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Abstract What are the motives for offering or engaging in higher education teacher training
courses? This question is of interest for educational developers, teachers, university managers,
and policy makers in order to design courses and to meet stakeholders’ expectations. Previous
research has mainly focused on the impact of higher education development courses on teacher
practice and student learning. Few studies have investigated the motives behind these courses.
In this paper, the motives are investigated among students, teachers, university management,
and the government. The study is based on national and local documents on educational
development and on interviews with representatives from four Swedish universities. The
results show that all stakeholder groups are in favour of compulsory courses but the motives
differ. Students, management, and government embrace an institutional perspective on educa-
tional development, in line with a social efficiency perspective on the purposes of higher
education emphasising usefulness, function, and the production of skills. University teachers,
on the other hand, have a more individual-oriented view on educational development and are
more oriented towards a learning-centred perspective.
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Introduction

University teachers are typically carefully trained in doing research; however, frequently they
lack formal pedagogical training (Gosling 2009; Holt et al. 2011; The Swedish National Union
of Students (SFS) 2015). One way to address the lack of pedagogical experience is to arrange
teaching training courses. As the quality of higher education becomes the focus of attention in
the Western world and the demand on teaching and learning increases so does the requirement
of university teachers to take part in teacher training (Gibbs 2013; Havnes and Stensaker
2006). Higher education teacher training (HETT), what is also referred to as educational
development, is a well-known phenomenon, and several international studies have described
the arrangements of educational development programmes in universities in a number of
Western universities (Chalmers et al. 2012; Gosling 2008, Trowler and Bamber 2005).

Different actors can have different purposes with higher education development courses
(Amundsen and Wilson 2012, p. 91; Chalmers et al. 2012). Teachers might focus on individual
development and qualifications whereas a university might seek to secure certain quality stan-
dards. The motives behind educational development courses can be placed in a societal context.
Curriculum decisions and responses are loaded with values; they are conditioned by the cultural
context but also by patterns of educational ideologies that are found among the individuals
involved (Trowler 1998). How the role of higher education is viewed in relation to society will
have consequences for course design and for how training for university teachers is planned.

Previous research on motives for teacher training is limited. Research in the area of higher
education development has primarily been concerned with impact, trying to measure whether
or not the courses have an effect on university teaching and on student learning. A first group
of studies investigated the impact of educational development courses on academics’ thinking
and teaching. A number of these have shown that courses do have an impact on how teachers
view teaching and learning (Gibbs and Coffey 2004; Hanbury et al. 2008). An additional
number of studies have shown a connection between educational development courses and
teachers adopting a student-centred approach to learning (Chalmers et al. 2012; Chalmers and
Gardiner 2015; Gibbs and Coffey 2004; Ginns et al. 2008; Postareff et al. 2007). A second
group of studies have tried to measure the impact on student learning. Although recognising a
possible time lag for changes in teaching practices or in student learning to become evident
(McAlpine et al. 2008; Sword 2011), a direct relationship between teacher development
programmes and student learning outcomes has not been established (Gosling 2008;
McAlpine et al. 2008; Prebble et al. 2004). Consequently, additional research is needed to
investigate the motives for arranging HETT courses. By focusing on the motives, we make a
contribution to the need for broader theoretical and empirical knowledge in order to better
understand national policy and institutional organisation of higher education development and
the design of teaching training courses. The aim is to investigate the motives of HETTcourses.
Four groups of stakeholders will be focused on (a) students, (b) university teachers, (c) central
university management, and (d) the government. The following research questions are asked:

& What are the motives for HETT courses among students, university teachers, central
university management, and the government?

& How do these motives relate to ideologies of higher education?

Higher education development activities are referred to in the literature in various ways, as
faculty development, educational development, instructional development, and academic
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development (Amundsen and Wilson 2012; Gosling 2009; Stes et al. 2010). Chalmers et al.
(2012) divided teaching development programmes into formal and informal programmes.
Formal programmes are accredited or required, and they are offered in either intensive or
extended versions (Chalmers et al. 2012, p. 11). Informal programmes include shorter
workshops or seminars, online courses, or special events. In this study, the objects of
investigation are formal HETT courses in Sweden, but the result is expected to be useful for
the understanding of the wider international phenomenon of higher education development.

Framework for the analysis

Previous research pointed out the division between individual or institutional motives behind
educational development (Amundsen and Wilson 2012; Trowler and Bamber 2005). Individ-
ual motives consider the main purpose of teaching training courses to be engagement of faculty
members in a process of personal reflection on education in order to provide changes in
individual teachers’ conceptions of teaching and learning, linking this to teaching practices.
Higher education development is then viewed as something personal and voluntary.

Institutional motives, on the other hand, are more related to strategic planning and quality
management (D’Andrea and Gosling 2005; Havnes and Stensaker 2006). The main focus is
not on the teacher but on change of the whole organisation. Development initiatives are often
top-down and take place in response to an institutional or national agenda (Amundsen and
Wilson 2012). Impact on organisational change and improved educational quality is obviously
facilitated if the courses are made compulsory (Havnes and Stensaker 2006; Trowler and
Bamber 2005).

According to both perspectives, the underlying assumption is that the HETT courses will
have an effect on an individual teacher who will contribute to changing the organisation and
raising the quality. The idea of automatic change is, however, stronger in the institutional
perspective and has been criticised by scholars who argue that the link between development
of teaching and institutional change is not automatic but needs further investigation (Gibbs and
Coffey 2004; Trowler and Bamber 2005).

To move beyond the division between individual and institutional motives, we turn to
ideologies of education. These ideologies serve to build a bridge between the societal context
and the motives for education. The perceived role of education and knowledge in society will
influence the type of education offered. Ideology can be understood as a framework of values
and beliefs about social arrangements and distribution of resources that provides a guide and a
justification for behaviour (Hartley 1983, p. 26). Does education fulfil a higher purpose of
liberating the human mind and making the world a better place to live in, or is education
primarily about producing economic growth and welfare? Acknowledging that the economic,
social, and individual motives for education are related and that the needs of the economy and
the concerns with social justice and personal development are complex and interconnected as
employment often contributes to personal fulfilment, it is still possible to detect distinct ideas
about the main purpose of education. The literature provides several different presentations of
educational ideologies (See Burgess 1977; Fanghanel 2012; Schiro 2008; Trowler 1998;
Young 2007). Here a categorisation inspired by Trowler (1998) and Schiro (2008) distin-
guishes between the traditional ideology, the social efficiency ideology, the learner-centred
ideology, and the social reconstruction ideology. The categories presented are ideal types that
serve to help to understand the beliefs and values held about the role of universities and of
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academics as teachers. They are useful for showing differences between phenomena or
characterising traits with the purpose to clarify important features and facilitate comparison
(Esaiasson et al. 2007).

An important distinction is made between concerning whether education has a value of its
own or whether it serves a function (Schiro 2008). The perspective that education has personal,
social, and cultural benefits that supersede economic benefits comes in different forms. The
Humboldt tradition gives education a value of its own, according to the view that knowledge
has an intrinsic value (Hirst 1974). A functional way is to view education as base for liberation
and empowerment and therefore of benefit for the individual (Freire 1972). The content can
focus on the discipline and propositional knowledge (knowledge of the facts) or prescribing
general transferable skills (Trowler 1998). Content or function is also related to how knowl-
edge is viewed and from where it derives its authority. Does knowledge have a value of its own
or is it to serve a function (Schiro 2008)?

According to the traditional perspective, the virtue of education exists for its own sake,
cultural and disciplinary heritage is valued, and advancement in the field is emphasised in
order to find new knowledge and produce new experts (Schiro 2008; Trowler 1998). In
line with the Humboldt ideal of Bildung, education should not provide professional skills
but rather allow students to build individual character by choosing their own ways
(Michelsen 2010). Students learn out of curiosity and interest in a subject (Fanghanel
2012; Troiano and Elias 2014). Knowledge is viewed as objective and derives its authority
from the discipline where the truth has been verified through scientific methods (Schiro
2008, p. 176). Focus is on content, learning means transmitting knowledge to a student
who lacks it, and teachers are authorities who are to pass over the knowledge of a
discipline to students. Learning is unique for the discipline, which makes the traditionalists
worried that the discipline will vanish with increased focus on transferable skills (Trowler
1998). The approach is generally characterised by elitism (Trowler 1998). For a tradition-
alist, higher education development has individual motives in line with embracing the
ideal of an autonomous university and the independent professional teacher (Burgess
1977) where a teacher should be given the possibility to develop in his or her role by
exploring the didactics relevant for the discipline. Courses should be theoretically oriented
and voluntary.

The social efficiency ideology places education in relation to its functions and views
knowledge as a way to build capability for action. The authority is derived from the impact
it can have on society by providing individuals with the skills they need in order to function
(Schiro 2008, p. 177). In Schiro’s version, the main purpose of education is to be useful in
general for a client—often the society as a whole (Schiro 2008, p. 176)—whereas Fanghanel
(2012) focuses more on efficiency in economic terms. A Bconsumer^ perspective on students
(Jungblut et al. 2015) means student needs are understood as facilitating knowledge useful for
employment. Proponents of the social efficiency ideology view learning as a process where
behaviour is to be changed (Schiro 2008, p. 180). The objective is to prepare students to
perform skills, and effectiveness is measured as student learning. A curriculum can be
developed in a Bscientific instrumentalist^ manner, similar to the way industry produces
products (Schiro 2008, p. 61). The view of propositional knowledge is utilitarian. In a social
efficiency perspective, educational development should have an institutional focus with the
ambition to make teachers more efficient in making students learn by introducing new teaching
methods in line with a Bconstructive alignment approach^ (Biggs and Tang 2011), new
technology, and a student-centred approach.
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The learner-centred ideology is less related to society and more occupied with how learning
should take place. Academic standards are viewed as of less importance and focus is more on
students’ benefits. The perspective is still within the Humboldt tradition of higher education
(Trowler 1998) and differs from the social efficiency perspective in the way that the main
objective is not vocational; instead, it wants to educate critical, independent thinkers. Disci-
plinary knowledge and traditions are considered to be of less importance (Trowler 1998).
Students’ freedom of choice and personal development is more important than propositional
knowledge. Teaching is considered successful if it makes individuals grow (Schiro 2008, p.
103). The learning-centred approach rejects elitism and favours mass access to higher educa-
tion. The approach is concerned with social inequality and believes in education as a way to
help disadvantaged groups as much as possible, but without intentions to reconstruct society.
Educational development courses should have an individual focus, making teachers under-
stand how students learn and how to teach critical thinking. A learning-centred approach in
educational development would focus on methods of improving students’ critical thinking as
well as issues of equality and democracy in higher education.

The social reconstructionist ideology of education also has a functional perspective, but instead
of economic growth, the focus is on social, personal, and human transformation of individuals or
society (Schiro 2008). The authority of knowledge and intent of teaching derives from its potential
to shape a future good society. Education should serve as a basis for personal growth and for
development of personal capabilities that can help to promote equality (Freire 1972). Liberation
and empowerment can encourage action against political oppression and question the existing
society; education is for the benefit of individuals, but not necessarily for economic gains.

Educational development in line with the social reconstruction perspective could have an
individual or institutional approach and focus on education as a basis for equality and
democracy and how teachers can encourage students’ critical thinking and moral
responsibilities. Examples would be focusing on issues such as gender equality, equality of
education, and sustainable development.

Based on Schiro (2008) and Trowler (1998), Table 1 below sums up the four perspectives
discussed and their stand on motives, main objectives of higher education, view on knowledge,
and perception on teaching and learning.

Method and material

A stakeholder model of investigation is used, where the perceptions of actors associated with a
programme are investigated (Guba and Lincoln 1989). In order to understand different
stakeholders’ ideological positions, documents and interviews will be analysed based on
motives behind educational development, the objective of higher education, and the view on
teaching and learning. Data were collected on three levels (government, central university
management, and individual). Previous studies on educational development at large, full-scale
universities (see Lindberg-Sand and Sonesson 2008; Brommesson et al. 2016) need to be
complemented with investigations of newer universities that are less research oriented and
more focused on undergraduate education. Four universities in Sweden were selected for our
study: Karlstad University (KU), Linnaeus University (LU), Mid Sweden University (MSU),
and Örebro University (ÖU). These institutions are geographically spread in Sweden and they
all have doctoral education and research, but as new universities, the main focus of their
activity is related to undergraduate education. The institutions are large enough to have well-
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established higher education development programmes as well as students and teachers from a
variety of faculties, but they are also small enough (compared to the large research universities)
to have a centralised policy on educational development instead of a number of different
faculty-based policies.

Data on the governmental view of motives is collected in the form of governmental bills,
propositions, and government commissions between 1990 and 2017 related to educational
development and teach training. The view of the central management level is represented by
documents from the Association of Swedish Higher Education (SUHF) and by internal
university documents, vision statements, strategies, and annual reports related to educational
development (2013–2017). Three interviews with representatives from the central university
management were also conducted. The view of the university teachers was investigated by
analysing statements, publications, comments on public investigations, and political columns
produced by the Swedish Association of University Teachers and Researchers (SULF) and by
conducting 12 interviews with university teachers. Teachers were selected to represent a
variety of faculties and had all taken part in teaching training courses during the previous
three years. The motives of the students were investigated on a national level by analysing
documents produced by the Swedish National Union of Students (SFS) representing the
collective student voice in Sweden and by analysing statements in annual reports and opinion
texts from the local student union and through 12 interviews with students. The policy
documents and statements provide a collective perspective held by the stakeholders. The
interviews, on the other hand, primarily serve to illustrate these views and are not used as a
basis for generalisation.

Table 1 Framework for analysis

Perspectives Traditional Social efficiency Learner centred Social reconstruction

Motives Individual
development
related to the
discipline

Institutional—to
make teachers
efficient in
making student
learn

Individual
development
for critical
thinking and
growth

Individual or
institutional for
liberation and
empowerment

Main objective of
higher education

To value cultural
and disciplinary
heritage
extends the
existence of the
discipline

To efficiently and
scientifically
carry out a task
for a client. To
equip students
with skills

To stimulate the
growth of
people and
fulfil personal
needs

To reshape the society
and be a force for
social change

Knowledge—function
or content

Discipline-based
propositional
knowledge
(content)

Knowledge as
capabilities for
action (function)
and to keep up
society through
skills

Focus on
personal
meanings of
knowledge
(content)

Capabilities for
liberation and
empowerment
(function)

Teaching and learning
(discipline-based
propositional or
transferable skills)

Teaching as
transmission in
order to
advance the
student

Transferable skills to
prepare the
student to
perform

Student
participation,
student
freedom of
choice to
stimulate
personal
growth

Skills more important
than disciplinary
content to
acculturate the
student into the
vison of the educator

Source: Schiro 2008; Trowler 1998
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In total, 27 semi-structured interviews were conducted. Interviews typically lasted for 45
minutes up to an hour, were mostly conducted via telephone, and were recorded, and written
notes were taken. Both policy extracts and interview quotes were translated by the authors and
spell-checked.

Results

Students

The SFS, the local student organisation, and interviewed students all want compulsory
HETT courses (SFS 2013a, 2015). Motives put forward are institutional in terms of
efficiency and a changing composition of the student groups. They argue that students of
today have different expectations compared to previous generations. A teacher is expected
to become more efficient and better at adapting to changes if he or she undergoes training
that will facilitate student learning (SFS 2015, p. 6). Further, it will lead to increased quality
by facilitating teachers setting of priorities, which will professionalise the university
teachers (SFS 2015, p. 8) and by making wider participation possible by addressing issue
related to access to education (SFS 2015, p. 24). The individual perspective on HETT
courses is less expressed in the student interviews and texts. The fact that the courses can be
in the interest of the teachers’ will also be beneficial for the students. BA lecturer who has
the right pedagogical background creates security and offers good results for the students’
performance^ (Student, KU).

Mandatory pedagogical courses will, according to the student organisation, give the best
possible preconditions for guaranteeing that the students will learn from teaching methods
based on higher education research (SFS 2015, p. 7). In this way, the students see teaching
training as a way to guarantee educational quality by signalling to the higher education
institutions that pedagogic training is important for quality (SFS 2015, p. 3). Mandatory
courses will also contribute to a uniform level of education nationally; the existing system in
Sweden, where it is up to each university to offer courses or not, is believed to Bcreate a
potentially unequal situation for students in different programmes of study. Students at some
higher education institutions can be taught by teachers with higher education teacher training
who are updated on the latest methods, whereas other students at another institution risk being
taught by teachers who totally lack pedagogical competence^ (SFS 2015, p. 3).

For the students, the mechanism between HETT courses and increased quality is student-
centred teaching and student active learning. Quality in education will be reached by giving
place to a pedagogy Bbased on scientific knowledge instead of traditions^ as mentioned in the
document from the student union (SFS 2015, p. 24) where the most important part is to use a
student-centred, active-learning perspective of education. BA common denominator in order to
create high quality in education, in all areas, is however a student active approach to the
teaching^ (SFS 2013a, p. 7). The students expect that a diffusion of certain teaching and
learning methods will take place and that the courses should be compulsory in order to
guarantee impact.

The social efficiency ideology of education is the dominant view among the students.
Education is understood as something highly functional and something that will Bsupply
society with skilled people in order to develop society. Professions change and become more
modern and then new competence is needed^ (Student, KU).
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If the interviewed students expressed a somewhat simplistic and labour market-oriented
perspective on the role of higher education, the student union instead incorporated the
traditional Humboldtian Bildung perspective: BBildung does not stand in contrast to useful-
ness, instead Bildung is useful both for us as citizens and in working life^ (SFS 2013b, p. 6). A
similar view is expressed in local documents suggesting that education and training should
together provide a basis for active participation in society and should not only be useful for
work or further research, but also for life (Örebro Student union 2014).

Knowledge is viewed, in line with the social efficiency ideology, as giving students the
ability to do things: BIt is about being able to contribute to society, to be a good citizen by
having a higher education^ (Student, LU). Knowledge derives its authority from its function.
Education should be Ba platform from where you can obtain educated people with high
education that can move the society forward^ (Student, ÖU).

The student union departs from a transmission perspective of teaching and from the
traditional perspective as it emphasises active learning and student-centred learning, which is
described as Ba philosophy and a university culture that encourages the student to create and
design knowledge, as opposed to an older tradition in which the teacher ‘repeats’ or passes
over the knowledge of the student^ (SFS 2013a, p. 10). The term pedagogy is defined in
efficiency terms as when education has Ba pedagogical design aiming at efficient learning^
(SFS 2013a, p. 1). Hence, the students emphasise the structure of courses and the ways they
are presented, rather than the content.

The student-centred perspective shows clear signs of a social efficiency approach with its
focus on learning as an active process whereby the objective is to prepare students to perform
certain skills. The texts and statements produced by the student union reveal a Bclient^
perspective of education (Fanghanel 2012). The students see it as their right to receive good
teaching. BWhen you as a student have invested time and money in training, you should be
sure that whoever stands in front of you and teaches is trained in pedagogy^ (political science
student as cited in SFS 2015, p. 4). This quote implicates a transfer of responsibility of learning
from the student to the teacher. Or as expressed by another student: BI want to get an education
based on pedagogy, I do not want to struggle in order to understand everything. This is what
the teacher should help me with; he will get his students to understand things^ (Student, ÖU).
Teacher training is here related to a shift of responsibility for the learning. Universities should
provide courses in order to guarantee that teachers have the skills to fulfil this responsibility.

University teachers

Most of the interviewed university teachers and the Swedish Association of University
Teachers and Researchers (SULF) are in favour of HETT courses. Teachers identified a need
for basic pedagogic skills. BMostly, you do not have any previous teaching experience when
you teach at a university^ (Teacher, KU). A central motive is that teachers see it as beneficial to
acquire Bcontext knowledge^ about the rules and laws governing higher education: BAs a
teacher, it is important to know what you need to relate to, for example, higher education law
and the higher education ordinance and other rules. You need an understanding for the context
where you are working^ (Teacher, MSU).

Individual motives seem to be in focus; in particular, new teachers voiced a need for support
and a confidence boost: Bhigher education teacher training courses make you feel calmer and
secure in the teaching situation^ (Teacher, LU). Additionally, experienced teachers view the
courses as an opportunity for development. A common pedagogical understanding enables
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teachers to Bget a platform so that you can identify yourself as a university teacher and develop
a pedagogical language and understanding of the teaching and learning discourse and com-
municate with other university teachers^ (Teacher, MSU). A majority of the answers can be
related to reflection and development of the personal role as a teacher, but there is also a wish
to reach the group of teachers who are research oriented and not interested in new teaching and
learning methods: BUniversity teachers almost always lack pedagogy. Many lack interest in
pedagogy; instead, their primary interest is to do research, but only few teachers only do
research. There is a risk that teachers who lack knowledge in pedagogy do worse in teaching
and it is therefore important that they take part in teacher training in order to get pedagogic
tools^ (Teacher, KU).

Those supporting compulsory courses argue that the teachers who need them the most
would otherwise not attend. The institutional perspectives are also present in the view of
courses as a means of quality assurance. BGood to have a known minimum level. When you
come to a university you know what you can expect in whatever discipline and teachers can
ensure a level of consistency^ (Teacher, LU) or B…uniformity among teachers across the
country and equal values are important in order to spread new and modern pedagogical ideas^
(Teacher LU). On the other hand, SULF (2016) supports the individual perspective and argues
that lack of quality in higher education is related to a lack of resources and cannot easily be
solved with teaching training. BWhether it is research or teaching, reflection, documentation,
discussion, and critical review is crucial for university students’ success^ (Ericson 2016).

The university teachers expressed a learning-centred perspective, influenced by the social
efficiency perspective. BThe main purpose is of course personal development… but really, the
most important aim is that society gets educated people who can move society forward^
(Teacher, MSU). Individual learning is in focus, but this will also be beneficial for society: BIt
is the fundamentals of human existence. Individuals want to develop. Education is part of
human development. It can be formal, emotional, or even about facts … to become a
Renaissance person, knowledgeable and interested in humanities. Education is part of human
change that benefits both people and the global community^ (Teacher, ÖU).

Also, the teachers view knowledge as capabilities for action. BThe main purpose is both to
stimulate and provide skills for knowledge acquisition and also to teach students critical
thinking, of course. It is important to provide the skills that students need in working life
and that are important in professional programs^ (Teacher, LU). The learning-centred approach
dominates the view on teaching and learning, but there are also features of both the social
efficiency perspective and the traditional perspective. The idea of learning to teach is about
Bbecoming aware of how to begin with the needs of students, to create knowledge rather than
transfer knowledge … we can generate knowledge together, teachers don’t know best all the
time, we can create conditions for learning together^ (Teacher, MSU). This can be contrasted
by a clear social efficiency perspective held by another teacher: BOn a personal level, it is about
getting the things that you can benefit from throughout your life. From a societal perspective,
especially for Sweden, we compete with knowledge, our education must be beneficial for us to
strengthen ourselves internationally and then the teachers’ teaching skills are important among
many others things, higher education teacher training courses are important—both for the
individual but also for society (Teacher, KU). When talking about teaching and learning, one of
the few examples of the traditional perspective is present as content is put in focus: BA teacher
must somehow be able to convey the main content. I don’t believe that the students can
understand that by themselves, but it is probably more traditional… what is the main content?
After that you can push students to think for themselves and become more critical^ (Teacher,
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LU). The interviewed teachers base their view on teaching in their discipline, but there are
examples of how the discipline is challenged:

BPreviously, I was more of a disciplinary expert, now it has become more important to start
with students’ questions and interests than in my knowledge of the discipline. There is an
increased tension between students versus disciplines… there will be criticism if we do not
base the teaching on the questions from the students and their pre-conditions… today there
are more student views and it leads to more friction and conflict^ (Teacher, ÖU).

Central university management

The central university level is in favour of compulsory HETT courses and has an institutional
perspective on educational development. SUHF has pushed for HETTcourses since the beginning
of the century (SUHF 2000, 2017). The motives are found in the changing preconditions for
teachers in higher education which put new demands on university teachers: BWe wish to signal
that we think that the pedagogical education of tomorrow needs to focus on the fact that the
prerequisites of higher education of today are different from before^ (SUHF 2000, p. 11). In later
texts, references are made to the perspective of scholarship of teaching and learning (SUHF 2017,
p. 4), the Bologna process that has created a need for teachers to relate to the new European
curriculum (SUHF 2017, p. 14), increases administrative demands, and increases evaluation and
assessment in combination with intensified educational duties as changing the preconditions for
teachers’ work and motivating the development of HETT (SUHF 2017, p. 15).

Higher education development and teaching training are generally viewed as a part of
overall quality management (Linnaeus University 2016; Mid Sweden University 2012; Örebro
University 2009). BFor me it is all about quality, undergraduate education is the dominant part
of what we do and to work with the part that deals with educational development is also about
educational quality, it is not only about the disciplinary parts^ (University director, ÖU).
Educational development is argued from an efficiency perspective: BThe purpose of higher
education is to contribute to a knowledge society, we train students to go out to society, to
workplaces but also as citizens. We equip students with a good knowledge foundation. The
teacher training is a way to make the best of the time and to offer a long-term ability to relate to
knowledge and explore the world critically^ (University Director, ÖU).

Additionally, the interviewed managers viewed the HETT courses as a way to control
quality. BWe need to guarantee some form of basic level of education. This is a good way to at
least try to guarantee a basic level in a way we can control^ (Dean, MSU). Managers stress the
need to communicate Bcontext knowledge^ about teaching in higher education. This could, for
example, include knowledge about higher education law, national and local rules for exami-
nations, national and local policies and regulations, etc.

Individual motives were expressed, for example, that Bthe courses should also contain
opportunities for reflection on the concept of knowledge, opportunities for discussion around
fundamental issues, internationalisation, research information, gender equality, etc.^ (SUHF
2000, p. 5). The main motives presented were, however, institutional and related to the
emergent mass university and the increased heterogeneity of the student’ group following
widening participation. BStudents have other demands, live in a more multifaceted society
where knowledge only partly reaches them via classical university education. Obviously—we
believe—that a university teacher is given a different role today when almost 50% of all
students register for college compared to 2–3% earlier^ (SUHF 2000, p. 11).
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Documents also refer to cut backs and turning to educational development in order to
handle the lack of resources in the sector:

BIt is also important to point out another background factor, namely the resource
situation. For a variety of reasons, the time for the students contact with a teacher
(measured, for example, per credit) has decreased significantly - over a number of years.
This applies to all areas of education but is particularly evident within Social sciences
and Humanities. It must be considered unlikely that any significant improvement will
take place within the foreseeable future. These circumstances must also affect the higher
education development and gives the familiar phrase ‘From teaching to learning’ an
extra weight^ (SUHF 2000, p. 11).

Also, central management representatives raised the issues of limited resources, stating that
it is BImportant to use the best educational solution… to be able to use the time and resources
we have in the best possible way^ (University Director, ÖU).

The institutional perspective on educational development is combined with a social effi-
ciency perspective on the purpose of higher education. As expressed in the quality plan of
Örebro University: BStudents need to develop in-depth subject knowledge, Bildung and critical
educationwhile developing practical skills and skills that are valuable in the professional world.
Education should be offered with regard to both the needs of the labour market and student
demand as well as the university’s internal prerequisites^ (Örebro University 2009, p. 3).

There are several examples of how the universities incorporate the Humboldt perspective of
Bildung into the social efficiency perspective. BAll education should include a Bildung
perspective, enabling the students to widen their frames of reference beyond the main field
of study of the degree program, and strengthening their democratic approach. Our education
and contract education is important in order to be able to meet society’s need for competence^
(Linnaeus University 2014, p. 10).

Bildung is referred to as something that is useful for personal development and therefore
also for society: BOur education and research balance values, knowing, and practical skills.
Formation and a broad knowledge base, not only as a prerequisite for a successful professional
life and lifelong learning, but also as a basis for each person’s personal development^ (Karlstad
University 2015, p. 1).

University documents further reflect a view on knowledge as something that should be
useful BKnowledge should be put to use; knowledge brings change. Mathematical modelling,
historical processes, or technical innovations – regardless of the area in question, knowledge is
important to people and society^ (Karlstad University 2016, p. 3).

Examples of both propositional knowledge and transferable skills are reflected in the
documents: BStudents need to develop in-depth subject knowledge, education, and critical
education while developing practical skills and skills that are valuable in working life^
(Örebro University 2009, p. 3). Transferable skills are, however, mentioned more frequent-
ly. Linnaeus University states that they B… combine curiosity, creativity, and utility with an
entrepreneurial mind-set in students and teachers; it is about developing self-confidence,
creativity, and generic competencies, as well as having the courage to take risks^ (Linnaeus
University 2014, p. 6). Karlstad University expresses that BThe university shall also offer
learning opportunities to promote creativity, flexibility, diverse skills, and holistic thinking^
(Karlstad University 2015, p. 7). In connection with educational development, the need to
improve e-learning is mentioned (Mid Sweden University 2008, 2016; Karlstad University
2015).
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Government

The government’s view on HETT courses has moved from a wish to improve the teachers’
pedagogical competences and a perceived need to enhance the status of undergraduate
education to a focus on efficiency and widening participation. The Swedish Government
Official Report of 1992 originated from student criticism of the higher education system and
argued for a need to enhance the requirements and the quality of undergraduate education;
BHigher education is designed as secondary school and does not provide enough space for
independent development of the individual^ (Swedish Government Official Report 1992, p.
68). The social efficiency perspective appears occasionally, but is not the focus. Instead, the
proposals in the report focus on the personal and individual development of the teacher as well
as emphasising the teachers’ own preferences about how to develop their teaching role
(Swedish Government Official Report 1992, p. 315).

Between 1990 and 1999, the number of students in the Swedish higher education system
nearly doubled, growing significantly faster than the number of university teachers but the
government’s strategy was to further increase the number of students (Swedish Government
Official Report 2000; Swedish Government Bill 2001). In 2001, a bill was introduced that
suggested a requirement of 10 weeks of university teaching training courses to be included in
the Higher Education Act (Swedish Government Bill 2001). The government’s motive was to
make it possible for a larger part of the population to obtain university education:

A university with an, in many ways, not least in terms of motivation, more differentiated
student group, also places greater demands on the teaching skills of teachers. The teacher
must therefore increasingly reflect on how education is conducted. He or she must also
be able to stage an education that allows many different ways to approach the topic in a
group where there are many different motives for study, great variety of experiences and
cultural diversity. This requires substantial investment in practical pedagogical training
of university teachers (Swedish Government Official Report 2000, p. 89).

The motive for the introduction of HETT courses was institutional, primarily as a way to
help new student groups cope with their studies. The pedagogical development of univer-
sity teachers is proposed as a solution to the problem regarding students failing to finish
their courses (Swedish Government Official Report 2001, p. 55): BMass education makes
the student group far more differentiated than before. […] Our conclusion is that the
university must make a strong commitment to educational development of the university
teachers so they can better manage these aspects of diversity^ (Swedish Government
Official Report 2001, p. 90).

The Official Report of 2001 represented a clear swing towards a social efficiency-oriented
perspective: BThe rapidly increasing demand for people with higher education in more sectors
of society and the fast expansion of higher education in Sweden has quickly and fundamentally
changed both the university’s social mission and the terms for the university’s activities^
(Swedish Government Official Report 2001, p. 64).

Compared to the earlier text, substantial attention is paid to input from labour market
representatives stating that:

…working life today requires advanced skills and knowledge of specific areas, the
ability to develop and renew knowledge and skills as well as the ability to identify and
formulate new problems. [ …] These abilities musts be developed in academic
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programs, and we therefore propose that the Higher Education Act be amended accord-
ingly (Swedish Government Bill 2001, p. 30).

Knowledge is viewed as capabilities for action: B…the traditional view of higher education
has been one of an institution producing and providing knowledge^ (Swedish Government Bill
2001, p. 63), but the current changes and a wider commission for higher education puts focus
on transferable skills:

These are the ability to identify and formulate new problems and to be able to
independently develop new knowledge and skills, readiness and ability to change
based on changing external conditions, the ability to work in groups, networks and
projects, intercultural competence, social skills and interpersonal skills, ability to oral
and written communication in Swedish and English, and the ability to manage
information and communication technology tools (Swedish Government Bill 2001,
p. 87).

The social efficiency perspective is also present in the teaching and learning views. The
report departs from the traditionalist approach by stating that the traditional way of viewing
teaching and learning is incompatible with dealing with the new and more diverse student
group.

If the higher education system tends to encourage and reward a certain kind of
intelligence, […] there is likely a tension between the educational practices developed
in a less differentiated higher education system when these are applied on an increas-
ingly differentiated student group (Swedish Government Official Report 2000, p. 89).

Instead, the university requires something else that is more in line with the objectives that
the learning-centred perspective stipulates:

It is not enough that teaching has a formal scientific content (which is usually provided
in the curriculum), but high-quality learning means that students actually learn the
scientific content of the course — and that it will remain in the student’s mind for a
long time. Such quality requirements entail a shift in perspective from teaching to
student learning and question various elements of the common ways of organizing
university studies, e.g. that studies are examination oriented (Swedish Government
Official Report 2000, p. 100).

The quote shows the shift of focus from teaching to learning and a shift from the traditional
approach to a learning-centred approach, but even more so towards the social efficiency
approach because learning has to be efficient.

New student groups require many new and varied activities in a situation that is often
characterized by lack of time. Therefore, the teachers face difficult priorities and need to
identify activities that are indispensable for students to successfully complete their
studies (Swedish Government Official Report 2001, p. 61).

In this way, HETT courses become a way to balance the lack of resources in the growing
higher education sector.

The requirement of 10-week mandatory courses in educational development was removed
in 2010 (Swedish Government Bill 2010), and the issue of higher education development has
more or less been absent from the governmental agenda since the beginning of the century.
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Discussion

There is a strong discourse in favour of HETTcourses among all the investigated stakeholders.
The students, central managements, and the government fit into the category of social
efficiency perspective on higher education. Teachers, on the other hand, represent a
learning-centred perspective, but with features of the social efficiency perspective.

Table 2 sums up the view of the stakeholders concerning motive, main objective of higher
education, view on knowledge, and view on teaching and learning. Students are in favour of
compulsory courses and have an institutional perspective on higher education development.
They have expressed their views that student-centred teaching facilitates and guarantees
student learning as well as increases the level of quality in education. Teachers put the need
for personal reflection before institutional change and courses are needed to compensate for the
lack of educational experience and to provide contextual knowledge. For the university
management, compulsory teaching training courses are a part of the quality management
system and seen as a way to deal with limited resources, to guarantee a basic level of
education, and to guarantee teachers’ legal knowledge. For the government, educational
development courses serve as a way to make teaching more efficient and make it possible
for less motivated students to make it through the university system.

All the investigated stakeholders, except the teachers, embrace a social efficiency perspec-
tive on education with a focus on function, skills, and capabilities. Among teachers, the
learning perspective on higher education is common; however, it is influenced by the social
efficiency perspective. The government, students, and university management all depart from a
traditional perspective to a focus on transferable skills. Knowledge should be functional and
the workforce needs to become more flexible to cope with rapid changes.

Table 2 Stakeholder’s positions in relation to educational ideologies

Perspectives Students University
teachers

Central management Government

Motives Institutional:
efficiency and
composition of the
student group. To
make teachers
efficient. To make
courses equal

Individual: lack of
teaching
experience,
need for context
knowledge and
individual
development

Institutional:
mass-university
and heterogeneous
student groups. In-
creasing adminis-
trative demands
and lack of re-
sources

Institutional:
mass-university
and heteroge-
neous student
groups. To help
new students
through
university

Main objective of
higher education

Social efficiency
perspective:
education should
supply society
with skilled people

Learning-centred
perspective with
influences of
social efficiency

Social efficiency
perspective, to
contribute to the
knowledge society

Social efficiency
perspective, to
contribute to
society and to
the labour
market

Knowledge—function
or content

Function: capabilities
for action

Function:
capabilities for
action

Function: capabilities
for action

Function:
capabilities for
action

Teaching and learning
(discipline-based
propositional or
transferable skills)

Transferable skills Discipline-based
knowledge

Propositional
knowledge and
transferable skills

Transferable skills
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Students, management, and government transcend the categories and incorporate important
features from the traditional Humboldt idea of education into the social efficiency perspective.
The very essence of the traditional idea of Bildung, a personal development that seeks to
change the whole person including their ethical standings, is, in fact, contradictive to its
usefulness. In the rhetoric, though, Bildung is instead presented as useful for society and
economic growth, in a similar way as education, and knowledge is valued for its functions.

Conclusions

There are three important contributions of the study that educational developers and central
university managements need to consider. First, there is a strong ideology of efficiency,
usefulness, and labour market orientation motivating HETT courses. This can be contrasted
with the lack of mentioning of words like equity, gender equality, and sustainable develop-
ment. Instead, the focus is on the regulatory parts and quality assurance in educational
development. Both documents and interviews with central university managements show a
lack of strategy concerning educational development; there is instead a checklist approach to
teacher training. Second, the social efficiency ideology view of all stakeholders except the
teachers indicates an instrumentalist view of teaching. Educational development courses, often
influenced with ideas about Bconstructive alignment^, need to avoid the risk raised by
Fanghanel (2012) of turning the curriculum into a package that is predictable and limiting
the possibilities for exploration and improvisation. Finally, the often present focus in the
literature on the importance of Bthe reflective practitioner^ in higher education teaching
training (Trowler and Bamber 2005, p. 84; Amundsen and Wilson 2012) seems to be of less
concern for the investigated stakeholders except for among teachers themselves. The diverging
view of the teachers on the motives and ideology of educational development compared to the
other groups needs to be kept in mind to maintain the legitimacy of the HETT courses.
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