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� The study presents an analytical model for examining university pedagogy courses.
� Literature review reflects the complexity of learning, which challenges university teaching and teachers’ pedagogical training.
� The studied courses met to a varying degree the research themes in curriculum and practices.
� The study reveals inadequate alignment of pedagogical training with global, societal and labour market needs.
� The courses did not adequately address students' expertise development, well-being and utilise versatile learning environments.
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a b s t r a c t

Through a literature review, this study identified research themes related to university pedagogy and
examined how these themes appear in the curricula of university pedagogy courses and in the experi-
ences of the participants and trainers of these courses at a Finnish research university. The literature
review produced a multidimensional model of the relationships between identified themes, which can
be used as an analytical tool for examining pedagogical training. Analysis of the courses revealed a need
to broaden the understanding of the course contents and practices and their alignment to global, societal,
and labour-market needs.
© 2023 The Authors. Published by Elsevier Ltd. This is an open access article under the CC BY license

(http://creativecommons.org/licenses/by/4.0/).
1. Introduction

Due to the Bologna Process, European universities have been
giving increasing attention to the quality of university education
and teaching. To follow the (inter)national strategic guidelines for
higher education (HE) and respond to the diversification of student
populations, many universities encourage their staff to upgrade
their pedagogical skills. It is often necessary to undergo university
pedagogical training to obtain a teaching position in academia
(A�skerc & Ko�car, 2015; €Odalen et al., 2019). Such training is
considered important for many reasons. First, it facilitates teachers'
pedagogical competence development to promote students'
(K. K€arkk€ainen), paivikki.
nj€al€a).

r Ltd. This is an open access article
learning and provides them with tools to renew learning cultures
(Hanbury, Prosser, & Rickinson, 2008; Weurlander & Stenfors-
Hayes, 2008). Second, it promotes networking among teachers,
which may facilitate the development of collaborative working
cultures (Hargreaves & O’Connor, 2018). Third, if curricula meet
global and societal needs, pedagogical training has the potential to
affect societal development (Albareda-Tiana, Vidal-Ram�entol,
Pujol-Valls, & Fern�andez-Morilla, 2018; Barth & Rieckmann, 2012).

Fundamentally, university education is research based, and the
development of study programmes is strongly associated with
discipline-specific research (Cao, Postareff, Lindblom-Ylanne, &
Toom, 2021; Elsen, Visser-Wijnveen, Van Der Rijst, & Van Driel,
2009). Thus, teaching is based on the latest disciplinary research.
However, it is unclear whether teaching is grounded in educational
research on teaching and learning and relevant educational issues
examined from psychological, social science, and sociological per-
spectives. It is also unclear how university pedagogical training
under the CC BY license (http://creativecommons.org/licenses/by/4.0/).
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provides needed preparation in this respect. Thus far, university
pedagogical training has mainly been examined from the
perspective of its impact on teachers' approaches to teaching,
especially the student-centred approach (Gibbs & Coffey, 2004;
Postareff, Lindblom-Yl€anne, & Nevgi, 2008; Stes & Van Petegem,
2014; €Odalen et al., 2019). Individual studies on the construction
of teachers’ identities (Arvaja, 2018), reflection (Karm, 2010), and
incorporation of technology into teaching (e.g., Keengwe, Georgina,
& Wachira, 2010; Yilmaz et al., 2020) report on teacher develop-
ment during training. There have also been attempts to specify
content that is relevant to university pedagogy courses (Silander &
Stigmar, 2021). However, there is still a need for more rigorous
analyses both on the theoretical and empirical level; that is,
research that provides comprehensive theoretical understanding of
the relevant aspects related to these courses and systematically
examines the contents and practices through these theoretical
findings.

The purpose of this study is to fill these gaps by constructing a
multidimensional research-based analytical frame for examining
university teachers' pedagogical training and to investigate,
through a case study, how university teachers’ pedagogical training
corresponds with the challenges emerging from current educa-
tional research. Thus, we approach the task by analysing both the
relevant literature and the curricula documents and the experi-
ences of trainers and course participants. The study is guided by the
following research questions.

RQ1. What kind of themes related to university pedagogy emerge
from educational research?

RQ2. How do the research themes identified in the literature re-
view (RQ1) appear in the written curricula of university pedagog-
ical courses?

RQ3. How do the research themes identified (RQ1) emerge in the
experiences of the participants and trainers of university peda-
gogical courses?

2. Materials and methodology

2.1. Procedures of the literature review

This study started by identifying research lines in educational
research, which included psychologically and social science-
oriented research. As the research area is extensive, a systematic
review was not possible. Therefore, we started with a report by
Toom and Pyh€alt€o (2020), which examined competences needed in
university teaching. From this studywe adopted four initial themes,
which were elaborated in further analysis. Supplementary litera-
ture was found through the snowball method (Jalali & Wohlin,
2012), which was applied to literature references of well-known
scholars. The analysis applied features of thematic analysis (Braun
& Clarke, 2006) and abductive reasoning (Thompson, 2022). Thus,
initial main themes were based on previous theoretical structuring,
whereas new themes and sub-themes were developed from the
data. During the analysis, the themes were elaborated until final
formulations were reached. At the beginning of the analysis, we
identified themes that inform either the contents or practices of the
pedagogical training. As these sets of themes showed many simi-
larities, we finally created one set of themes against which we
analysed both contents and practices as presented in curricula and
experienced in the implementation of the courses by trainers and
participants. Table 1 illustrates the construction of the themes
during the literature review process. A total of more than 300
research publications (mostly articles but also monographs)
constituted the data base (supplementary file).
2

2.2. Empirical study on pedagogical training

The empirical study part of this study can be described as a case
study, as it examines in-depth university pedagogy courses in one
mid-sized multidisciplinary Finnish research university using a
variety of data sources (Yin, 2014). The university has seven fac-
ulties, approximately 2500 employees, and 15,000 students.
Although the differences between universities within some West-
ern countries are relatively big, this is not the case in Finland as the
Finnish education system, including HE, reflects policies of equal
educational opportunities for all (V€alimaa, 2012). There are two
types of HE institutions in Finland: research-based traditional
universities (14) and universities of applied sciences (25), the latter
of which provide more practice-based education. Both offer their
staff opportunities to update their pedagogical knowledge through
formal university pedagogy courses, short training courses, and
network project activities.

The case study university offers the following university peda-
gogical courses to its staff: University Pedagogy I (UP1, 10 credit
points according to European Credit Transfer System, ECTS), Uni-
versity Pedagogy II (UP2, 15 ECTS), Adult Educator's Pedagogical
Studies (AEPS, 35 ECTS), and Teaching Academic Contents through
English (TACE, 15 ECTS). UP1 is mandatory for permanent staff and
must be completed within two years of gaining a position. TACE
was introduced in response to the emergence of numerous inter-
national programmes, the diversification of the student population
and need to support development of teachers' skills in this area.

The courses are based on or employ the experiential learning
approach (Kolb, 1984; Malinen, 2000; Mezirow, 2000). The overall
aim across the courses, as stated in the course description, is to help
participants become reflective and autonomous educators by
developing their personal, reflective, and analytical relationships
with teaching and guidance in the university context.
2.2.1. Data and analysis
The data consist of the written curricula of the pedagogical

courses and group interviews (n ¼ 9) with the trainers and par-
ticipants (n ¼ 30) of all four courses. The interviews considered the
interviewees’ perceptions and experiences of the pedagogical
approach (es) behind the courses; the perceived aims, contents,
practices, and learning environments utilised in the courses; and
the perceived relevance of the courses regarding teaching in HE and
society. At the end of the interviews, the list of themes identified
from the literature (Table 2) was presented to the interviewees, and
they were asked to comment on the presence of these in and their
relevance to the courses. The interviews were recorded and tran-
scribed verbatim.

Analysis was performed by tabulating the prevalence of the
themes that emerged from the curricula and interviews based on
the themes identified from the literature. First, the curricula of the
courses (course contents, objectives, and practices) were analysed
in relation to the themes identified from the literature (Table 2) by
examining the presence of said themes and sub-themes in the
curricula. Second, the interview data were also analysed in terms of
the participants' and trainers’ perceptions regarding the relevance
of the themes (Table 2) to pedagogical training. The unit of analysis
was one or more sentences representing a speaking turn of a single
person or a conversation between the interviewees on a certain
theme. Third, the results of the analysis of the curricula were
examined against those of the analysis of the interviews.

All three authors participated in gathering the data (searching
for literature and interviewing) and analysing it, as well as inter-
preting and reporting the results. The second and third authors
acted as critical reviewers and parallel analysers by going through



Table 1
Thematic analysis of literature.

Theme 4: Support of well-being and learning

Examples of research by topics Sub-themes

� Students' well-being (Toom & Pyh€alt€o, 2020)
� Holistic approaches, which consider the complexity of learning (J€a€askel€a & Nissil€a, 2015)
� Meaningfulness of teaching and studying based on collaboration and dialogue (Riivari, Malin, J€a€askel€a, & Lukkari, 2020)
� The importance of emotions in learning and well-being (H€okk€a, V€ah€asantanen, & Paloniemi, 2020; Pekrun & Linnenbrink-

Garcia, 2014)
� Job demands, job resources, emotional exhaustion, work engagement, and teacher efficacy and well-being (Han, Yin,

Wang, & Bai, 2020)
� Students' and teachers' perceptions of well-being, and the interaction between students' and teachers' well-being (Kiltz,

Rinas, Daumiller, Fokkens-Bruinsma, & Jansen, 2020)

Overall well-being of students and teachers

� Stress, anxiety, and depression among university students (Backhaus et al., 2020; Krumrie, Newton,& Kim, 2010; R€as€anen,
Lappalainen, Muotka, Tolvanen, & Lappalainen, 2016; Regehr, Glancy, & Pitts, 2013)

� Study burnout (Asikainen, Salmela-Aro, Parpala, & Katajavuori, 2020; R€onkk€onen, Mattsson, Virtanen, Pyh€alt€o, & Inkinen,
2022: Yin, Toom, & Parpala, 2022)

� Psychological flexibility and burnout at work (Puolakanaho, Tolvanen, Kinnunen, & Lappalainen, 2018) and specifically
among university teachers (Lackritz, 2004)

� Workplace stress (Flaxman, Bond, & Livheim, 2013)
� Low workelife balance of university teachers (Kinman & Jones, 2008)
� Non-appreciation of university teachers' work, workload, and negative emotions (H€okk€a et al., 2020; Ursin, V€ah€asantanen,

McAlpine, & H€okk€a, 2020)

Overload and/vs. flexibility

� Diversification of pedagogical approaches (Haggis, 2004; K€arkk€ainen, 2017)
� Interventions based on cognitive, behavioural, and mindfulness practices (Regehr et al., 2013)
� Resilience and support of psychological flexibility, such as through acceptance and commitment therapy (Fr€ogeli,

Djordjevic, Rudman, Livheim, & Gustavsson, 2015; Katajavuori, Vehkalahti, & Asikainen, 2021; R€as€anen et al., 2016)
� Online interventions (e.g., ACT therapy-based) (Levin, Pistorello, Seeley, & Hayes, 2014; R€as€anen et al., 2016)
� Mindfulness, acceptance, and values-related skills to ease work burnout (Flaxman et al., 2013; Puolakanaho et al., 2018)
� Students' perceptions of learning environments and efficacy beliefs, motivation (Meril€ainen, 2014)
� Accessibility, accessibility, equality, inclusion (Lehto, Huhta, & Huuhka, 2019)
� Participation, engagement, and students' sense of community and belonging (Ahn & Davis, 2020; Cicognani et al., 2008;

van Gijn-Grosvenor & Huisman, 2020)
� Positive learning atmosphere (H€okk€a et al., 2020; Pekrun & Linenbrink-Garcia, 2014)
� Meaningful learning experiences (Kostiainen et al., 2018)
� Equal participation (Lipponen & Kumpulainen, 2011) and safe learning relations (Juutilainen, Mets€apelto, & Poikkeus,

2018)
� Personalised support for students (J€a€askel€a, Heilala, K€arkk€ainen, & H€akkinen, 2021)
� Promotion of students' resilience (Fr€ogeli et al., 2015; R€as€anen et al., 2016; Regehr et al., 2013)
� Supporting students' engagement through personal and group guidance practices (personal plans, peer tutoring) (Hanson,

Trolian, Paulsen, & Pascarella, 2016; Klemola, Ik€aheimo, & H€am€al€ainen, 2020; Korhonen, 2017; Lane, 2020)
� Peer-group mentoring and teachers' professional development (Heikkinen, Jokinen, & Tynj€al€a, 2012; Martin et al., 202;

Skaniakos & Piirainen, 2019; Tynj€al€a, Pennanen, Markkanen, & Heikkinen, 2021)
� Employees' mindfulness and values-guided behavioural skills (Flaxman et al., 2013; Puolakanaho et al., 2018)
� Incentives, appreciation, and management support and resources to university teachers' work satisfaction (J€a€askel€a,

H€akkinen, & Rasku-Puttonen, 2017a)

Promoting students' and teachers' well-
being: good practices

Table 2
Research lines related to university education and pedagogy.

Theme Sub-themes

1. Development of integrative, multidimensional
and responsible expertise

Progressive and collaborative problem solving; deliberate practice; integrative pedagogy (integration of theory and
practice); reflectivity and wisdom; agency and professional identity; ethics, responsibility, and sustainability;
generic skills

2. Learning theories, approaches to learning and
teaching, and teacher beliefs

Learning theories; practices promoting active and interactive learning; versatile teaching, learning and assessment
methods; reflectivity in learning; personal learning goals; student-centred guidance practices; teacher beliefs

3. Integration of versatile learning environments Integration of technology into teaching and learning; integration of work, extra-curricular activities, and community
engagement with theoretical education; learning ecologies and ecosystems

4. Well-being as a part of learning Knowledge, methods, and practices related to the promotion of the well-being of students and teachers; supportive
atmosphere; participatory forms of studying and working; flexible and meaningful study directions

5. Collaborative aspects in learning, teaching, and
broader work of teachers

Working together; networking activities; sharing of knowledge, experiences and good practices; dialogue and peer
support; innovative knowledge communities and collaborative work culture

6. Internationalisation and interculturality Interculturality in education and employment; linguistic and cultural sustainability; diversity; content and
language-integrated learning (CLIL) and other multilingual methods; inclusion, equality, and equity

7. Pedagogical leadership Leading curriculum work and the development of pedagogy; supporting a positive and collaborative work and
teaching culture; involving participants and listening to their needs

8. Curriculum work and development of teaching Different curriculum models (e.g., connective, competence-based, and problem-based); constructive alignment;
agency in the continuous development of teaching

9. Global, societal, and labour-market needs Future competences and supporting students' employability; sustainable development and learning; digitalisation
and globalisation; continuous learning and development; collaboration with workplaces

K. K€arkk€ainen, P. J€a€askel€a and P. Tynj€al€a Teaching and Teacher Education 128 (2023) 104088
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the data independently and making suggestions for revisions and
interpretations until agreement among the authors was reached.

3. Results on the research lines and related themes

Based on the literature review, nine main themes related to
university pedagogy were identified, each including several sub-
themes. The themes and their sub-themes are presented in
Table 2. Next we condense the contents of the themes and finally
outline the relationships between the themes.

3.1. Development of integrative, multidimensional, and responsible
expertise

To support students’ learning and growth towards profession-
alism, it is important for teachers to understand the diverse nature
of professional expertise (Engestr€om, 2004; Hakkarainen et al.,
2004; Harteis & Billett, 2013; Kinsella & Pitman, 2012; Tynj€al€a,
2009; Winch, 2010) and the ways of supporting its development
in an ever-changing world (Barnett, 2012; Barnett & Jackson, 2019;
Tynj€al€a, Heikkinen, & Kallio, 2022). The core of expertise is diver-
sified know-how and progressive problem solving, which lead to
reformulating and rethinking tasks and problems at new and more
complex levels (Bereiter& Scardamalia,1993). Subsequent research
has also emphasised the relevance of agency (Collin et al., 2017;
Etel€apelto et al., 2013; Goller & Paloniemi, 2017; J€a€askel€a et al.,
2020), generic skills (Badcock, Pattison, & Harris, 2010; Binkley
et al., 2012; H€akkinen et al., 2017; J€a€askel€a, Nyk€anen, & Tynj€al€a,
2018; Kember, Leung, & Ma, 2007; Tremblay, Lalancette, &
Roseveare, 2012; Virtanen & Tynj€al€a, 2019), and wisdom (Ardelt,
2020; Grossman, 2017; Huynh & Grossmann, 2020; Kristj�ansson,
Fowers, Darnell, & Pollard, 2021; Sternberg & Glück, 2021) as
important elements of expertise for both adapting to changes in
work and creating new practices.

To develop expertise during HE, the following aspects need
critical attention: 1) the integration of different forms of knowledge
(Bereiter, 2002; Billett, 2015; Orozco, Gijbels, & Timmerman, 2019,
2021; Tynj€al€a, 2009; Tynj€al€a, Kallio, & Heikkinen, 2020; Winch,
2010); 2) the integration of work and learning (Billett, 2015;
Guile & Griffiths, 2001; Tynj€al€a, Heikkinen, & Kallio, 2022); 3) the
implementation of deliberate practice (Ericsson, 2006); 4) the
assessment and reflection of agency as a part of learning (Heilala
et al., 2022; Saarela, Heilala, J€a€askel€a, Rantakaulio, & K€arkk€ainen,
2021); 5) active learning, which includes collaborative problem
solving (H€akkinen et al., 2017), integrative thinking (Kallio, 2011,
2020), and responsible ethical action and interaction (Grossmann,
2017; Huynh & Grossmann, 2020; Kristj�ansson et al., 2021;
Tynj€al€a, Kallio, & Heikkinen, 2020); 6) the utilisation of guidance
and feedback as integral parts of learning (Billett, 2015; Ericsson,
2006); and 7) the consideration of emotions in learning (H€okk€a
et al., 2020; Pekrun & Linnenbrink-Garcia, 2014; Postareff &
Lindblom-Yl€anne, 2011).

Growth towards expertise includes identity formation, which
mainly occurs in relation to others (Cohen, 2010; Rodgers & Scott,
2008) and involves constantly (re)interpreting and making sense
of various experiences and perspectives (Beijaard, Meijer, &
Verloop, 2004). Self-reflection facilitated with a learning diary
(Arvaja, 2016), creative writing (Martin, Tarnanen,& Tynj€al€a, 2021),
and dialogue with others have been found to facilitate the under-
standing of one's beliefs and the examination of routine practices
(Arvaja & Sarja, 2020; Scott, 2016). Moreover, tacit knowledge and
intuition are acknowledged components of professional expertise
(Eraut, 2004; Harteis & Billett, 2013; Toom & Husu, 2020). In the
context of new societal challenges, scholars (Friman et al., 2018;
Howlett, Ferreira, & Blomfield, 2016; Tynj€al€a, Kallio, & Heikkinen,
4

2020) have emphasised the need to foster the development of
wise, responsible, and ethical experts capable of leading sustain-
able social innovations and practices.

3.2. Learning theories, approaches to learning and teaching, and
teacher beliefs

To develop their teaching skills, it is important for university
teachers to possess knowledge about learning theories. In the HE
context, there is an emphasis on student-centred, constructivist
approaches. The areas found to be important are the promotion of
active learning through problem solving, dialogue and collabora-
tion, integration of theory and practice, experiences of strong
agency, capacity for lifelong learning, and versatile teaching and
assessment methods (Boud, 2000; J€a€askel€a et al., 2020; Kember
et al., 2007; Pereira et al., 2016; Tangney, 2014; Virtanen &
Tynj€al€a, 2019). Students’ self-regulation (Hadwin, J€arvel€a, &
Miller, 2018; Pintrich & Zusho, 2007) and assessment of agency
(J€a€askel€a et al., 2021) are emphasised as useful methods for
developing learning skills and fostering personal learning.

A considerable amount of research on university students' ap-
proaches to learning (since Marton & S€alj€o, 1976; e.g., Biggs, 1993;
Entwistle, 1991; Lindblom-Yl€anne, Parpala, & Postareff, 2004)
provides an understanding of students' various intentions, motives,
and learning strategies. Empirical studies have identified several
approaches to learning, such as deep, surface (Marton & S€alj€o,
1976), achieving/strategic (Entwistle & McCune, 2004), and non-
academic/apathetic approaches (Tait & Entwistle, 1996). These
have been analysed, for example, in relation to discipline (Nelson
Laird, Shoup, Kuh, & Schwarz, 2008), students’ competence
development (Tuononen, Parpala, & Lindblom-Yl€anne, 2020), var-
iations within an approach (Lindblom-Yl€anne, Parpala, & Postareff,
2019), and factors contributing to the adoption of a deep approach
(Baeten, Kyndt, Struyven, & Dochy, 2010).

A large amount of research has also been published on teachers'
approaches to teaching (since Trigwell& Prosser,1993; e.g., Gibbs&
Coffey, 2004; K�alm�an, Tynj€al€a, & Skaniakos, 2020; Lindblom-
Yl€anne, Trigwell, Nevgi, & Ashwin, 2006). Trigwell and Prosser
(2004) identified student-focused (conceptual change based on
supporting active learning) and teacher-focused (information
transmission with little interaction with students) approaches,
which have been elaborated on in subsequent studies, for example,
in relation to the discipline and teaching context (Lindblom-Yl€anne
et al., 2006), students' approaches to learning (Uiboleht, Karm, &
Postareff, 2019), and patterns of professional development and
departmental culture (K�alm�an et al., 2020). Further, research on
teachers' beliefs (Gow & Kember, 1993; Kim, Kim, Lee, Spector, &
DeMeester, 2013; Nespor, 1987; Norton, Richardson, Hartley,
Newstead, & Mayes, 2005; Pajares, 1992) offers tools for teacher
training to reflect on one's pedagogical values and develop peda-
gogical thinking. Recent research has analysed teacher beliefs
regarding collaborative learning (De Hei, Strijbos, Sjoer,& Admiraal,
2015), assessment practices (Kinay, 2018), and the use of technol-
ogy (J€a€askel€a, H€akkinen, & Rasku-Puttonen, 2017b), for example.
Changes in beliefs have been reported among teachers who actively
developed their courses on a long-term basis (Popova, Kraft,
Harshman, & Stains, 2021) and evaluated their beliefs with their
colleagues (Ertmer & Ottenbreit-Leftwich, 2010; Scott, 2016).

3.3. Integration of versatile learning environments

Learning in modern societies has been described as ubiquitous
(C�ardenas-Robledo & Pe~na-Ayala, 2018; Marin et al., 2016). Pro-
fessional development cannot be reached by limiting learning to
traditional classroom settings. Digitalisation in particular has
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changed the nature of learning environments. Several research
strands, including computer-supported collaborative learning
(Cress, Ros�e, Wise, & Oshima, 2021; Dillenbourg, J€arvel€a, & Fischer,
2009; H€akkinen & H€am€al€ainen, 2012; Kobbe et al., 2007; Mu~noz-
Carril, Hern�andez-Sell�es, Fuentes-Abeledo, & Gonz�alez-San-
mamed, 2021; Stahl & Hakkarainen, 2021), teachers’ beliefs on
technology-supported teaching and learning (Heinonen, J€a€askel€a,
H€akkinen, Isom€aki, & H€am€al€ainen, 2019; J€a€askel€a et al., 2017b),
pedagogic design principles of digital environments (Engeness,
2021), and learning analytics (Ferguson, 2012; Saarela et al.,
2021; Viberg, Hatakka, B€alter, & Mavroudi, 2018) indicate that the
digitalisation and utilisation of technology in HE creates many
possibilities for and challenges to learning, teaching, and the pro-
fessional development of teachers.

There is also widening discussion on the interdependence of
learning environments in terms of learning ecologies and ecosys-
tems (Barnett & Jackson, 2019; Mahon, Heikkinen, & Huttunen,
2019). Beyond digital ecosystems, recent learning theories have
extended from pure classroom learning to wider learning in life
(Harris & Chisholm, 2011), and the integration of work-related and
work-based learning into university studies (Billett, 2015; Kyndt
et al., 2022; Tynj€al€a & Gijbels, 2012; Tynj€al€a, Heikkinen, & Kallio,
2022; Tynj€al€a, Beauseart, Zitter, & Kyndt, 2022). Using workplaces
as learning environments provides opportunities for the develop-
ment of active agency, responsible professional expertise, and
generic skills by combining practice-based experiences with
theoretical study (Billett, 2015; Kyndt et al., 2022).

3.4. Well-being as part of learning

In the context of increased psychological problems (e.g.,
depression, stress, burnout) among university students (Asikainen
et al., 2020; Krumrie et al., 2010; R€as€anen et al., 2016), holistic
approaches to learning and teaching, which emphasise the
complexity of learning, students' agency, and their overall well-
being are important (J€a€askel€a & Nissil€a, 2015). The diversification
of pedagogical approaches and the recognition of the complexities
of learning have been shown to support students' learning, aca-
demic progress, and well-being, independent of students' back-
grounds and challenges (Haggis, 2004; Author, 2017). A positive
learning atmosphere and emotions have proven important for
learning and well-being (H€okk€a et al., 2020; Pekrun & Linenbrink-
Garcia, 2014). Course designs that provide meaningful learning
experiences (Kostiainen et al., 2018), equal participatory structures
(Lipponen & Kumpulainen, 2011), safe learning relations
(Juutilainen et al., 2018), and personalised support to students
(Heilala et al., 2022; J€a€askel€a et al., 2021) may strengthen students’
agency and well-being.

Students' well-being has also been supported by promoting
their resilience and reducing their psychological distress (Fr€ogeli
et al., 2015; R€as€anen et al., 2016; Regehr et al., 2013). Guidance
practices, such as peer tutoring and personal study plans, are vital
for students' engagement and well-being (Hanson et al., 2016;
Lane, 2020; Pyh€alt€o, Toom, Stubb, & Lonka, 2012). Pedagogical
choices seem to be linked to both students' and teachers' well-
being. For example, dialogue, collaboration, and idea sharing
facilitate student learning, and teachers experience these methods
as meaningful and enjoyable (Riivari et al., 2020). Certain initiatives
have focused on improving teachers' overall well-being, including
peer-group mentoring (Heikkinen et al., 2012; Skaniakos &
Piirainen, 2019; Tynj€al€a et al., 2021), creative writing (Martin
et al., 2021), and those promoting mindfulness and values-guided
behavioural skills (Flaxman et al., 2013; Puolakanaho et al., 2018).
Moreover, improving teachers’ work circumstances through in-
centives, appreciation, peer and management support, or time-
5

management increases their motivation to develop their teaching
and contributes to well-being (J€a€askel€a et al., 2017a).

3.5. Collaborative aspects in learning, teaching, and broader work
of teachers

The positive impacts of collaboration, sharing, and participatory
approaches on students' learning and teachers' work have been
recognised in HE education research (Riivari et al., 2020). For
example, working together and diverse forms of asses-
smentdincluding peer assessment, reflection, and feedback sup-
port learning (Virtanen & Tynj€al€a, 2019). Networking and peer
support, and their benefits to teachers' professional development,
are also appreciated (Alpay & Verschoor, 2014; J€a€askel€a et al.,
2017a; Skaniakos & Piirainen, 2019; Stenfors-Hayes, Weurlander,
Owe Dahlgren, & Hult, 2010; Stigmar, 2008). Peer-group mentor-
ing has been found to be beneficial to mentees, mentors, and the
whole work community (Geeraerts et al., 2015; Heikkinen et al.,
2012; Tynj€al€a et al., 2021). Critical dialogue has been found to be
useful for overcoming various beliefs about learning and teaching
(Arvaja & Sarja, 2020; J€a€askel€a et al., 2017b; Scott, 2016). These
practices are an important base for the networked expertise
needed in a knowledge society (Hakkarainen et al., 2004). In this
context, learning can be seen as a process of the co-creation of
knowledge, which happens through the negotiation and collabo-
rative development of practices (Paavola et al., 2004). In a univer-
sity context, this also involves collaboration across departments
and subjects, for example in curriculum work (Jalkanen, 2015).
These new types of collaboration have been recognised as related to
changes in teachers’ professional identity (Zappa-Hollman, 2018).

3.6. Internationalisation and interculturality

Demographic changes in student populations caused by glob-
alisation have led to discussions about equal participation in HE,
students' success across the education system, interactions in
intercultural and multilingual spaces, treatment of diverse groups
of students and international students, and the need for changes in
university teachers' work (Dervin & Layne, 2013; Griga & Hadjar,
2014; Lahti, 2015; Zappa-Hollman, 2018). Students' communica-
tion and interaction skills must be developed for them to partici-
pate in a multilingual and multicultural world (Jalkanen & Nikula,
2020). This requires the professional development of teachers,
collaboration between language and subject teachers (Jalkanen &
Nikula, 2020), new practices for recognising international stu-
dents' skills and needs, and new types of support and guidance
(K€arkk€ainen, 2017). A diversification of pedagogical approaches,
revitalisation and sustaining of students’ cultures and linguistic
backgrounds (Chavez & Longerbeam, 2016), as well as recognition
of the specifics of learning and teaching through English as a second
language (Wilkinson, 2018) are crucial for effective learning in in-
ternational HE settings. Specifically, bilingual education method-
ologies, including CLIL, have been found to offer advantages for
both students and teachers (Crossman, 2018; Schmidt-Unterberger,
2018). Although learning and teaching in such settings have been
recognised as demanding, they have also been experienced as
rewarding and as a source of personal and professional develop-
ment (K€arkk€ainen, 2017).

3.7. Pedagogical leadership

Supportive pedagogical leadership and an understanding of
pedagogical processes are needed to facilitate work cultures that
contribute to the improvement of teaching (Alpay & Verschoor,
2014; J€a€askel€a et al., 2017a; Nevgi & Korhonen, 2016; Soini,
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Pietarinen, & Pyh€alt€o, 2016) and curriculum work (Annala &
M€akinen, 2013). It has been highlighted by scholars (Antinluoma,
Ilom€aki, Lahti-Nuuttila, & Toom, 2018; J€appinen & Ciussi, 2013)
that distributed and collaborative leadership contributes to the
quality of teaching and learning as well as to teachers' well-being
and innovation. The aim is to move from professional collabora-
tion towards collaborative professionalism that involves collabo-
ration ‘by design,’ deep dialogue, and the engagement of the entire
educational institution (Hargreaves & O’Connor, 2018). Teachers
are also expected to contribute to the broader development of the
degree programmes of their disciplines (Brown, 2013), and peda-
gogical leadership skills are prominent in this context. The
programme-level development may involve, for instance, con-
structing seamless learning environments and meaningful learning
processes for students (Marin et al., 2016), or various forms of social
engagement (e.g., community service) as a part of education
(Bekele & Ofoyuru, 2021; Kumpulainen, Vierimaa, & Koskinen-
Koivisto, 2019).

3.8. Curriculum work and development of teaching

Curricula can be seen as a manifestation of educational devel-
opment, wherein teachers play a pivotal role (Annala, M€akinen,
Lind�en, & Henriksson, 2021). Curricula are linked to efficient
learning and response to global concerns such as climate change
and trends such as digitalisation, internationalisation, and sus-
tainability (Barnett & Coate, 2005; Caniglia et al., 2018; Coskun,
2015; Fahey, 2012; Friman et al., 2018; Jalkanen & Nikula, 2020;
Khan & Law, 2015; Kornelakis & Petrakaki, 2020). Thus, it matters
how teachers (are able to) contribute to this work and what kind of
knowledge and skills they acquire for curriculum work through
training.

Several studies provide tools and concepts for curriculum work
that are worth exploring during pedagogical training. For instance,
the concept of constructive alignment highlights that the objectives
stated in the curriculum and the chosen methods and assessment
strategies should be in-line with each other (Biggs, 1993). Curricula
modelsdsuch as competence-, phenomenon-, problem-based and
connective approaches are available for curriculum work (Fung,
2016, 2017; Kumpulainen et al., 2019; Lonka, 2018; Poikela &
Moore, 2011; Young & Perovi�c, 2016). Additionally, there are
many ways to organise curriculumwork (Brown, 2013; Honkim€aki,
J€a€askel€a, Kratochvil, & Tynj€al€a, 2022). Several studies (Honkim€aki
et al., 2022; Walkington, 2002) suggest approaching curricula
development from both top-down and bottom-up perspectives
while balancing between staff agency and existing structures.
Further, it is crucial to recognise different academic cultures asso-
ciated with curriculum work (Hargreaves & Fullan, 2012; K�alm�an
et al., 2020).

Teachers are expected to continuously develop their teaching
(J€a€askel€a et al., 2017a; Mårtensson, Roxå, & Olsson, 2011), and
several studies report on the factors supporting that development.
For instance, authentic development (i.e., responding to the real
challenges experienced when teaching), combined with the
managerial support and collaborationwith other teachers, has been
found to be linked with teachers’ affirmative experiences and
purposeful outcomes of teaching development (Alpay & Verschoor,
2014; J€a€askel€a et al., 2017a; Stenfors-Hayes et al., 2010; Stigmar,
2008).

3.9. Global, societal, and labour-market needs

As well as globalisation and internationalisation, digitalisation
and sustainable development represent other megatrends that
impact HE and pedagogical training. Digitalisation calls for the
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incorporation of new technologies in teaching and learning
(Anderson, 2020; Coskun, 2015; Tømte, Fossland, Aamodt, & Degn,
2019). Although the utilisation of technology has the potential to
support learning and teachers are encouraged to use it in their
teaching, making the most of technologies is not easy and may
require changes in beliefs and the further professional develop-
ment of teachers (Heinonen et al., 2019; J€a€askel€a et al., 2017b).

Sustainability topics are rapidly emerging in educational set-
tings (Owens, 2017; Stough, Ceulemans, & Cappuyns, 2021),
prompting various responses, including changes to curricula and
pedagogical practices (Howlett et al., 2016). Initiatives have also
incorporated these topics into university pedagogical training
(Mader, Benayas, & Michelsen, 2017). The integration of these as-
pects into curricula has been described as a long process that in-
volves stages of awakening, pioneering, and transformation into a
sustainable university (Kapitul�cinov�a, Atkisson, Perdue, & Will,
2018).

Future competences and supporting students' employability is
also a growing concern in HE. This requires the alignment of uni-
versity education with current and future professional life condi-
tions and demands. Therefore, collaboration with workplaces is
important in the university context (Billett, 2015; Kyndt, Beauseart,
& Zitter, 2022; Tynj€al€a, Heikkinen, & Kallio, 2022; Tynj€al€a,
Virolainen, Heikkinen, & Virtanen, 2020). Authentic environ-
ments, especially in the form of multidisciplinary projects,
problem-based learning, work-based learning, and service learning
have the potential to address these societal demands (Kalsoom &
Khanam, 2017; Tynj€al€a, Kallio, & Heikkinen, 2020). Simulta-
neously, they require teachers’ continuous learning and profes-
sional development.

3.10. Relationships between the themes: a conceptual model

Further examination of the research themes showed that they
can be seen as forming a conceptual system where each theme is
related to others. As shown in Fig. 1, the themes Internationalisation
and interculturalisation and Global, social, and labour-market needs
form a wider area that can be called Global megatrends. These
megatrends shape the nature of professional expertise needed in
the fast-changing globalised world. The development of integra-
tive, multidimensional, and responsible expertise especially is
required to meet the global challenges. That is further reflected in
Management of education. Learning and teaching is at the core of
university pedagogy, and it is shaped by all aforementioned as-
pects, particularly on the concrete level, by Pedagogical leadership
and Curriculum work.

4. Results on the presence of identified themes in university
pedagogical courses

Table 3 shows the presence of the research themes in the
courses and whether these were mentioned as curricular content
(c) or realised on the level of practices (p) (e.g., the methods used).
Some themes were not explicated in the curricula documents but
their presence in the courses arose during interviews. The table also
shows the extent to which the themes were present in the curric-
ulum and/or course practices. For example, the theme of learning
theories was largely realised in all courses. In contrast, themes
about well-being and global and labour-market needs were
considered in limited manner. In the following sections, we elab-
orate our findings according to the main themes. As UP2's partici-
pants had earlier participated in UP1, they often reflected on their
experiences without distinguishing between the courses. The
courses were partially taught by the same trainers and utilised the
same principles and practices. Therefore, we combined these



Table 3
Presence of the themes identified from the literature in university pedagogy courses (c ¼ content; p ¼ practices).

MAIN THEMES DATA SOURCE UP1-2 TACE AEPS

c p c p c p

1. Development of integrative, multidimensional, and responsible expertise Curricula x xx xx xx xx xx
Interviews xx xx xx xxx xx xxx

2. Learning theories, approaches to learning and teaching, and teacher beliefs Curricula xx xx xx xx xxx xx
Interviews xx xx xx xx xxx xx

3. Integration of versatile learning environments Curricula e x x xx x x
Interviews x xx xx xx xx xx

4. Well-being as a part of learning Curricula x x x x x x
Interviews x x x xx x xx

5. Collaborative aspects in learning, teaching, and broader work of teachers Curricula x xxx x xx x xxx
Interviews x xxx e xxx x xxx

6. Internationalisation and interculturality Curricula x x xxx xx x x
Interviews x x xxx xx x x

7. Pedagogical leadership Curricula x x e x x x
Interviews x x e xx x xx

8. Curriculum work and development of teaching Curricula xx x x x x x
Interviews x x e xx e x

9. Global, societal, and labour-market needs Curricula x x x x x x
Interviews x x x x x x

Note. xxx ¼ realised to a large extent; xx ¼ realised to some extent; x ¼ considered in a limited way; - ¼ not considered.

Fig. 1. Relationships between the identified themes related to university pedagogy.
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courses in the analysis. When necessary, the course being referring
to (UP1 or UP2) is specified.

4.1. Development of integrative, multidimensional, and responsible
expertise

Analysis of the curricula indicated that certain sub-themes were
considered in all four courses from the perspective of teacher
development. This was visible on the level of course contents, ob-
jectives, and practices. It was evident that all courses focused on
contributing to the development of the participants' philosophical
bases for teaching through reflection on one's own work in inter-
action with others and considering theoretical insights.

Analysis of the interviews confirmed that all courses helped
participants gain confidence as university teachers and built a
strong teacher identity. TACE especially contributed to English-
medium education (EME) teacher identity development. The
UP1-2 and AEPS courses were found to promote participants’ per-
sonal growth. The interviews showed that all courses significantly
contributed to the development of individual professional agency, a
vital component of expertise; the development of collective agency
among the teachers was not a focus of the courses.
7

A crucial element in the development of professional expertise,
connecting theory and practice, was stated in all course curricula,
and was built into course practices through teaching try-outs. The
trainers and participants from all the courses underlined the ben-
efits of try-outs for their professional development. Although the
development of academic expertise by students is at the core of
university education, content explicitly related to the nature and
development of such expertise was missing from the course
curricula. Thus, the problem-solving-centred, integrative, collabo-
rative, and networked nature of expertisewith generic skills, strong
agency, and the pursuit of responsible, wisdom-based professional
practices were not explicitly included in the curricula documents
(all courses). However, some topics on the development of exper-
tise such as involving students in active, reflective, and collabora-
tive learning and providing themwith guidance and feedback were
included in the learning theories (theme 2) and present in all
courses.

These findings were confirmed during the interviews, where
participants acknowledged understanding the nature and devel-
opment of expertise as being important for university teachers, and
noted, for example by TACE trainers, that this theme was missing
from the pedagogical courses and was discussed only occasionally,
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if at all, in training sessions. This shortcoming was discussed when
participants commented on the list presented in Table 2:

Progressive problem solving: this is something that some stu-
dents have, and they come from AMK [University of Applied
Sciences]. I have wondered why we don’t have more of this in
our curricula. (P8)

I am interested in expertise and its development, mainly
because we are educating experts at this university; so, in a way,
what kind of teaching should we give so that we can promote
development of students' thinking? (P11)

4.2. Learning theories, approaches to learning and teaching, and
teacher beliefs

Student-centredness was at the core of all courses, including the
content and practice. Learning and guidance theories represented
themain content emphasised in the UP1, UP2, and AEPS courses. All
courses included diverse modes of working, assessment methods,
and continuous feedback, including reflection and learning in dia-
logue and interaction with others. In the curricula of UP1, UP2, and
AEPS, it was made explicit that these courses aim to develop an
inquiry-based attitude towards one's work.

The importance of student-centred approaches was also
emphasised in all interviews. However, adopting these approaches
was not easy:

For us [our field], this is important. We need to be braver in […]
being more facilitators of learning than transferors of knowl-
edge. (P8)

At the same, the UP1 and UP2 participants expressed their
desire for broadening perspectives on learning theories, ap-
proaches to learning and teaching, and the working methods used
in the courses. Additionally, some of the UP1 and AEPS course
participants with extensive teaching experience felt that the
courses did not fully correspond to the reality and complete range
of university teachers’ work:

[We should deal with] the diverse situations the teachers are
involved in. Now the focus is only on one type of perspective,
grouping and facilitating students, as if it would suit all situa-
tions […]. But this is only one dimension of university teaching,
and used more in guidance practices than mass lecturing. (P3)

4.3. Integration of versatile learning environments

This broad topic related to versatile learning environments, and
their possibilities and challenges were rarely present in the course
content. In AEPS and TACE, the topic of learning environments was
briefly introduced and limited to the integration of new technolo-
gies into teaching and learning; in UP1 and UP2, this theme and
reference to student learning in collaboration with workplaces and
through extra-curricular activities were missing from the curricula.
The pedagogy for work-integrated or service learning was also
missing from the course content.

During the interviews, the discussions on learning environ-
ments mainly focused on technology. The interviewees reported
various digital spaces employed in the courses. However, their
potential could have been better utilised, especially in UP1-2:
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For me, this [Moodle] is not a learning environment. This is a
place where documents are stored, and they are sometimes
visible and sometimes hidden there [laughs]. (T4)

In the interviews, the relationships between technology and
pedagogy and digi-pedagogical competence were not prob-
lematised further. However, the participants from various courses
presented the consistent view that this competence was important
for their work, and they wished for more content on digital peda-
gogy and the integration of technology with learning:

When the course started, I wished for […] learning about digital
environments, distance learning, and that time, during the first
session in the big group, the answer was that they do not belong
to this field. […] Now they started to belong in a somewhat
unplanned way, and, for sure, they refreshed [the course]. (P3)

As this shows, the topic of digital learning environments sud-
denly became more relevant due to the ‘digital leap’ caused by
COVID-19. By gaining experience working in a digital environment,
the trainers of all courses saw the possibility of teaching the courses
through a hybrid mode in the future. Although the topics related to
work as a learning environment for students were not included in
the courses' curricula, the participants of all courses perceived to
have developed as teachers in their own workplaces through
teaching try-outs or practice periods.
4.4. Well-being as part of learning

Content addressing the interrelatedness of well-being and
learning was scarce in the course curricula. Some links to well-
being could be found in the content on the ethics of guidance
(UP2), learner agency (TACE), the social and individual aspects of
learning, emotions (AEPS), or dialogic modes of working (UP1, UP2
and AEPS). Perspectives on teachers' well-being was missing in all
curricula. However, the interviewees unanimously repeated that all
courses included practices (dialogues, sharing ideas, participatory
methods) that supported participants’ learning and well-being by
contributing to open and respectful relationships and learning
together. Further, a notable finding is that both the trainers and
participants across all courses had found it refreshing to attend the
courses because they offered them a break from work and some
space for thinking and creativity. The courses (especially UP1-2 and
AEPS) were also perceived as therapeutic as they allowed the par-
ticipants to deal with negative experiences in teaching, and offered
them a strong sense of belonging:

And this, that there is a small group to which I belong. And I
know that we meet often, and it lasts the whole year, and I am
accepted there. I mean, this is a big thing […] when looking at it
from the perspective of well-being. (T11)

Both the trainers and participants (all courses) unanimously
agreed that the knowledge and skills related to students' and
teaching staff's well-being are an important part of a university
teacher's competence. The participants across all courses wished
for more space for tips for coping with their workload and the
pressure at work, and for handling discouraging experiences:

There is one student from the time when I worked [in another
university] who is still insulting me on social media. That stu-
dent somehowgot upset withme, and I’ve beenwondering how
somebody can get so angry that they do not let it go after ten
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years. […] This is a very important theme because this can make
you feel threatened or something. If you have bad experiences,
you don’t want to end up in these situations, and I would
absolutely raise the question of how to work it out. (P1)

The interviews also indicated that there is a need for more
flexible practices with respect to the courses’ implementation,
ways of completing the courses, workload, and the use of lan-
guages. Although it was possible to complete all courses alongside
their regular work, sometimes this was experienced as demanding
by the teachers.

4.5. Collaborative aspects in learning, teaching, and broader work
of teachers

The curricula analysis showed that this theme was present to a
large extent on the level of most courses' (UP1-2, AEPS) objectives
and practices. The overall objective of the pedagogical training was
to prepare the participants to work in an interdisciplinary teaching
community. All courses aimed to utilise and share participants’
experiences and enable them to work together for the sake of
learning. Peer mentoring, group work, dialogue, peer assessment,
and feedback were specific topics in all curricula. Similarly, the
interviewees across all courses mentioned these aspects and the
related practices. The interviews revealed that discussions about
teaching in heterogeneous groups of participants from different
fields were eye-opening and strength of all courses. As one trainer
commented:

We are mixing up as many academics as possible from different
disciplines in the same group […]. I mean, we are trying to
emphasise different disciplines' perspectives, [encouraging]
clashes between them, so that [participants] must consider
another way of thinking. (T4)

This view was generally shared by the training participants:

In my view, this is one of the perks and contributions of this
trainingdthat people come and have an opportunity to listen to
how teaching is realised somewhere else. (P1)

Further, the participants of all courses provided examples that
indicate that networking and the exchange of good practices
created possibilities for new types of collaboration, networking,
and the use of new ideas in the development of teaching:

I think it was thanks to [UP1-2] that I started to collaborate with
[trainer’s name]; like we have now co-supervised one masters'
thesis student, and, we are thinking of a shared publication; and
then we have this plan to write a critical review with [UP1
participants' names] and another colleague from the training
[…]. A lot of these […] are benefits that I really didn’t plan. (P4)

However, the interviews also revealed that the participants of
different courses had varying needs regarding networking and
collaborating with other participants during and after the course.
For example, one batch of participants of the UP1 course did not
seem to keep in touch after the course ended.

4.6. Internationalisation and interculturality

Based on the analyses of the curricula and the interviews, the
challenges of internationalisation and interculturality were
addressed via the TACE course, which aimed at developing
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intercultural communication and teaching through English skills.
Along with EME, the course contents included interculturality. The
course was appreciated for its contribution to changing how cul-
tural and linguistic differences were perceived, how international
students were approached, and how English was used for profes-
sional purposes:

I get a similar feeling that I am on the right track, and maybe it
gives me courage to question. And though I have been working
with different nationalities for 30 years, such [new] insights
came up. (P13)

It [TACE] brought such confidence [ …]. I mean, it adds to using
English in a more confident way. (P10)

Dealing with these topics in the course had, in certain cases, led
to departmental action in the form of developments such as
updating the guidelines for international students. The topic of
internationalisation was only occasionally dealt with in the AEPS
(as an optional theme), UP1, and UP2 courses (through spontaneous
discussions or in teaching try-outs). However, the participants of
these courses unanimously agreed that, due to the popularity of
international programmes, these topics are important to most ac-
ademic staff:

We have a lot of students that come from somewhere else, and,
in our work community, we mostly talk in English; so, in my
view, this [internationalisation topic] is an important issue. (P2)

Most trainers of the AEPS, UP1, and UP2 courses reflected on the
challenges related to training diverse groups of teachers, including
international staff. Inclusion and equity were not explicitly
mentioned in any course curriculum or interview as being the
content or principles of the courses. The interviews with interna-
tional staff indicated a need for UP1 and UP2 practices to be
adjusted to the international learning environment. Specifically, the
lack of negotiation regarding language policy and non-European
perspectives was criticised.
4.7. Pedagogical leadership

Pedagogical leadership was rarely included in the descriptions
of the course contents and the written practices. This was an
optional topic in AEPS and only briefly referred to in the UP2
learning outcomes (as “skills for participation in development of
teaching and pedagogical culture on department level”). The in-
terviews showed that this topic was discussed in UP1-2 in small
groups when relevant to the participants. It became clear that not
all trainers and participants considered the topic a part of univer-
sity pedagogy training (especially of UP1) and relevant to all par-
ticipants' job tasks and future career plans. However, the interviews
revealed that pedagogical leadership would be needed in the
implementation of the pedagogical courses. For instance, sugges-
tions were made to gather information more systematically on the
participation in the courses (amounts, participants' units, back-
grounds, and career stage) and the impacts of the training on the
level of the faculty, departments, and units. Additionally, certain
participants criticised the UP1-2 courses for not considering par-
ticipants' needs and their feedback on the same. Conversely, some
of the AEPS and TACE trainers and participants reported the sys-
tematic and continuous updating of the courses based on partici-
pants’ feedback:

Wewere given an opportunity to give feedback, and it was taken
into account. (P17)
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I think a perfect example is the pandemic at the moment that
fundamentally changes every teacher’s environment and situ-
ation in the university; so, if we’re running a programme this
year or next year […] we can draw fromwhat we observe at the
moment. (T7)

Supporting a positive and collaborative work and teaching culture
was not explicitly discussed from the perspective of pedagogical
leadership in none of the course.
4.8. Curriculum work and development of teaching

Based on the analysis of the curricula, this theme was consid-
ered to some extent on the level of content of UP1 and UP2, and in a
rather limited way for the other two courses. The content included
specifics regarding university teaching (including research-based
teaching), drafting and setting competence-based objectives and
assessment criteria, the analysis of structure and core contents, the
basics of planning teaching, and various perspectives on curricular
work (e.g., phenomenon-based approach, connections to work and
societal needs). The objectives of the pedagogical courses them-
selves (including competence-based objectives) were specified in
all curricula. Except for TACE, all courses had detailed curriculawith
accurate information on the course contents, aims, modes of
working, and relevant literature.

The interviews revealed certain shortcomings in this area. In
various interviews, the need for additional knowledge of and skills
in planning courses and curricula developmental work was
mentioned. Some participants of UP1-2 and AEPS wished for a
more systematic approach to dealing with these topics. The TACE
participants were satisfied with the course because it seemed well
planned, and its content was based on relevant research. Although
some suggestions for structural improvement of the UP1 and AEPS
courses weremade, many participants considered the courses to be
well planned regarding the choice of working methods. The inter-
disciplinary character of AEPS was considered a strength. Although
research-based teaching was part of the courses’ topics and prin-
ciples on curricula level, its presence and meaning in the university
context was realised in implicit way (e.g., TACE) and/or remained
somewhat unclear to some, especially UP1-2, participants:

The principles of research-based educationwere simply avoided
[…]. Research-based education, research-based teaching is not
visible there; it should be somehow visible. (P3)

Similarly, the idea behind competence-based objectives and
curricula was not easy to grasp, even for trainers. Generally, the
participants of UP1, UP2, and AEPS experienced the course objec-
tives as unrealistic and unclear:

I had never grasped what [this course’s] aims were and what
was ultimately to be done […]. This remained completely open.
(P3)

In terms of the learning outcomes, I think it was more kind of
unstated. (P5)

The trainers seemed to be aware of this, but they did not
consider it problematic, as they believed the objectives are ach-
ieved on a general level.
4.9. Global, societal, and labour-market needs

The curricula analysis revealed that the theme was considered
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in a limited way in all courses content and practice. This was
expressed through statements about the need to predict and react
to societal and working-life needs and the creation of connections
to societal institutions (AEPS). Collaboration between workplaces
and education, and topics related to sustainability, were missing
from all courses.

As for course practices, the connections to participants' work life
and professional development needs were realised through
teaching try-outs, which were stated in all curricula and confirmed
through the trainers' and participants' experiences. The topics on
this theme were recognised as important and timely in all in-
terviews, and there were calls to deal with these topics (e.g., sus-
tainability, global citizenship, and students’ career prospects) in a
more thorough and systematic way. Both trainers and participants
of TACE saw the importance of the course in the globalised world.
However, global themes were missing from the UP1, UP2, and AEPS
course curricula, and some participants felt that these courses were
too Finland-centric. Similarly, some participants from all four
courses stated that the courses did not necessarily correspond to
the current societal and working-life needs of students and, to a
degree, teaching staff. This was of concern to some trainers across
all courses, too:

I paid attention to the ‘work life’ theme. Our university does not
do well in this field; I wonder how we could contribute to that
through our programme. In an ideal case, by paying more
attention to that. (T7)

One of TACE trainers felt it rather difficult to discuss topics
related to sustainability and global citizenship in the HE context.
Such topics were not discussed in relation to university pedagogy
either.

5. Summary of main results

Table 4 summarises the themes identified and their presence in
the pedagogical training of a Finnish university based on curricula
and interview analysis.

The table shows that the results of the curricula analysis often
align with the findings from the interview data. However, in some
cases, the interviews provided additional insights into the imple-
mentation of the pedagogical courses through the trainers' and
participants’ personal experiences of the courses. Thus, this part of
the analysis indicated that there may be disparities between the
formal curricula and the actual implementation of the courses.

During the analysis it came clear that the examined courses
have different foci and functions. AEPS as the longstanding course
offers multidisciplinary knowledge and development of skills.
Other courses are shorter, which puts pressure to concentrate on
certain themes. For example, internationalisation is covered in
TACE, learning theories and approaches to learning and teaching
are in focus of UP1, as curricular work is a main content of UP2.

6. Discussion

This study presents findings of a literature review on university
pedagogy and demonstrates how university pedagogical courses
offered in a Finnish research university meet the identified research
themes at curriculum and practice level. The broad literature re-
view reflects the complexity of learning and professional devel-
opment and the multiple challenges related to the development of
HE.

The findings of the literature review suggest that global mega-
trends, such as internationalisation and labour-market needs, must
be considered in university teaching and teachers' pedagogical



Table 4
Summary of the main findings.

Theme Curricula Interviews

Development of integrative,
multidimensi-onal, and
responsible expertise

� Focus on teaching staff's expertise development
� Perspectives on the nature of expertise and

students' expertise development missing

� Focus on growth as a university teacher and a person
� Trainers' intentions vs participants' expectations
� Lack of support for collective agency and expertise development
� Perspectives regarding the nature of expertise and students' expertise

development missing but recognised as central
Learning theories, approaches to

learning and teaching, and teacher
beliefs

� Emphasis on student-centredness
� Reflection and personalisation as core principles
� Participants' needs and experiences as a starting

point

� Student-centredness as the core of all courses
� Need for broadening and diversification of perspectives on learning and

guidance while considering the diverse reality of university teachers' work

Integration of versatile learning
environments

� Considered on the level of practices
� Content limited to the integration of new

technologies
� No mention of digi-competence and its

development
� Workplaces as learning environments for

students almost completely ignored

� COVID-19 increased hybrid modes of working
� Interactions in digital environments
� Teaching try-outs (work-based learning) as a core of courses
� Need for broadening the understanding of versatile learning environments

(e.g., workplaces)
� Relationship between technology, pedagogy, and digi-pedagogical compe-

tence not problematised
Well-being as a part of learning � No explicit objectives but some related content

(ethics of guidance, learner's agency, and
emotions)

� Practices having the potential to support
learning and well-being (dialogue and small
groups)

� Possibility to complete the courses alongside
work supporting teacher well-being

� Participatory modes of working and small groups
� The courses offer space and time to stop, think, and be creative
� Upskilling of teachers' pedagogical professionalism, leading to gained

confidence
� Need for supporting teachers' well-being and managing their workload

Collaborative aspects in learning,
teaching, and broader work of
teachers

� Preparation for collaboration and participation
in an interdisciplinary teaching community

� Dialogue and sharing experiences
� Relevant content (peer mentoring, groups and

assessment, dialogue and feedback)

� Networking, co-teaching, peer feedback, and learning together in heteroge-
nous groups

� New types of collaboration
� Positive impacts of participation in courses on participants' own courses and

units
� Enthusiasm and collegial support of trainers
� Hope for diversification in the utilisation of new ideas

Internationali-sation and
interculturality

� Theme covered through EME in the TACE course
� Interculturality as a core of TACE and an optional

theme of AEPS

� Appreciation of topics related to teaching multicultural groups. Positive
impacts of broadening knowledge on interculturality on personal and
institutional level

� Need for a more systematic approach to the topics in most of the courses
� Lack of inclusive practices

Pedagogical leadership � Presence limited throughout the training
� Optional theme offered in one course

� Practices related to pedagogical leadership differed between the courses
� Collaborative practices that were in-line with ideas of pedagogical leadership
� Lack of systematic follow-up on participation in and impacts of courses

Curriculum work and development
of teaching

� Related content identified in all courses
� Investigative approach to development
� Clearly stated objectives/aims (including

competence-based ones) in all courses
� Limited information about one course

� Missing in university pedagogical courses but recognised as an important
topic; need for inclusion of these topics

� Interdisciplinary character
� Participation in courses as an inspiration for the development of one's own

teaching
� Need for a more systematic introduction of relevant topics (e.g., planning of

courses and teaching, competence-based and research-based objectives)
� Some unstated objectives in certain courses

Global, societal, and labour-market
needs

� Not identified as explicit topics
� Connection to world of work and societal needs

identified on the level of objectives in most
courses

� Missing in university pedagogical courses but recognised as important topics
� Important place of topics on interculturality in a global world
� Need for pedagogy for work-integrated learning and collaboration between

education and workplaces
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training, as these trends influence the nature of professional
expertise required in societies. Thus, we suggest that when
renewing curricula of study programmes and staff training, the
starting point would be familiarisationwith future megatrends and
competence needs. It is management's task especially to direct
curriculum work so that this kind of examination is conducted.
Naturally, university teachers must acquire research-based
knowledge on learning and teaching to act as guides to their stu-
dents' learning. Utilising diversifying learning environments re-
quires an understanding of learning processes, collaborative
aspects of learning, and well-being in learning. Our recommenda-
tion is to include these perspectives in university pedagogical
training programmes.

Concerning the study's empirical findings, all research lines and
their sub-themes found in the literature review were at least partly
included in the content or practices of the four courses studied. The
findings indicated that the perceived positive impacts of the
11
courses were related to applying participatorymethods in teaching,
creating possibilities for networking, sharing ideas, and establish-
ing multidisciplinary collaboration among teachers, and obtaining
support for the teachers' personal and professional growth.
Simultaneously, the analyses revealed challenges.

First, perspectives on the development of students' expertise
were missing from the curricula. However, based on the extensive
research in this area, supporting the development of students'
expertise, agency, and generic skills can be considered a key aspect
in HE in today's fast-changing world (Billett, 2015; Goller, 2017;
J€a€askel€a et al., 2020; Su, 2011; Tynj€al€a & Gijbels, 2012).

Second, student-centredness emphasised in recent research
(Bechter, Dimmock, & Jackson, 2019) was included in the content
and practice of all the courses studied. However, the study revealed
a need to acknowledge the variety of teaching situations in uni-
versity teacher work, various academic cultures, and approaches to
learning (Kyndt, Dochy, Struyven, & Cascallar, 2011; Minbashian,
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Huon, & Bird, 2004; Nelson Laird et al., 2008) including interna-
tional experiences (Chavez & Longerbeam, 2016; K€arkk€ainen,
2017), when applying student-centred practices.

Third, recent research emphasises the integration of versatile
learning environments and of theory and practice as essential for
the development of expertise (Billett, 2015; Tynj€al€a, Heikkinen, &
Kallio, 2022). However, it remained unclear to the participants
how they could apply workplace learning and other experiences
outside university environments to their students’ studies. Digital
learning environments and related pedagogical competences were
not dealt with either, until the COVID-19 pandemic forced courses
to move online. Similarly, certain basics such as principles of course
planning and different curriculum models remained unclear to
some participants. In several studies these matters are highlighted
as being at the core of effective teaching and learning (Biggs, 1993;
Fung, 2016, 2017; Silander & Stigmar, 2021).

Fourth, although students' and teachers' well-being (Asikainen
et al., 2020; Krumrie et al., 2010; Puolakanaho et al., 2018) and
the role of emotions in learning and teaching (H€okk€a et al., 2020;
Luque-Reca, García-Martínez, Pulido-Martos, Lorenzo Burguera, &
Augusto-Landa, 2022; Talvio & Lonka, 2021) are emphasised in
research, these themes were almost completely absent from the
contents of the courses. However, theywere recognised as essential
in the interviews. The findings suggest that contents and tools for
supporting the well-being of teachers (e.g., to manage workload
and cope with uncertainties) should be added to university peda-
gogical courses. It was evident that peer support and discussions in
a trustful environment facilitated growth as a teacher and acted as a
catalyst for coping with negative experiences and anxieties. Similar
observationsweremade in some earlier studies, according towhich
peer and group mentoring (Heikkinen et al., 2012; Skaniakos &
Piirainen, 2019; Tynj€al€a et al., 2021) had affirmative influences on
teachers’ well-being.

Finally, the alignment of pedagogical training with the global,
societal, and labour-market needs was recognised as essential in
the interviews but missing from the courses. Although topics such
as sustainability or work-based learning were experienced as
difficult to implement in university education (also according to
earlier research, e.g., Howard, 2013; Kapitul�cinov�a et al., 2018),
several universities have successfully responded to these chal-
lenges by developing work-related learning (Billett, 2015; Kyndt
et al., 2022; Tynj€al€a, Heikkinen, & Kallio, 2022) and courses on
sustainability (Lim, Haufiku, Tan, Ahmed, & Ng, 2022; Singer-
Brodowski, 2017). Thus, the development of work-integrated
learning and sustainability practices for both students’ education
and staff training is recommended. Teacher beliefs are critical to the
implementation of innovations related to societal changes (e.g.,
technology) (Heinonen et al., 2019; J€a€askel€a et al., 2017b; Stahl &
Hakkarainen, 2021), but also difficult to modify (Pajares, 1992).
However, in contrast to other studies (cf., Gao & Zhang, 2020; Mali,
2021), the interviews in this study revealed that positive experi-
ences of technology use in teaching during the pandemic increased
the appreciation of digitalisation in education.

The results suggest that the development of university peda-
gogical training would benefit from a modular structure that en-
ables the addition of several optional topics, such as aligning with
current megatrends and the various needs of the participants. In
today's fast-changing world, it is vital that university teachers have
extensive opportunities for continuous learning and professional
development so they can support continuous learning for their
students.

When interpreting the results of this study, the following limi-
tations should be considered. A qualitative data analysis process is
limited due to its subjective nature (Denzin & Lincoln, 2000). For
example, the choice of relevant literature for the extension of
12
earlier-identified university teacher competence areas (Toom &
Pyh€alt€o, 2020) was partially based on the utilisation of authors’
specific expertise and networks in the field, and a different group of
authors would potentially emphasise different areas. Conversely,
the diverse expertise of the authors created a potentially multidi-
mensional examination of university pedagogy courses. Although a
systematic literature reviewwas not possible, the snowball method
produced a multidimensional and reliable literature analysis. The
analysis of university pedagogical courses was conducted in only
one university and cannot be generalised to different contexts.
However, a multidimensional approach was adopted, and the an-
alytic framework (Table 2 and Fig. 1) may serve other universities as
a tool for the evaluation and planning of their curricula and for the
design of similar professional development programmes.

The studied case was elaborated in depth by utilising diverse
sources of data, including systematic and coherent examination of
curricula and experiences of various stakeholders (trainers and
participants), which was a way of ensuring the credibility and
trustworthiness of the study (Golafshani, 2003; Silverman, 2010).
The data turned out to be rich and in further study we continue
with analysing trends arising from data based on participants' and
trainers’ experiences of the courses.

7. Conclusions

This study contributes to the development of university peda-
gogical courses by introducing through a case study a research-
based analysis of the curricula and the implementation of such
training in a Finnish research university. The findings of the broad
literature review contribute to discussions on the key drivers of the
development of university pedagogy and provides a conceptual
tool for universities to analyse their ownpedagogical courses. There
is an obvious need to critically revise courses' structures, contents,
and practices so that they better align with recent research-based
knowledge and thus increase both the quality and impact of uni-
versity teaching. Recent global and societal trends related to digi-
talisation, internationalisation, sustainability, work-related
learning, and the diversification of student populations require
systematic responses on the curricula level of university pedagogy
courses so that they better correspond to university teachers’ work
in these changing times.
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