
TEQ21 project description  

1. Relevance relative to the call for proposals (1–2 pages) 
The qualifications and competencies that teachers need, and that must be developed through initial 
teacher education, are ever evolving. To succeed in a rapidly changing and digital society, skills such 
as deeper learning, analytic reasoning, complex problem solving and teamwork are required (Binkley 
et al., 2012; Partnership for 21st century learning, 2007). Simultaneously, research has highlighted 
how teachers’ competencies must build on several modes of knowledge and be developed in 
different learning arenas. Increasingly, teacher education programmes stress transdisciplinary goals: 
learning outcomes that transcend subject boundaries and cannot be reduced to a sum of goals in 
discrete subjects. 

These transdisciplinary goals require multidisciplinary teacher education design (inter-subject 
learning activities) and teacher education didactics (i.e. Brekke, 2004; Bjørke & Braut, 2009). TEQ21 
(Teacher Qualification for the 21st Century) will examine how multidisciplinary learning processes can 
contribute to the development of varied modes of knowledge in different learning arenas 
(campus/practice placement). While research on pedagogy and subject didactics is common, 
research on multidisciplinary learning processes in different learning arenas is rare (Caspersen, Bugge 
& Oppegaard, 2017; Dahl et al., 2016), making it an important part of the research base of any 
teacher education programme.  

OsloMet is uniquely positioned to take a leading national role in research on the development of 
transdisciplinary competencies. Since the multidisciplinary teacher education development project 
“Prosjekt Fleirfagleg” (2000-2010), OsloMet has repeatedly demonstrated its ability to find 
collaborative solutions to issues that cross subjects. As a large teacher education institution, we have 
highly qualified teachers and researchers in every relevant subject organised into a single 
department. In the local programme description of the new Master’s Degree Programme – Primary 
and Lower Secondary Teacher Education (GLU master's programme), three multidisciplinary 
competencies are singled out for collaborative development with different subjects and learning 
arenas: teachers’ professional diversity competency (tDIVc), teachers’ professional research & 
development competency (tR&Dc) and teachers’ professional digital competency (tDIGc). These 
three multidisciplinary competencies are also stressed in the national guidelines for teacher 
education (The Norwegian Association of Higher Education Institutions, 2016). 

Teacher education at the master's level is significant in developing the knowledge culture of primary 
schools (Lillejord & Børte, 2017). In the national strategy for teacher education, three existing 
challenges are highlighted: professional relevance, anchoring the education in research and 
multidisciplinary cooperation (Ministry of Education, 2017a, p. 11-12). The research of TEQ21, 
focusing on how three transdisciplinary competencies can be developed through multidisciplinary 
learning processes in different arenas, is therefore highly relevant and will fill a gap in the research 
base of Norwegian teacher education. 

TEQ21 will facilitate collaboration between teacher educators with diverse sets of research 
experience and experience-based knowledge of the profession. This will increase their capacity to 
research the teaching profession and teacher education. In addition, by including teachers at 
placement schools and student teachers as co-researchers, the capacity for making use of research in 
the profession will increase, and the interplay between research, education and the profession will 
become more robust. Thus, the impact on teacher education and the profession will go beyond the 
research findings. We will also include a PhD position in the project. 
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2. The research project (4–6 pages)  
Teacher education in general: Research and evaluations have concluded that past Norwegian 
teacher education programs were fragmented and lacking in coherence (NOKUT, 2006; Haug, 2010; 
Hammerness, 2013, p. 413). The programs were situated in two learning contexts: subject and 
pedagogy studies on campuses and professional training in placement schools (Bulterman-Bos, 2008; 
Grimen, 2008). The students are described as receptive and passive in the campus-based learning 
context but more active and involved in the placement schools (Finne, Mordal & Stene, 2014); 
NOKUT, 2006, Karlsen & Kvalbein, 2003; Heggen, 2010). The distance between these two arenas is 
often described as a “gap”. Consequently, with the goal of enhancing coherence, a stronger 
professional perspective and improved cooperation between university and placement schools were 
established as important goals of the Teacher Educational Reform of 2010 and again of the GLU 
master's programme (Messel & Smeby, 2017; Jordell, 1986). 

In addition, Norwegian teacher education suffers from a lack of a common vision (Hammerness, 
2013) among those who teach different subjects in higher education and placement schools. Teacher 
education also seems to be influenced by the “personal and individualised nature of vision” (Ibid., p. 
413), which may lead to a fragmented, less coherent curriculum and a weak scientific core.  

Teachers’ professional competence has both an individual and a collective component (Hargreaves & 
Fullan, 2012) and can be defined as “professional practice based on a knowledge base that enables 
handling complex issues related to learning and teaching” (Lund, Jakhelln & Rindal, 2015, our 
translation). The constitution of professional competence is an integrated relation between 
theoretical, scientific and practical experience-based modes of knowledge. The studies of Nordenbo 
et al. (2008) support this, identifying three key competencies related to teaching: relation 
competency, regulation competency and didactic competency. In line with this, the EU Commission 
has emphasised the necessity of in-depth qualifications in all relevant subjects, including pedagogical 
practice, various teaching methods and research competence (ETUCE, 2008, p. 9). Shulman’s (1986) 
concepts of teacher competence, subject knowledge, curricular knowledge and pedagogical content 
knowledge also comprise relational competence and ethical considerations of the teaching process.  

Developing professional teacher competencies requires integrating different modes of knowledge, 
rather than engendering conflict between theory and practice (Mausethagen, 2015; Christensen, 
Eikeland, Hellne-Halvorsen & Lindbo, 2018). On-campus learning – theoretical knowledge – requires a 
cognitive understanding that includes analytical and critical reflection (Grimen, 2008; Carlgren, 
2012). Learning in practice placements involves practical knowledge, which differs from theoretical 
knowledge by being developed and implemented by the learner herself (Heggen, 2008; Gee, 2000). 
Moreover, student teachers will encounter different groups representing different knowledge 
cultures, both on campus and at placement schools. Such encultured knowledge, which establishes 
itself in social contexts, is collective, normative and tacit. On the other hand, laws and regulations – 
embedded knowledge – are operationalised in local institutional structures and procedures like 
curricula and lesson plans, assessment practices and teaching methods, thereby framing professional 
practice (Klette & Carlsten, 2012, p. 71).  

Insight into multidisciplinary learning processes is required to address the lack of a common vision, 
weak coherence and complex knowledge base in Norwegian teacher education. At the same time, 
professional knowledge, which is important regardless of a student’s choice of subject – and 
therefore is not contained in the curriculum of any individual subject area – deserves more attention. 
Three transdisciplinary areas stand out as needing improvement.  

First, research on past teacher education programmes in Norway shows that few students believe 
they have adequate knowledge of diversity-related pedagogical concepts (Følgjegruppa for 
lærarutdanningsreforma, 2015, p. 111). Second, although research-based teacher education appears 
to be one of the most successful parts of the 2010 reform, there are still large differences in how 
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individual teachers incorporate research into their teaching (ibid., p. 82). Finally, there is a significant 
lack of professional digital competence among teacher educators. For example, almost 35% of 
teacher educators report that they do not have the competencies to help students learn to use 
digital tools for assessments (ibid., p. 103). Based on these findings, the regulations for the GLU 
master’s programme stress that "In order to strengthen teacher competencies in a multicultural and 
multifaith society, knowledge of religion, philosophy and ethics should make up a module equivalent 
to 15 credits integrated with the subject pedagogy and pupil-related skills" (The Norwegian 
Directorate for Education and Training, 2016, p. 5). “The primary and lower secondary teacher 
education should qualify the candidates for professional practice rooted in research and experience-
based knowledge and for further studies at ph.d. level” (ibid., p. 1). Teachers should be able to 
"evaluate and use relevant teaching materials, digital tools and resources in their teaching, and teach 
the pupils digital skills" (ibid., p. 3). 

Hence, the three transdisciplinary competencies implemented in the OsloMet GLU master's 
programme, teachers’ professional diversity competency, teachers’ professional research & 
development competency and teachers’ professional digital competency, are investigated in this 
research project. 

tDIVc: The national requirement of a 15-credit unit on diversity has generated a significant need for 
new knowledge to support its research-based implementation. A key question concerns how 
education can help students develop diversity competence that is useful to their profession as 
teachers. What constitutes such a professional transdisciplinary competence, and how can the GLU 
master’s programmes support students' development of such skills? 
 
The very concept of diversity as it is used in teacher education needs clarification (Westrheim & 
Hagatun, 2015, s. 169; Dyrnes, Johansen & Jonsdottir, 2015). Recently, the concept has gained a 
more prominent place in educational discourse. From its original usages addressing multiculturalism 
and religion, the concept now includes identity categories such as gender, sexuality, ethnicity, class 
and functionality (Røthing & Bjørnestad, 2015). The concepts of intersectionality (Crenshaw, 1989), 
which points to the ways that different aspects of diversity acquire new meanings when viewed in 
relation to each other (Røthing & Bjørnestad, 2015), and superdiversity, which denotes diversity not 
only between ethnic groups, but also within them (Vertovec, 2007), are further developments of the 
concept of diversity. 
 
Diversity is central to the new GLU master’s programmes and is prominent in several content areas. 
Pedagogy and pupil-related skills (PEL) and practice placement will form the primary contexts of 
developing this competency, and study subjects will form the secondary context. There is some 
research on teaching diversity in teacher education (Haug, 2010), but its implementation in the GLU 
master’s programme creates a qualitatively new situation that provides opportunities to study 
learning processes (and learning arenas) related to diversity. 

At OsloMet, a course unit called Diversity in the Classroom (DMK) has been developed and is now 
being implemented through a multidisciplinary collaboration between social studies, RLE (Religion, 
Philosophy of Life and Ethics) and PEL. The unit comprises themes, perspectives and modes of 
knowledge related to the concept of diversity and is taught in the first, second and fourth years, 
including during practice placement. Because of our experience with multidisciplinary work, we were 
able to plan this unit as an interdisciplinary course. However, it is still unknown whether the course 
leads to improved tDIVc.  

tR&Dc: The concept of research-based teacher education demands that research and development 
(R&D) competence be part of the education in several arenas (Vågan & Kyvik, 2014). More tightly 
integrated programs with practice placement interwoven with on-campus coursework can develop 
student teachers’ abilities to reflect on practice, both their own and the school’s collective practices 
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(Zeichner, 1983; Darling-Hammond, 2000; Korthagen et al., 2001). Implementing a more R&D-based 
programme can contribute to understanding how research-based knowledge influences the practice 
and learning of student teachers (Afdal & Nerland, 2014), and R&D competence (tR&Dc) will provide 
student teachers with a basis for practice development. Such competence is practice-oriented and 
differs from the more academic science competence (Bjørke, Jarning & Eikeland,2013; Arneback, 
Englund & Solbrekke, 2016).  
 
At OsloMet, R&D is an integrated multidisciplinary theme throughout the GLU master’s programme, 
both in PEL and subject areas like mathematics, Norwegian or English. Learning activities related to 
R&D are connected to work on campus and in practice placements each year of the study following a 
plan with a natural progression. The following learning activities are emphasised: reading academic 
texts and literature reviews, learning R&D methods and writing academic texts. The concept of 
tR&Dc must be investigated according to different actors’ conceptions of both learning arenas 
(campus and practice placement). TEQ21 will reflect on how national goals are operationalised in the 
program at OsloMet and the multidisciplinary nature of the learning activities.  
 
tDIGc: The Ministry of Education (2017b) emphasises the potential of employing digital tools in 
education, but digital competencies vary widely among student teachers and teacher educators 
(ibid., p. 9). Research on teachers´ digital competencies illustrates the complexity of the field (Søby, 
2014; Røkenes & Krumsvik, 2014; Lund et al., 2014; Johannesen et al., 2014; Instefjord, 2014). 
Professional digital competence (PfDK) describes the combined digital, content-related and 
pedagogical competencies that all teachers, including teacher educators, must hold to be a 
professional in the 21st century (Lund, Furberg, Bakken & Engelien, 2014). The Norwegian Center for 
ICT in Education has launched a framework for PfDK (Kelentrić et al., 2017) based on both Norwegian 
and international research on digital competence in teacher education (e.g. TPACK [Koehler and 
Mishra, 2009], DigComp [Ferrari, 2013]). The framework defines seven core areas of digital 
competence for teachers, but research has not investigated whether they truly constitute PfDK. 
 
For over two decades, OsloMet has integrated professional digital competence training into subject 
areas (Engen, Giæver & Mifsud, 2015; Bjarnø, 2013). Despite these initiatives, study evaluations and 
student teachers´ experiences in practice placements show that they do not have sufficient 
professional digital competence (Engen et al., 2009, Tømte et al., 2013, Gudmundsdottir & Hatlevik, 
2018). With a few exceptions (for example, Galanouli & McNail, 2001), there is little work examining 
practice placements as an arena for developing professional digital competence. The guidelines for 
the GLU master´s programme (UHR, 2017) place greater emphasis on professional digital 
competence than previous plans, stating that "practice should include teaching with and about 
digital resources" (ibid., p. 17). Consequently, we must examine the quality and relevance of practice 
placements in terms of using digital tools for teaching and learning.  

At OsloMet, the ongoing practice of integrating professional digital competence training into subject 
areas will be buttressed by ensuring that all students are given the opportunity to use digital tools 
and improve their professional digital competence during their practice placements. In addition, 
OsloMet will award elective units for teachers´ digital competence (DigPed) in the first and second 
cycle of the GLU master’s programme. 
 
Approaches, hypothesis and choice of method: The main research question of TEQ21 is the 
following: In what ways do multidisciplinary learning processes, employing diverse modes of 
knowledge and different learning arenas, support or hinder the development of the professional 
competence of GLU master’s student teachers? This research question will be answered by 
addressing the following sub questions: 1) Which conceptual understandings of tDIVc, tR&Dc and 
tDIGc prevail among teacher educators, student teachers and practice teachers? 2) What modes of 
knowledge interact, and in what ways, to develop students’ tDIVc, tR&Dc and tDIGc? 3) In what ways 
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can multidisciplinary learning processes support the development of tDIVc, tR&Dc and tDIGc both on 
campus and in practice placements? 
 
To address the knowledge requirements of developing teachers’ professional competence using 
multidisciplinary learning processes, diverse knowledge forms and different learning arenas, TEQ21 is 
organised into work packages (WPs). 
 

WP Main activity, objectives, deliverables Responsible partner  

WP1 State-of-the-art review of teachers’ professional 
competence. Review of research literature with a broad 
educational scope and emphasis on tDIVc, tR&Dc and tDIGc. 
The review will supply a common relevant research 
background for WP2, WP4, WP5 and WP6. Produce position 
paper(s). 

UiO/Professor Harald 
Jarning 
OsloMet/Professor Bjørn 
Smestad 

WP2 Design survey and collect data across learning arenas and 
transdisciplinary competencies. Design a survey (based on 
WP1) on expectations before practice placement and a 
survey (based on WP1 and WP3-6) on experiences after 
practice placement in years 1 and 2. Collect longitudinal 
data from two cohorts of students. 
Establish an extensive data set to inform WP3-6. 

OsloMet/Professor Ole 
Edvard Hatlevik 

WP3 Transdisciplinary concept development. Concept 
development within tDIVc, tR&Dc and tDIGc, based on an 
analysis of survey data (WP2) and qualitative data and 
analyses from WP4-6, to better understand the complexity 
of knowledge forms, learning arenas and multidisciplinary 
learning processes, helping improve the educational design 
of learning activities. 

VIA/Professor Birgitte 
Nilsen  

WP4 Teachers´ diversity competence. Collect qualitative data on 
the development of tDIVc. Analyse data to inform WP3. 

OsloMet/Professor 
Simon Michelet 

WP5 Teachers´ R&D competence. Collect qualitative data on the 
development of tR&Dc. Analyse data to inform WP3. 

OsloMet/Professor 
Hanne Christensen 

WP6 Teachers´ digital competence. Collect qualitative data on 
the development of tDIGc. Analyse data to inform WP3. 

OsloMet/Professor 
Leikny Øgrim 

WP 7 Dissemination and involvement. Arrange dissemination 
activities according to the dissemination plan to meet the 
knowledge needs of the transdisciplinary goals of teacher 
education,  facilitate national and international cooperation 
and networking, build R&D capacity and disseminate the 
results of TEQ21 to relevant user groups.  

OsloMet/Professor 
Monica Johannesen  
Oslo Met/Professor 
Bjørn Smestad 

WP8 Project management. 
 

OsloMet/Professor 
Monica Johannesen 

 
TEQ21 will further knowledge of the design of multidisciplinary learning processes in the pursuit of 
transdisciplinary goals. To fulfil the goals of the national guidelines, our local curriculum has 
established multidisciplinary coursework with learning activities on both campuses and in placement 
schools. The coursework can thus be considered boundary objects (see for example Akkerman & 
Bakker, 2011) that are assigned key roles in helping students construct tDIVc, tR&Dc and tDIGc and 
include innovative learning activities, such as the Case-Based Dialogue Workshop and Artistic 
Aesthetic Diversity Workshop for tDIVc and practice-oriented scientific work (observing classroom 
management and professional language use) for tR&Dc and tDIGc.  
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The theoretical point of departure for TEQ21 is modes of knowledge (Klette & Carlsten, 2012) 
identified as theoretical, practical, encultured or embedded. TEQ21 will investigate how these modes 
of knowledge materialise in different learning arenas and through multidisciplinary learning 
processes to develop teachers’ professional competencies. 

The development of student teachers’ competencies is complex and must build on several modes of 
knowledge, occur in different learning arenas and involve transdisciplinary goals. While teacher 
education programs are described as fragmented and lacking coherence, researchers claim that 
modes of knowledge in placement schools and on campuses must be different (Jensen, Lahn & 
Nerland, 2012). Campuses and placement schools are very different contexts, but students do not 
necessarily see this difference as a "gap". Instead, they see them as involving different modes of 
knowledge (Christensen, Eritsland & Havnes, 2014). “Transitional coherence" – which encourages 
coursework that crosses and/or sits on boundaries, which are regarded not only as barriers, but also 
as the departure point for reflection and learning – can help strengthen student teacher motivation 
and subject-oriented identity (Heggen & Terum, 2013; Akkerman & Bakker, 2011).  

The term practical synthesis, coined in research on professions by Harald Grimen (2008), highlight a 
form of knowledge integration that take the practical task orientation in professional work as point 
of departure. Given the varied qualifications required in the case of teaching professions and ITE 
integration of knowledge then, can be searched for, and perhaps be less unfrequent, as practical 
syntheses rather than as theoretical syntheses. However, like practical syntheses, theoretical 
integration can be more local and include shared vocabularies, common approaches to a research 
problem, and coordination of methodologies as aspects of integration. Subfields in ITE where 
convergence and local order might ensue and represent possible objects of research in the project 
include: Pedagogies and subject didactics (Alexander 2008, Hudson and Meinert 2008); comparative 
subject didactics (Ongstad, 2012), as well as issues of design; including research, with a special focus 
on learning and ICT (Lund et al. 2014).                                        

Method: Our main research question seeks to interpret and understand the complex process of 
professional competence development among teachers and aims to develop an explorative 
approach. Consequently, our chosen method is a case study of one particular educational 
programme, the GLU master´s programme.  

Survey data (Bryman, 2008; Gall, Gall & Borg, 2007; Miles & Huberman, 1994) will form the basis for 
a primary data set mapping involved actors´ understandings of core concepts. This study will also use 
survey data from NOKUT student survey and the graduate survey form, Nordic Institute for Studies in 
Innovation, Research and Education. The quantitative data set will be supplemented by interviews 
(Kvale, 2001; Fog, 2001; Silverman, 2006) with informants to further explore the involved actors’ 
concept development and inform the development of later versions of the survey. 

Student teachers' learning processes in the three main areas of the study will be explored through 
educational ethnography (Madsen, 2007). Observing learning activities in the various arenas will be 
the starting point for establishing a primary data set in these areas (Bryman, 2008; Gall, Gall & Borg, 
2007), but these observations will be supplemented by interviews with a purposive selection of 
student teachers, teacher educators and practice teachers. To study the ways in which student 
teachers transfer modes of knowledge from campus education to placement schools and back, it is 
expedient to collect data from the same informants acting in different learning arenas. Consequently, 
three student groups and their corresponding teacher educators and practice teachers will be 
selected as informants in a multi-case study (Yin, 2003; Stake, 2006; Gomm et al., 2000) and form the 
basis of joint data collection, the establishing of data sets and data analysis. As the conceptual 
development of professional competence is assumed to be inadequately articulated, methods such 
as video observation to map marginal non-verbal utterances (Goldman, 2007; Banks, 2007), and/or 
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group interviews to collectively explore outcomes of learning processes (Morgan, 1997) may be 
employed to supplement the collection of students’ written reflections.  

The chosen methodological approach is also well suited to investigate how students’ competencies in 
the three main areas could hypothetically have been supported by the university, both on campus 
and in placements. The methods support the explorative approach necessary to avoid a fruitless 
dichotomy between theory and practice and open a landscape of didactical possibilities. Although 
some of these possibilities will likely prove to be unrealistic, it is nonetheless interesting to explore 
what students and educators think, not only of the reforms that have been implemented, but also of 
those that they believe should have been implemented. 

Informants will be student teachers, practice teachers and teacher educators in the GLU master’s 
programme (5-10): the year 1 cohort in 2019/20 and the year 1 and 2 cohorts in 2020/2021. This 
design choice allows us to follow one cohort through two years and another cohort for one year.  

The main analytical approach is abductive – a theory-driven but empirically informed analysis moving 
between the deductive and the inductive (Alvesson & Skjöldberg, 1994; Mjøset, 2012; Tavory & 
Timmermans, 2014). One key starting point will be to analyse the modes of knowledge apparent in 
both learning arenas and across different learning activities. The theoretical bases for the analyses 
will comprise existing knowledge of teachers’ professional competence and be further developed in 
WP1, where approaches to transdisciplinary competencies in diverse fields of research and traditions 
in German, French, Scandinavian and British contexts will be included. Involving student teachers and 
practice teachers as co-researchers will improve the communicative validity of the analyses. 

The primary objective of TEQ21 is improved understanding of how transdisciplinary competencies 
are developed as part of professional teacher competence. The intermediate objectives include: 

• Validating survey instruments for examining tDIVc, tR&Dc and tDIGc. 

• Improving coherence between placement schools and the campus/university as learning 
arenas. 

• Increasing understanding of the role of different modes of knowledge in constructing 
teachers’ professional competence. 

• Improving understanding of the role of multidisciplinary learning processes in the 
development of tDIVc, tR&Dc and tDIGc. 

 
The intellectual output of TEQ21 will be open-access validated instruments, scientific articles and 
books and internet resources on teachers’ professional competence (see dissemination plan and 
project impact.) 
 

3. Organisation, partnership and collaboration (2–4 pages) 
Planned project implementation: TEQ21 is organized into eight work packages as illustrated in 
Figure 1. Each work package has been assigned a professor (see WP table) who will manage the 
research tasks and ensure progress, as well as perform research in collaboration with co-researchers, 
a Ph.D. fellow, research assistants, student teachers and practice teachers. A state-of-the-art review 
(WP1) will be the point of departure for the research on teachers´ professional competence. Based 
on this review, a survey measuring the understandings of transdisciplinary competencies among 
student teachers, teacher educators and practice teachers of will be designed (WP2), and data will be 
collected and analysed from two cohorts of students in the first and second year of study in the GLU 
master´s programme. Simultaneously, three case studies will be conducted focusing on tDIVc (WP4), 
tR&Dc (WP5) and tDIGc (WP6). The results of the empirical data collection from these four work 
packages will form the basis for the development of transdisciplinary concepts in TEQ21 (WP 3). 
Dissemination and involvement (WP7) and project management (WP8) will be ongoing activities 
during the project. 
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Figure 1: The TEQ21 work packages 

 
Figure 2: TEQ21 project Gantt diagram and responsibility chart 
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TEQ21 has defined milestones and detailed activities according to the work packages (see the 
detailed plan in the grant application form). Figure 2 presents a Gantt diagram outlining the schedule 
of activities and listing individuals responsible for (R) and involved in (x) the various activities. 
 
The quality assurance of TEQ21 will be secured by regular meetings of the central project partners 
representing all involved institutions (i.e. OsloMet, VIA Århus, University of Oslo and placement 
schools). In addition, an advisory board with external representation from national and international 
experts, government representatives, school owners and student organisations will be established to 
ensure anchoring in both international research and the national regulations and needs of 
Norwegian teacher education.  
 
Research partners and expertise: As one of Norway’s largest teacher education institutions, OsloMet 
houses specialised researchers in the fields of technology enhanced learning, pedagogy and diversity 
and maintains a strong tradition of classroom research. In addition, OsloMet has strong academic 
competence in all primary school subject areas. The University of Oslo also has a prominent place in 
Norwegian teacher education, not least in the areas of practice placement and technology enhanced 
learning. In particular, the Centre for Professional Learning in Teacher Education (ProTed) at the 
University of Oslo aims to generate new knowledge about teaching and learning and ensure a 
research-based and integrated teacher education with a five-year course of study. Further, VIA 
University College is Denmark's largest university college and an internationally oriented institution 
of higher education. Based on its strong educational programmes, VIA has internationally recognised 
research centres working in, for example, educational research and development in the areas of 
teaching, learning and didactics.  
 
By inviting national experts to contribute to the first edited book, we will ensure that the results of 
WP1 are scrutinized and enriched, both in seminars in preparation for the book and in writing it. 
Likewise, the inclusion of teachers in the second edited book will introduce outside perspectives and 
enrich the discussion. These activities, as well as the final conference, will provide arenas for 
network-building. 
 
Throughout TEQ21, we will build subject-area networks in the field of teacher education and attend 
and present at national network conferences (i.e. Nettverksamling for PfDK) and other national and 
international conferences (i.e. Universities Norway [UHR] conferences on teacher education, NKUL, 
NERA, NOFA, ATEE and ECER). 
 
Researching OsloMet’s own GLU master’s programme requires strategies to ensure the validity of the 
analyses beyond engaging international research through publications and conferences. Partnering 
with the University of Oslo (the programmes of which differ from OsloMet’s in important respects) 
and involving an international partner (VIA Århus) is important to providing an external perspective 
on the analyses. These partners will each be responsible for one WP, and VIA Århus will serve as a co-
editor of the first book. International partners and contacts will also help disseminate the results to 
an international audience. 
 
TEQ21 will be hosted at OsloMet, which meets all the infrastructure requirements of a research 
project of this scale – for instance, meeting facilities, conference facilities and data resources. 
OsloMet also houses teams specialising in project administration, account management, 
collaboration with placement schools and dissemination activities (seminars, magazines, podcasts, 
social media).  
 
Beyond the project team, OsloMet has high R&D expertise (including the Centre for Welfare and 
Labour Research [SVA], the Centre for the Study of Professions [SPS], sections for digital competence 
and diversity competence in the Department of International Studies and Interpreting and the 
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National Centre for Multicultural Education [NAFO]). The teacher education programme at OsloMet 
has a long tradition of multidisciplinary cooperation (Skjong, Michelet & Waldermo, 2004) and close, 
formalised collaboration with placement schools.  
 
Competence development activities: OsloMet will provide one Ph.D. fellowship for the project. The 
Ph.D. student will be enrolled in the Educational Sciences for Teacher Education Ph.D. programme 
with a four-year grant. Office facilities, supervision and an operational budget will be provided. The 
Ph.D. student will do research on tR&Dc that will strengthen WP1, WP3 and WP5. Ensuring that Ph.D. 
students complete their programme of study is a priority for OsloMet. Among new measures taken 
to this end are capacity building in supervising and including Ph.D. students in research groups 
(Kvalitetsrapporten, 2017). The Ph.D. student will join the research group “Teacher Qualification”. 
 
TEQ21 aims to build the capacity of practice teachers, student teachers and teacher educators for 
research and augment knowledge of teachers’ professional competence. Competence-building 
seminars for practice teachers will be held at placement schools to develop their understanding of 
professional competence in general and of tDIVc, tR&Dc and tDIGc in particular. Practice teachers 
will be invited to contribute to the second edited book, and seminars on academic writing will be 
part of that process. For teacher educators, the learning opportunities, in addition to participating in 
the research of TEQ21, will include contributing to conferences and publishing chapters in the edited 
books, as well as scientific and popular articles. In addition, working closely with practice teachers 
will improve teacher educators’ insights into practice. For student teachers, scientific writing will be 
encouraged through the opportunity to write a master’s thesis related to TEQ21 and co-author 
research articles. For placement schools and school owners, TEQ21 will give opportunities for 
competence-building and school development stemming from a deeper knowledge of teachers´ 
professional competence. Finally, the Ph.D. candidates and students from the Master Programme in 
ICT Supported Learning will specialise in some area within the TEQ21 research.  
 

4. Strategic institutional basis (2–3 pages)  
TEQ21 supports the strategic priorities of OsloMet as described in OsloMet’s strategy document and 
the strategies of the of Faculty of Teacher Education and International Studies (LUI) and of the 
Department of Primary and Secondary Teacher Education (GFU). 

OsloMet’s strategy document (Strategy 2024) stipulates that it will “develop the teacher and nursing 
education programmes to become the best in Norway” (p. 5) and “increase our efforts in educational 
research” (p. 7). By strengthening the coherence between subjects and between theory and practice 
placement, TEQ21 will contribute to the development of teacher education programmes. OsloMet 
aims to “strengthen our students’ knowledge about the role of research in society” (p. 6), “make 
digital and technological expertise an integral part of our study programmes” (p. 7) and “follow up 
and further develop the action plan for diversity” (p. 8). TEQ21 will generate new knowledge on how 
these three dimensions develop in teacher education by studying tDIVc, tR&Dc and tDIGc. National 
and international cooperation will contribute to the quality of TEQ21, strengthen local R&D 
competence, augment our international network and expand our capacity for international 
cooperation, all of which are activities prioritised in Strategy 2024. Close cooperation with selected 
placement schools and a holistic approach to professional competence will contribute to “relevant 
practical training of high quality” and strengthen our position as a “leading provider of research-
based knowledge to the welfare society” (p. 5). 

These priorities are echoed in the strategy document of LUI (Langtidsplan 2018-2020), which aims to 
“strengthen the relation between R&D and placement schools” (p. 1), “strengthen the diversity 
perspective” in the programmes (p. 1) and continue the work on digitalisation in higher education, 
kindergarten and schools (p. 1). LUI also wants to “strengthen the research on our own education 
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programmes” (p. 2) and establish a “master’s programme in diversity competence” (p. 4). In pursuing 
the goal of becoming the “best in Norway” in teacher education, OsloMet must take national 
regulations, guidelines and priorities into account. The national strategy for quality and cooperation 
in teacher education, Lærerutdanning 2025 (Ministry of Education, 2017a), underlines the same 
priorities as TEQ21, as noted in part 1. The action plans of our faculty (LUI) and our institute (GFU) 
support national goals (Handlingsplan 2018). In particular, GFU wants to motivate research on the 
new teacher education programmes, which includes research on tDIVc, tR&Dc and tDIGc.  

To address the need for digital competence among teachers, OsloMet has implemented several 
initiatives to develop teachers’ digital skills through pre-service and in-service training, as well as the 
systematic training of teacher educators. These initiatives are supported by university organisations 
like the Center for Digital Innovations (DIGIN), which aims to develop digitally supported innovative 
learning methods among faculty, including teacher educators.  

OsloMet’s strategies emphasise strengthening our students’ knowledge about the role of research in 
society, making digital and technological expertise an integral part of all study programmes and 
developing an action plan for diversity, all of which aim to increase the relevance and quality of 
higher education in the 21st century. Our teacher education programmes must address these 
priorities at two levels. In addition to designing teacher education programmes that arrange for 
diversity, research and digitalisation, the very content of the GLU master’s programme must address 
the same challenges. In that way, the TEQ21 research overlaps the strategic priorities of OsloMet, as 
well as national and institutional strategies of teacher education. This is reflected by the fact that 
TEQ21 has received funding from OsloMet to develop this research proposal and application for 
external funding. 

At VIA Århus, TEQ21 will be prioritized as part of the research agenda of the program "Professional 
Didactics, Methods and Approaches" in the research centre "VIA Profession & Education". VIA will 
contribute both as a co-researcher in the Norwegian context and to comparative data analyses in the 
Danish context. 
 

At University of Oslo TEQ21 will strengthen three of the ten priorities of the Faculty of Educational 
Sciences: “higher education and workplace learning”, “teacher education and professional 
development in school” and “culture, cognition and technology: Learning in digital environments”.  
 

5. Project impact (1–2 pages) 
By investigating the development of three key transdisciplinary goals of teacher education, TEQ21 
has the potential to improve OsloMet’s teacher education programmes in important areas. These 
three goals are at the core of teacher competence and are mutually reinforcing. Diversity connects to 
core values of the teaching profession. The demands on tomorrow’s teachers require them to 
develop their research-based knowledge to see new possibilities in the classroom and challenge 
traditional solutions in collaboration with colleagues. Professional teaching requires an 
understanding of how digital tools create both new possibilities and new challenges in education. 
Therefore, the primary impact of the project will be on OsloMet’s teacher education programmes 
and on the future practice of the teachers we educate. However, most programmes at OsloMet 
emphasise transdisciplinary goals, so a better understanding of how these can be implemented will 
be of value to many programmes at OsloMet, as well as programmes at other institutions.  
 
At the same time, TEQ21 can positively influence the coherence of teacher education programmes. 
The multidisciplinary learning processes, research on these learning processes and the concept 
development in TEQ21 will bring together teacher educators from diverse fields in a common 
research environment and enhance mutual understanding across subject borders.  
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The findings of TEQ21 will be translated into new didactical strategies on campuses and in practice 
placements. Furthermore, the findings will inform the design of elective courses, ensuring that they 
meet the needs of student teachers and the teaching profession. Concretely, TEQ21 will generate 
refined methods of developing teacher competence across subjects and learning arenas, including 
arenas of interaction between students, teachers and teacher educators, stimulating reflection and 
meeting the complex demands of the 21st century. These results may inspire other teacher education 
programmes nationally and internationally. 

In addition, TEQ21 will increase our capacity for research on the professions of teaching and teacher 
education. By including student teachers and practice teachers at placement schools, the capacity for 
future collaborative research projects between teachers and teacher educators is also increased. 
 

6. Other aspects (1–2 pages) 
Dissemination: The dissemination plan targets the main user groups of TEQ21: student teachers, 
practice teachers and teacher educators. In addition, TEQ21 will contribute to organisational 
development at placement schools and in institutions of teacher education (see dissemination plan 
included with this proposal).  
 
TEQ21 will edit two books. The first – Teachers’ Professional Competence: Transdisciplinary Goals 
(2020) – will present the results of the state-of-the-art review performed in WP1. The book will be 
co-edited with international collaborators and national experts to validate the scientific contributions 
and the editing process. The second book – Education for Transdisciplinary Goals (2024) – will be 
based on the whole project and use examples therefrom. The book will target teachers and teacher 
educators and will contain contributions from practice teachers. The development process of this 
book will include writing seminars to enhance practice teachers’ capacity to publish research. 
Furthermore, TEQ21 will organise a conference – Education for Transdisciplinary Goals – that will 
target teachers and teacher educators and will either be based on or contribute to the second edited 
book. TEQ21 will publish scientific articles in journals like Nordic Journal of Digital Literacy, Norsk 
Pedagogisk Tidskrift, Nordic Journal of Education and Teaching and Teacher Education. To engage a 
broader audience, TEQ21 will also publish in popular magazines like Utdaning and Bedre skole and 
utilise Khrono to engage experts within Norwegian higher education. Presentations will be given at 
national and international conferences, such as NKUL, NERA, NOFA, ATEE and ECER. In addition, two 
competence-building seminars at placement schools will be held during the project period. Finally, 
TEQ21, will launch an internet resource site (a blog) and utilise social networks (Facebook) to 
establish a community for discussing teachers’ professional competence and sharing experiences of 
constructing such competencies in transdisciplinary learning processes and at placement schools. 
 
Communication with users: Student teachers, practice teachers, teacher educators and school 
owners are central stakeholders of this research; consequently, close relations with representatives 
of these groups are important – for instance, through membership on the advisory board, 
engagement in competence-building seminars and invitations to co-research and co-author. At 
OsloMet and the placement schools at which data collection will take place, student organisations 
and teacher organisations will be informed of the research. Through competence-building seminars, 
the project aims to engage a wider audience of teacher educators and practice teachers and develop 
their knowledge of teachers´ professional competence. TEQ21 will utilize these seminars to establish 
a sustainable culture for continuous professional development within schools. TEQ21 will use existing 
channels like conferences, journals and popular magazines to stay in touch with the stakeholders 
(see dissemination plan) and organise new targeted seminars/conferences on the research area.  
 
Environmental impact: TEQ21 does not have direct environmental impacts. When planning 
meetings, care will be taken to limit air travel and use video conferencing technology when feasible.  
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Ethical perspectives: The research of TEQ21 will follow the guidelines of the Norwegian Centre for 
Research Data concerning informed consent and the collecting and storing of data. TEQ21 will also 
consult the guidelines provided by the Norwegian National Research Ethics Committees when 
designing the study and reporting findings. The researchers have extensive experience with 
ethnographic and survey data collection and the storing of personal data from previous research 
projects. Necessary steps will be taken to protect informants´ privacy in publishing and disseminating 
results from TEQ21. 
 
Gender issues: Both the teaching profession and teacher education are female dominated, and 
TEQ21 echoes this gender balance, with seven female researchers and three male researchers. A 
clear aim of the research is to contribute to a more even gender balance, as well as a generally more 
diverse and inclusive study environment in the GLU master´s programme. Diversity is one of the 
three transdisciplinary competencies studied in TEQ21. The project leader and other participants 
have previous experience including perspectives of gender and indigenous groups/knowledges, such 
as in the NORHED project in Nepal (Carm, Johannesen & Øgrim, 2015). 
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