt og langsigtet,

og at holde begge ben ved jorden, for ikke at tabe de umiddelbare problemer
og den forestdende eksamen af syne.
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Visioncer @ Jordncer

Paradoks 8: Tillid vs. kontrol
Det er vigtigt for en vejleder:
e Bdde at vise de studerende tillid, fordi tillid fremmer ansvarlighed og loyalitet,
e og at felge med i, hvad der sker, fordi kontrol bl.a. er forudsaetning for en feed-
back, der demonstrerer interesse for den enkeltes praestationer.

Tillid DO Kontrol

Paradoks 9: Tolerance vs. principfasthed
Det er vigtigt for en vejleder:
e Bade at veere tolerant, fordi tolerance indebcerer, at man erkender, at menne-
sker er forskellige, og at der er flere mdader at opnd resultater pg,
e og at vide, hvordan man vil have tingene til at fungere, fordi principfasthed
forhindrer forvirring og utryghed.

Tolerance (.XD Principfasthed

Paradoks 10: Produktfokus vs. procesfokus
Det er vigtigt for en vejleder:
e Bdde at kunne vejlede i produktet i form af opgaven,
e Ogatkunne vejlede i og understatte arbejdsprocesser -ikke mindst i forbindelse
med gruppearbejde, da der er en teet sammenhaeng mellem proces og resultat.

Selvsikkerhed | > Ydmyghed

Hvordan kan man komme i gang med at praktisere SDVEJ?

| SDVEJ findes der ingen “rigtige lesninger”. En af hjgrnestenene i SDVEJ er, at der ofte
er mange handlemuligheder, som tilgodeser noget forskelligt, fordi der er mange for-
skellige studerende med forskellige behov og samme studerende med forskellige
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behov pa forskellige tidspunkter. Vi skal bevaege os veek fra at gere, som vi plejer —og
i stedet traeekke pd hele det repertoire, vi har - ligesom vi udvikler og udvider det eksi-
sterende repertoire gennem litteratur, erfaringer, andres erfaringer o.l., og dermed
treenes til at kunne identificere flere handlemuligheder som vejledere.

| stedet for at genbruge handlemegnstre foresldr jeg med SDVEJ at Ieere at analysere
situationen med henblik pd at navigere i den og have blik for forskellige alternative
lasningsmuligheder —og uden at ty til autopiloten. Selv om der i SDVEJ ikke kan gives
entydige vejledningsopskrifter, sd kan nuveerende og kommende vejledere med fordel
treene vejledningssituationer. Jo flere situationer og paradokser, man har gvet sig p4d,
jo starre er chancen for, at man, nar det geelder i praksis, kan treeffe et plausibelt
valg.

Der kan teenkes mange forskellige treeningsmetoder. Der eksisterer ikke ideallgsnin-
ger, ndr vi kommer til treeningsmetoder. Man skal selv finde de traeningsmetoder, der
fungerer bedst for en selv.

Eksempler pd treeningsmetoder, som har fungeret godt for mig selv, er fx:

Case-arbejde som er en god metode til at udvikle og treene sit SDVEJ-mindset, og som
bdde er velegnet, nadr man i skal treene og styrke evnen til at arbejde situationelt og
dialektisk pd et overordnet plan, og til at gve sig pd mange forskellige konkrete og
realistiske situationer.

Narrativer er en metode til at bearbejde og Icere af egne erfaringer som vejleder gen-
nem sparring med andre.

Aktionsvejledning er en metode, hvor man arbejder med at udvikle og tilpasse sin vej-
ledning i et teet samarbejde med den studerende. Vejleder og studerende aftaler en
vejledningsform. Man afprever denne, evaluerer, justerer gennem flere runde, hvor-
igennem begge parter leerer gennem praktisk vejledning.

Bibliografi
Dakwar, Julia et. al. (2015): En ansats til en teori om Situationel, Dialektisk Ledelse. In:
Det Ny Merino nr. 1. Syddansk Universitet: Institut for Sprog og Kommunikation.

Dakwar, Julia et al. (2017): Ni antagelser om Situationel, Dialektisk Videnskabsteori.
In: Det Ny Merino nr. 15. Syddansk Universitet: Institut for Sprog og Kommunikation.

Smedegaard, Flemming (2021): “Jeg gdr selvfalgelig ogsG med SDV og SDD” - om po-
tentialer i et situationelt dialektisk mindset. In: Det Ny Merino nr. 55. Syddansk Uni-
versitet: Institut for Sprog og Kommunikation.
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Vejledning med Kunstig Intelligens

Anna Spon Stecher, lektor, Danmarks Medie- og Journalisthajskole
Clara Juncker, lektor emerita, Institut for Kultur- og Sprogvidenskaber, SDU

Introduktion

Eksperterne er enige: Vi skal i gang! Ethan Mollick skriver i Co-Intelligence: Living
and Working with Al (2024), at vi nu uigenkaldeligt lever i en verden med kunstig in-
telligens (Al), og at vi derfor er ngdt til at forstd, hvordan vi kan arbejde med dette
veerktgj. Det ferste grundprincip, han identificerer, er, at vi altid begr invitere Al med
til bords. Kun ved at eksperimentere bliver det klart, i hvilke sammenhaenge Al kan
synes henholdsvis frustrerende eller inspirerende. Gennem eksperimenter med Al fin-
der vi ud af, hvorledes Al kan hjeelpe os i vores arbejde—eller true vores jobs.! Ogsd
Jan Damsgaard argumenterer i Al—Mellem Fornuft og Falelse (2023) for, at det haster.
Han mener, at en hurtig indsats vil forhindre en hierarkisk, udemokratisk anvendelse
af Al: "Vi kan veelge at overlade initiativet til andre, eller vi kan selv bemaegtige os
teknologien og veere med til at beslutte de veerdi- og normscaet der skal drive udviklin-
gen de kommende &r.”% | “Instructors as Innovators: A Future-Focused Approach to
New Al Learning Opportunities, with Prompts” (2024) saetter Ethan Mollick og Lilach
Mollick kursen. Her konkluderer de, at undervisere kan demokratisere ny uddannel-
sesteknologi ved at skabe Al gvelser og veerktgjer, der passer til individuelle studeren-
des behov. Ai kan sdaledes skabe nye muligheder i vejledning og undervisning.?

Vi besluttede derfor ved semesterstart i september 2024 at samarbejde pd tveers af
vores institutioner—Danmarks Journalist- og Mediehgjskole (DMJX) og Syddansk Uni-
versitet (SDU)—for gensidigt at inspirere hinanden i vores bestreebelser pa at inddrage
Al i vejledningsprocessen. Vi delte opfattelsen af, at mange studerende allerede bru-
ger kunstig intelligens til projekter, BA-opgaver og specialeskrivning, s vejlednings-
situationen nu har fdet en tredje, usynlig partner, som vejlederen ikke neadvendigvis
kender og som ofte betragtes som “snyd.” Vi havde dog den hypotese, at sparring
med en Al-sprogmodel (f.eks. Chat GPT, Copilot, Gemini mfl.) inden et vejlednings-
megde kunne fgre til en mere avanceret og kritisk dialog mellem vejleder og stude-
rende, ogsd fordi der fortsat afseettes mindre tid til personlig vejledning pd danske
uddannelsesinstitutioner. Vi gnskede at udvikle en vejledningsmodel, der inddrager

' Ethan Mollick, Co-Intelligence: Living and Working with Al (New York: Portfolio/Penguin, 2024), s. 46-47.

2 Jan Damsgaard, Al—Mellem Fornuft og Felelse (Kebenhavn: Djefs Forlag, 2023), s. 149.

* Ethan Mollich og Lilach Mollick, “Instructors as Innovators: A Future-Focused Approach to New Al Learning Opportunities,
with Prompts” (2024). https://dx.doi.org/10.2139/ssrn.4802463
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Al-veerktgjer, for derved at tilpasse vejledningen til de studerendes individuelle behov.
Vi ville derefter evaluere Al’s indvirkning pa de studerendes leeringsudbytte gennem
spergeskemaer, sda vi kunne justere vejledningsmetoderne baseret pa feedback og
analyse og derved styrke leeringsindsatsen fremadrettet.

Leeringsmal

Overordnet set tilstraebte vi, at en vejleder ved at invitere Al ombord kan Icere de stu-
derende at tilpasse fx ChatGPT eller Copilot til deres eget niveau og opgavens scerlige
fokus. De studerende skulle derfor Icere at introducere sig selv til deres valgte Al-
veerktgj og ligeledes klart instruere deres Al i den funktion, som Al skulle udfylde—
f.eks. en mentor, der taler et direkte, men venligt sprog. De studerende skulle dermed,
sidelgbende med den gvrige Ieering i undervisningsforlgbet, kunne tilleere sig prompt-
teknikker pd en hensigtsmaessig mdde, via prompt engineering. De skulle derved
finde et skarpere, indsncevret fokus pd en opgave, ligesom de skulle kunne foresld en
struktur pd sterre opgaver som BA-projekter eller specialer, der ofte kan virke af-
skreekkende pd studerende. Samtidig skulle de Icere at forholde sig kritisk til Al’s svar
og lcere at bruge dem som inspiration i stedet for en blind accept, eller endda plagie-
ring.

Den svcere balance

Som Ted Ladd skriver i “Cultivating Self-Worth in the Age of Al” (2024), er balancen
mellem refleksion og kritisk teenkning samt Al-kompetencer essentiel, da bade over-
forbrug af Al og frygt for Al begge er uproduktive tilgange. Han begrunder det saledes:
“Students who fear Al will fail to learn about the opportunities it offers, increasing
the likelihood that Al will eventually damage both their dignity and their job pro-
spects. Meanwhile, Al overuse removes opportunities for students to cultivate the
non-technical skills—such as communication and critical thinking—that will help
them stand out to future employers.”* For at fa de studerende til at forstd balancen
mellem frygt og overforbrug udviklede Anna Spon Stecher denne model (Figur 1).

*Ted Ladd, T, “Cultivating Self-Worth in the Age of Al.” Harvard Business Publishing (Education), 2024.
https://hbsp.harvard.edu/inspiring-minds/cultivating-self-worth-in-the-age-of-ai
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Figur 1

Balancen mellem Al-feerdigheder og kritisk refleksion
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Modellens to akser angiver balanceforholdet, og kvadranterne giver anledning til at
diskutere, hvor man som studerende befinder sig og kan streebe imod. | takt med
kompetenceudviklingen indenfor Al er mdlet i denne model at blive en "Al balanceret
ekspert,” som har store Al-tekniske feerdigheder kombineret med et hgjt niveau af
refleksion og kritisk taenkning. Som modpol star positionen “Al ubalanceret,” hvor
man afgiver magten over beslutninger, kreativitet og holdninger til Al og selv ender
med ikke at have nogen veerdi pd arbejdsmarkedet.

Teoretisk inspiration

P& baggrund af vores lIeeringsmdl kan inddragelsen af Al give mulighed for, hvad Poul
Ngrgaard Dahl betegner "studenter-afstemt vejledning,” hvad enten der er tale om
produkt- eller procesvejledning. Hans bud er, at projekter er forskellige, vejledere og
studerende ligesd, og at kravene og rollerne, en vejleder skal udfylde, cendrer sig i
selve uddannelsesforlgbet. Han argumenterer for, at “vejlederen skal tage udgangs-
punkt i de studerendes aktuelle zone for udvikling og stimulere den ncermeste udvik-
lingszone.”> Han omdefinerer den teori om "situationsbestemt ledelse,” som K. Blan-
chard og P. Hersey fremsatte i 1982, til en vejledningssituation.® Lidt enkelt fremsat

® Poul Ngrgaard Dahl, "Studenter-afstemt Vejledning.” Nordisk Paedagogik 19:4 (1999): 256.
¢ K. Blanchard og P. Hersey, Management of Organizational Behavior: Utilizing Human Resources. 4. Udgave. Hoboken, New
Jersey: Prentice.Hall, 1982.
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gdr ledelsesteorien situationsbestemt ledelse ud pd, at man styrker medarbejderes
motivation, kvalitet, og produkter, hvis ledelsesstilen tilpasses den individuelle med-
arbejder og den specifikke opgave, medarbejderen stdr over for.

Nergaard Dahl finder, at lige som en leder kan en vejleder kommunikere forskelligt, i
forskellige stilarter.” Den teoretiske baggrund for vores egen vejledning med Al er
illustreret her (Figur 2).

Figur 2
Fra Teori til Praksis
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Vi sgsatte vores vejledningsmodel SAIL ved at kombinere en studenterafstemt vejled-
ning, der tog hensyn til studerendes individuelle lceringsbehov, med Al. Vi valgte at
afpreve modellen i efteraret 2024 pd et hold BA-studerende i Amerikanske Studier pa
SDU, hvoraf halvdelen ingen erfaring havde overhovedet med brug af kunstig intelli-
gens. Derfor valgte vi at bruge ChatGPT i en gratis udgave, sa alle hurtigt kunne veere
med. Vi valgte derudover at afprave Al i vejledning til opgaveskrivning med scerligt
fokus pd struktur og problemformulering, som erfaringsmceessigt volder problemer pa
dette niveau. Undervisningen og vejledningen pd Amerikanske Studier foregdr pa en-
gelsk, men tilsvarende udfordringer optreeder ogsd i dansksprogede sammenhcenge,
herunder en reekke undervisingsforlgb pd DJMX.

” Ngrgaard Dahl, s. 270, note 6.
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Ud fra Nergard Dahls forskellige situationsbestemte ledelsestypologier identificerede
vi fire forskellige vejledningsindsatser: 1. instruerende, 2. treenende, 3. diskuterende,
og 4. konsulterende, som vi samlede i et skema over Student Al Individualized Learning
(SAIL) (Figur 3).

Figur 3
Studenterafstemt vejledning efter SAIL-Modellen.
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De studerendes forudsaetninger i kvadranterne er, som vist her: 1) hgjt engagement,
men lave Al-kompetencer, 2) lave-moderate Al-kompetencer og lavt engagement, 3)
moderate-hgje Al-kompetencer men svingende engagement, og 4) hgje Al-kompe-
tencer og hgjt engagement.

Vi definerede vejlederens overordnede handling for hver kategori, med inddragelse af
Al, og vi trak derefter vores SAll-model ind pd landjorden med helt konkrete eksempler
pd vejlederens og den studerendes interaktion, ligesom vi forberedte feedback-
spegrgsmal til de studerende ved eksperimentets afslutning. Som det fremgdr af vores
model i figur 4, drejer vejledningssituationerne sig stadig om struktur og problemfor-
mulering i en skriftlig opgave.
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Figur 4
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Diskuterende

Vejlederen diskuterer
den studerendes Al- ge-
nererede problemfor-
muleringer uden at
give direkte instruktio-
ner, for at fremme
selvstaendig refleksion.

Vejlederen stiller spgrgsmal til
Al- genererede forslag for at
fremme refleksion over for-
skellige formuleringer.

Den studerende diskuterer
sine Al- genererede forslag
med vejlederen, som hjeelper
med at udforske forskellige
perspektiver.

Hvordan har dine re-
fleksioner cendret sig
efter at have brugt Al?
Hvilke overvejelser har
du gjort omkring dine
valg af problemfor-
mulering?

Konsulte-
rende?®

Den studerende arbej-
der selvsteendigt med
at udvikle og justere
problemformuleringen
ved hjelp af Al og kon-
sulterer vejlederen kun
lejlighedsvis.

Den studerende bruger Al til
at formulere problemstillinger
og diskuterer kun vanske-
ligheder med vejlederen.
Vejlederen giver minimal
feedback, mens den stude-
rende

selvsteendigt evaluerer og ju-
sterer Al- genererede forslag.

Hvordan har du brugt
Al til at raffinere din
problemformulering,
og hvordan har det
forbedret din tilgang
til emnet?

Vores Erfaringer

Vi fik i lebet af semesteret bekrceftet, at der var stor spredning i de studerendes Al-
kompetenceniveauer—nogle studerende var begyndere og en enkelt havde tidligere
radgivet politikere pd Christiansborg om brug af Al. Derfor blev vi bestyrket i, at val-
get af ChatGPT var rigtigt, netop for at f& forskellene i kompetenceniveauer udlignet.
Vi blev dog ogsd opmcaerksomme pd, at der af forskellige drsager var spredning i de
studerendes motivation for at bruge Al. Her dominerede frygten for at blive anklaget
for snyd, en falelse vi sporede tilbage til de studerendes gymnasietid. Herfra tog de
dog ogsd en grundig indfering i Al-etik med sig. De studerende var meget opmcerk-
somme pd etikken ved brugen af Al, som de tog meget alvorligt. Selv erfarede vi, at
man trods manglende fastsatte rammer for Al kan arbejde med Al i sin undervisning.

Der er dog tiltag, som vil kunne fremme SAIL-modellens preemisser. Disse tiltag er:

* Tydelig struktur og rammer: Klare retningslinjer for, hvordan Al kan bruges i
specifikke vejledningssituationer hjeelper bdde vejledere og studerende.

* Individuel tilpasning: Al ger det muligt at skreeddersy vejledningen til de stu-
derendes niveau og behov, hvilket ager relevansen af Iceringsforlgbet.

+ Kiritisk refleksion og dialog: Al kan fungere som en katalysator for kritisk re-
fleksion, hvor studerende diskuterer deres Al-resultater med vejlederen for at
styrke Ieeringen.

+ Stotte til svagere studerende: Al hjeelper med at udligne forskelle i kompeten-
ceniveau, hvilket gger fastholdelsen og fremmer lcering.

+ Etisk brug: Integrationen af Al skaber muligheder for at undervise i ansvarlig

8 Kategorierne i kolonnen ‘Ledelsesstil’ er inspireret af Nergaard Dahls (1999) arbejde - jeevnfer figur 2 og 3. Ved gengivelse af
ovenstdende tabel skal der refereres til: Stecher, A. S., Juncker, C. (2024, November 7). Vejledning med Kunstig Intelligens.
Teaching for Active Learning Conference 2024, Odense. https://www.sdu.dk/da/om-sdu/institutter-centre/c_unipaedago-
gik/tal_konferencen/tal_konference_2024
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brug, hvilket styrker bade feerdigheder og forstdelse for teknologiens begreens-
ninger.

* Motivation og engagement: Studerende, der ser Al som en nyttig ressource,
oplever sget motivation og engagement i leeringsprocessen.

De Studerendes Feedback

Generelt var de studerende positive omkring deres erfaringer med Al. Vi bad dem om
feedback bade pd deres brug af Al ved arbejdet med at finde en egnet struktur og
med at udfeerdige en problemformulering. Vi spurgte ferst ind til strukturen: Did Al
(ChatGBT or other tools) help you organize your paper?’ De fglgende eksempler angi-
ver speendvidden i de studerendes svar:

e “It was a good sparring partner in terms of ideas, and proposed an overall fine
structure, but only with the prompts | had given it.”

e “Not as much as it could have. Cuz in highschool using ChatGPT No matter
what it was used for, wasen’t something many from my old class did, since it
wasen’t really recommanded by the teachers. Quite the opposite actually.”

e “Yes, the structure it gave me helped me getting a more clear overview of a
paper that | was lost in.”

e “Yesihad, so the paper made sense and had a red thread”

Den sveere problemformulering (eng. thesis statement) blev ogsd kommenteret efter
spegrgsmalet “"Did you ask Al to suggest a thesis statement?” Her var fglgende svar
typisk for de studerende:

e “Yes | think you need to have the ideas yourself, if you are going to write a good
paper. But of course you can get help with the wording for your thesis state-
ment, or structure, but the core of the thesis statement, and the main ideas
should be your own.”

| deres konklusion pd brug af Al i vejledning og opgaveskrivning var de studerende
forsigtigt positive.

e “A good sparring tool, to people who would ask for reassurance or creative help
in terms of their own thoughts. Not a bullet proof writer, or something that can
make your paper for you. But if you use chat GPT for an hour or 2 for each of
your papers, it can probably help you with your overview and streamlining your
ideas.”

e “l think it is a fantastic tool, definitely here to stay. There is no stopping this
tool, and it is better to get on board, than not. Refusing to use it, is in my opin-
ion, like shooting yourself in the foot. Humans have always used tools, and this

? Undervisningssproget pa Amerikanske Studier er engelsk. Vi har bibeholdt de studerendes svar uden at rette grammatiske
svagheder.
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is a tool for elevating human creativity and thought. As with all tools, there is a
darker side to the equation. It is up to the individual and institutions how they
view and use this tool.”

e “lts a good idea. You Can use it for a lot of things. Such as asking for back-
ground information. And it takes a lot less time than if u would have to find it
yourself in books for an example. But again woulden’t over-use it.”

o “Itis helpfull if used in the right way.”

Konklusion

| kelvandet pd vores brug af kunstig intelligens i vejledningen af BA-studerende pd
Amerikanske Studier, SDU, fandt vi ud af, at vores eksperiment havde en reekke posi-
tive effekter. Farst og fremmest er Al-vaerktejet kommet op over bordet, sé brug af
kunstig intelligens ikke leengere skreemmer med anklager om snyd og plagiering. For
den digitale generation, vi arbejder med, lzfter Al desuden motivationen—det er sjovt
at forsgge sig med Al og ogsd at presse den kunstige intelligens til at yde de mest
relevante informationer for de studerendes individuelle projekter. Som Cremin and
Chappell viser, gger noget, der er sjovt, de studerendes indleering, scerligt for corona-
generationen.”” Samtidig far de studerende hjcelp til at strukturere et materiale og
finde en interessant vinkel ved at fa Al til at fungere som en mentor, der kan validere
deres egne ideer og forslag. Al kan gge de svagere studerendes selvtillid, sa de ikke
opgiver. Til trods for den “ensidigt negative diskurs,” som Damsgaard mener har do-
mineret diskussionen om Al i Danmark," fandt vi et hgjt etisk niveau blandt de stude-
rende i vores eksperiment, hvor vi ikke madte tegn pd bevidstles plagiering. Faktisk
fandt vi, at Al skaber et hgjere reflektionsniveau om opgaven og dens indhold hos
vores studerende. Selv fglte vi os ogsd godt tilpas i arbejdet med paedagogisk design
og innovation. Som vejledere stod vi selv for brugen af Al i paeedagogiske sammen-
henge og bidrog derved til den demokratisering af kunstig intelligens, som Mollick og
Mollick gnsker at katalysere.”? Denne tilgang tog hensyn til individuelle niveauer og
behov, for vejledere og ikke mindst for vores studerende.

% Teresa Cremin og Kerry Chappell, “Creative Pedagogies: A Systematic Review.” Research Papers
in Education 36.3 (2021): 299-331. https://doi.org/10.1080/02671522.2019.167775
" Damsgaard, s. 8.

"2 Se Mollick og Mollick, s. 43.
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Stilladseret vejledning af pree-ph.d.-studerende via en

virtuel platform
Lisbeth Hybholt, adjunkt, Institut for Regional Sundhedsforskning, SDU

Den peedagogiske udfordring

Dette udviklingsprojekt er baseret pd mine erfarede udfordringer med at vejlede ph.d.
studerende, sd de oplever, at de bliver vejledt, samtidig med at de bade udvikler selv-
steendighed i forhold til at treeffe velargumenterede valg og formdr at levere de for-
ventede produkter inden for den afsatte tidshorisont.

Udfordringen er baseret pd, at jeg er medvejleder for flere ph.d.-studerende og sam-
men med en kollega er ph.d. koordinator for alle de ph.d.-studerende tilknyttet Psy-
kiatrien Region Sjeelland. | de funktioner har jeg erfaret, hvordan vejledere og ph.d.-
studerende kan ga skeevt af hinanden. De ph.d.-studerende har fortalt, hvordan de
har oplevet at vaere alene og uden tilstreekkelig vejledning. Vejlederne kan opleve, at
de studerende ikke tager ejerskab og fremstdr uselvsteendige. Det efterlader bade
vejledere og studerende i en frustrerende situation, der kan gé ud over bade processen
og produktet og i sidste ende kan det betyde, at de studerende ikke gennemfare ud-
dannelsen. En ceeldre undersagelse fra Universitets- og Bygningsstyrelsen viser, at 15
% af de ph.d.-studerende frafalder og at den naest vigtigste arsag er svag eller util-
straekkelig vejledning (Epinion Capacent (2007). En undersggelse blandt ph.d.-stude-
rende pd Aarhus Universitet pdpeger, at ph.d.-vejledningen er en vigtig faktor for
bdde trivsel og faglige praestationer og at de studerende, der er tilfredse med kvalite-
ten af vejledningen, oplever starre selvsteendighed. Selvom hovedparten er tilfredse
med den vejledning, de far til deres forskning, er hver ottende ikke tilfreds og hver
sjette oplever ofte, at de star helt alene med deres projekt (Hermann, Wichmann-
Hansen & Jensen, 2013)

Parner og Wichmann-Hansen (2015) skriver at vejledning af ph.d.-studerende er en
opgave der kraever et bredt repertoire af strategier der bade favner proces, produkt
og hdndtering af fx personlige udfordringer der opstdr i ph.d.-forlgbet. Vejledning kan
opdeles i tre former:

1) Produktvejledning, der har fokus pd det feerdige produkt

2) Procesvejledning, der har fokus pd processen og pd at vejlederen stiller spgrgsmal,
der hjeelper den studerende til at taeenke, skrive og reflektere og dermed bemyndi-
ger den studerende til at traeffe vel-argumenterede valg

3) Ad hoc vejledning, hvor vejleder og studerende mades spontant om diverse udfor-
dringer
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Jf. Ph.d.-bekendtggrelsen § 1 skal uddannelsen kvalificerer den ph.d.-studerende til
selvsteendigt at varetage forsknings, udviklings- og undervisningsopgaver og at ud-
dannelsen hovedsageligt gennemfares ved udgvelse af forskning under vejledning
(Uddannelses- og Forskningsministeriet, 2013). Det er vigtigt at rekruttere de rigtige
personer til ph.d.-studiet og det er en god ide at vejleder og studerende samarbejder
inden selve ph.d.-forlgbet (Parner og Wichmann-Hansen, 2015). | Region Sjeellands
Psykiatri har vi lsbende prae-ph.d. Studerende, hvilket vil sige kandidater, der har et
gnske om at blive ph.d. studerende, som fx har en bevilling svarende til tre-fire ma-
neders lgn, som de kan anvende til at udarbejde en projektbeskrivelse til deres ph.d.-
forlgb i samarbejde med den kommende hovedvejleder og med-vejleder(e). Allerede
her har jeg medt potentielle ph.d.-studerende, der har veeret i vildrede i forhold til
bdde proces og produkt. Der er den scerlige udfordring, at vi sidder pd forskellige ma-
trikler og dermed ikke har en dagligdag med hinanden. Jeg mener, det er vigtigt at
understotte de studerendes selvsteendighed i det arbejde der ligger forud for selve i
ph.d.-forlgbet, ndr de studerende skriver projektbeskrivelsen, sdledes de tager og fe-
ler ejerskab for projektet og traeffer selvsteendige valg, velvidende om de muligheder
og begraensninger, valgene giver, sdledes de kan argumentere for deres valg. Desuden
giver det en mulighed for tidligt i forlebet at f& afklaret gensidige forventninger og fé
afklaret hvordan samarbejdsrelationen mellem vejledere og den studerende kan fun-
gere.

Wichmann-Hansen & Jensen (2015) beskriver hvordan vejledere ofte synes det er van-
skeligt at finde en passende balance mellem stgtte og styring i forhold til den stude-
rendes arbejdsproces og at de kan vcere frustrerede nar de oplever at en studerende
ikke tager ansvar. De peger pd, at man som vejleder har mange forskellige handle-
muligheder. Jeg gnsker at undersgge hvilke udfordringer og muligheder der opstar
hvis jeg stilladserer vejledningen gennem fcelles virtuelt site, med henblik p& at un-
derstotte et faellesskab mellem vejledere og ph.d.-studerende, samt at vejledningen
aktiverer og stetter pree-ph.d.-studerende i at tage ansvar og arbejde selvsteendigt
med at udarbejde en ph.d.-projektbeskrivelse inden for den afsatte tid og pd et ni-
veau, hvor projektbeskrivelsen formodes at kunne godkendes af SDU. |deen om et stil-
ladseret Iceringsforlgb er egentligt udviklet til bern, men kan anvendes i didaktiske
overvejelser i universitetspaedagogik, da det netop handler om at forsta videndeling
mellem eksperten (her vejlederen) og den Icerende (her den pree-ph.d.studerende)
som "“skabt omkring et “skelet” af retningslinjer, regler og kriterier, som kan give den
enkelte Icerende et ansvar for egen Icering inden for fastsatte rammer” (Bom & Troel-
sen, 2016, s. 22). For at informere hvad der kan stilladserer Ieeringsforlgbet anvendes
en kombination af viden pd omradet som fx DUT guide on supervision (Wichmann-
Hansen, 2021) og erfaringer fra de ph.d.-studerende i Region Sjeelland.
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Leeringsmal
De intenderede lceringsmadl for de pree-ph.d.-studerende var:

At opnd viden om, hvad en ph.d.-projektbeskrivelse skal indeholde.
At kunne udarbejde projektbeskrivelsen inden for en fast tidsramme.
At opnd kompetence til selvsteendigt at begrunde faglige valg.

Desuden var det et madl at skabe nye vejledningsformer, der understgtter de stude-

rendes selvsteendighed, samtidig med at de er en del af et praksisfcellesskab og som
kan imgdekomme de studerendes behov, scerligt ndr vi, som i Psykiatrien Region Sjcel-
land sidder pd mange forskellige fysiske lokaliteter.

Leeringsaktiviteten: Udvikling og afprgvning af et Teams-site skreeddersyet til vej-
ledning

Jeg valgte at udvikle og afpreve et Microsoft Teams-site som feelles platform for tre
pree-ph.d.-studerende og deres vejledere. Indholdet i sitet blev baseret pd gnsker og
behov indsamlet fra tidligere studerende i en brugerdeltagende tilgang. Sitet bestar

af fire centrale elementer:

1.

En velkomstside: Der indeholder en personlig hilsen og en kort video (kan ses via
QR kode pd poster), hvor jeg forklarer konceptet, strukturen og den tilteenkte an-
vendelse af Teams-sitet. Velkomstsiden rummer ogsd en chatfunktion, som ger
det nemt at komme i kontakt med hele gruppen.

. Mapper med forskelligt indhold: Mapperne indeholder materialer, som de stude-

rende har efterspurgt, og deekker bade processen og det endelige produkt. Indhol-
det inkluderer desuden nyttige veerktgjer: fx eksempler pd godkende projektbe-
skrivelser pd SDU, Rammer for projektbeskrivelsen, projektstyringsredskaber inkl.
et Gantt diagram skreeddersyet til pree-ph.d.-studerende, samt en instruktions
PowerPoint med tale, der viser hvordan Gantt diagram kan anvendes (Link til: Vi-
deointro til brug af gantt-diagram.ppsx (sharepoint.com), inspireret af Flipped
learning, da de studerende efterfelgende kunne arbejde med redskabet selv og

bede om vejledning, hvis de havde behov for det. skabeloner til vejledersamarbejde
og aftaler inspireret af Parner & Wichmann-Hansen (2015), men tilpasset prce-
ph.d.-forlgbet.

Sporing af arbejdsfremdrift: Et veerktgj til opgavestyring, tilpasset pree-ph.d.-pe-
rioden med fokus pd bade proces og produkt.

Delt adgang til projektbeskrivelsen: Badde studerende og vejledere har adgang til
den opdaterede projektbeskrivelse og mulighed for at bidrage aktivt i udarbejdel-
sen.


https://regionsjaelland.sharepoint.com/:p:/r/sites/Pr-phd.forlbforChristineToreld620-REGSJ/_layouts/15/Doc2.aspx?action=edit&sourcedoc=%7B357cf9c3-89fd-4995-baa6-1fdde9d93e98%7D&wdOrigin=TEAMS-MAGLEV.teamsSdk_ns.rwc&wdExp=TEAMS-TREATMENT&wdhostclicktime=1727782508429&web=1
https://regionsjaelland.sharepoint.com/:p:/r/sites/Pr-phd.forlbforChristineToreld620-REGSJ/_layouts/15/Doc2.aspx?action=edit&sourcedoc=%7B357cf9c3-89fd-4995-baa6-1fdde9d93e98%7D&wdOrigin=TEAMS-MAGLEV.teamsSdk_ns.rwc&wdExp=TEAMS-TREATMENT&wdhostclicktime=1727782508429&web=1
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Leeringsudbytte
Teamsitet blev evalueret af tre pree-ph.d.-studerende og deres tre tilknyttede vejle-
dere, der alle er blevet tilknyttet et team-site.

Indholdets relevans og anvendelighed:

Studerende og vejledere var enige om, at indholdet pd Teams-sitet er relevant og in-
formativt. De studerende fremhaevede iscer veerdien af godkendte protokoller, ek-
sempler pd projektplaner og skabeloner, som hjalp dem med at forstd krav og for-
ventninger i deres prae-ph.d.-forlgb. Det gav dem tryghed i processen og fungerede
som et stottende veerktgj til at komme videre i deres arbejde. Vejlederne veerdsatte
ogsd, at alt er samlet ét sted, hvilket hjalp dem med at f& overblik over kravene fra
ph.d.-skolen, rollerne i projektet og arbejdsgange. Det blev fremheevet, at links og
feelles dokumenter pd sitet er scerligt nyttige for begge parter, sa der ikke opstar ung-
dig ventetid eller forvirring om, hvor materialer findes.

Brug af Teams-sitet:

Der var dog en fcelles erkendelse af, at sitet bliver brugt sporadisk. For de studerende
har Teams-sitet iscer veeret anvendt til at sege information og eksempler i starten af
deres forlgb, men de oplever, at de hurtigt vender tilbage til at bruge e-mails og egne
dokumenter frem for at opdatere og bruge sitet aktivt. Vejlederne oplevede lignende
udfordringer, hvor platformen blev brugt aktivt i begyndelsen af samarbejdet, men
at brugen svandt ind og at kommunikationen begyndte at foregd via e-mails i stedet.
Det forpurrede ideen om at alle skal kunne fglge med i processen, da der opstod eks-
klusive dialoger mellem den studerende og en enkelt vejleder. Badde studerende og
vejledere var enige om, at det kreever en aktiv og konsekvent indsats fra alle parter,
at opnd det fulde potentiale af platformen. Hvis Teams-sitet ikke bruges regelmaes-
sigt, risikerer det at blive en opbevaringsplatform, som falder i baggrunden.

Betydning for vejledning:

Der var enighed om, at Teams-sitet kan understatte vejledningsprocessen, hvis det
bruges konsekvent. Studerende satte pris pd, at Teams ger det muligt at fa vejledning
og feedback uden ngdvendigvis at skulle koordinere fysiske mader, hvilket skaber
storre fleksibilitet. Vejlederne ser ogsd potentialet i forhold til at undgd modsatrettet
vejledning ved at samle al kommunikation og feedback ét sted, hvilket kan skabe en
mere gennemsigtig og effektiv proces. De understreger dog, at en "bdde-og"-tilgang,
hvor der skiftes mellem Teams og andre kommunikationskanaler som e-mails, kan
skabe forvirring og gere det sveerere at holde styr pd vejledningsforlgbet. Hvis Teams
bruges konsekvent, kan det hjeelpe med at strukturere arbejdet, skabe feelles overblik
og fremme samarbejde mellem studerende og vejledere.
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Kombination af e-leering og vejledningsmader:

Bdade vejledere og studerende sd fordele ved at kombinere brugen af Teams-sitet med
vejledningsmeder. E-laeringsredskaber som skabeloner og eksempler pd godkendte
projektbeskrivelser giver de studerende en staerk base at arbejde ud fra, og vejled-
ningsmgderne kan derefter bruges til mere detaljeret feedback og diskussion, hvilket
er en pointe i flipped learning, der kan understgtte hgjere orden teenkningsevne, sa-
som analyse, vurdering og skabe (Estes, Ingram, & Liu, 2014). De studerende skriver
dog, at de ofte ikke har brugt alle de funktioner, der er tilgeengelige, sdsom sporings-
funktioner, hvilket kan have reduceret deres effektivitet. Vejlederne fremhceever, at
Teams kan bidrage til at skabe en mere struktureret vejledning, men understreger
ogsd, at det kreever engagement og regelmaessig brug for at vaere virkningsfuldt.

Konklusion

Indholdet i teams fungerer godt i forhold til de mapper der har en oplysende karakter,
i det de giver et overblik, ger det tydeligt, hvad slutproduktet skal veere og stetter
processen. Men de mere aktive elementer, “sporing af arbejdsfremdrift” og word-do-
kumentet med “Work in Progress” ikke blev anvendt som tilteenkt. Dg er der enighed
i at de kunne fungere, hvis de blev anvendt, men der mangler en yderligere belysning
af hvad der sker, siden medlemmerne vender tilbage til andre kommunikationsfor-
mer.

Bdde vejledere og studerende er enige om, at Teams-sitet kan veere et veerdifuldt
veerktgj der kan stette bdde processen og produktet. Men det krcever en sterre strin-
gens i deling af dokumenter og koordinering af feedback, pd den made det var til-
teenkt. Det har vist sig, at der er udfordringer med inkonsekvent brug, der farte til at
sitet ikke ndede sit fulde potentiale. For at fd mest muligt ud af platformen kreeves
der en feelles indsats fra bade vejledere og studerende til at bruge sitet regelmceessigt
og konsekvent, sd det kan fungere som en feelles online platform i vejledningsproces-
sen.

De inkluderede forlgb viste sig at forlebe med obstruktioner og der var ikke nogen af
de tre studerende der ndende i mdl med at udarbejde deres projektbeskrivelse inden
for den angivne tidsperiode. En ting, der kan have betydning, udover udefrakom-
mende forstyrrelser, kunne veere at sporing af arbejdsfremdrift enten ikke blev an-
vendt eller blev anvendt inkonsekvent. Hvis vejlederne havde veeret mere opmcerk-
somme og fx havde taget dette redskab op til alle vejledningsmeader eller lavet en note
i teamsitet, sd kunne det have styrket fremdriften. Desuden skal det tages i betragt-
ning, at teams ikke blev anvendt som det var tilteenkt.
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Videre udvikling

P& baggrund af erfaringerne blev der i samarbejde med ph.d.-studerende oprettet et
SharePoint-site, hvor relevante dokumenter er gjort tilgeengelige for alle. Det opda-
teres Ilebende og er nu integreret i de faste koordinatormader. Der er desuden oprettet
en "krise-hotline" via Teams, hvor bade jeg og de studerende kan sgge hjcelp pd tvcers.

Projektet har givet indsigt i, hvordan digitale platforme kan stilladsere vejledning -
men ogsd hvor let de falder i baggrunden, hvis de ikke forankres i praksis. Der er behov
for yderligere paedagogisk udvikling, der fokuserer pd, hvordan digitale lgsninger kan
blive et reelt feelles rum - og ikke blot en teknisk mulighed.
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Scaffolded Supervision of Pre-PhD Students
via a Microsoft Teams siite:?

Lisbeth Hybholt

Background

In Psychiatry in Region Zealand, we regularly engage pre-PhD students to prepare a project proposal for PhD
enrollment at SDU within a set deadline. Students have expressed feelings of bewilderment, being alone, and
inadequate supervision. As a supervisor I expect Pre-PhD students to take ownership and demonstrate some
degree of independence.

Our research sites are geographically dispersed, which means that supervisors and students may not share the
same physical workplace. Consequently, Pre-PhD students may lack opportunities for ad hoc supervision and
informal learning possibilities occurring in research communities. It may affect the students’ sense of support,
their possibilities to develop research competencies, and their ability to complete a project proposal that meets the
expectations within the timeframe.

To address these challenges, I experimented with building and testing a Microsoft Teams site to foster closer
contact between Pre-PhD students and their supervisors despite diverse physical workplaces and to scaffold both
the process and the product for a Pre-PhD period to enable the students’ responsibility, ownership and
independence as outlined in the PhD regulations.

Content on the customized Microsoft Teams — tested on three students and their three supervisors

Folders with content

A personalized, friendly
welcome message
featuring a video

requested and suggested
by former Pre-PhD

Customized task progress
tracking tailored to the
pre-PhD period,

Shared access to the

current project proposal
as a work in progress,

introducing the concept,
structure, and intended supervision, project

use of Teams management, previously
L — approved projects, and
e information about
procedures

Dokumenter > General

students e.g. tools for

QR code for the video B Vejesenamte o e

encompassing both
process-related milestones
and specific tasks

enabling everyone to
contribute, comment, and
stay updated

Evaluation

Both students and supervisors responded positively to
the concept and appreciated the video. They found the
content on Teams relevant and helpful. Students noted
that the platform provided reassurance throughout the
process and helped clarify the requirements and
expectations for the product.

However, the platform’s process-oriented features were
primarily used at the outset, after which collaboration
reverted to email. Consequently, the platform did not
foster a sustained online community.

New initiative

Together with Pre-PhD and PhD students, I have
created a new site on SharePoint where the requested
documents have been transferred.

We have also set up a “crisis hotline” on Teams where
group members can seek immediate help from one
another, leveraging each other’s experience.

As coordinator, [ hold four meetings a year with all the
students, and it's now a fixed agenda item to evaluate
the content and functionality of the sites.
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Lisbeth Hybholt, RN, MSeN, PhD.
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1) Senior Researcher at Research Unit. Mental Health Services East. Psychiatry Region Zealand, Denmark
2) Senior Researcher at Psychiatric Research Unit, Slagelse. Psychiatry Region Zealand, Denmark
3) Assistant professor at the Institute of Regional Health Research, University of Southern Denmark
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Vejledning som samskabende Ieeringsmiljg: med afseet

i projektsessions + ph.d.seminar

Connie Svabo, professor, Institut for Matematik og Datalogi, SDU

Katrine Bergkvist Borch, ph.d.-studerende, Institut for Matematik og Datalogi, SDU
Maiken Westen Holm Svendsen, ph.d.-studerende, Institut for Matematik og Data-
logi, SDU

Videoen prceesenterer erfaringer med studentersessioner og ph.d.-seminarer som
samskabende |Ieeringsmiljger, hvor deltagere bade bidrager til og former indhold og
struktur. Med inspiration fra cestetiske laeringsformater og co-design sdsom Crea-
tive Pragmatics (Svabo, et al., 2025) blev der arbejdet med dbne, producerende og
feellesskabsorienterede vejledningspraksisser, hvor deltagerne indtager aktive, med-
skabende roller.

Vejledning som samskabende
lzeringsmiljo: Studentersessions
og PhD seminar ) ' TAL 2024
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Supervision of Instructors Implementing “The Building

Thinking Classrooms” Approach

Dorte Moeskcer Larsen, lektor, Institut for Matematik og Datalogi, SDU
Henrik Skov Midtiby, lektor, Mcersk Mc-Kinney Mgller Instituttet, SDU

In 2024, a novel teaching approach was implemented in the Mathematics 1 course at
the Technical Faculty of the University of Southern Denmark. During the TA-sessions
students were grouped into teams of three, formed by drawing lots, and worked col-
laboratively on problem-solving tasks at whiteboards.

This presentation outlines the details of this teaching method and describes how we
supervised a group of student instructors to facilitate the exercise classes.

Supervision of instructors

Henrik Skov Midtiby and Dorte Moeskeaer Larsen
Teaching for Active Learning, SDU 2024

hemi@mmmi.sdu.dk
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Interdisciplinary Learning in Engineering Education
through Problem- and Project-Based Learning, Design
Thinking, and the Double Diamond Model

Su-Hyun Berg, postdoc, Department of Technology and Innovation, SDU
Matthias Kénig, associate professor, Department of Technology and Innovation, SDU

Learning Objective

The objective of the collaboration between Semester Project 3 (SP3) and Technology
Management (TEMA) is to develop the students' ability for interdisciplinary collabo-
ration by bridging technical problem-solving with business and market-oriented
thinking. This activity aims at developing for Bachelor of Engineering, Innovation and
Business (EIB) students’ ability to integrate technical and managerial skills by con-
necting engineering solutions, such as prototypes, with viable business strategies, in-
cluding market analyses. By applying PBL, students are encouraged to enhance their
critical thinking and self-directed learning skills by identifying and solving real-life
problems (Barrows, 1996; Savery, 2006). Moreover, Design Thinking (Brown, 2009;
Liedtka & Ogilvie, 2011) and the Double Diamond Model by Design Council, 2005, in-
troduce structured creative frameworks to the students for going through problem-
solving processes. Another key objective is market awareness, in which students will
be able to perceive market dynamics and customer needs. By connecting the tech-
nical focus of SP3 with the strategic and analytical focus of TEMA, students experi-
ence the interdisciplinarity of engineering practice-interconnecting innovation, tech-
nical development, and market integration. Lattuca et al. (2013) state that interdis-
ciplinary learning is essential for preparing students to address complex societal and
technological challenges. According to Lattuca et al. (2013), promoting interdiscipli-
narity enhances the students' ability to synthesize knowledge between disciplines, be
a valuable team member within a diverse group, and solve problems holistically. This
cooperation between SP3 and TEMA not only reflects industrial reality but also pre-
pares students for the different challenges that the contemporary industry faces,
whereby technical capabilities must be supplemented by strategic enterprise skills
and market responsiveness. This integrated approach helps the students understand
how to align technical innovation with market viability, which has become a critical
skill set in today's rapidly changing global economy.
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Context

SP3 and TEMA are integrated classes, helping the student to tackle a problem-solv-
ing approach in depth: merging technological innovation with market-oriented
ideas. Students learn through projects that simulate an enterprise setup-in SP3, in
groups, identify real-world problems and, using technical ideas, create their proto-
type. Emphasis will be put on developing this prototype with implementations in en-
gineering principles related to technologies like microcontrollers, Bluetooth, and 3D
printing. The technical aspect of SP3 focuses on the building of a working model to
demonstrate the feasibility of the proposed solution.

TEMA, therefore, complements the technical focus of SP3 by exploring user identifi-
cation and market validation for the group projects. This involves conducting detailed
market analyses, including identifying market trends, understanding customer
needs, and assessing potential barriers to entry (Liedtka & Ogilvie, 2011). Students
also conduct competitor analyses, determining the competitive landscape and strat-
egies to gain differentiation while mapping out target markets and growth opportu-
nities. With integrated TEMA, students of EIB move beyond purely technical develop-
ment toward the positioning and scaling of prototypes in a greater market. The inte-
gration described here is facilitated through methodological frameworks such as PBL,
Design Thinking, and the Double Diamond Model. The PBL approach encourages stu-
dents to collaboratively define problems, explore solutions, and apply learning in a
real-world context (Barrows, 1996). For instance, the "Five Whys" method was used
by students in the identification of root causes for challenges they were facing in their
projects. That way, they were able to find solutions to their problems at deeper levels.
Design Thinking provides a human-centered methodology that fosters iterative prob-
lem-solving with a focus on stakeholder needs. Students navigate the stages of em-
pathizing, ideating, prototyping, and testing, refining both their prototypes and busi-
ness strategies based on user feedback (Brown, 2009). Meanwhile, the Double Dia-
mond Model offers a structured framework comprising the phases of Discover, Define,
Develop, and Deliver, helping students align their technical and managerial efforts
(Design Council, 2005). For example, in the Discover phase, students conduct deep
research on industry trends and user needs, while in the Define phase, framing the
problem into specific issues like sustainability or user adoption challenges is empha-
sized.

What we learned as teachers

The integration of SP3 and TEMA created a dynamic learning environment that en-

couraged students to think across disciplines. By linking technical problem-solving

with market analysis, students gained a broader understanding of how engineering
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solutions are implemented in real-world settings. The activity allowed students to
demonstrate enhanced collaboration between technical and business-oriented team
members, reflecting the interdisciplinary nature of modern engineering practice
(Lattuca et al., 2013).

However, initially, students had difficulties in balancing the technical and managerial
aspects of the project. Some groups focused more on technical prototyping, while
others focused on market analysis. Through guidance and iterative feedback, stu-
dents were able to align their efforts to address both SP3 and TEMA's dual objectives.
A second challenge was in defining the "problem" in a real-world setting; students
had to overcome ambiguities in doing so. This difficulty overall enhanced their critical
thinking and problem-definition skills as they worked at finding the root causes and
framing their solutions effectively.

SP3 and TEMA were appropriately interconnected to provide a structured yet flexible
framework for interdisciplinary learning, according to the instructor. The students
could merge engineering with entrepreneurship by building a prototype while simul-
taneously doing the market viability analysis of that prototype. Assignments such as
the "Five Whys" analysis and competitor benchmarking proved instrumental in help-
ing students refine problem-solving approaches and connect technical outputs with
broader strategic objectives.

This comprehensive approach is transferable to other contexts in which technical and
managerial disciplines overlap. The model can be adopted by institutions for develop-
ing interdisciplinary collaboration and active learning in engineering studies, under-
lining how strongly technical development and market strategy are interconnected.

Reflections and Inspirations for Others

This activity brings out the potential of linking technical and managerial courses to
provide a rich interdisciplinary learning experience. In integrating SP3 and TEMA,
students will be exposed to the full innovation process, from technical prototype de-
velopment through market analysis, mirroring industry practice.

The integration of technical and business perspectives in engineering education pre-
pares students for the complexities of professional practice, equipping them with
skills that are essential in today's rapidly evolving industries. Besides, frameworks
such as PBL (Barrows, 1996; Savery, 2006), Design Thinking (Brown, 2009), and the
Double Diamond Model (Design Council, 2005) provide further valuable structures for
interdisciplinary projects. This activity should inspire educators in course design to
balance technical rigor with market relevance, thus enabling students to address
real-world challenges through innovation and collaboration.
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En simpel metode til facilitering af emnevalg og -af-

greensning i starten af vejledningsforlgbet
Vitus Vestergaard, lektor, Institut for Design, Medier og Uddannelsesvidenskab, SDU

Baggrund

Som vejleder mgder man af og til studerende, som har behov for facilitering af em-
nevalg og -afgreensning i starten af et vejledningsforlgb. | mange frie opgaver og pro-
jekter ligger emnevalget i hgj grad hos den studerende, og til tider bliver det motive-
rede valg af emne ligefrem formuleret som et fagligt kompetencemal. P& medievi-
denskab ved SDU star der fx i mdlbeskrivelsen for bachelorprojektet, at den stude-
rende skal kunne “afgreense og definere et emne for bachelorprojektet”. | malbeskri-
velsen for specialet hedder det tilsvarende, at den studerende skal “kunne styre spe-
cialeprocessen, herunder kunne afgrense og definere et emne for specialet”.
Emnevalg og -afgreensning kan altsd betragtes som en potentielt vejledningskrce-
vende aktivitet, hvor den studerende skal treeffe motiverede valg, ligesom som i valget
af anvendt teori, metode m.m.

Som vejleder pd medievidenskab igennem 16 ar er jeg gdet fra at betragte emnevalget
neesten som et studentergode til at betragte det som en reel, faglig og kreativ udfor-
dring. Der findes mange studerende, som har et godt bud pd emne, problemformule-
ring, teori og metode allerede inden ferste vejledningsmede, men der findes ogsd stu-
derende, som sidder fast i processen med emnevalg og -afgreensning. | flere ar har
jeg anvendt en simpel og effektiv metode til at facilitere denne proces i skriftlige
hjemmmeopgaver, bachelorprojekter, specialer, praktik- og ph.d.-forlgb.

Det gode emne og den gode afgreensning

Studerende kan have forskellige udfordringer i forbindelse med emnevalg og -af-
greensning. En typisk udfordring er, at der findes et veeld af forskellige relevante og
interessante emner. Jeg har ofte madt medievidenskabsstuderende, som overvejer to
ret forskellige emner sdsom “reklamefilm” og "podcasting”. Begge emner ligger helt
inden for den faglige ramme, sd langt hen ad vejen er det smag og behag, om det ene
emne er at foretraekke frem for det andet. Hvis den studerende synes, at flere emner
er lige speendende, ender det nogle gange i handlingslammelse og et gnske om at
vejlederen traeffer valget.

En anden typisk udfordring er, at emner er alt for brede og overordnede. Det er umu-
ligt at vejlede i emnet "reklamefilm”, for drejer det sig om reklamefilmproduktion,
dansk reklamefilmhistorie eller mdske effektmaling af reklamefilm? Det er tre meget
forskellige emner.
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De to udfordringer haenger imidlertid sammen, og hvis den studerende arbejder med
at indsncevre, afgreense og konkretisere emner, bliver det meget lettere at se, hvad
emnerne har at byde pd. Sagt lidt firkantet: Den gode afgraensning bidrager til at
skabe eller synliggere det gode emne.

Metodens teoretiske inspiration

Nar et emne som “reklamefilmproduktion” er mere handterbart end “reklamefilm”,
er det selvfelgelig fordi der er foretaget en indsnaevring og konkretisering. Metoden
sigter dog imod at gd skridtet videre til et emne sdsom "beeredygtig reklamefilmpro-
duktion”. Her blander man to tilsyneladende ubeslaegtede emner, beeredygtighed og
reklamefilmproduktion, og som resultat far man et nyt, mere unikt og forhdbentligt
interessant emne. Denne kombinationsbeveegelse er inspireret af kreativitetsteori, og
den mdske mest beremte udleegning findes hos Arthur Koestler, som kalder sédanne
kombinationer for bisociation (Koestler, 1964). Koestlers udleegning af bisociation kan
ses som forleberen for begrebet conceptual blending i nyere, kognitiv lingvistik (Turner
& Fauconnier 2002). Man finder en analog tanke i konstruktivistisk Iceringsteori, fx i
Piagets beskrivelse af akkomodation, hvor den Ieerende danner nye, reviderede ske-
maer for at integrere idéer, som ikke umiddelbart passer ind i de gamle (Piaget, 1952).
Udover sddanne teorier om blanding og kombination af idéer er metoden ogsd inspi-
reret af teorier om ekstern kognition, altsd anvendelsen af fx grafiske repreesentatio-
ner og visualisering af ellers mentale repreesentationer (Scaife & Rogers, 1996). Den
teoretiske antagelse bag metoden er kort sagt, at bade studerende og vejleder har
lettere ved at overskue og drefte forskellige kombinationer af emner, hvis emnerne
bliver konkretiseret visuelt.

Metodens to bevaegelser

Metoden starter rent praktisk med et stykke papir, hvor der er tegnet en cirkel. Inde i
cirklen skriver den studerende et forslag til et emneord. Det kunne veere en studerende
pd medievidenskab, som gerne vil arbejde med lyd:
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Dette emne er naturligvis alt for bredt, s& der skal arbejdes med emnet. Metoden
rummer to bevaegelser: Kobling og indsncevring.

Den ferste mulighed er at foretage en kobling. S& tegner man en delvist overlappende
cirkel pd papiret, som skal rumme endnu et emneord:

| dette tilfeelde skrev den studerende “film”. S& fra at projektet blot handlede om
“lyd”, handler projektet nu om “lyd i film".

Eksempler pd kobling:

Biodiversitet N Forurening

Religion N Sport

Folketingsvalg 1 Radioavisen

Kunstig Intelligens 1 Videregdende Uddannelse

Vejlederen kan hjeelpe den studerende til at teenke i mulige koblinger ved at stille
spegrgsmal som “med hensyn til hvad?” eller ”i hvilken sammenhaeng?”.

Den anden mulighed er at foretage en indsnaevring. S&@ ger man emneordet i en cirkel
mere specifikt:

LYD
!
LYDEFFEKTER
OG MUSIK

| dette tilfeelde skrev den studerende “lydeffekter og musik”. S& projektet handler ikke
om al slags lyd men specifikt om lydeffekter og musik.
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Eksempler pd indsncevring:

Computerspil > First Person Shooters
Strafferet 5 Straffelovens § 152

Algebra 5 Abstrakt algebra
Infektionssygdomme 5 Luftvejsinfektion

Vejlederen kan hjeelpe den studerende til at teenke i indsnaevring ved at stille spargs-
mal som "hvilken slags...?” eller “er det en bestemt form for...?".

Hvorndr der er tale om en kobling, og hvorndr der er tale om en indsncevring er en
vurderingssag. Man kunne fx have valgt at indsncevre “lyd” til “filmlyd”, men ndr man
har at gere med to ontologisk meget forskellige emneord ("lyd” og “film”) er det of-
test mere oplagt at foretage en kobling. Vejlederen ber dog ikke se det som et pro-
blem, hvis den studerende foretager overraskende koblinger eller indsnaevringer:
dette giver tvaertimod anledning til at drgfte forskellige forstaelser af emnet.

Metoden i anvendelse

Metoden bestdr kort og godt af at tegne og drefte cirkler med emneord, som bliver
hhv. koblet og indsncevret. | princippet kan man tegne sd mange eller sa fa cirkler,
man gnsker, men i praksis har det vist sig, at tre cirkler med et par indsnaevringer i
hver fungerer godt. Dette er et rent heuristisk fund.

Ofte vil to cirkler illustrere en relativt dbenlys kobling, og her giver den tredje cirkel en
mulighed for at eksperimentere med nye koblinger - som regel med markant effekt.
For med tre cirkler ligger projektet i et meget sncevert koblingspunkt inde i midten af
visualiseringen.

'V
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Hvis den studerende er tilfreds med emnerne “lyd” og "film”, kan den studerende nu
eksperimentere, og vejlederen kan stille spgrgsmal og endda deltage i en brainstorm
om emneordet i den tredje cirkel. Det kan resultere i radikalt forskellige bud p& pro-
jekter:

Lyd n Film n Produktion (om lydproduktion til film)

Lyd n Film n David Lynch (om David Lynchs brug af lyd i film)

Lyd n Film N Emotioner (om relationen mellem lyd og emotioner i film)
Lyd n Film n Biografer (om biograflyd)

Lyd n Film n Herehandicap (om tekstning af film el. lignende)

Den studerende skriver blot sine forslag inde i den tredje cirkel, streger ud, retter eller
tager et helt nyt stykke papir efter behov. Nogle gange bliver emneordet i den tredje
cirkel sd interessant, at det giver anledning til at holde fast i dén cirkel og i stedet
eksperimentere med en af de to ferste. S@ kan projektet tage et spring i en helt ny
retning:

Lyd n Film n Biografer
Farver n Film n Biografer
Reklamer n Film n Biografer

Undervejs eller efterfalgende leegger vejlederen op til passende indsnaevring med
spagrgsmdl som “hvilken slags...?” eller "er det en bestemt form for...?".

Hvis den studerende kom frem til, at cirklerne skulle rumme emnekombinationen Lyd
N Film 1 Emotioner, kunne det efter indsnaevring se ud som felgende eksempel:

EMOTIONER

l
FRYGT, ANGST

Den studerende kan mdske indsncevre endnu mere. Maske handler det ikke blot om
"gyserfilm” men “amerikanske gyserfilm fra 1990’erne” eller mdske endda om tre
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konkrete filmtitler. Her ber vejlederen vurdere, om sddanne indsnaevringer er gavnlige
pd det givne tidspunkt i processen, eller om det hellere bgr vente.

| alle tilfeelde kan man nu ga til den sidste del af metoden, som kort sagt handler om
at lcese cirklerne hgjt. Vejlederen kan med fordel bede den studerende pregve at for-
mulere det som et spargsmadl. | ovenstdende eksempel kunne dette fx lyde: “"Hvordan
medvirker lyd i form af musik og skrig i gyserfilm til dannelsen af emotioner sdsom
frygt og afsky?”.

Dette spsrgsmal kan fungere som en indledningsvis problemformulering.

Jeg har ofte oplevet bdde forbavsede og lettede studerende efter sddan en oplaesning.
Den studerende er - med hjcelp fra vejlederen og metoden - gdet fra en situation, hvor
emnevalg og -afgreensning virkede ganske uoverskueligt til en situation, hvor den stu-
derende selv er i stand til at give et fgrste bud pd en problemformulering. Og hele
processen har maske taget et kvarters tid.

Fordi metoden er sa simpel og hurtig betyder det ogsd, at der ber veere plads til, at
den studerende teenker, eksperimenterer og arbejder videre pd egen hand. Pointen
med metoden er netop, at "bordet ikke fanger”, s& det er helt fint, hvis den stude-
rende gdr hjem og laver nye cirkler pd nye papirer og kommer frem til et andet bud
pd emne og indledningsvis problemformulering. Jeg har aldrig oplevet metoden fere
til ny ubeslutsomhed hos den studerende, og hvis det skulle opstd, vil det trods alt
veere ubeslutsomhed om nogle ret udkrystalliserede emner, som vejlederen konkret
kan forholde sig til.

Praktiske tips til vejlederen

e Brug papir, whiteboard eller en tablet med mulighed for at tegne. Et Word-
dokument eller lignende er for besvcerligt at skrive i, og man mangler fleksibi-
liteten til hurtigt at kunne strege over, tegne pile og lignende.

e Start med at tegne enten en cirkel eller tre tomme cirkler, som overlapper.
Cirklerne skal veere store, sd i udgangspunktet bgr der kun vaere én model med
tre cirkler pr. side.

e Sgg en passende balance mellem studenterautonomi og vejlederautoritet. Vej-
lederen kan godt komme med enkelte forslag og idéer til emneord, men meto-
den handler mest om at fd den studerendes egne idéer og interesser formuleret
og visualiseret. Sa vejlederen ber i hajere grad stille spargsmadl.

e Hyvis den studerende ikke er klar til at komme med idéer til emneord, eller hvis
der er darlig tid, kan vejlederen i stedet demonstrere metoden og give den stu-
derende metoden med hjem som opgave.

e Hyvis vejlederen star for gruppevejledning, en specialeforberedende workshop
eller andre gruppeaktiviteter, kan metoden ogsad demonstreres, hvorpd de stu-
derende kan anvende den pd egen hdnd i lokalet eller hjemme.
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e Metoden kan ogsd af og til veere nyttig for studerende, som er godt i gang med
et projekt. Nogle gange ender studerende sé dybt nede i detaljen, at overblikket
mistes. Andre gange cendrer et projekt fokus undervejs. | begge tilfeelde kan
metoden bruges til at komme op i fugleperspektiv og spegrge “hvad handler mit
projekt egentlig om?”.
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Generative Al in Career Counselling and Teaching
Fleur Bernburg, karriere- og employabilitetskonsulent, SDU RIO, SDU

The focus of my short presentation at TAL2024 and this article is to share real life
examples of incorporation of GenAl in student-oriented activities. My hope is to in-
spire colleagues to test the tool for themselves, hopefully aided by my initial experi-
ences and reflections shared here.

Students Struggle to Transfer Their Competences

It is a general challenge for students to identify, communicate, and transfer their
competences in the transitions between student life and work life. This applies all the
way through their studies, e.g. when they look for:

e student jobs and internships (project-oriented courses and in company pro-
jects),

e project collaborations such as master's thesis written in collaboration with a
company,

e and first jobs after graduation.

Me and my career counselling colleagues in SDU RIO know this from our interactions
with students, teachers, companies and other external organizations as well as from
the literature and job market reports (Uddannelses- og Forskningsministeriet 2022;
Ballisager 2023; Ballisager 2024). It is a problem both for the individual and for society
when students have difficulty converting their competences from their studies into
value in the labor market. Therefore, we work to support students in practicing com-
petency transfer throughout their studies (Jensen et al. 2021). We do this in many
ways and at many levels, and our offerings to students are continuously developing.

GenAl can be a powerful tool

Currently, part of this development focuses on how we meaningfully incorporate gen-
erative Al (hereafter: GenAl) into our different student-oriented activities such as
workshops and counselling. We have chosen to do so, because we acknowledge that
when it comes to career development and job search, GenAl can be a powerful tool.
Especially when it comes to translation, communication and transfer of compe-
tences, augmentation of existing tools such as job databases, and boost of student
independence both in counselling and learning situations as well as outside of them.
Thus, we do not work to incorporate GenAl to save our own resources and time. Some-
times, that is also a consequence, but it is not the main goal. The main goal is to
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teach students how to use it to save time and get more out of their career develop-
ment endeavors.

Augmentation, Not Replacement: Examples from Our Career Counsel-
ling and Workshops

This article is based on our work of exploring and testing GenAl in our student-oriented
career services. We have worked with the generic versions of different GenAl’s, pri-
marily Copilot, because this is the officially recommended GenAl at SDU. Our incor-
poration of GenAl into our career development activities for students is not about re-
placing part of our work. It is about supplementing and augmenting what we know
works, both from our own experience and research within the field (Capinding et al.
2025; Gedrimiene et al. 2024; Moran et al. 2024).

In the first example, | go through a guidance situation. Here, | have illustrated the
example by focusing on the counselling activities, including the incorporation of
GenAl, and the output of the various activities. In doing so, | zoom in on the benefits
of each individual prompt and how the GenAl integration is closely coupled with dia-
logue and classic career counselling techniques. The second and third examples are
based on workshops | have conducted for students at SDU. The first workshop was for
biology students in their 4th semester. The second workshop was an open event for
all thesis students at SDU. In the workshop examples | focus on showing how we in-
terweave GenAl with other digital tools, as well as interaction with fellow students
and us, the facilitators.
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1:1 Career Counselling | Competency Clarification and Job Opportunities

This example shows how we typically incorporate GenAl in a career counselling situa-
tion. In the example, the student needs help articulating her competences and finding
a relevant student job.

COUNSELLING OUTPUT OF
ACTIVITIES ACTIVITIES

CONTRACT IN PLACE

The counsellor and student have a talk about
how to spend the time together today as best
possible. The student accepts the counsellor’s
suggestion to use GenAl to explore
competences and explore student job
possibilities.

STUDENT CHALLENGE

The student is studying Comparative
Literature. She has a hard time seeing
what competences she is developing
through her studies, and would also like to
find a relevant student job, but she's
unsure of what that could be.

@

STUDENT PROMPT TO GENAI COMPETENCES FROM GENAI

“l study Comparative Literature at the “1) Critical analysis: You develop this when

University of Southern Denmark. Can you 0\9 I) examining texts across different literary
help me with a list of 10 competences | traditions, learning to identify patterns,
develop through my studies? Please make themes, and underlying meanings.

a short explanation of where and how | 2) Croos-cultural understanding ...
develop each of the competences.” B ene

TANGIBLE EVIDENCE

Guided by the counsellor, the student makes
an experiential integration and personal
contextualization of the generic list of
competences generated by the Al. The
abstract list thus becomes tangible evidence
of her capabilities.

RELATING COMPETENCES

For each competence, the counsellor asks
the student if she can recognize the
competence from her own life. If she can,
counsellor asks her to give an example of a
situation, where she has trained or
demonstrated the competence.

STUDENT JOBS FROM GENAI

“1) University Library Assistant: Your research
skills and knowledge of literature would be

STUDENT PROMPT TO GENAI

“l would like to get a student relevant job.
Give me a list of 10 examples of student

jobs, where the competences from my assets when helping students locate materials
study would be appreciated. For each and navigate resources.

suggestion, please describe which of the 2) Writing Center Tutor ...

competences that are most relevant.” 59)

RELEVANT POSSIBILITIES

Together with the counsellor, the student map
which of the student job suggestions are
actually relevant possibilities. Thus she creates

RELATING STUDENT JOBS

The counsellor asks the student if any of
the student jobs catch her eye and
interest. If relevant, they turn back to the
GenAl to get more information on the
different kinds of jobs, e.g. typical work
tasks and responsibilities.

a list of possible student jobs that correlates
both with her study competences and her
interests.

@

MAPPING OPPORTUNITIES A CLEAR NEXT STEP

The counsellor shows the student relevant %/B The student’s two key take aways:

job banks and how to search effectively for & 1) Knowledge of how to utilize relevant tools
the kind of student jobs she finds such as GAl and job banks to spot her own
interesting. competences and job opportunities.

They talk about what the student believes 3) A plan for what to do next.

is the next best step.
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Workshop | Study Competences in a Job Context | Biology Students

This example shows how | have integrated GenAl in a two-hour workshop for Biology
students at their 4" semester. In the example, we utilize GenAl to translate work tasks
to competences and competences to value. The exercise excerpt unfolds part of the
workshop activities, not all of them.

WORKSHOP EXERCISE
ELEMENTS EXCERPT

WORKSHOP TOPICS

» Exploration of what jobs alumni from
Biology at SDU obtain after graduation.

FACILITATOR PRESENTS

The facilitator demonstrates how to conduct

Bl

an alumni search on LinkedIn.
« Reflection on the connection between

competences, work tasks and value.

+ Exploration of opportunities for job-

oriented competence development during EXERC'SE AT LINKED'N

studies, The students find alumni on Linkedln who

have studied Biology at SDU. They note the
tasks that people describe they do as part of

—o0

their jobs as employed biologists. They write
WORKSHOP ACTIVITIES them down on post-its and place them on the
Presentation by the facilitator. blackboard.

Ongoing plenary discussions and

.

summaries of exercises.

LinkedIn exercise with subsequent plenary
discussion. PLENARY DISCUSSION
GenAl exercises with subsequent
discussions with a fellow student.

Together with the facilitator the students
assess the tasks they have found on various

LinkedIn profiles. They choose 1 of the tasks
from the blackboard, e.g. “Assessment of

protected species, habitats, and water areas”.

HAN DOUT They explore the task with GenAl.
» The presentation.
= File with:
o Prompts for GenAl
o Links for LinkedIn and Copilot STUDENT PROMPT TO GENAI

“| study Biology at SDU. What competences

do | practice and develop, when | do the

~
(O
O

following task: assessment of protected
species, habitats, and water areas?”

STUDENT DISCUSSIONS

The students discuss in pairs where in their
studies they already practice the competences
n that GenAl listed. They choose 1 of the
h competences the GenAl suggested, e.g.

“collaboration”. They explore the chosen
competence further with GenAl.

STUDENT PROMPT TO GENAI

“l study Biology. How is it valuable for an
employer that | am good at collaboration?”

STUDENT DISCUSSIONS

The students discuss in pairs how they create
value with the chosen competence, e.g.
h “collaboration,” in their studies and in other

contexts - for example, volunteer work or
student jobs.
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Workshop | Utilizing the Thesis in the Job Search Process | Master Students

This example shows how | have integrated GenAl in a two-hour workshop open for all
master students at SDU. In the example, we utilize GenAl to identify relevant key-
words for the database Infomedia. The exercise excerpt unfolds part of the workshop

activities, not all of them.

WORKSHOP
ELEMENTS

WORKSHOP TOPICS

Reflection on the thesis's relevance.

Analysis of the thesis's relevance.
Network oriented communication of the
thesis.

Targeted communication of the thesis in
the CV.

How to utilize different data bases and
GenAl in relation to the above mentioned
themes.

WORKSHOP ACTIVITIES

Presentation by the facilitator.
Ongoing plenary discussions and summaries

of exercises.
Brainstorming exercise including
supplementary exercises in GenAl and

Job bank exercise including supplementary
exercises in GenAl.

Database exercises (Infomedia and Navne &
Numre Erhverv) including supplementary

exercises in GenAl.

subsequent discussion with a fellow student.

HANDOUT
+ The presentation
» File with:
o Prompts for GenAl.

o Examples of GenAl generated content
for the CV.

o Links for relevant databases and Copilot.

EXERCISE
EXCERPT

FACILITATOR PRESENTS

The facilitator gives a brief presentation about
the opportunities to communicate one's thesis
in various contexts. For example, by offering
presentations about the entire thesis or parts
of it at libraries, in associations, orin
companies/organizations that could be
potential employers. Then, the facilitator
introduces an exercise with GenAl and
Infomedia, that can help the students identify
how their thesis relates to relevant and
current trends.

STUDENT PROMPT TO GENAI

“I would like to investigate whether parts of
what I'm writing my thesis about have been
discussed in newspapers and magazines. I'm
writing my thesis about [insert topic] with the
following problem statement [insert problem
statement]. | need to do a search in
Infomedia, which is a database of all Danish
newspapers and magazines. Do you have
suggestions for keywords | can search for?”

SEARCH ON INFOMEDIA

The students conduct a search in Infomedia
with the keywords they received from their
GenAl.

PLENARY DISCUSSION

The facilitator leads a joint summary, where
the students share what they gained from the
exercise, and what they think about using
GenAl and Infomedia in this way.

PROMPT EXAMPLES FORM HANDOUT

EXTRACTION OF
COMPETENCES

“l am studying [insert program] and have
written a thesis about [insert topic]. | would
like to actively use it in my job search -
meaning | want to be able to use what I've
written about in a future job. Can you help me
with ideas for industries and organizations in
Denmark that | could look more closely at?
Below you have a description of my thesis.
[insert abstract from the thesis].”

COMPETENCE TRANSFER
AND ALTERNATIVE JOBS

"l would also like to see if there are any
fundamental transferable skills hidden in my
thesis that could become selling points for
industries and organizations that have nothing
to do with [insert thesis topic]. First, give me a
list of transferable skills, then a list of possible
industries and types of organizations | could
advantageously apply to based on these skills.”
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Advantages and Pitfalls of the Integration of GenAl in Career Counsel-
ling and Teaching

Through my testing of GenAl in various career-oriented activities for students, | have
spotted many advantages as well as pitfalls when it comes to the integration of GenAl
in career counselling and teaching. These are for the most part present in both coun-
selling and workshop situations, and so | have accumulated and listed them collec-
tively for both below here.

The Quick Overview

| have outlined the advantages and pitfalls under five topics. Additionally, | have high-
lighted when it is generally advantageous to incorporate GenAl and when it should be
done cautiously.

Knowledge and Information Processing
e Advantage: Expanding beyond counselor's knowledge limitations, providing in-
formation, inspiration and new perspectives.
e Pitfall: Removing productive friction that challenges assumptions, missing the
critical human element.

Competence Translation
e Advantage: Spotting connections between curriculum, competences, jobs,
tasks and value and translating competences between them.
e Pitfall: Potential superficial understanding of competence transfer, bypassing
the deep learning process that lies within the translation process.

Student Independence and Agency
e Advantage: Supporting the students’ independent work with identifying com-
petences and relevant job possibilities both during and after a counselling ses-
sion or workshop as they have full accessibility for continued exploration.
e Pitfall: Risk of the "blind leading the blind" phenomenon with poor-quality con-
tent from the GenAl and uncritical, naive acceptance from the student.

Tool Integration and Methodology
e Advantage: Enhancing the use of other digital tools in career development and
job search by boosting the use of them.
e Pitfall: Effectively leveraging GenAl for career development and job seach re-
quires foundational understanding of these areas as well as knowledge of what
other digital tools are available and how to use them.
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Output Convenience
e Advantage: Delivering quick, tailored outputs that offer students intuitive ex-
amples and guidance in unfamiliar areas.
e Pitfall: Risk of using GenAl as a one-stop solution rather than as part of a
blended approach.

When to Use GenAl?
Scenarios where GenAl offers significant advantages:

e Knowledge expansion scenarios
e Time-saving applications
e Student empowerment opportunities

When to Exercise Caution?
Scenarios where facilitation by a counsellor or other competent staff is of great im-
portance:

e Deep learning requirements
¢ Need for challenging assumptions
e Complex competency transfer situations

Moreover, the general pitfalls of using GenAl also apply here, and therefore the coun-
selor/facilitator must be aware of and draw students' attention to:

e Think carefully before uploading information to a GenAl
e That the output is only as good as the input provided

e GenAl is challenged by hidden biases

e GenAl does not always provide correct answers

An elaboration on the greatest advantages

GenAl helps students draw connections between curriculum, competences, jobs,
tasks, and value, making it easier and faster to translate academic learning into prac-
tical experiences — and thereby to spot and communicate the value they can contrib-
ute with in a job. Within this field, that is the first truly great GenAl advantage. The
second is the way GenAl can augment other digital tools, helping the students to
achieve better results faster. That is why both uses of GenAl are present in all three
examples. The third advantage is the empowerment of independence in students’
work with career development.
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Empowering Student Independence
Our career development approach prioritizes students developing their own insights
rather than receiving ready-made answers because:

It creates personalized solutions that reflect each student's unique strengths and in-
terests, even within the same field of study

It builds essential career management skills for both present and future needs
(Hirschi 2012)

In today's rapidly changing job market, students must learn the ongoing process of
competence transfer, not just a one-time application (McGowan 2020; World Eco-
nomic Forum 2025)

GenAl enhances student independence in self-discovery by simplifying career devel-
opment tasks and allowing counselors to focus on facilitation rather than information
provision. As demonstrated in all three examples, GenAl empowers students to inde-
pendently identify competencies and job opportunities more efficiently. Coupled with
the user-friendly nature of GenAl, it elevates the chances of students continuing the
exercises introduced in a counselling session or workshop.

An Elaboration on the Greatest Pitfalls

GenAl fundamentally responds with the most prevalent content, which often includes
poor-quality career materials such as generic job applications and CV'’s. Therefore, it
takes a certain experience within career development and job search to get GenAl to
create quality content. Students, being inexperienced within this field, face signifi-
cant challenges in all crucial steps, and they fall prey to poor outputs as the result of:

e ineffective prompting,
e not knowing what source materials to select
e and not knowing what criteria to use in the assessment of the outputs.

The risk is that GenAl can blind students with impressive, quick results that superfi-
cially appear professional. Moreover, to guard against misinformation and transform
GenAl's output into something actionable in the real world, you must combine it with
other digital tools and human interaction - the trick is knowing what to combine it
with, and students generally lack this knowledge.

Why Are You Asking That? Said No GenAl Ever

Traditional career counselling involves challenging students' assumptions and creat-
ing productive friction in dialogue (Hirschi 2020, Milot-Lapointe et al. 2023). GenAl
lacks this nuanced approach, as it uncritically answers questions and removes the
discomfort of the friction that follows disagreements and friction in human interac-
tion.
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The student can, of course, prompt the GenAl to challenge his or her perspectives -
but the problem with assumptions and prejudices is that we are often unaware that
they are in play. So how should the student know to do so? On top of that, being
challenged and met with friction can be hard and result in giving up on the topic.
Shutting down a GenAl tab on the computer is much easier than leaving a counselling
session with a real person.

GenAl Should Not Replace Experience and Networks

From studies on job searching and career development, we know that networks are a
crucial component of career development, both when searching for and working in a
job (Ballisager 2023; Ballisager 2024; Hirschi 2012). The same applies to gaining expe-
rience in applying competences in new contexts, such as using study-acquired skills
in practice through a student job or internship (Jensen et al. 2021; Matthiessen 2017;
Wabhlgren et al. 2012).

The danger is that students suffering from anxiety about networking will replace hu-
man interaction with GenAl. E.g. getting GenAl to give feedback on a job application
instead of a career counsellor or a representative from a relevant company (Moran et
al. 2024, 110). It is not a problem when a student uses GenAl for feedback - it becomes
a problem when it replaces experience and networking instead of enabling it.

Does It Really Help with Competency Transfer or Is It Actually Doing the Student a
Disservice?

GenAl presents a potential disservice by solving tasks that would typically require sig-
nificant student effort. While it can help students articulate competences and spot
job opportunities, it may prevent deep understanding of the translation of compe-
tences across contexts.

Imagine a student uses GenAl to write a student job application. GenAl suggests that
the student can use communication competences built through their studies to solve
written communication tasks in the company. But would the student ...

e understand why and how this competence is valuable in a context different
from where it was originally developed?

e be able to answer reasonably if the company asks about this in a job interview?

e be able to activate their competences in the task solving?

The pragmatic answer to these questions is, that it depends on how reflected the stu-
dent has been in the process of writing the application together with the GenAl - and
thereby also on how we teach them to use GenAl in the work with career development
and job search.
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The importance of being mindful of this pitfall is supported in current research. Sim-
ilar concerns are for example raised in the 2024 article "Artificial Intelligence (Al)-
Enhanced Learning Analytics (LA) for Supporting Career Decisions: Advantages and
Challenges from User Perspective". They conclude that a problematic aspect of the
software they tested is that it hides parts of the translation process from the user
(students provide the tool with information about themselves, which it then uses to
suggest programs), which might interfere with “[...] the purpose of users understand-
ing and learning how to make career decisions — one of the key goals of using career
decision-making models in career guidance.” (Gedrimiene et al. 2024, 316).

Concerns are also raised in the 2025 article "Transformative Pedagogy in The Digital
Age: Unraveling the Impact of Artificial Intelligence on Higher Education Students”,
where the authors suggest, that even though students are overall positive towards
using GenAl in career, it should be used with caution and a special attention to main-
taining the students’ learning and active engagement with their own experiences,
competences and job requirements (Capinding et al. 2025, 644).

Conclusion

To guard against the above-mentioned disadvantages and pitfalls, and to strengthen
the advantages in using GenAl, we have set up some principles for how we work with
it in our department.

We incorporate GenAl activities:
e not as areplacement for experiences and network,
e but as a warmup activity or steppingstone towards actions in real life,
e always coupled with other activities and resources,
e and thoroughly facilitated and framed by you.

If these principles are enforced, it is our experience that we can strengthen the sup-
port of students' work to identify, communicate, transfer and convert their compe-
tences in the transitions between student life and work life both during their studies
and up to their graduation.

How can you use GenAl in your own counselling or teaching?

| hope that you have found this article inspiring even though you might work with
students in a different context from mine. In my (maybe naive?) opinion, | believe
anyone working with students in counselling and learning situations might consider
incorporating GenAl. Here are two suggestions for how you use this article as inspira-
tion for your own work.
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e If you are a lecturer: Consider if you can introduce small career development
activities with GenAl exercises into your course. This could be simple exercises,
where the students use GenAl to translate curriculum and experience from your
course into competences, work tasks and value at the job market - or use it to
see what kind of student jobs lets them develop the competences from your
course further.

e If you are a counsellor: Consider how GenAl can be helpful for the student or
potential student within the topic you are counselling on. How could they use
it on their own - and how can you introduce them to using it in a counselling
session?
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What is MegaStrat?

MegaStrat stands for Making Megatrends Applicable for Individual Opportunity Fore-
casts and Strategic Development. It is an Erasmus+ funded project with the goal of
enabling strategic foresight and innovation professionals, particularly those in high-
tech Small to Medium-sized Enterprises (SMEs), to effectively facilitate the develop-
ment of innovation and long-term opportunity foresight (LTOF) for the far future (10-
20 years ahead). This has been achieved through the development of a fully asynchro-
nous online self-learning course which teaches essential knowledge, skills, and com-
petencies.

The course was developed based on the needs of SME managers and identified success
factors (see Wolf et al., 2024). The consortium consisted of three pairs, each including
a member of a Higher Education (HEI) and a member of a Vocational Education and
Training (VET) Institution. Each of the pairs being formed in Denmark, Germany, and
Spain. This allowed the consortium to access knowledge created in both the academic
and professional fields. Through co-creation workshops with professionals in all three
partner countries, the consortium gained insights into what tools could best empower
SMEs and their requirements for the contents of the course. These insights were gath-
ered at a consortium workshop in Copenhagen, resulting in a curriculum fitting the
needs of SME managers and innovation professionals (Appendix A).

The developed course is, furthermore, intended to serve as an educational resource
for innovation hubs, VETs, and HEIs to educate both current and future strategists on
LTOFs for strategic decision-making.

The MegaStrat Course
The consortium identified that engaging in a self-determined learning pace was one
of the most important needs for the course content to be adopted by the target
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groups. The course was, therefore, developed to be a fully asynchronous online self-
learning experience. To accommodate the different needs of SME managers, the con-
sortium adopted two different approaches to the course material. The learners can
approach the material in a linear successive progression for foundational knowledge,
or by accessing material of interest, building knowledge in areas where they are lack-
ing. The course additionally allows for revisitation of all material, enabling enhanced
retention of the content.

The course is built around several key components: theory, inspiration through real-
life examples, tools, resources and references, and implementation guides such as
the Train-the-Trainer manual. It consists of four modules with the following course

content:

Table 1 Module overview and active learning activities

resource allocation.

Module Course Content Active Learning Activities
This module consists of the fundamental | Learners are tasked to reflect on how
concepts of LTOF and its related applica- | they would initiate planning for the fu-
1- Future tions. Additi'onqlly, the module describes | turein the. specific case of the European
Literacy short-, medium-, and long-term per- transport industry. The task is completely
spectives and how organisations apply- voluntary and self-regulated.
ing LTOF principles successfully are char-
acterised.
Module 2 introduces different foresight Learners are asked to consider which
approaches, providing a basis for how foresight methods they might consider
and when each method should be ap- utilising in three proposed fictional sce-
2_F plied. Furthermore, the learner will gain narios. In the final module video, learners
- Future . .
Potenti- know'ledge of the benefits of aPpIylng are d'sked to pause and reflect after each
als foresight methods and evaluating task is presented. The three presenters
emerging technologies. then shared the methods they would
choose and explained their reasoning, al-
lowing learners to compare and reflect
on their own thought process.
Scenario creation is essential to develop- | Learners are provided with questions to
ing LTOF skills. Therefore, Module 3 con- | use and reflect on when constructing
sists of an in-depth look at scenario con- | their own scenarios. These are self-regu-
3 -Cre- struction, providing the learner with the lated tasks and intended to be used
ate Good | necessary skills to make coherent fore- every time a new scenario is needed.
Scenarios | sight scenarios based on identified
trends. Additionally, the learner will ac-
quire knowledge on how to apply scenar-
ios in a real-life setting.
Module 4 pertains to the integration of Learners are tasked with applying the
LTOF principles in alignment with organi- | curriculum theory to a real-world sce-
4 - Derive | sational goals and strategic planning, nario relevant to their organisation or in-
Strategic | detailing how LTOF principles can be dustry. Furthermore, they are asked to
Options used to inform innovation strategy and develop a strategy to address a specific

foresight scenario in their organisation.
These two tasks are self-regulated.
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Active Learning Online

Inherently, turning an online asynchronous learning experience into active learning
presents a few hurdles. To make the content applicable, engaging and interesting,
active learning elements were incorporated into the presentation of the curriculum
as can be seen in Table 1.

To further encourage active reflection on the material, learners are prompted to ac-
tively reflect on the material throughout the course. The course has the learners nav-
igate through the course by clicking interactive elements, they choose their own path
of learning. The intention of this implementation is for the learners to be more actively
engaged with the content, rather than having them follow a strict linear pathway.

One may question whether participants will adhere to the course instructions, but as
the course is entirely voluntary, it is assumed plausible that the learners would actively
engage with the content and exercises to maximise their learning outcomes.

Feedback From Users

To gauge the effectiveness of the MegaStrat course and to identify areas of improve-
ment, an extensive pilot testing phase was utilised. Consisting of a survey with 87
participants and informal interviews and events with the target groups and stake-
holders. The effectiveness of the MegaStrat course was evaluated by participants
grading their answer to the question “to what extent has the MegaStrat training pro-
gram contributed to improving your skills and competences for the application of
long-term strategic foresight” on a 10-point scale (10 being best). With an average
result of 8/10, the course is deemed to have successfully taught participants about
the use of LTOF. Additional feedback from participants indicated that interactive
parts of the course were appreciated, and that more elements of this sort may be
considered. The plethora of examples used in the course were found to make partici-
pants connect better with the course material, making it easier to relate the theory
to their specific needs.

Multiple participants emphasised that the course could benefit from a more graphical
approach and more videos, to reduce the number of text-heavy modules. Another
result of the pilot tests was the need for more material supporting the integration of
the MegaStrat curriculum into the teaching of LTOF principles in both HEls and VETs.
The piloting phase concluded before the aforementioned implementation guides had
been finished, but with the produced material, it is expected that the need will be
sufficiently covered. Further testing of implementation guides remains relevant.
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Reflections

The MegaStrat project has presented a myriad of learning opportunities, the biggest
hurdle of which was found to be the difficulty of creating an active learning experi-
ence online. This hindrance was alleviated by incorporating tasks for the learner in
relation to the specific module to keep them engaged with the content (see Table 1).
An example of a task which was found to benefit learners in the MegaStrat course
was the use of cases, encouraging learners to apply theory to specific scenarios.

From the feedback gathered, it can be concluded that MegaStrat should have had
more interactive elements, videos, and graphical representations of information. Fur-
thermore, the participants had differing opinions on the visuals and navigability of
the website, highlighting its importance.

An element that might have improved the interactivity of the MegaStrat website is
quizzes with automated feedback. In the feedback, some participants indicated a
wish to test themselves on the material presented. They argued that this would im-
prove their confidence, since they would be certain they had gained the necessary
knowledge. Another idea that the consortium had was implementing a sharing space
for the learners’ solutions to the tasks presented in the modules, thereby minimising
the reliance on self-regulated tasks. This could have further enhanced the learning
outcomes by allowing learners to review others' answers and reflect on their own in
the context of others’ answers. However, due to resource constraints and the target
groups’ culture, this was never implemented.

Having the two approaches and the asynchronous nature of the course was highly
appreciated by the target groups. The accommodation of the different learning paths
in the online course could become an integral part of life-long learning in the future
and be transferable to other teaching contexts, particularly in Higher Education vo-
cational training courses. The approach of MegaStrat might help identify effective
teaching formats that Danish universities can offer after the master reform.
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Appendix A. The poster for the MegaStrat presentation at TAL 2024

e~

Project no: 2022_1-DE02-KA220-VET-000089366

MEGASTRAT

Making Megatrends Applicable for Individual Opportunity Forecasts and Strategic Development

What is MegaStrat?

Main target group: Small to Medium Enterprises (SMEs) in the
mobility and production industry.

Secondary target group: Current and future strategic foresight
and innovation professionals.

Objective: Help the target groups capitalize on individual
opportunities megatrends offer by translating futurologic high-
level trends into long-term strategies and actions for
competitive advantages for a future more than 10-20 years
ahead.

The Consortium

The consortium was created to draw on experiences from
both Higher Education and Vocational Education and Training
Institutions to better identify and accommodate the needs of
SME and i ght and innovation
professionals.

Through co-creation, the consortium created a curriculum to
suit these needs and teach SME managers and innovation
professionals to cease the future. The MegaStrat Online
Course aims to provide them with the essential knowledge,
skills, and competencies to effectively facilitate the
development of innovation and long-term opportunity

Output: A fully online and asy self- g exp
on long-term opportunity forecast (LTOF) development.

oo PR R

foresight (LTOF).

The Developed Course

Linear

Allows for revisiting

terial, enhanch Afully online and
retention and deepening
understanding.

Spiral

LTI o) One may choase the linear
|n-niuln-“?:..:mmi-l..I e ety
_l"".' mdlu'li l.I _I approach, following a spiral

Trainer manual. :

Find the MegaStrat Website at www.megastrat.eu

We are currently pilot-testing the online course and would love your feedback:
B e
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Collaborating on Taking Notes.
Takeaways from two experiments with collaborative
note-taking during a first-semester BA course

Mia Hej Mathiasson, Assistant Professor, Department of Design, Media, and Educa-
tional Science, SDU

1. Introduction

For many, notetaking might be considered an individual and somewhat hidden part
of the learning process. In this paper, | argue for casting light on note-taking prac-
tices in class and making students collaborate on them to increase consciousness
and reflexiveness around this part of academic study practice, increase collabora-
tion and, ultimately, student learning. For this, | used “collaborative note-taking”
(CNT). CNT is “a pedagogical technique that asks students to rotate note-taking re-
sponsibilities during class meetings in a shared document” (Harbin, 2020, p. 214). By
placing the primary responsibility for knowledge creation and sharing among the
students, CNT is a rather radical cooperative learning activity that requires active
student participation, openness, trust and a willingness to share. In this report, | will
share my experiences from experimenting with CNT activities.

2. Setting

The experiments presented here took place in the spring of 2023 and were part of my
Lecture Training Programme (LTP) Development Project at SDU. The course is called
Biblioteket som videns- og kulturinstitution (H800006201), a first-semester course
on the BA education in Library Science, IT and Communication at SDU Kolding, with
25 registered students. The course is valued at 10 ECTS and is based on individual
preparation and classroom teaching, and active learning activities such as group
work, student presentations and discussions play a key role in supporting the
course's learning goals and examination format.

3. The pedagogical challenge

Starting university can be an overwhelming transition (Harbin, 2020), both for stu-
dents and teachers. As a new teacher at SDU doing the LTP, | sympathized with the
first-year students. | wanted the students to learn not only about the course's sub-
ject matter but also about how to be a student and part of an active learning com-
munity at the university. To support the course description and exam form, | wanted
to strengthen the social relations in the class while introducing the students to aca-
demic practices. Therefore, | looked to methods of cooperative learning, inspired by
Johnson, Johnson & Smith (2014) and Slavin (1996; 2014), explicitly focussing on a
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high degree of collaboration and group work, both ad-hoc, formalised, and binding
(Johnson, Johnson & Smith, 2014) (see also Gillies, 2003; Barkley, Major & Cross,
2014). By viewing the classroom as “a community of peers” (Tinto, 1997), coopera-
tive learning promotes socialization (Gillies, 2003) and opportunities for students to
familiarize themselves with the academic work culture. Above all, | wanted to genu-
inely cooperate with students on knowledge creation and share responsibility for in-
class activities. This ambition led me to experiment with CNT activities, which can
encourage students to view each other as resources in their learning process, in-
creasing student collaboration and a higher level of understanding (Costley &
Fanguy, 2021), potentially fostering “a more democratic and inclusive classroom cli-
mate” (Harbin, 2020, 215).

4. Aim

The overall Learning Goal of the LTP Development Project was, through CNT activi-
ties, to facilitate cooperative learning and introduce the students to academic life
by taking responsibility for their learning and that of their peers. As a preparation
for the oral exam, where we encourage students to form groups, the learning goals
for the CNT activities were designed to engage students in the course material, ex-
plicitly addressing the skills related to analyzing and discussing course topics. The
project aimed to experiment with and reflect on the effect of incorporating CNT ac-
tivities in class by answering the following questions:

e How can CNT be incorporated into in-class activities supporting the course
learning goals?

e How are the CNT activities experienced from the point of view of the students
and the teacher?

e What are the potential benefits and barriers of CNT activities identified in
these experiments?

In this paper, | report on the results of two experiments with CNT activities, reflect
on what we can learn from them and suggest possible solutions to the barriers iden-
tified.

5. The initiatives

The planned initiatives incorporate CNT into in-class activities to engage the stu-
dents in active group collaboration around course material. The intention was to
make the students’ independent study between classes an integral part of the in-
class activities, making their work visible. Therefore, both experiments were de-
signed as group work around texts on a central theme and handouts with questions
about those texts. During both experiments, | took on the role of facilitator, orches-
trating the activity and keeping time (Schwarz, 2017). The table below (Table 1)
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describes each experiment's design, including its content and scope, the use of e-

learning tools, duration, and group formation.

Experiment 1 Experiment 2
Group work with questions related to | Group work with questions for three
Content a book chapter that the studen.ts had | individual texts, all journal a.rticles, i.n-
and been asked to read as preparation. stead of one longer text, as in experi-
The groups were given a handout with | ment 1. | prepared a handout for each
scope ' . . . . .
four identical questions and assigned | text with open and closed questions.
one question to start with.
The use | In jtslearning, | prepared a page for In itslearning, | prepared individual
of e- each question where students could pages for each group to write notes.
learning | write notes.
tools
The activity was structured in three The activity was structured in three
rounds: 30 minutes for working with rounds: 30 minutes for the first set of
Dura- the questions, 30 minutes for writing questions, including writing notes; 30
tion notes on the different questions in a minutes to discuss and write notes on
rotation system, and 20 minutes for the second set of questions; and 20
the reporting-out process. minutes for the reporting-out process.
Group Thirteen students were present. Four Eleven students were present. The
for- groups of 3-4 students were formed groups were made based on students’
mation | randomly. choice of text.

Table 1. The design of the two CNT experiments.

6. Results and evaluation

In the following, | will reflect on and evaluate the two CNT activities, considering the
focal areas presage, what students and teachers bring into the teaching situation,
process, factors in the teaching situation, and product, the learning acquired by
students and teachers (Sglberg, 2015, 423-426). To evaluate the students' engage-
ment and experiences from the two experiments, | built on qualitative data consist-
ing of collective feedback from the students after the two experiments and informal
conversations with the students during and after the sessions. The experiments were
evaluated orally amongst the students during and immediately after the experi-
ments. The teacher's perspective is based on my immediate experiences and hind-
sight reflections on the experiments. The results of the evaluation are presented in
Table 2, structured according to the student’s perspective, the teacher’s perspective,
and the overall assessment.

Experiment 1
Presage: The first experiment was arranged as group work, with questions related to
a longer text that the students had been asked to read as preparation. In hindsight,
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these questions were perhaps too broad. A page for each question was set up in
itslearning, the e-learning tool used at SDU, for the students to write and share
notes.

Process: The groups were put together randomly, resulting in an uneven level of
preparation in advance. The groups were given a handout with four identical ques-
tions. Then, each group was assigned one out of four questions to begin with. The
intention was to do rotation rounds until all groups had been through all the ques-
tions and added to the notes for each question; however, as half of the students
came unprepared, the group work slowed down, and most of the groups were only
working with one of the four questions. This caused frustration among all students,
both the ones who had read the text and those who had not, as they felt irritation
and a bad conscience for slowing down their classmates. This was the students’ ac-
count, as shared with the class in the verbal evaluation after the experiment. The
groups that collaborated well were those where the students were equally prepared
and/or motivated. From the teacher's perspective, the situation was unfulfilling and
a bit stressful, as | could see and feel the frustration among the students. Also, the
time for the group work was insufficient, as several students were reading alone in-
stead of working together.

Product: The outcome was diverse notes with a varying degree of completeness.
These notes were not, as intended, a result of collective effort and, therefore, lacked
the quality check and validation by peers. Although | was taking the role of facilita-
tor in the background, in the reporting out process, | answered the questions by
combining the notes as a form of quality assessment, where | tried to raise the level
of completeness of the shared notes. The intended effect of the shared notes func-
tioning as a motivation by promoting a view amongst the students of each other as
resources in their learning process was not fully achieved. However, the activity gave
the students insight into the importance of preparation and the level of interde-
pendence among them.

Experiment 2

Presage: The second attempt was designed differently and with less dependence on
student preparation. For this attempt, | decided that the students should work with
one of three texts, which comprised the course material for the day. | prepared a
handout with open questions for each text, focusing on a specific analytical model
and a practical exercise to test the model. Also, | prepared individual pages in
itslearning for each group.

Process: In class, the students had the autonomy to decide which text they wanted
to work with; the only criterion was that all texts should be covered, as they each
presented an analytical model. The texts were all picked, and the groups were con-
structed around the text of choice. The groups were then given a handout with three
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questions for the chosen text and assigned an individual itslearning page for their
notes. This time, the students were more equally prepared, and they generally
seemed to enjoy working in groups. The concentration and discussion level were
higher, and we stayed on time. Also, the engagement was higher in the reporting-
out process and the following discussion. In the subsequent verbal evaluation, the
students expressed contentment with the results, as they had time and felt confi-
dent working with the text they chose. This time, my role as a teacher was more in
the background, as | did not need to raise the level of the result in the end. Instead, |
engaged in group discussions and afterward during the plenum discussion.

Product: Compared to experiment 1, the shared notes were more detailed and thus
more helpful to others. The downside of this method is that the students do not ro-

tate between the questions and only get to work with one text and model.

Experiment 1 Experiment 2
Stu- Uneven preparation levels and ran- The students enjoyed working in
dent'’s dom grouping caused discomfort and | groups, as they were now equally pre-
perspec- | irritation, leading to a lack of collabo- | pared. This resulted in higher concen-
tive ration and incomplete notes. tration and more detailed and com-
plete notes.
Teacher’s | By combining the notes and raising This time, my role as a teacher was
perspec- | the level of knowledge and under- more in the background, as | did not
tive standing, | took on a much more cen- | need to raise the level of the result in
tral role than intended by adding to the end. Instead, | engaged in the dis-
and partly answering the questions. cussions both in the groups and after-
ward.
Overall The collaboration around notetaking The concentration and engagement
evalua- failed, as the notes were created by levels during group work were higher,
tion one group each. Also, the intention and, in comparison to experiment 1,
that CNT would motivate the students | the outcome was detailed and helpful
by stimulating their view of each to others. Also, the engagement was
other as resources in their learning higher in the “reporting-out process”
process was not realized. However, and the following discussion.
the exercise stressed the importance
of preparation and the level of inter-
dependence among students.

Table 2. The results of the evaluation of the two experiments.

7. Reflections
In the following, | reflect on the potential benefits of CNT activities. | will report on
the barriers encountered during the experiments and point to possible solutions.
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Potential benefits of CNT activities

From experimenting with CNT activities, | address the potential benefits ascribed to
CNT and reflect on my experiences of incorporating CNT activities in class. Moreo-
ver, by placing the primary responsibility for knowledge creation and knowledge
sharing among the students, collaborative notetaking might foster “a more demo-
cratic and inclusive classroom climate” (Harbin, 2020, p. 215). Ideally, this would
mean the teacher takes on a more peripheral role, which has not been fully realized
in these two experiments. However, | argue that experimenting with CNT activities
helps obtain a sense of ownership and active participation among the students as it
encourages students to view each other as a resource in their learning process (Har-
bin, 2020). CNT activities allow first-year students to familiarize themselves with the
academic work culture (Costley & Fanguy, 2021). Incorporating CNT activities in
class is a great way to introduce and experiment with different types of notetaking
practices, which are a central part of academic work culture, potentially improving
independent learning (Hockings et al., 2018). Moreover, CNT activities are a great
way to increase peer collaboration and might lead to a higher level of understand-
ing, especially for more experienced students (Costley & Fanguy, 2021). For teach-
ers, CNT is helpful as a timesaving means of checking in on students’ comprehen-
sion (Harbin, 2020). In this case, the CNT activities helped me quickly gauge stu-
dents' understanding of the texts and central concepts and, unintentionally, al-
lowed me to check in on students’ level of preparation.

Barriers to CNT activities

During the two experiments, | identified three main barriers: a lack of student prep-
aration in advance, the individual laptop use of students, and the use of itslearning
in CNT activities. In the following, | will describe these barriers in more detail and
point to possible solutions.

Barrier 1: Lack of student preparation in advance: In experiment 1, almost half of the
class had not read the text in advance and, therefore, had trouble engaging with
the questions and the discussions with the group members. This slowed down the
group work, as several students had to read the text in class, and the students who
were, in fact, prepared found this frustrating and hindering to their work. Possible
solutions to barrier 1 include scaffolding the CNT activities more, e.g., structuring
the preparation by dividing the reading between the students or using a jigsaw ap-
proach to get students to share their preparation in advance or during class. An-
other solution would be to divide the students into groups based on who has read in
advance and who has not prepared. The groups that have not prepared could be
asked to read and provide a summary in the shared notes. A third option would be to
co-create the questions for the CNT activities (see Zeegers & Elliott, 2019); in this
way, everyone would be involved, and students who had not read the material would
still get a sense of the content from the discussion.
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Barrier 2: The individual laptop use of students: During classes, the students use
their laptops for notetaking almost exclusively. This is not a problem per se; how-
ever, there are several issues concerning individual laptop use during group work, in-
cluding CNT activities. The most visible is that the students do not face each other
but their screens when engaged in group work. This results in a lack of overview, as
both the texts and their notes are on their screens. Moreover, to work on their notes,
the students used a considerable amount of time setting up and inviting each other
to a shared document (e.g., in Google Docs), which took time from the actual dis-
cussion of the texts and the questions. Possible solutions to barrier 2 include printing
the texts or text excerpts in advance and the questions as handouts, rotating the
note-taking role between the group members or writing notes by hand. Setting up a
folder in itslearning or another e-learning platform for students to access the notes
afterward benefits the whole class.

Barrier 3: Using itslearning in CNT activities: During experiment 1, we discovered that
working on shared notes in itslearning is problematic, as it does not allow synchro-
nous writing in a document or page. You risk deleting everything if you write syn-
chronously. Itslearning is not designed for student collaboration but for teachers to
share and access course material. Possible solutions to barrier 3 include using a ro-
tation system for the questions and having individual pages prepared in advance, or,
as in experiment 2, having separate text blocks for each text. Alternatively, notes
can be written in other programs (such as Word or PowerPoint) and shared on
itslearning or compiled with the PowerPoint for that specific lecture. An alternative
to this is asking the students to write their notes on a whiteboard or a large piece of
paper (e.g., as a mind map) and then share a picture of their learning with their
peers in PowerPoint.

8. Conclusion

CNT activities are usually part of student preparation between classes; however, |
argue that CNT can be incorporated into in-class activities as group work around the
course material (e.g., in discussions of texts) and designed to consider specific
questions or concepts. In this paper, | report on two experiments with CNT activities
and evaluate how they were experienced from the point of view of the students and
the teacher. Building on these insights, | argue that there is potential for incorporat-
ing CNT activities in class to facilitate cooperative learning and introduce students
to academic work culture. This includes an increased awareness of how to collabo-
rate and a reflexivity around note-taking practices. Moreover, the activities cast
light on the interdependence of the students and their shared responsibility for their
learning. Importantly, succeeding with CNT activities in class requires active student
participation, openness, trust and a willingness to share.
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Teacher authority is a pivotal aspect of higher educational dynamics, essential to
managing classroom environments, motivating students, and achieving educational
objectives. Effective teacher authority ensures structured learning experiences, fos-
ters respect, and promotes a conducive atmosphere for academic achievement. How-
ever, the establishment and perception of teacher authority is influenced by many
factors, including the teacher's gender, nationality, age, accent, and physical condi-
tion, all of which can have both positive and negative effects(Kocabas, 2009).

Younger teachers may especially struggle to establish authority compared to their
older, more experienced colleagues, who often command respect through their ex-
tensive knowledge and teaching history (Kocabas, 2009). Similarly, non-native Eng-
lish-speaking teachers may encounter bias due to their accents, even if their instruc-
tional clarity remains high (Lippi-Green, 2012). In multicultural classrooms, differing
cultural norms, values, and expectations further complicate the establishment of au-
thority (Parrish & Linder-VanBerschot, 2010).

Understanding and addressing such factors are crucial for developing an equitable
and effective educational environment. In this study, we address the problem of es-
tablishing authority in the classroom by applying principles from participatory action
research (Lewin, 1946; Leitch & Day, 2000). We aim to reduce resistance from prede-
termined biases among students and increase solidarity towards teachers (and other
students). From the vantage point of teachersas-researchers, we develop and employ
an interventionist task-regime that incorporates metacognitive tasks (Ghanizadeh,
2017; Di Stefano et al., 2015) and cultural probes (Gaver, Dunne & Pacenti, 1999).

Teacher authority

The influence that a teacher holds in a classroom allows them to guide, manage, and
direct student learning and behavior. Authority can be derived from several sources,
including the teacher's role as an expert, their formal position within the educational
institution, and the respect they command from students. While the teacher tradi-
tionally holds authority in guiding, managing, and instructing, students also contrib-
ute to the authority structure through active participation, peer influence, and col-
laboration in the learning process. Authority may thus also refer to the shared
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influence that both the teacher and students hold in shaping the learning environ-
ment, decision-making, and classroom interactions.

Studies show that physical attributes or conditions can impact perceived authority
(Puhl & Heuer, 2009), research from diverse fields have shown that male and female
teachers experience different levels of authority based on their gender alone. For in-
stance, Eagly & Karau (2002) find that while female teachers may be perceived as
more nurturing, they are also seen as less authoritative compared to their male coun-
terparts. Such differences not only impact the teacher’s ability to manage classrooms
effectively, but they may also influence which teaching methods are experienced as
appropriate.

Nationality and cultural background also affect teacher authority. Teachers from dif-
ferent nationalities may bring diverse educational philosophies and practices to the
classroom, enhancing or hindering their authority depending on the cultural align-
ment with students’ expectations. Teaching in multicultural environments face chal-
lenges in establishing authority if their cultural norms differ significantly from their
students (Parrish & Linder-VanBerschot, 2010), and even identical teaching perfor-
mances may be appreciated differently (Arnold & Versluis, 2019). Indeed, the poten-
tial of bias against women and teachers with non-English speaking backgrounds is
well-established (see Eagly & Karau, 2002), with wide implications, particularly for
early career female academics.

In multilingual contexts such as Denmark, where English is a second language, the
influence of accent and linguistic proficiency on teacher authority becomes particu-
larly relevant. Danish students typically have a good but not perfect command of
English, making them more critical of non-native English-speaking teachers whose
accents differ from the norm. This can affect the teacher's authority, where linguistic
precision and clarity are crucial for effective instruction and student comprehension,
despite student’s own English proficiency not being at a native level (Jenkins, 2014).

Methodology

Participatory action research is a process for facilitating reflective and improved ed-
ucational practice, commonly conducted to the pursuit of health equity. Knowledge
is created through action and application, often in relation to specific problem-solv-
ing contexts. Findings emerge as action develops and takes place, as part of an on-
going and iterative process of reflection and revision. The specific methods utilized in
action research vary due to contextual circumstances and the variety of complex is-
sues that may be required to be taken into account (Christens, Faust, Gaddis,
Traninzeo, Sarmiento et. al., 2016, p. 243).

We base our approach on Elliott’s (1991) four-step process of observe-reflect-plan-
actevaluate. The purpose is to initiate reflection through action, stimulate learning,
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and facilitate introspective, self-reflexive kinds of analysis. First, we begin by a series
of tasks in the classroom during the first session. Students begin by articulating and
observing their own and their peers’ perceptions on authority by sharing them on an
online board.

Authority Authority - what it means Authority What teacher authority
2 we taks the cie for me Taacher autharity: Authority meoans to you

Teaches authes

inowiagde 0 S Jven e st 7 Cwat 1 saming moterisl The ssudont

1acH you somathng.

Chaliengng a teschers apinian

corrfortatie chasengrg

Pochies Bl ints sevedive & Challenging # teacher's
Comfort in challienging Imacher's mutherity: opinion
teacher's opinion Treir wary of

Because the teacher is typically

IR for them More axpenrenced ind

knowiedgeatile han you 50 1

Authority- what does "
mean for you Sther
¥ what authority means to

J00.

Picture 1. Thoughts on authority shared on online board.

Then, we instruct them to reflect on this data by drawing a map of how authority
manifests in the classroom. This visual map-task encourages students to move be-
yond surface-level observations and critically analyze power dynamics, interactions,
and structures that may otherwise go unnoticed. The technique encourages partici-
pants to trace how authority flows between teachers, students, and rules, highlight-
ing both overt and subtle forms of control or influence. This process not only deepens
their understanding of classroom dynamics but also fosters self-awareness and
prompts them to consider how their own actions and beliefs may reinforce or chal-
lenge these patterns. The following two examples demonstrate the reflective richness
that emerge.
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Picture 2. Map drawing example (note the explicit form of authority)

Picture 3. Map drawing example (note how authority is distributed)
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To stimulate further critical analysis, we instruct them to pay attention to aspects of
authority for a week and to take notes by doodling, to promote reflection on non-
rational processes(Korthagen, 1993) and self-assessment (Ghanizadeh, 2017). As a
non-verbal, low-pressure outlet for processing (subconscious) emotions and
thoughts, the free expressive form of doodling is a well-known reflective technique
for articulating complex internal states of stress, fear, or tension. Finally, after a
week, we ask our students to reflect on the entire process in a second session. Stu-
dents are asked to revisit comments on the online board and the classroom maps,
and to reflect on any shifts in their perceptions. The process is illustrated in Figure 1.

Share Map Document Reflect
perceptions »#| authority »| experience (evaluate)
(observe) (reflect) (act) Afilate

Figure 1. Process of self-reflective task regime

Findings

Our observations suggest that structured reflection exercises helped students to rec-
ognize their own biases regarding teacher authority, develop greater awareness of
external factors (such as age, accent, gender) influencing their perceptions and ex-
press the need for more structured guidance in reflective activities. The online board
and classroom maps seemed to be particularly helpful in creating a sense of reflec-
tive and transitional change.

Various logistical challenges emerged, such as a need to extend the allocated time
for completing classroom tasks effectively — especially for first-rear undergraduate
students. In general, task time did not always allow for interrogating deeper insight.
The need to access previous materials to track their development, also prolonged
task-time, while contextual factors such as space, course level, and semester timing
also influenced participation.

Some students mapped authority to specific classroom areas, placing the teacher’s
authority at the front of the room, whereas others marked zones of disengagement
typically toward the back or in corners. This suggest that classroom layout impacts
perceived control and student participation and confirms that authority is not only
personal but also spatial, reinforcing the idea that seating arrangements and
teacher movement may affect engagement.

Drawings illustrate that some students idealize teachers as benevolent, guiding fig-
ures — either as a sign of deep respect or as an indication of unrealistic expectations.
Doodles point to an experience of hierarchical structures, with teachers elevated
above students, reinforcing traditional notions of power and distance. Some
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drawings contrasted different types of teachers, reflecting perceptions that teacher
authority varies based on personality, communication style, and approachability.

Some students visually represented teachers with distinctive accents, nationalities,
or genders, suggesting that unconscious biases affect authority perception, while
others depicted frustrated or confused student expressions, highlighting challenges
in communication and authority acceptance. Speech bubbles and written notes em-
phasized the importance of clarity in communication, reinforcing that students
value precise explanations over superficial markers of authority like age or accent.

Conclusion

Our findings unveil the layered, often unconscious nature of how students perceive
authority in the classroom. While students tend to associate authority with hierar-
chical power, spatial positioning, and linguistic norms, the task-regime we present
here, demonstrate how reflective exercises can disrupt these assumptions, encour-
age more inclusive perspectives, and pave the way for more equitable classroom dy-
namics. Our proposed design requires further refinement and experimentation, with
emphasis on assigning adequate time for individual tasks. Authority might be a deli-
cate or even contentious topic in some contexts, but we believe our approach offers
an important step towards establishing a practical space for dialogue.
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SDU, is one of the nine European universities which have formed the EU Alliance EPICUR.
EPICUR’s educational aim is to enable all its universities’ students to benefit from intercul-
tural, interdisciplinary and international learning experiences which are accessible online or
via blended, hybrid or short intensive in-person courses. Drawing on the examples of EPICUR
learning experiences and inter-university collaborations, the slideshare introduces delegates
to open educational resources available to all interested in developing and teaching inter-
cultural, interdisciplinary and international learning experiences.
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